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Explore careers 
with The ASVAB 
Workbook.
Exploring Careers:
The ASVAB Workbook 
is now available to all ASVAB-14 
test-takers. Designed and field 
tested by the Educational Testing Ser
vice, it is an easy-to-use resource that helps 
students understand their ASVAB results and 
explore career options.
Why is The ASVAB Workbook so valuable to students?
• It provides students the opportunity to explore their 
aptitudes, values, interests and educational career goals.
• It helps students identify what they want most in occupations 
(e.g., leadership, variety, level of income).
• Its unique, interactive “OCCU-FIND” chart helps students match their 
personal preferences with occupations.
• It helps students develop career exploration and decision-making skills.
Why is The ASVAB Workbook so valuable to counselors and teachers?
• The ASVAB Workbook is flexible. Counselors and teachers can use the 
Workbook for classroom based career guidance, as well as for working with 
individuals or small groups.
• Students can complete the self-assessment exercises independently, so that 
subsequent classroom or counselor meetings can be more productive.
• A supplemental chapter to The ASVAB Counselor’s Manual also is provided; 
it contains ideas on how to use the Workbook in different ways—dependent 
on group size and time available. Case studies and supplementary activities are 
included.
For more information, call 1-800-323-0513 (or in Illinois call 312-688-4933 
Collect').

ASVAB
The m ost widely used A ptitude Test in America.



We’ll help you 
reduce your 

textbook costs
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ELEMENTARY AND HIGH SCHOOL TEXTBOOKS AND WORKBOOKS 
ALL PUBLISHERS • USED, REBOUND, AND NEW • CURRENT AND OLDER EDITIONS

m m
WILCOX & FOLLETT BOOK COMPANY 
1000 West Washington Blvd.
Chicago, Illinois 60607 
1-800-621-4272

(Circle below, call, or write for our FREE catalog)



WE DO A LOT FOR OUR 
CONTINUING EDUCATION STUDENTS BECAUSE 

THEY DO SO MUCH FOR US.
Young people who are doing all they 

can for our country deserve the opportunity to 
do all they can for themselves.

That’s what ACES is all about. The Army 
Continuing Education System offers a variety 
of programs through which soldiers can get 
tuition assistance, credit for independent study, 
management and vocational training, even 
the opportunity to learn foreign languages.

It all starts with the counseling every sol
dier receives soon after joining the Army. At the 
Army Education Center on post, soldiers learn 
about ACES programs and determine which 
are best suited for their educational and career 
goals. ACES counselors are available to advise

soldiers throughout their Army careers.
Your students can work toward college 

degrees while they’re in the Army. Through 
ACES, they can take college courses right on 
post or at a nearby campus. Soldiers may enroll 
in programs that will enable them to transfer 
college credits back to "home schools” if they 
are transferred. These programs can lead to 
vocational/technical certificates, and Associate, 
Baccalaureate and Masters degrees.

Your students can find out more about 
ACES from their local Army Recruiter, who’s 
listed in the Yellow Pages. Experience has taught 
us that the more our soldiers can learn, the 
better it makes the Army.

ARMY. BE ALLYOU CAN BE
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H o w  T o  Improve a  Successful P rogram :
A R eport o n  th e  N ational  A ssessment o f  C hapter  1 
By Beatrice F. Birman
Chapter 1 is the federal government's largest contribution to elementary and 
secondary education. A new report says the program is effective, but could be 
even more so.

A  Lo o k  Backw ard a n d  Forward

By Bella Rosenberg
With success under our belts, we can now raise the standard to which we hold 
Chapter 1. And by that standard Chapter 1 could use some help, preferably o f  a
nonorthodox kind.

Literary Lackluster: The U n h a ppy  State 
o f  A m erican  H istory T extbo o k s  
By Gilbert Sewall
Could one reason fo r  student lack o f  interest in history be the dull-as-dishwater 
textbooks we fo is t on them?

N o t e b o o k 4

Letters 8

C reating  a Sc h o o l  C o m m u n it y :
O n e  M o d el  o f  H o w  It  Ca n  B e D o n e  1 0
An interview with Anne Ratzki
Healthy communities promote hard work and good behavior. Can schools be 
organized to do the same? A t a growing group o f  schools in West Germany— 
characterized by their intensive focus on building close relationships between 
students and teachers and students and students— the results look very 
promising.

T r a g e d y  in  M a te w a n :  T h e  C o a l  S tr ik e s  C om e t o  t h e  S c r e e n  18
By Michael Kerper
The Academy Award -nominated ".Matewan" is a rare film.■ I t treats the violence 
o f labor history without sanctimony or ideological axe grinding.
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NOTE BO OK

Id e a s  f o r  Te a c h in g  D e m o c r a c y ?
T he AFT has rec e iv e d  fund ing  to 

develop lesson plans based on Dem oc
racy’s Untold Story, the highly acclaimed 
textbook study published by the AFT-co- 
sponsored Education for Democracy pro
ject.

D e m o c ra c y ’s U n to ld  Story: W ha t 
World History Textbooks Neglect evalu
ated how five popular world history text
books conveyed the ideas of democracy. It 
concluded that the books do a terribly 
superficial job, providing neither teachers 
nor students much help in sorting out and 
understanding the ideas and values that 
underlie democratic society.

Contestants will receive a complimen
tary copy of Democracy’s Untold Story, 
from which they will be asked to choose a 
chapter, an idea, an event, or a theme and 
then will be asked to develop a lesson 
strategy that could effectively convey the 
material to students of differing abilities. 
Top winners will receive cash awards of up 
to $500 and a trip to Washington, D.C., 
w here they will participate in a ceremony 
honoring the winners and in discussions 
about educating for democracy. The win
ning lesson plans will be published by the 
AFT.

For m ore information and a contest 
application, write Education fo r  D em oc

racy, AFT, 555 New Jersey Avenue, NW, 
Washington, DC 20001. Applications must 
be requested  by May 30. Com pleted 
applications will be due during the sum
m er_________________________________

R e a d in g  Tip s  f o r  P a r e n t s

A new brochure for parents, with ten 
suggestions about how to help children 
becom e better readers, has been p ro 
duced by the National Commission on 
Reading, pub lishers of the  landm ark 
“Becoming a Nation of Readers.” The pam
phlet encourages parents to read aloud to 
their children; give them writing mate
rials; set a good example by reading news
papers, magazines, and books; encourage 
children to invent stories; and, because 
children need broad background knowl
edge to read successfully, expose children 
to a variety of experiences and events. 
Single copies are free from the Center for 
the Study of Reading; 50 for $17.50; 100 
for $35. Since sales tax differs from state to 
state, you should first write for a sample 
brochure and an order card with pricing 
information. Write to the Center for the 
Study of Reading, 174 Children’s Research 
Center, 51 East Gerty Drive, Champaign, 
IL 61820.
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. . . BETWEEN DINOSAURS AND METEORS.
. . . BETWEEN INSTRUCTIONAL TV 
AND YOUR SCIENCE TEXTBOOKS.

If you teach elementary or 
junior high science, you’ve just 
made the scientific discovery of a 
lifetime.

You’ve uncovered two FREE 
booklets from the Corporation for 
Public Broadcasting that make it 
easier to bring the compelling 
power of instructional TV to your 
science teaching.

CORPORATION 
FOR PUBLIC 
BROADCASTING

Our Science Textbook 
Correlations match programs from 
CPB-funded instructional science 
series with the latest editions of the 
most popular science textbooks— 
page by page.

Each booklet also includes a 
comprehensive subject index, so 
even if you’re teaching from a cur
riculum that doesn’t use a single 
text, you’ll still be able to find the 
programs that fit your lesson plans.

For your FREE copy of the Sci
ence Textbook Correlations book
let that matches your grades, send 
in the coupon. Discover how televi
sion can help you fill the missing 
links in your science curriculum.

I----
^  U  YES, w o u ld  l i k e  FREE

■ i n fo r m a t io n  a b o u t  u s in g  i n s t r u c t io n a l
• te le v is io n  in  m y  s c ie n c e  te a c h in g .  P le a s e
■ s e n d  m e  th e  T e x tb o o k  C o r r e la t io n s  I
■ b a t  e  i n d i c a t e d  a t  n o  o b l ig a t io n .

I E le m e n ta r y  S c ie n c e s  ( g r a d e s  1 -3)  

j *— I J u n i o r  H ig h  S c ie n c e s  ( g r a d e s  6 -9)

|  NAME___________________________________________

I ADDRESS_____________________________________ __

CITY/STATE/ZIP_________________________________

Mail to: Textbook C orrelations, C orporation for  
Public Broadcasting, Office o f  Education, 1111 
Sixteenth Street NW, W ashington, DC 20036
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A  P a g e  o f  P o e m s

TO KM ALL Y, THE American Educator does no t 
1 Y p r in t poetry. We’ve m ade an exception fo r  
Edward Gottlieb. As a New York City school 
teacher, he firs t jo in ed  the teacher union m ovem ent 
in  1926 as a m em ber o f  the New York Teachers 
Union, an early forerunner o f  the United Federa
tion o f  Teachers/AFT. In  I960, as a school principal 
at P. S. 165 during the first New York City teachers 
strike, he jo in ed  the p icke t line and  was one o f  a 
hand fu l o f  principals who resisted board o f  educa
tion dem ands that the names o f  striking teachers 
be turned over to the board. A t a tim e when m any  
other principals punished  teachers they knew  to be 
union  members w ith poor class assignments and  
additional duties, Gottlieb always encouraged 
teachers a t his school to jo in  the then-small union. 

J u s t as im portantly— and ju s t  as unpopularly  — he 
encouraged teachers to pursue innovations to 
improve education. As one teacher who worked 
w ith  h im  said, “There was a feeling  o f  freedom  and  
latitude in the schools; we did no t fee l hidebound  
to fo llo w  certain ways. ”

Mr. Gottlieb is now  retired, in his eighties, and  
going blind. Always a Renaissance man, he is still 
a poet.

M oving  O ut of Sight

A shrouded world my eyes survey 
And that at best is thru a haze 

How hard my brain must strain to weigh 
The clouded, bent, enfeebled rays

Dark shadows settle on the stage 
W here actors and faces blend 

Bold print gets blurred upon the page 
On tape recordings I depend

I scan the food upon my plate 
No recognition in my gaze 

Sight, taste and smell must all debate 
What seems most like a bouillabaisse

In conquering the bleak subway 
I clutch the rail or hug the wall 

And when steep stairs come into play 
Cane takes me down to spare a fall

As planetary view recedes
My cosmic sphere approaches nigh 

Suffice the memory of old deeds 
They tem pt no longer failing eyes

O ur  T eacher

As measured by the television range
Her life by word or step is quite confined
Yet in her hands she holds the strings of change
That guide your hearts through realms of humankind

She prods young minds beyond the conscious ledge 
Inspiring each to shun the passive role 
Then intellect transcending drives a wedge 
So conscience be the lever of the soul

So much her bold exploring mind exacts 
She grants the casual but off-stage parts 
Begrudging every tick that time subtracts 
As seeds of growth propel adventurous hearts 
Her classroom has a skylight to the world 
And on her blackboards dreams of men unfurled

Farew it via Public Address System

I’ll miss your hurry down the street 
And bright “Good Morning” at the door,
Your stairway tramp of m erry feet, —
These cheerful sounds I’ll hear no more.

Will you recall the P.A. voice 
The plea to sit up straight and tall;
Each message that should guide your choice 
To climb new heights, to heed a call?

I’ll think of you with book-bag full 
Your white shirts on assembly day,
With fondness for each tug and pull 
That brought us close in secret play.

Remember how I shared your top or ball,
Rejoiced to hear you laugh and sing;
Remember how I hushed you in the hall,
To every joyous memory cling!
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HAS TAX REFORM PLACED 
YOUR TAX DEDUCTIONS IN CHECK?

VALIC Tax-Deferred Annuities give educator s the oppor
tunity to offset the many tax deductions no longer available 
as a result of the Tax Reform Act of 1986. Deductions that 
have been eliminated or severely restricted include:
Sales tax deductions • Two-earner deduction • Non
reimbursed business deductions • Consumer loan interest
• Capital gains exclusion allowance • Investment tax credits
• Political contribution tax credits • IRA deductions subject 
to certain income level restrictions • And all but the most 
serious medical expenses.

With a VALIC TDA, you may be able to reduce your 
taxable income by up to 20% of your salary, which with 
elective contributions can total up to $9,500. You can 
select from variable options with the earning power of 
mutual funds or from fixed options with attractive, fixed 
interest rates. VALIC’s tax-free loan provision allows you 
access to your TDA assets without the federal tax penal
ties normally associated with early withdrawal.

Its your move. Return the coupon below and discover 
how VALIC can help you plan for retirement.

Please have a VALIC Representative contact me:

Name

Address

City State Zip

Home Phone Work Phone

Employer

Send to: VALIC Group 
Marketing, 2929 Allen 
Parkway, 7th Floor A7-25, 
Houston, Texas 77019

5 VALIC
★ An American General Company |

The information in this ad is general in nature, and may be subject to change. N either VALIC nor any of its agents give legal o r tax advice. Applicable laws and regulations are  complex and subject 
to change. F«r legal and tax advice concerning your situation, you should consult your attorney, accountant, or tax advisor. For information about a  VALIC TDA inlcuding charges and expenses, 
send in the a ttached coupon for a free prospectus. Please read the prospectus carefully before sending any money. © 1988 The Variable Annuity Life Insurance Company, Houston, Texas



LETTERS

Ju d e o -C h ristian  Values

The excellence  of the A m erican  
Educator continues. There were a 
num ber of outstanding articles in 
the Fall 1987 issue, but to my mind, 
“The Values Vacuum” by H arriet 
Tyson-Bernstein and “D em ocracy’s 
Jewish and Christian Roots” were 
among the best I have ever read in 
the AFT journal.

The com m on sense them e that 
runs through both suggests that a lot 
of the criticism directed at public 
education can be overcome simply 
by being practical. We need  not 
teach about God or indoctrinate in a 
sectarian manner, yet we can still 
teach what our ancestors thought 
and how they acted on those beliefs 
to establish the civilization we have 
today.

The history of Western Civiliza
tion teaches us that religious intol
erance was the source of our blood
iest wars. It is necessary to know that 
history. Yet it is also necessary to 
know that our ideas about the value 
of the individual and how we should 
treat one another are rooted in our 
Judeo-Christian religious beliefs. We 
must pass along those moral and his
torical values or our future will not 
be as bright and hopeful as much of 
our past has been.

— Pa u l  E . F r a n c is  
V ic e  P r e s id e n t

P i t t s b u r g h  F e d e r a t i o n  o f  Te a c h e r s

I have one concern about Paul Gag
non’s article entitled “Democracy’s 
Jewish and Christian Roots,” which 
appeared in the Fall edition of the 
American Educator.

I would strongly support the phi
losophy expressed on the first page 
of the article: that we should exam
ine ideologies “. . . because they are 
forces in history.” But as Mr. Gagnon 
develops his story, he seems to ac

cept the notion that the Christian 
and Jewish God is an absolute au
thority. At one point, he says, ‘Absent 
from these texts . . .  is the idea of 
individual creation of each soul in 
the spiritual image of God. . . He 
then argues that this is the basis for 

. . accepting the equality and dig
nity of every person on earth . . . . ” I 
am concerned that there is only a 
subtle rather than a substantial dif
ference between . . forces in his
tory . . . ” and religious belief.

He also states that “. . . God im
poses on Jew and Christian the duty 
to make [the world] better, regard
less of obstacles or excuses.. . . ” I am 
unsure that this “doctrine of amelio
ration” is only imposed by the God 
of Christians and Jews. And finally, in 
a list, he talks about Christians and 
Jews and “. . . those who have ab
sorbed its moral imperatives . . .” 
“. . . to obey God’s law 

Gagnon is on the right track. I am 
just concerned that he slips off on to 
the side of the believers in God and 
excludes the nonbelievers.

— T h o m a s  Y. H o b a r t , J r .
P r e s i d e n t  

N e w  Y o r k  S t a t e  Un i t e d  T e a c h e r s

The author replies:
I  surely d id  no t mean to exclude 
nonbelievers, and  i f  m y language 
suggests that I  did, it is m y oivn 
fa ilure  o f  clarity. The m oral and  
ethical principles basic to Judaism  
a n d  C hristianity  p rovided  n o t so 
m uch the “roots” o f  democracy, as 
the title o f  the article implies, as the 
fertile soil in which it could later 
flourish. Essential to the democratic 
com m unity, as de Tocqueville said  
was widespread devotion to justice  
and  social amelioration, to hum an  
equality and  dignity, to individual 
liberty and  responsibility fo r  moral 
choice. As Mr. H obart observes, 
these are no t exclusivelyJewish and

C hristian  princip les. B u t in  the  
West, it was m ain ly  Judaism  and  
Christianity to which m ost people  
adhered and  fro m  which they first 
im b ib ed  such  ideals. The ideals  
themselves survived the seculariza
tion o f  Western society and  the fre 
q u en t a b a n d o n m en t o f  religious 
b e lie f A nyone  can cherish them, 
believer or not. B u t they d id  no t 
come ou t o f  thin air. M y quarrel is 
w ith  texts tha t leave the s tuden t 
w holly  ignoran t o f  their origins 
and  o f  the m oral fervor that sus
tained them.

— P a u l  G a g n o n

T he Values Vacuum

I enjoyed Harriet Tyson-Bernstein’s 
article “The Values Vacuum” immen
sely. I thought it entirely appropri
ate, even to the  quotation  from 
“Hamlet.”

The only problem I have with it is 
one statem ent that was fatally in
com plete. She said “parents want 
‘values’ taught in the schools.” In 
fact, what parents want taught is 
their values. ‘Aye, there’s the rub!” 

— A l f r e d  E. B o r m ,  Ph.D.
S a n  M a r c o s , T e x a s

“The lady doth protest too much, 
methinks. ” H am let III. 2.242
H arriet Tyson-Bernstein’s article  
“The Values Vacuum: A Provocative 
Explanation for Parental Discontent” 
is provocative and requires rebuttal. 
Although elegantly written and clev
erly phrased, the arguments offered 
are the familiar conservative posi
tions clothed in new guises. Despite 
the protests of conservatives to the 
contrary, there always have been and 
always will be values in education 
program s. The real issue is the 

(Continued on page 47)
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People 
are talking.

f  I love the format!
1 It's a unique blend of 
|  animation, interviews 

and commentary 
by experts.

Every program c o m e s ^  
complete w ith a 15 minute 
videotape, Leader's Guide,

50 booklets and 
a poster!
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What You 
IJP Should Know

v id e r _
Created by Channing L. Bete Co., Inc. 

200 State Road • South Deerfield, MA 01373

Talk to us.
We'll send you a Free catalog o f 
our award-winning video programs 

and tell you about our 30 Day 
Approval Policy Call

1- 800-628-7733
(Ask for Video Communications)



The Remarkable Impact of

Creating 
a  Sc h o o l  Co m m u n ity

One Model of How It Can Be Done 
An Interview with Anne Ratzki

AMERICAN EDUCATORS are constantly called upon 
to follow some new star—some new m ethod or fad 

that will eliminate the problems faced by American 
schools. We have reason to be very skeptical of such 
panaceas—and reason to remain on the lookout for new 
approaches that work, particularly if they work for stu
dents who have had little success in the traditional 
school setting. Such a new approach is spreading 
through West Germany.

The AFT discovered it when a delegation of AFT vice

A nne R a tzk i’s U.S. program  was organized by the AFT 
In ternational Affairs D epartm ent w ith support fro m  
the Friedrich Ebert S tiftung  a West German fo u n d a 
tion associated w ith Germany’s trade union m ove
m en t and  Social Democratic Party.

presidents, as part of an ongoing exchange with the 
West German teachers union, traveled to Cologne, West 
Germany, and visited the Koln-Holweide school. What 
they found was a school whose student population was 
composed of a fairly equal mix of high- middle- and low- 
ability students; a substantial proportion—one third— 
of Turkish students, Germay’s major minority popula
tion; and a representative mix from middle- and lower- 
income households. Yet only 1 percent of the school’s 
students drop out, compared to a national West German 
average of 14 percent; and 60 percent of its students 
score sufficiently well on high school exit exams to be 
admitted to a four-year college, compared to a national 
average of only 27 percent. Moreover, the school suffers 
practically no truancy, hardly any teacher absenteeism, 
and only minor discipline problems.

A t the core o f  Koln-Holweide is the table group: five or six students o f  varied abilities who work together and tutor each other 
in every course. The groups stay together fo r  a year or more and group mates are held responsible fo r  each others’ success.
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Of course, it always has been possible—whether in 
West Germany or here—to point to an exceptional 
inner-city school here and there that had drastically 
improved its test scores, behavior, and so on. But typ
ically, the school’s success depends on a single charis
matic principal. Once he or she leaves, the school slowly 
regresses. Significantly, Koln-Holweide’s success does 
not depend on a one-of-a-kind leader; its level of perfor
mance has been replicated wherever the concept has 
been introduced—currently at a total of twenty schools, 
each serving from six hundred to two thousand stu
dents.

Behind Koln-Holweide’s success is not a single quick- 
fix solution, or even a series of piecemeal education 
“reform s.” Rather, the school has been com pletely 
restructured, with the goal of transforming the school

into a close-knit community, with all that that implies: 
an environment in which students will find support for 
their efforts to learn and grow up and, as is also true in 
any real community, where they will come up against 
srong sanctions and pressures if they stray too far from 
the community norms. To create this community, the 
school’s teachers draw on many techniques that Amer
ican teachers will recognize—cooperative learning and 
peer-tutoring techniques (for m ore information on 
these, see A m erican  Educator, Summer 1986), ex
panded authority and broadened responsibility for 
teachers, independent study projects and teams of 
teachers working w ith small groups of students in 
schools within a school. But at Koln-Holweide, and its 
sister schools, each of these ideas is carried further than 
is typically the case here, and no idea is regarded as an

i

Several periods are devoted to project work: younger students undertake such tasks as producing holiday greeting cards 
(above); older ones might be asked to use their knowledge o f math and architecture to "design the home o f  their dreams. ”
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end in itself but as a piece of an overarching plan, of an 
ongoing attempt to create this community.

THE KOLN-HOLWEIDE approach grew, eventually, 
out of a great reform of German education that 
began in 1963, w ith the publication of the bestselling 

German Educational Disaster, which focused German 
attention on an outmoded, class-based school system 
dating from before the first world war. At that time, 
Germany’s schools were organized largely according to 
social class. Students were sorted out and tracked begin
ning at age ten. Children of the upper class (and, after 
World War II, the most able from other social classes) 
w ere sent to the Gymnasium, which prepared them to 
enter the university. Middle-class students went to the 
Realschule and, eventually, to elite vocational schools. 
Children of Germany’s lower class, including many im
migrant children, were sent to the Hauptschule  and 
went into the workforce at age fifteen. (Later that age 
was raised to sixteen.)

The problem, according to the German Educational 
Disaster, was that the school system as it was organized 
was not producing enough qualified students to fill jobs 
in m odern industry, science and technology. The system 
took potentially talented students, labelled them, and 
literally ruled them out of consideration for a university 
education by the age of ten. As a result, Germany was 
sending fewer students to universities than were most 
other industrialized countries, and its economy would 
soon pay the price.

A prestigious national commission called for the crea
tion of “Comprehensive” schools that would enroll stu
dents aged ten to nineteen (grades five through thir
teen) from all social classes. The first one opened in 
1968, and today a network of Comprehensive schools 
exists side by side with the traditional, stratified three- 
school system. Most research concluded that, com 
pared to their counterparts still in the traditional school 
system, a much higher proportion of Comprehensive 
students earned their “leaving certificate”—roughly 
equivalent to a high school diploma—and  then con
tinued their education. But in a given grade, the achieve
m ent of Comprehensive school students did not seem 
spectacularly higher, and the huge com prehensive 
schools soon earned a reputation for being “concrete 
jungles” filled with alienated students and teachers.

After observing how the first Comprehensive schools 
fared, teachers from Koln-Holweide (and indepen
dently, from another school, Gottingen-Geismar) devel
oped their unique approach, what they call the “Team- 
Small-Group-Plan.” In developing their approach they 
had two aims: to diminish the anonymity that seems to 
come with a huge school and to design an instructional 
scheme in which, while working together, students of 
very different abilities and backgrounds could each 
reach their potential. The two aims led them to team 
teaching, with the close relationships it fosters between 
a relatively small number of teachers and a manageable 
num ber of students. The team idea was then extended 
to the students, and the small-group method—where

•The German title is Die deutsche Bildungskatasprophe. The author is 
Georg Picht.

students work together in small heterogeneous groups 
(what we would call “cooperative learning”)—became 
the school’s core instructional idea. In American class
rooms, cooperative learning tends to be employed in 
some classes on some occasions. At Koln-Holweide, in 
order to amplify the close relationships and build the 
desired community, the students generally work with 
their same cooperative “table group” for at least a year, 
and often more, and the teaching team works with the 
same group of eighty-five to ninety students for six 
years, from grade five to grade ten.

The striking success these schools have had, with a 
group of students who had been ignored or failed in the 
traditional school system, may offer some lessons for 
Americans. Just as Germany suddenly tried to educate 
millions of students from poorer, less-educated back
grounds, so we in the United States decided in the fifties 
and sixties that every student should get a high school 
diploma. That was a revolutionary change in mindset 
from pre-World War II days when less than one-third of 
our students graduated from high school. But we never 
transformed our schools to m eet their revolutionary 
new mission. Just as the German schools first fared only 
adequately in their mission, so ours are still bumping 
along none too successfully. The German attempt to 
restructure their schools in an effort to meet the needs 
of these new students is instructive.

To find out m ore about how and why their school 
operates as it does, the AFT invited Anne Ratzki, the 
headm istress of Koln-Holweide, to visit the United 
States. The following interview is based on discussions 
she had with the AFT executive council, AFT president 
Albert Shanker, and members of the AFT staff

Q. First, tell us a little about your students. How  
m any are there? What kinds o f fam ilies do they  
com e from? How do they com pare dem ograph- 
ically to students in  other German schools?

A. We have two thousand students. They are quite 
average and representative. The school is in a suburb, 
and we have an area where people own their own 
homes, but we also draw from public housing where 
residents are too poor or unstable to live anywhere else.

Although I can’t cite statistics, I think about 25 per
cent of our children come from families in which the 
parents are unemployed. Sometimes we find the chil
dren ill clothed and hungry. Because they can’t afford 
the few marks that some school activities cost, we run 
special fundraising activities. Because of divorce, many 
children live with only one parent, and they often have 
very big problems.

Twenty-five to thirty-five percent of the children are 
of foreign origin, mostly Turks, but also Moroccans, 
Filipinos, Yugoslavians—fifty-two nationalities in all. 
The Turks are by far the biggest ethnic group, and they 
have the biggest problems because their cultural back
ground is very different from ours, especially w ith 
respect to the treatm ent and behavior of m en and 
women. Most Turks hope to return to Turkey so they are 
not prim arily in terested in integrating into German 
society. We must simultaneously teach these students 
enough German so that if they stay, they can succeed 
and enough Turkish so that if they return, they can
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The teacher team s an d  their 
students stay together fo r  six years, 

from  the tim e students enter the 
school in fifth g rade  until they earn  
their leaving certificate a t the end  

o f g ra d e  ten.

succeed there also. It is very, very difficult to balance 
these two goals.

The students represent the whole range of abilities: 
About fifty percent of our students earned the top three 
German marks—a 1, 2, or 3—in primary school and fifty 
percent the bottom  three—a 4, 5, or, 6 .1 should add that 
7 percent of German students are so handicapped or 
have such terrible behavior and learning problems that 
they attend special schools. But now even these stu
dents are being integrated into Holweide and two other 
Comprehensive schools.

Q. To get a sen se  o f your school, let’s start very 
broadly. Can you  tell m e the five ways in  w h ich  you  
and your twenty sister schools m ost differ from  
traditional Am erican schools?

A. Yes. First, our teachers do not work as isolated 
individuals, each trying to deal alone with myriad prob
lems that plague his students and the school. They are 
part of a team of six to eight teachers—six if the teachers 
are all full time, seven or eight if several teachers share 
one or two positions.* Together this team is responsible 
for the teaching and education of th ree groups of 
twenty-seven to thirty students—what we call classes.

Second, and this is probably most important, our 
teachers are responsible not merely for teaching their 
subjects but for the total education of their students, for 
making sure that their students succeed, personally and 
academically. This requires us to cast our net broadly 
and involve ourselves in many things: We eat with the 
students, counsel them on personal and academic is
sues, determine their class schedules, tailor their curric
ula, help to broaden their interests by offering special 
lunchtime activities, talk with their parents.

Third, the teacher teams and their students stay to 
gether for six years, from the time the students enter the 
school in fifth grade until they earn their leaving certifi
cate* * at the end of grade ten. And the students stay with 
their class of about thirty all these years also. The team’s 
composition might change a little over the six years, but 
the idea is for the teachers and students to get to know 
each other very, very well and for the teachers and 
parents to get to know each other as well.

Fourth, our teachers make all the instructional deci
sions, including how the curriculum will be taught, and 
all sorts of other decisions as well. They develop a varied 
schedule of lunchtime activities and the class schedule, 
determining who will teach what and when, whether 
certain classes are best taught in a single period or a 
longer bloc of time or if more time should be provided 
for students to pursue independent study. They instigate 
inservice training as needed on different topics, they 
train new teachers and m entor each other, they arrange 
for someone to cover the class of an absent teacher, they 
call in social workers when that seems necessary . . . .  
Each team is really running a school within a school and

“By law, German teachers are entitled to work part time. This enables 
many wom en who otherwise might leave to continue teaching through 
most of their child-rearing years.
* 'T h e  leaving certificate is awarded or denied to all German students at 
age sixteen. Depending on their scores, they are able to continue their 
academic studies, gain admission to special vocational schools, o r only to 
ordinary ones. The score is based on a series of teacher evaluations and 
teacher-prepared tests.

Eleven-year-olds with the theatrical set they created during a 
lunch activity.
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has a great deal of autonomy. But that entails a great deal 
of responsibility also.

Fifth, our students are not forced to compete against 
each o ther in a destructive way. In the traditional 
school, students are pitted against each other at the 
earliest ages. The child who can’t answer the teacher’s 
public questions feels humiliated and, after several such 
experiences, gives up. Even more humiliating, students 
who fail are forced to leave their school for a less- 
prestigious one: a G ym nasium  student would be 
demoted to the Realschule, or the Realschule student 
to the Hauptschule. We get children just ten years old 
who have already decided, “I can’t learn, I hate this.”

In contrast, we try to give support to our students. 
W hen they first enter the school, they are assigned to a 
table group of five or six students, integrated by sex, 
ability, and ethnic origin. Inside these groups, the chil
dren tutor and encourage each other. It’s an extension of 
what you call cooperative learning groups. The dif
ference is that our children stay in these same table 
groups for every subject and normally for at least a year.

The teacher’s role rem ains the 
same: to teach. Only the teaching 

techniques have changed.

Q. How long  is “at least a year”?
A. It depends. In any group there will be problems— 

personality conflicts and so forth. But we try not to just 
alter groups for this reason. We work with the students 
to help them overcome their problems. But if the con- 
ficts are too severe, or if the team teachers see that a 
particular group just isn’t learning well together, they 
will do some minor reshuffling. This probably happens 
about once a year. In the older grades, students will 
usually initiate their own m inor reshuffling—which 
must gain teacher approval—also about once a year.

Q. What about personality conflicts betw een a 
student and on e  o f h is teachers? Six years is a long  
tim e to endure each other. What is really gained  
from  this sustained contact?

A. A great deal is gained: First, if we know that a child 
is our responsibility for six years—that we can’t pass 
him on to someone else—we are forced to come to 
terms with even the most difficult characters. And if you 
have a child for six years, not one—especially if you’re 
sharing responsibility for him with six or eight team 
mates—you stand a chance of winning him over. You’re 
not already defeated at the starting line. Second, we gain 
educational time: We don’t lose several weeks each 
September learning a new set of names, teaching the 
basic rules to a new set of students, and figuring out 
exactly what they learned the previous year; and we 
don’t lose weeks at the end of the year packing students 
back up. Most importantly, teachers and students get to 
know each other—teachers get to know how each stu
dent learns, and students know which teachers they can 
go to for various kinds of help. The importance of this is 
incalculable.

If a personality conflict between a teacher and stu
dent is terribly severe, in very rare, extreme cases, a 
switch of teams could be considered. But in all of our 
experience, that has never happened.

Q. If I w alked in to  o n e  o f you r  classroom s, 
instead o f children in  rows, I w ould see  children

Students meet in a “tutorial" twice a week.
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around tables. How else  w ould it look  different 
from  a typical Am erican classroom?

A. The children would be busy doing something— 
writing things, talking with each other, reading, solving 
problems that the teacher had assigned, or preparing a 
presentation for the rest of the class.

Except for very rarely, the teacher would not be at the 
front of the class delivering a lesson to the whole class— 
at least not for most of the period. Instead, he or she 
would be walking from group to group to see how their 
work was progressing. Sometimes there would be a 
whole-class discussion, but this would follow a period of 
group work in which even the slowest students had 
been familiarized with the material so that they too 
could contribute.

Q. So you  have really transform ed the role o f the 
teacher.

A. Not really. The teacher’s role remains the same: to 
teach. Only the teaching technique has changed.

We found that teaching to the whole class when the 
students were of such varied abilities didn’t work. When 
you speak to the whole class, you reach a lim ited 
num ber of students. We bore some of the brilliant ones, 
and we don’t reach some of the very slow ones. Children 
learn early how to give the appearance of attentiveness, 
but we have no idea what’s happening behind their 
faces. We assume the children are “on task.” But only 
those who are listening and understanding really are.

Our children are always busy and working so it’s 
harder to lose them, and they’re always “on task.” If a 
student has a problem, he doesn’t have to wait for the 
teacher, he can ask his table group for help. If the group 
can’t help, then the teacher will— but the first respon
sibility to help lies with the group.

In the beginning some teachers were uncomfortable 
in this role. If they weren’t up front, talking themselves, 
they felt they w eren’t teaching. We tell them to have 
more confidence in the student. Give them a chance to 
w ant to and they’ll learn themselves. But w ith this 
approach the teacher is no less a teacher. He’s coaching, 
tutoring, and mentoring, arranging things so that the 
students can get interested and then learn.

Q. Tell m e what the teacher and the students are 
actually doing in  a given class.

A. Let’s take a foreign language class in English. I’m 
the teacher. I review what we already know about adjec
tives and then challenge each group to prepare a list for 
the overhead of all the adjectives that they know. Each 
student will contribute some words to his group’s list— 
some more, some less. Then one from each group will 
display the group’s list, translating each word into Ger
man.

We’ll applaud the best groups, and usually the stu
dents will see that the group that performed the best is 
the one that has worked together the best. When one or 
two children sit back, the group suffers. I’ll ask, “What 
has happened to your group? Why couldn’t you work?” 
If it’s a small problem, we might discuss it briefly in the 
class. Someone in the group might say, “I was so tired. I 
was out too late.” “Okay, accepted,” I say. You can be sure 
the group will see to it that this child is not tired next

time. They want to win.
Then perhaps I’ll give a short lecture on how English 

adjectives are converted into adverbs. I’ll answer some 
questions, and then maybe as a whole class we will 
experiment with using the adverbs in sentences.

Then each child has to complete a handout on adjec
tives, adverbs, and spelling. I’ll go from group to group 
to see how people are doing. Before answering any 
question that’s posed to me, I’ll ask, “Have you asked in 
your group yet?” Even though this is really an individual 
exercise, students are responsible for helping their 
group mates.

So you see the teacher has decided how best to 
present the instruction on adverbs, she’s arranged the 
competition, prepared the handouts, answered ques
tions, counseled the groups—it’s quite a mix.

* * *

Q. You said the teachers have a great deal o f  
autonom y and authority and you  outlined  for u s a 
w h ole  series o f their responsibilities. So that we 
can understand a little better both what the teach
ers are doing  and how  the sch ool runs, explain, 
for exam ple, how  the curriculum  is developed.

A. Take the mathematics curriculum. Our state’s min
istry of education publishes a small book that states what 
students should learn in each grade. We take that book 
and the textbook that we have selected and meet as a 
grade-level curriculum conference, composed of one 
delegate from each of the three teams in that grade. We 
decide which elements of the prescribed curriculum 
and which sections of what books should be empha
sized and in what order they should be taught. We’ll 
select or develop materials for each class, often develop
ing special materials for the weaker or quicker children. 
Or, perhaps w e’ll agree on a good film to bring in.

Q. So th ese  are materials that w ould be u sed  at 
the tables?

A. That’s right. These are materials that will help 
students understand what’s in the textbook or that will 
take them beyond the text—handouts, exercises, addi
tional readings, perhaps. Maybe we would develop a 
simulation game, questions to provoke a table discus
sion, or instructions and materials for preparing a group 
project. But, rem ember, the individual teacher isn’t 
designing all these group tasks all by him or herself. 
Three teachers are preparing the materials for all the 
subject teachers in the grade.

Q. What if  I d on ’t like the materials the curricu
lum  conference has prepared? Have I lost the free
dom  to develop the k ind  o f lesson  I want to give? 
D oesn ’t this becom e a terrible strait jacket for a 
teacher?

A. Not really You are always free to bring your ideas 
to the conference. But most teachers believe that mate
rials developed by the group will be better than those 
prepared by a single teacher in isolation. But certainly if 
someone wants to go his own way, that’s okay. Why not? 
It’s never good to force people to do what they don’t 
want to.
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Q. W&s it clear to you  from the beginning which  
sorts o f tasks w ould  elicit the m ost work and learn
ing from  the groups?

A. No, not at all. For example, in the beginning we 
prepared different activities for students of different 
abilities. But this was not effective—it was hard for the 
students to collaborate. We now assign a single difficult 
task and have the whole group work to solve it.

Also, in the beginning we spent a lot of time inventing 
totally new tasks for the tables. But that turned out not 
to be so vital. Once you have trained the groups to work 
together and to help each other, you can give them 
traditional tasks like reading a book and answering ques
tions or doing a science experiment.

Q. Let’s go back to this curriculum  conference. 
W hen d oes it meet?

A. Let me explain the structure of the week. Every 
Tuesday afternoon, children leave at 1:30, and the after
noon is devoted to a variety of teacher conferences. 
Several times a year, the whole staff will meet together 
to discuss issues affecting the whole school. Periodic
ally, all the teachers in a grade will get together. And 
every other week, teachers from each team m eet to 
discuss such issues as the progress of individual stu
dents, groups that aren’t working well, and modifica
tions in the class schedule. Or if a teacher will be absent, 
they’ll decide who will cover her classes. We never hire 
substitutes. Since they don’t know the students, they are 
rarely able to do more than keep order. (In alternate 
weeks, team members often meet at someone’s home 
and conduct their meeting over a friendly dinner. This is 
generally not resented because most teachers believe 
the regular meetings are necessary.)

As for the curriculum conferences, they are essen
tially subcom m ittees of the all-grade subject con
ferences that m eet every sixth Tuesday. In this subject 
conference, the three teachers from every grade who 
are delegates to, say, an English curriculum conference 
will m eet and discuss curriculum matters that affect all 
grades—w hich dictionary to use, for example, or 
w hether to change the textbook. This is also where 
subject matter research is discussed. A new study on a 
more promising way to teach a mathematical concept, 
for example, would be discussed in the mathematics 
conference. Normally this meeting lasts one-half hour, 
bu t once  a year the curricu lum  conference will 
organize a full-day program for all its delegates—team 
members will cover the classes of the missing teachers. 
The program for the one-half hour and day-long m eet
ings is planned and organized by an elected subject 
chairman who, in order to complete this work, gets an 
extra free period per week.

After the all-grades meeting, the curriculum dele
gates split up by grade level and meet in the curriculum 
conference I described earlier—if nondelegate teachers 
want to come also, they may.

In addition to developing materials, the curriculum 
conference may com pare how different classes and 
teams did on the last round of tests.* If one did par
ticularly well, or not so well, we’ll want to ask why. Then 
perhaps someone will volunteer to draft the next test, 
which will then be circulated to all the other English 
teachers for their comments and approval. So at dif
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ferent times, everyone prepares something and then 
gives it to everyone else.

Q. In on e  way or another, then, the entire fac
ulty, so m etim es through  delegates, som etim es  
not, is th inking about everything—the tests, the 
textbooks, the m aterials that are u sed , h ow  to 
strengthen the working o f each group. This is an 
on goin g  discussion.

A. That’s right.

Q. What about the running of the larger school?  
As headm istress, are you  still the person  w ho is 
m aking the p erson n el decisions and allocating  
the resources, for example?

A. Although I am legally the headmistress, our school 
is run democratically. The school is governed by the 
panel of lead teachers: myself two of my deputies who 
help with administrative chores, the “lead teacher” for 
each grade and each subject—for a total of twenty 
people. We m eet weekly and discuss such school issues 
as how to allocate resources among teams and whether 
to ask the authorities for new staff and if so who— a new 
teacher or a social worker, for example.

Q. I understand that German law requires all 
headm asters to teach at least a few classes per 
w eek. In the United States, not on ly  d on ’t prin
cipals teach, but a large city h igh  sch ool m ight 
easily have five or six other nonteaching adm in
istrators. How do you  fee l about having to teach?

A. In our school anybody with administrative respon
sibilities also teaches. I teach six to eight periods a week 
and am a member of a team. I cannot imagine not 
teaching. I would miss it terribly. Plus, if I w eren’t 
teaching, how well could I understand the problems 
teachers were facing in their classes? How well could I 
judge their teaching? I don’t think as well as I now can.

* * *

Q. What about teacher training? D o you  have any  
special program for training and m entoring new  
teachers?

A. Every year, we get five to ten new teachers—some 
are brand new, some transfer in from other schools. 
They are briefed for one day on the school’s structure 
and main procedures Then the teams take respon
sibility for them.

For the first two weeks, the new teachers simply ob
serve their teammates and the working of the table 
groups. When they begin teaching, their education and 
training will continue as they interact with the six or 
eight people of varied experience, with different cer
tifications, and with very different ideas about teaching. 
They’re regularly discussing their teaching, their stu
dents, their successes and failures . . . and here is this 
new teacher. It’s a tremendous learning experience.

*By law, students must be tested six times a year in each subject. But these 
are not standardized tests; they’re developed by the teachers and are 
mainly essay and short answer. Since they ’re not national tests, it’s hard to 
use them to compare one school’s performance to another. But they’re 
very useful for making internal comparisons.
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In the curriculum conference, we 
m ay com pare how different classes 
a n d  team s d id  on the last round of  
tests. I f  one d id  particu larly  well, 

or not so well, w e’ll want 
to ask why.

A table group at work on a social studies assignment.

Plus, they’re attending curriculum  conferences and 
other educational meetings.

After three years, the new teachers—not the trans
fers—will be observed and evaluated by the state super
intendent’s office. The evaluator can fail the teacher or 
give one of four passing marks, but our teachers have 
never received any but the top two marks. The superin
tendent often comments on how highly qualified our 
teachers are. But we get the same teachers as the other 
schools. Ours just get this superb training in the teams. 
Our staff even includes teachers who have had big prob
lems elsewhere—but now they are doing quite well.

There are, of course, a few teachers—really, a very 
few—who are unwanted by every team. And sometimes 
a teacher doesn’t fit in with a particular team or even 
with a second team. But then maybe he finds his ideal 
team and turns out to be a fine teacher. Teachers develop 
in different ways.

Q. What about veteran teachers w ho are not per
form ing w ell. How do you  hand le that? It m ust be a 
terrible strain on  the team s to have on e  or two 
m em bers w h o  are very weak.

A. If a teacher is having problems, he can ask a team 
mate to observe him and his class and make suggestions. 
This happened to me, actually. When I first started in the 
Comprehensive school, my only teaching experience 
had been in the Gymnasium. I had big problems: The 
students were perfectly friendly, but they did not listen. 
I asked a fellow English teacher on my team—someone 
who had taught at the Hauptschule  (attended by stu
dents from the lower social classes)—to come observe 
me. And I went to her class to see what she was doing. 
We discovered that I was expressing myself in such a 
complicated way the children didn’t understand me. My 
instructions worked fine for the upper-class children, 
but they failed with this mixed group. I had to change 
the way I explained the assignments.

It happens that teachers face problems for which they 
are unprepared. In a supportive atmosphere like the 
team, these problems are more often solved.

Q. In other German schools, what w ould happen  
to a teacher w h o found  h erself in  the position  you  
just described?

A. In most cases, the teacher would just suffer. She 
wouldn’t dare tell anyone about her problems.

But on the team you can discuss your problems w ith
out losing face. Usually, over dinner maybe, one teacher 
will say, “Oh, what a dreadful day. The students in class 
behaved dreadfully. They behaved so well last week. 
What happened?” The other teachers chime in with 
their complaints, and every one is relieved of their 
frustration. Then we can get down to the business of 
understanding the problem s: What d id  prom pt the 
change in behavior?

Q. But what about the teacher in  your sch ool 
w ith  p a r t ic u la r ly  se v er e  p ro b le m s?  In  m o st  
schools, provided the students aren’t com pletely  
ou t o f control, this teacher cou ld  get by. But in  
your sch oo l h e ’s operating in  a fishbow l—every- 

(Continued on page 38)
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T ragedy  in  matewan
The Coal Strikes 

Come to the Screen
B y  M ic h a e l  K e r p e r

Matewan: one hundred-minute feature film produced 
by Cinecom Entertainment Group; videocassette 
distributed by Lorimar Home Video

AMERICAN FILMMAKERS have long been shy about 
candidly portraying one of the most gruesome yet 

formative currents in American history: the existence of 
violent class conflict. This secret social wound, which 
many have tried to ignore or conceal, is exposed in a 
powerful and superbly crafted new film called M ate
w a n  Written and directed by John Sayles, best known 
for his Return o f  the Secaucus Seven, M atewan  far 
surpasses other “labor” films like Norm a Rae, The M olly  
Maguires, and F.I.S.T. Each of those films offers some 
insight into labor relations in America, but each suffers 
from oversimplification, and, in the case of The M olly  
Maguires and F.I.S.T, violence tends to be glamorized. 
Sayles is different. He offers a realistic view of labor 
relations in the coal industry, circa 1920, but, more 
important still, he brilliantly captures the many moral 
and tactical ambiguities, personal dynamics, and social 
and political tensions that were—and remain—indis
pensable elements of any struggle for social and eco
nomic change. M atewan  is no “period piece” or bland 
docum entary  about miners. Rather, it touches on a 
whole range of issues, many of them linked to contem 
porary struggles.

M atewan  is history. While doing research for Union 
Dues, a novel well received by critics in 1977, Sayles 
delved into American labor history, especially materials 
chronicling the great organizing drives among coal 
miners. One day, Sayles, himself a former union meat- 
packer and service worker, stumbled across the story of 
the endless and frequently bloody feud between the 
legendary Hatfields and McCoys. Embedded in the col
orful account was a reference to a savage shootout in 
Matewan, a West Virginia river town once notorious for 
its gamblers, prostitutes, and coal operators. The so- 
called “Matewan Massacre” so fascinated Sayles that he 
fished out old newspaper accounts and, after much 
effort, managed to stitch together a fairly complete 
story. Sayles was drawn to the story of Matewan not by 
its violence, w hich was hardly unique, but by the 
intriguing interplay of hum an beings, broad social 
forces, and political ideas. ‘All the elements and princi
ples involved,” Sayles writes, “seemed basic to the idea 
of what America has become and what it should be.” 
And so it is.

At right: Union 
organizer Joe 

Kenehan arriving 
in Matewan, West 

Virginia Next 
page: James Earl 

Jones as "Few 
Clothes" Johnson; 
later he'll jo in  the 
strikers; here he’s 

running from  
their stones.

M ichael Kerper is a  m em ber o f  the New Hampshire 
Federation o f  Teachers. Kerper was form erly research 
director o f  the A  Philip Randolph Institu te and  special 
assistant to Sen D aniel P. M oynihan (D-N. Y.).

M atewan  captures on film a bloody strike, one of 
many that ravished West Virginia. The year is 1920. The 
United Mine Workers of America, which would even
tually become the flagship of the Congress of Industrial 
Organizations under John L. Lewis’s fiery leadership, 
already had nearly 400,000 miners, and over 50 percent 
of the coal industry was already organized. But some 
companies, like the Stone Mountain Coal Company, 
operator of the Matewan mine, had stubbornly held out 
against the  union. Mine ow nership  was very d e 
centralized and competition was cutthroat. In the view 
of the operators, shrinking profit margins could best be 
widened by squeezing the workers, who, for the most 
part, had little or no protection. Minimum wage laws 
and health and safety standards were still in the future.

As the story begins, the company arbitrarily slashes 
the miners’ pay, which, at the time, was linked to the 
quantity of coal lifted from the dark, damp, hazardous 
mines. The miners, not yet formally organized into a 
union, walk off their jobs in protest. But the company is 
waiting with an army of strikebreakers eager and ready
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to take the jobs of the striking miners. A band of Italian 
immigrants soon takes up the pickaxes and shovels cast 
off by the strikers, and the mine resumes operation.

To further intimidate the strikers, the coal company 
recruits black workers from the impoverished South. 
Sayles shows striking workers ambushing a train as it 
secretly unloads black workers a few miles from town. 
The enraged white strikers viciously assault the sur
prised blacks who are led by “Few Clothes” Johnson, 
their burly leader played by James Earl Jones. As white 
workers fight black workers, as cries of “nigger” roll off 
the tongues of miners, the real enemy and exploiter— 
the Stone M ountain Coal Company—goes unrecog
nized. The scene ends with the hapless, stunned black 
workers beating a hasty retreat to the train.

The train that delivers the unwelcome strikebreakers 
also carries a “gift” for the strikers, Joe Kenehan, the 
professional union organizer played by Chris Cooper. 
Kenehan is young but well tested in the crucible of 
industrial and political conflict. In a quiet talk with “Few 
Clothes” Johnson m uch later in the film, Kenehan 
reveals that he once served time in a federal prison, 
apparently for refusing to fight in World War I, which he 
describes as “workers fighting other workers.” Other 
references suggest that Kenehan was a Wobbly, a mem
ber of the ill-fated Industrial Workers of the World, a 
radical syndicalist movement— “One Big Union”—that 
once flourished in the United States, especially in the 
West. At one point, Kenehan admits to being a “Red,” 
which, at the time, meant that one supported the revo
lutionary wing of the socialist movement, not the total
itarian monstrosities that emerged from Lenin’s revo
lution later in history.

Upon arriving in Matewan, Kenehan moves cautiously. 
As an outsider, some suspect him of being a union 
troublemaker, even a Communist, while the workers, 
familiar with company tactics, suspect him of being a 
“plant” or company spy. He moves into a rooming house 
managed by Elma Radnor, played by Mary McDonnell. 
Elma, the young widow of a miner, is a strong, deter
mined woman, well acquainted with the formidable 
odds against which the strikers fought. Her fifteen-year- 
old son, Danny Radnor, played by Will Oldham, is 
already working in the mines as a “trapper boy.” A 
staunch union supporter, he is a precocious youngster 
w ho has already established him self as a revered 
preacher in the local Baptist church.

Kenehan finally meets with the striking workers and 
gradually convinces them that he is indeed a “union 
man.” Though the workers accept him, the leadership of 
the strike never passes to him. He acts as adviser and 
strategist, but real power remains in the hands of the
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rank and file; Kenehan isn’t even allowed a vote at m eet
ings.

FOR THE MINERS, the solution is simple: get rid of 
the “niggers” and “dagos.” They want to confront 

the “scabs” with brute force. But Kenehan, who grasps 
the w ider picture, urges the strikers to invite the blacks 
and Italians to  join the union, a move that is first 
regarded  as u tte rly  p reposterous, even repulsive. 
Whites, blacks, and foreigners in the same organization? 
Ridiculous. Disgusting. Kenehan argues his case, and 
finally, the organizational logic of the situation triumphs 
over racial and nativist bigotry. In a memorable scene, 
the blacks and Italians, after an agonizing moment of 
decision, put down their tools and refuse to work.

Sayles avoids rom anticizing the solidarity of the 
white, black, and immigrant workers. Economic neces
sity, not love, undergirds their unity. Early on, the blacks 
and Italians learn that the company regards them as 
expendable equipm ent, not as human beings. The 
blacks are quick to see that their new-found freedom 
differs little from the abject slavery of their parents, and

many of the Italians wonder if things could truly be 
worse in Milan or Naples. Spurred by the harsh eco
nomic realities of the time, worker unity grows, even 
though distrust, some bigotry, and misunderstanding 
linger.

The tentative worker unity is met by stepped-up com
pany intimidation. Stone Mountain Coal Company calls 
in the “labor relations” experts of the Pinkerton-like 
Baldwin-Felts D etective Agency. The Agency, well 
versed in “pacifying” strikers, dispatches to troubled 
Matewan two of its finest operatives, Hickey and Griggs. 
These two professional strikebreakers, wonderfully por
trayed by Kevin Tighe and Gordon Clapp, have one 
assignment: get rid of the union.

Hickey, clearly the man in charge, first turns to the law 
to crush the will of the strikers. He serves eviction 
notices on the miners and their families who occupy the 
dismal company-owned houses. As one Matewan fam
ily’s meager belongings lay cast in the street, a surprise 
confrontation takes place. Sid Hatfield, Matewan’s wiry, 
officious chief of police, arrives on the scene and 
invokes the law—not on behalf of the coal company, but

U s in g  ‘M a t e w a n ’
The one hundred-m inute  Matewan, 
which has been nom inated  fo r  an  
Academ y Aw ard in cinem atogra
phy, is now  available on  
videocassette in neighborhood 
video stores under the label o f  
Lorim ar H om e Video Inc. The vid
eotape can also be purchased fo r  
$79 95  p lu s  shipping and  h a n 
dling  by calling 1 -800-323 -5275.

An innovative teacher of history, 
economics, ethics, or social studies 
can find many uses for M atewan  in 
the classroom. The story and 
characters offer endless oppor
tunities for serious and penetrating 
discussion about historical and con
temporary issues. A few suggestions 
follow.

1. For students studying the 
emergence of the civil rights move
m ent or contem porary trends in 
interracial affairs, M atewan  
provides a glimpse of blacks and 
whites joining in a common eco
nomic struggle. Some questions:
Why did the white workers fear 
and despise the blacks? What was 
the attitude of the black workers? 
How have relations between black 
and white workers developed since 
then? What does the experience of 
Matewan’s workers tell us about 
white-black relations today? Stu
dents might examine the writings 
of Dr. Martin Luther King, Jr.,
A. Philip Randolph, and Bayard

i n  Cl a ss
Rustin to see what major civil 
rights leaders have said about the 
relationship between black and 
white workers.

2. Throughout the film, recourse 
to violence is a constant temptation 
for the workers. Students might 
discuss w hether violence is useful 
and/or morally justified in social 
struggle. If so, when and under 
what circumstances? The whole 
question of nonviolence as a moral 
value and political strategy might 
be discussed.

3. The role of Mayor Testerman 
and Police Chief Sid Hatfield raises 
questions about civil authority in a 
democratic polity. Did the Stone 
Mountain Coal Company have 
power and authority that surpassed 
that of democratically elected gov
ernment? What led the mayor and 
police chief to defend the interests 
of the workers? In the United States, 
has government helped or hindered

mass movements for social change? 
Comparative government classes 
could consider how other govern
ments, say, the British in India, the 
white minority in South Africa, or 
governments in totalitarian states 
like the Soviet Union have inter
acted w ith mass social movements 
in their countries.

4. Students studying economics 
might research the history, struc
ture, and operation of the coal 
industry. How were wages deter
mined in the industry? In our 
society? What about collective bar
gaining? How do contemporary 
employers decide what to pay 
workers?

5. High school students who 
work parttim e or during the sum
mer might be asked to reflect on 
their own experiences as workers 
and compare them with the work
ers of Matewan. How are things 
different now? How are things the 
same as they were then? Topics for 
discussion might include minimum 
wages, safety laws, Social Security, 
trade unions, and health insurance.

6. M atewan  portrays so well the 
problems of early European immi
grants, specifically Italians. What is 
the experience of today’s immi
grants, especially Mexicans, Asians, 
and various political refugees? How 
should America react to people 
who seek to live here? M.K
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in favor of the family. Hickey, always the menacing bully, 
threatens Hatfield, played by David Strathairn, but the 
police chief—surprisingly—holds his ground. Hickey 
and his men, in an electric scene, are forced finally, if 
temporarily, to retreat.

Through legal chicanery and the skillful manipulation 
of the levers of power, Stone Mountain Coal Company 
finally ousts the workers from their homes. The strikers 
still refuse to capitulate. Instead, they move to the hills 
and build a village of tents and crude shacks. Not satis
fied with their momentary victory, Hickey and Griggs 
move beyond legal maneuvers to blatant threats of vio
lence. W hen all the miners are gone from the camp, 
Hickey, Griggs and their cohorts arrive to terrorize the 
w om en and children. Kenehan, unarmed and the only 
man at the camp, faces Hickey down. Determined to put 
the organizer out of action once and for all, Hickey is 
ready to move on Kenehan when a ragged band of “hill 
people ,” arm ed w ith ancient muskets, descend and 
force him to retreat again, leaving Kenehan the new, 
calm hero of the strike.

It then dawns on Hickey that brutal intimidation may 
not be his best weapon. He conspires with C.E. Lively, a 
local restaurant owner and putative friend of the union, 
to turn the strikers against Kenehan, thus sowing the 
seeds of disunity. Lively, who had won the strikers’ con
fidence by hosting union meetings at his restaurant, 
shows gullible strike leaders a laudatory letter from 
Baldwin-Felts addressed to Kenehan.

Lively adds more spice by telling Bridey Mae, a young 
widow in love w ith Kenehan, that the “outsider” had 
blackened her reputation by bragging that she had 
enticed him into her house for a memorable bout of 
wild lovemaking. Turned against Kenehan by the stories, 
the strikers decide to execute him.

D ANNY RADNOR, the teenage “trapper boy” and 
part-time Baptist preacher, gets wind of the plot 

while overhearing a conversation between Hickey and 
Griggs. Hickey discovers the boy eavesdropping and 
threatens to kill him if he reveals the plot. The two 
Baldwin-Felts agents keep the boy under constant sur
veillance but allow him to preach that evening. Danny 
preached on Joseph, the Old Testament patriarch falsely 
accused of adultery by his Egyptian master’s wife, who, 
in fact, had tried vainly to seduce him. By bending the 
story and altering the ending, Danny signals the percep
tive miners in the pews that Kenehan is “Joseph,” the 
victim of a nefarious and self-serving lie. A miner races 
back to the camp, and seconds before Kenehan, who 
knows nothing of the plot, is to die at the hands of “Few 
Clothes” Johnson, the scheme is revealed and Kenehan 
is saved.

As the strike drags on, patience grows thin on both 
sides. The time of shrewd, skillfully concocted plans has 
come to an end. Hickey, surely with the connivance of 
his employers, turns to arm ed force. Likewise, the 
strikers, despite Kenehan’s reasoned appeals, turn to 
sabotage. The stage is set for bloody, horrific disaster.

Hickey assembles a small army of Baldwin-Felts 
agents to push the miners from their ramshackle camp. 
As the m orning sun rises on Matewan’s dusty main 
street, Hickey and his heavily armed associates march 
slowly toward the miners’ camp. But Sid Hatfield and

Mayor Testermann stop them in their tracks. Shots ring 
out. A full-scale battle erupts. Armed agents are pitted 
against the unarmed miners, who have hidden them 
selves throughout the town. After a furious exchange, 
the streets of Matewan are strewn with bloody corpses: 
miners, including Kenehan, agents, including Hickey 
and Griggs, and bystanders, m ost notably the well- 
meaning mayor. No one wins. Not the miners. Not Stone 
Mountain Coal Company. Certainly not Matewan.

ATEWAN IS much more than an exciting, action- 
packed, w onderfully  film ed m otion  p ictu re . 

Sayles raises penetrating questions about fundamental 
issues like violence, racism, economic injustice, and the 
techniques of social struggle in industrial societies. 
Though Sayles sides with the workers, he is no mindless 
partisan.

Sayles treats violence with delicacy. He portrays it in 
an astonishingly realistic way, yet he neither glorifies it 
nor exploits it for purely commercial ends. In his view, 
the b loody conflict bubb les up from  the boiling 
cauldron of social and economic turmoil that rages out 
of all control. Significantly, it is the seasoned union 
organizer and self-admitted “Red,” the partisan of the 
workers and their families, who works unceasingly— 
but, alas, futilely—to prevent bloodshed. Some of Ken
ehan’s early comments, such as praise for Mennonite 
draft resisters and his own refusal to serve in World War
I, suggest, ever so subtlely, that he himself is a pacifist. 
But his commitment to nonviolence seems to flow not 
only from some vague moral conviction but also from 
his political understanding. Kenehan is a realist; he 
knows full well that revolutionary violence in the 
United States is futile and, for workers, self-destructive. 
Real, lasting social change, w hether in the mines of West 
Virginia or in the broader society, has one source: a mass 
political movement, painstakingly built and sustained 
by ordinary working people and their allies.

Two enorm ously powerful forces w orked against 
Kenehan and his strategy. First, and least important, was 
the willingness—indeed eagerness—of employers to 
bludgeon their workers into submission by whatever 
means available. And second was the sense of despair 
and powerlessness that was endemic and so deeply 
rooted among the workers. On several occasions, work
ers and their wives voice the slogans of helplessness and 
quiet resignation. As one Italian says, “If we work, the 
union shoots us. If we don’t work, the bosses shoot us.” 
Another time a woman recalls that in the past the union 
“came to nothing.” Desperation, w hether among miners 
or any group of aggrieved people, can give rise to vio
lence, for violence often seems the only plausible solu
tion to their immediate problems. Moreover, the natural 
human longing for revenge makes violence stunningly 
attractive, even when it’s obviously self-destructive. The 
violence of the “Matewan Massacre” is far from glorious. 
It is simply tragic.

Sayles, who knows American labor history, under
stands well that the workers’ sense of powerlessness is 
one of the m ost intractable obstacles to successful 
organizing. W hen employers, whether coal operators or 
school boards, appear omnipotent in the eyes of the 
workers, organizing drives are inevitably doomed. Not 

(Continued on page 45)

Sp r i n g  1 9 8 8 A m e r ic a n  E d u c a t o r  2 1



How To Im prove a  
S u c c e s s fu l P ro g ra m

Pointers from the 
National Assessment of Chapter 1

B y  B e a t r ic e  F. B ir m a n

CHAPTER 1 of the Education Consolidation and 
Improvement Act, formerly Title I of the Elemen

tary and Secondary Education Act, serves almost 5 mil
lion disadvantaged schoolaged children, or one out of 
every nine students enrolled in U.S. elementary and 
secondary schools. Students are selected to participate 
on the basis of their schools’ poverty and their own low 
achievement; they typically receive compensatory in
struction in reading, mathematics, or both, in addition 
to the regular instruction provided by their schools. At 
$3 9 billion in 1987, Chapter 1 is the federal govern
m ent’s largest investment in elementary and secondary 
education and accounts for 20 percen t of the U.S. 
Departm ent of Education’t total budget. The program 
reaches virtually every school district in the nation.

Since the early days of the Chapter 1 program, over 
twenty years ago, researchers have studied the effects of 
federal compensatory education services on student

*

■ w m I

achievement. The most recent review and analysis of 
the research, found in the second report of the Depart
m ent of Education’s “National Assessment of Chapter 1,” 
concludes that during a given school year, students 
receiving Chapter 1 services show larger increases in 
achievement than comparable students not receiving 
these services. But the gains do not move Chapter 1 
students substantially toward the achievement levels of 
more advantaged students, and the gains do not persist 
after students leave the program.

The effects of Chapter 1 services vary from district to 
district and school to school. Some of the differences in 
the effects can be traced to “given” characteristics of a 
school district, the Chapter 1 program or the Chapter 1 
students. We know, for example, that students in the 
early elementary programs tend to gain more than stu
dents in the later-grade programs and that students in 
Chapter 1 mathematics programs tend to gain more 
than those in the reading programs. Also, effects may 
vary because in some places the achievement tests used 
to determine “effect” may be more closely aligned to 
the curriculum  (o r vice versa) than in others. Finally, 
programs that serve lower achievers may appear less 
successful than others since higher achievers tend to 
show greater gains on standardized achievement tests.

But differences in achievement also result from the 
quality of local Chapter 1 programs, the quality of reg
ular instruction, and the effectiveness with which the 
two programs are coordinated. Unfortunately, previous 
evaluations of Chapter 1 have yielded very little infor
m ation about particular practices that improve the 
achievement of Chapter 1 students. Past efforts have 
identified successful Chapter 1 projects but w ere

Beatrice F. B irm an is the director o f  the D epartm ent o f  
E ducation’s three-part N ational Assessment o f  Chap
ter 1. Previously, she was a p o licy  a na lyst in  the 
D epartm ent o f  Education’s Office o f  Planning, Budget, 
and  Evaluation and  a researcher on federal education  
issues a t SRI International and  a professor a t Stanford  
University. “The Current Operation o f  the Chapter I 
Program, ” as well as the Assessment’s first two reports, 
m ay be ordered fro m  the G overnment Printing Office, 
W ashington, D.C. 20402. W hile reports fro m  the 
N atio n a l Assessm ent o f  Chapter 1 are governm ent 
documents, no official support or endorsement by the 
U.S. D epartm ent o f  Education is intended or should be 
inferred
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unable to pinpoint the specific features that made these 
projects successful. Large quantitative studies that have 
tried to isolate those features of instruction responsible 
for improved achievement have generally failed, largely 
because of the complexity of most instructional situa
tions.

Previous discussions of Chapter 1 effectiveness also 
have been hampered by their preoccupation with the 
setting in w hich the services w ere provided. Early 
research suggested that a “pullout” approach resulted in 
students missing their regular instruction, in weaker 
coordination between regular and Chapter 1 instruc
tion, in the stigmatizing of Chapter 1 students and, in 
general, in the disruption of a student’s educational 
program. But more recent analyses indicate that disrup
tion, labelling, and lack of coordination can occur with 
in-class approaches as well and that differences in 
achievement cannot be traced unambiguously to the 
use of one setting or the other (Archambault, 1986)

In its effort to shed greater light on the question of 
effectiveness, the National Assessment of Chapter l ’s 
final report took a different approach. We asked promi
nent researchers to describe to us those educational 
practices that would most improve the achievement of 
disadvantaged children. Then, we had ou r field 
researchers, using a combination of surveys and case 
studies, determine w hether and how these practices 
were being implemented in Chapter 1 programs across 
the nation. Following the recom m endations of the 
researchers, we studied, among other factors, whether 
instructional groups were small enough; whether staff 
was qualified; w hether additional time was devoted to 
instruction; w hether regular and Chapter 1 instruction 
were adequately coordinated; and whether emphasis 
was placed on teaching higher-order academic skills  
The findings of this research are summarized in this 
article.

O VERALL, WE found that like Title I before it, Chap
ter 1 continues to be primarily an elementary 

school program that offers basic skills instruction in 
reading  and m athem atics. Services in elem entary  
schools typically are provided outside the regular class
room for about thirty to thirty-five minutes each day 
Almost all Chapter 1 elementary schools rely primarily 
on teachers to provide instruction, though many work 
with an aide; the educational levels and years of experi
ence of Chapter 1 teachers are about the same as those 
of regular teachers.

Sp r in g  1 9 8 8

T h e  Features o f

C h a p t e r  1  In s t r u c t io n : W hat’s G o o d  
a n d  W hat  C o u l d  B e  B e tter

Finding: Chapter 1 instructors are generally spe
cialists and  their classes are small.

Chapter 1 instruction frequently offers two impor
tant advantages to participating students. First, Chapter 
1 teachers are much more likely to be specialists than 
are regular classroom teachers. For example, 69 percent 
of Chapter 1 teachers report holding a specialist degree 
in reading, compared to only 28 percent of regular 
elementary classroom teachers. Second, about 75 per
cent of Chapter 1 teachers report that they teach groups
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of eight or fewer students. In contrast, the typical ele
mentary teacher is responsible for a class of twenty-five; 
this is im portant since we know that student achieve
m ent increases when learning activities take place in 
groups of fewer than ten students (Glass, Cahen, Smith 
and Filby, 1982; Cahen, Filby, McCutcheon, and Kyle, 
1983: Cooper, 1986), probably because students are 
m ore likely to receive close attention in those settings.

However, while Chapter 1 programs offer low-achiev
ing students an opportunity for special attention from 
trained teachers, other practices that might enhance 
student achievement are not widely used in Chapter 1 
programs.

Finding: Chapter 1 instruction is sometim es p ro 
vided fo r  short periods o f  tim e and  rarely adds to the 
to ta l tim e devoted to instruction.

We know that the amount of time a student has avail
able for learning is an im portant precondition for 
achievement—although achievement also requires that 
(Walberg and Frederick, 1983) students be engaged by 
their lessons and that their lessons draw on relevant 
skills (Leinhardt, Bickel, and Pallay, 1982; Fisher and 
Berliner, 1985; Peterson, 1986) We found that in most 
Chapter 1 elementary schools, Chapter 1 services are 
provided daily for at least thirty minutes and that in one 
quarter of them, it is provided for over fifty minutes per 
day (In some of these schools, such lengthy services are 
possible only because the district helps with the fund
ing.) But in the other quarter of Chapter 1 elementary 
schools, less than one-half hour per day of Chapter 1 
instruction is provided. Because the positive effect of 
small instructional groups is greater when sustained 
over longer periods of time (Glass, et al., 1982), stu
dents who receive very small doses of Chapter 1 instruc
tion are less likely to benefit from the program.

Moreover, public elementary schools provide Chap
ter 1 services during the regular school day; only 2 
percent of them provide it before or after school, and 
only about 10 percen t offer it during the summer. 
Hence, a tradeoff exists between regular instruction and 
Chapter 1 instruction. Most classroom teachers report 
that w hen students attend Chapter 1 classes, they miss 
activities in the same subject or in other basic skills. Our 
case studies show that teachers try to minimize what 
students miss, often scheduling them to miss seatwork 
rather than teacher-directed instruction. But, the fact 
remains: The students usually are not receiving addi
tional instruction.

Finding: Chapter 1 aides frequently  perform  im por
tan t instructional tasks. However, the quality  o f  that 
instruction can be more variable than that provided  
by Chapter 1 teachers.

Many districts employ Chapter 1 aides to assist teach
ers or to work independently with Chapter 1 students. 
Since aides are less expensive to hire than teachers, 
districts can hire more of them and thus lower the 
student/adult ratio for, or extend Chapter 1 services to, a 
greater num ber of eligible students. These motivations 
are particularly compelling in districts with large num 
bers of eligible students. Administrators who choose in- 
class over pull-out arrangements prefer Chapter 1 aides

over Chapter 1 teachers because they believe that com
bining an aide with a regular teacher minimizes the 
potential for role conflict that could erupt between two 
teachers in the classroom.

In 1984-85, Chapter 1 programs employed 73,600 
full-time equivalent teachers and 64,500 aides. In 
almost all schools, a teacher is present when an aide 
provides Chapter 1 instruction. When elementary prin
cipals w ere asked to report the patterns that “best 
describe Chapter 1 reading instruction in their school,” 
57 percent said that their Chapter 1 aides worked with 
either a Chapter 1 or a regular teacher; only 6 percent 
said that they usually relied on a Chapter 1 aide with no 
teacher present. Furthermore, when aides are used, 
they rarely introduce Chapter 1 lessons to students. 
Instead, the majority of aides work with individual stu
dents or small groups to reinforce whatever instruction 
has been provided by the regular or Chapter 1 teachers.

Nevertheless, the quality of aides’ work is clearly very 
important. In addition to reinforcing instruction, they 
are almost always involved in correcting students’ work 
and in providing feedback to them. Moreover, close to 
half of Chapter 1 and regular instructors report that 
aides provide Chapter 1 instruction independently of a 
teacher, and about one-third of these instructors report 
that aides assign classwork to students. For such tasks, 
it’s crucial that aides be given sufficient background and 
training (Scheutz, 1980), som ething that does not 
always happen. As a result, while a number of aides were 
judged to be excellent instructors, our case studies also 
show a m uch greater unevenness in the quality of 
instruction delivered by aides than in that delivered by 
Chapter 1 teachers.

Finding: Chapter 1 programs are rarely linked  to 
regular program s in ways th a tfit the needs o f  ind ivid 
ual students.

Previous research indicates that without strong coor
dination, the responsibility for student learning may be 
diffused between the Chapter 1 and the regular teacher, 
w ith neither teacher feeling ultimately responsible for 
the child’s success. Weak coordination could also result 
in students receiving inconsistent lessons and having to 
make their own connections across lessons—a task that 
may be particularly difficult for such disadvantaged stu
dents (Allington, 1986; Allington and Johnston, 1986)

The relationship between Chapter 1 services and the 
regular program varies considerably across schools. In 
some schools, Chapter 1 projects build on the lessons of 
the regular classroom and are designed to help students 
keep up with the rest of the class. At the other extreme 
are Chapter 1 projects that are only loosely linked to the 
regular classroom, providing an alternative to the 
instructional experience offered by the regular teacher. 
Recently, some researchers have argued that either of 
these approaches might make sense depending on the 
needs of individual students (Rowan et al., 1986) Alter
native Chapter 1 programs may be more effective for 
students who are significantly behind grade level, while 
instruction that is closely linked to regular classroom 
work appears to be especially helpful to students who 
a re  o n ly  s lig h tly  b e h in d . N a tiona l A ssessm en t 
researchers found, however, that school staff rarely con
sider the achievem ent of individual students w hen
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designing Chapter 1 services. Rather, the programs are 
designed to fit the teaching preferences of school staff 
and a preconceived notion of which mode of delivery 
constitutes best practice (Knapp et al., 1986)

One precondition for providing an integrated pro
gram of instruction is communication among teachers. 
While survey data indicate that teachers often communi
cate w ith one another about their Chapter 1 students, 
they are less likely to go further—to jointly develop 
lesson plans, for example. In some districts, admin
istrators have set up formal mechanisms to spur better 
communication: for example, joint planning time for 
teachers, coordination sheets, and classroom schedules 
that give both staffs the opportunity to exchange infor
mation. But our evidence suggests that such measures 
may elicit only pro-forma coordination unless strong 
communication and good interpersonal relationships 
already exist among school staff

Finding: Chapter 1 instruction provides students 
w ith fe w  opportunities to engage in higher-order aca
dem ic skills, which som e researchers believe should be 
a com ponent o f  Chapter I instruction.

Recently, some researchers have argued that current 
approaches to compensatory education systematically 
underchallenge disadvantaged students and that con
tinual drill and repetition of basic skills may limit Chap
ter 1 students’ opportunities to progress to more 
challenging material (Calfee 1986; Peterson, 1986; 
Romberg, 1986; Smith, 1986 )  Moreover, simple drill 
does not alleviate student weakness in understanding 
subject matter. National Assessment observers reported 
that in their Chapter 1 classes, students had few oppor
tunities to engage their higher-order thinking skills. In 
reading, for example, students were taught phonics and 
vocabulary and to read words and sentences. But rarely 
were they asked to read paragraphs or stories or to 
construe meaning from tex t In mathematics, students 
practiced computation skills but seldom applied mathe
matical facts to solving problems.

The idea of teaching higher-order skills in Chapter 1 
programs is new, and many teachers and administrators 
have not considered it before. We found some opposi
tion from local administrators and teachers to it on the 
grounds that students need to first master basic skills 
But this view is increasingly questioned by researchers 
(Resnick, 1987) A reluctance to teach higher-order 
skills also stems from a fear that Chapter 1 teachers and 
aides may be ill prepared to teach them.

We did find that where the state testing program tests 
for higher-order skills, local administrators were more 
likely to add them to the curriculum; and, conversely, 
where the tests ignore them, they are likely to be absent 
from it (Knapp et al., 1986)

Finding: Chapter 1 projects rarely adopt schoolwide  
approaches, a lth o u g h  researchers b e lieve  su ch  
approaches w ould  be prom ising  fo r  schools w ith large 
proportions o f  low-incom e students.

We found that a high concentration of low-income 
students in a school is associated with low student 
achievement, even among students who themselves do 
not come from low-income families. In such schools, 
the educational challenges are so great that a relatively 
self-contained, supplementary Chapter 1 program may 
be insufficient to improve the academic performance of 
students.

(Remember, since Chapter 1 funds go to three-quar- 
ters of all elementary schools in the nation, not all 
Chapter 1 schools serve high proportions of low- 
income children; for example, one-fifth of all Chapter 1 
elementary schools in the nation have student bodies 
with fewer than 16 percent low-income students. But at 
the other extreme, in one-quarter of Chapter 1 elem en
tary schools, low-income students account for 50 to 
100 percent of the student body.)

Our findings suggest that these high-poverty schools 
face two types of schoolwide problems. First, they suffer 
disproportionately from vandalism or theft, truancy and 
chronic tardiness, talking back to staff low parental 
involvement, and physical fights among students and 
thus offer an environment less conducive to learning.

Second, their educational programs seem to differ 
from those of low-poverty schools, although our data 
are limited on this point. (For more on this problem, see 
“Closing the Divide” Robert Dreeben, Am erican Edu
cator, Winter 1987.) We found that while many fac
tors—the size of regular classes, days per week of 
instruction in reading and mathematics, and years of 
experience and educational attainment of regular teach
ers—were quite similar across schools with different 
poverty rates, there was one important difference: Stu
dents from low-poverty schools received more minutes 
per day of instruction in reading and mathematics than 
students from schools with higher proportions of low- 
income children. This was true despite the fact that in 
the high-poverty schools, students spent more time in 
Chapter 1 instruction. In other words, Chapter 1 stu
dents in high-poverty schools spend more time in Chap
ter 1 but may still receive less total reading instruction 
than do their Chapter 1 counterparts in low-poverty 
schools.

Congress has recognized that Chapter 1 students 
from high-poverty schools may need more than a stan
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dard Chapter 1 program. Since 1978, it has perm itted 
districts in which more than 75 percent of the students 
are poor to spend Chapter 1 funds on schoolwide pro
jects. These schools are released from the fiscal require
m ents that p rom pt schools to separate Chapter 1 
students and staff from the core instructional program. 
Proponents of schoolwide projects argue that with this 
approach, schools can apply extra resources to the six 
hours children spend in school each day rather than just 
the half hour they spend receiving Chapter 1 instruc
tion. Robert Slavin (Slavin and Madden, 1987) for exam
ple, argues that Chapter 1 funds should be used to 
encourage the schoolwide adoption of those instruc
tional practices known to be effective with “at-risk” 
students. O ther researchers note that schools most 
effectively serve poor children when they emphasize a 
num ber of features at once: clear goals; high expecta
tions for students; planning efforts that involve the 
entire school staff; a safe, disciplined, and orderly school 
climate; and the involvement of parents in their chil

dren’s education (Purkey and Smith, 1983) They argue 
that Chapter 1 funds can effect the greatest increase in 
achievement by helping high-poverty schools to fund 
su ch  c o m p reh en siv e  ap p roaches. (Sm ith , 1986; 
Williams, Richmond, and Mason, 1986) [For an exam
ple of what such a comprehensive program might look 
like, see the accompanying sidebar, “Stopping Kids from 
Getting Behinder and Behinder.”]

Thus far, few schools have adopted the schoolwide 
approach, primarily because the district is required to 
match Chapter 1 hinds with state or local funds. Dis
tricts also worry that if the concentration of poor chil
dren in a school dropped, Chapter 1 funding would be 
scaled back and the p ro jec t might have to be dis
mantled.

In these few elementary schools that did implement 
schoolw ide p ro jec ts , we found they had adopted 
approaches that were not particularly comprehensive. 
For example, one school reduced the teacher/student 
ratio in all classes, one instituted a science-based read-

S t o p p in g  S t u d e n t s  Fr o m  G e t t in g  B e h in d e r  a n d  B e h in .
The fo llo w in g  report on an im por
tan t effort to ‘‘accelerate’’ 
education fo r  the disadvantaged, 
condensed w ith perm ission fro m  
Education Week, Vol. VII, No. 37, 

Ju n e  10, 1987, describes the fo rm  
an  effective schoolwide program  
could take. N ew  legislation w ill 
m ake it more feasib le  fo r  m any  
schools to organize schoolwide 
Chapter 1 program s along such 
lines. For more information, write 
to Henry Levin, Accelerated 
Schools Project, School o f  Educa
tion, Stanford University, Stanford, 
California, 94305.

B y  Ly n n  O l s o n
Palo Alto, Calif.—Disadvantaged 

students fall farther behind in 
school as they get older because 
educators are concentrating on 
remediation instead of providing an 
accelerated, enriched learning 
environment, a professor of educa
tion at Stanford University argues.

Henry M. Levin estimates that as 
many as one-third of American stu
dents are “disadvantaged” as a 
result of poverty and cultural fac
tors that limit their academic 
progress.

But despite m ore than twenty 
years of federal and state initiatives 
designed to address the needs of 
such students, he says, gains in 
their achievement have been mar
ginal.

The problem, he argues, is that 
schools assume that they need to 
“slow down” instruction for “at- 
risk” children and do not set dead
lines for helping them “catch up” 
with their peers.

The unintended consequence, 
according to the Stanford professor, 
is that many disadvantaged students 
are labeled “slow learners.”

Expectations for them are 
reduced, he says. And they are 
deluged with worksheets and drills 
that would stifle any child’s love of 
learning.

Beginning this fall, Mr. Levin pro
poses to turn that approach on its 
head.

Working with two elementary 
schools in the San Francisco Bay 
area, he will attempt to “speed up” 
the education of disadvantaged 
youngsters and to make their 
schooling as exciting as possible.

His goal is to bring the achieve
m ent of such children up to grade 
level by the end of the sixth grade.

“To me,” Mr. Levin says, “what is 
meaningful is to bring these kids 
into the educational mainstream 
and, ultimately, the social, political, 
and economic mainstream.”

“Simply raising performance 
from the fifteenth to the twentieth 
percentile doesn’t do that,” he 
notes. “It’s statistically significant, 
but that does not mean that it’s 
socially significant.”

[Mr. Levin] says a number of 
instructional approaches have been 
developed for at-risk students— 
including peer tutoring, cooper
ative learning, and the use of 
computers.

The problem, Mr. Levin says, is 
that no one has combined these 
approaches in one school—or dedi
cated an entire school to the 
instruction of poor and minority 
children.

“The knowledge base is there,” 
he argues. “We can’t use that as an 
excuse any more. It’s a matter of 
going out and doing it.”

He has become particularly con
cerned about the problem in the 
past few years, he adds, because so 
much of the education reform 
movement has focused on college- 
bound high school students.

The problems of poor and minor
ity elementary school students have 
been virtually ignored, he says.

Most of the children in both 
schools w ith w hich Mr. Levin is 
working—Daniel Webster Elemen
tary School in San Francisco and 
Hoover Elementary School in Red
wood City—are minority students.

More than 90 percent at Hoover 
are Hispanic. At Daniel Webster, Mr. 
Levin says, about 27 percent of the 
students are Hispanic, 31 percent 
are black, 17 percent are Chinese,
9 percent are “other whites,” and 5 
percent are Latino, with the
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ing program and provided training in its use to all 
teachers in the school, and another established a com
pu ter lab and hired a pre-K teacher. While these 
activities may be useful, they aim at singular aspects of a 
school and do not capture the breadth of efforts that 
characterize those schools that effectively serve poor 
students.

Thus, while the idea of a schoolwide project may be a 
compelling one, it has not yet been acted on in either a 
comprehensive or widespread way.

Im proving Chapter 1: The pow er o f  local educators. 
This article has summarized findings from the National 
Assessment of Chapter 1 about promising educational 
practices that are, or could be, used in Chapter 1 pro
grams. On the plus side, we found that almost all Chap
ter 1 projects provide instruction to students in very 
small groups and that Chapter 1 teachers are as qualified 
as regular teachers and often more so. Both these fea
tures are likely to enhance the achievement of students.

But, Chapter 1 programs can also be improved, and it 
is w ithin the power of local districts to make many of the 
improvements. There is a pervasive, but unwarranted, 
belief that the character of the Chapter 1 program is 
largely predeterm ined by Congress. In fact, historically, 
Congress has generally left decisions about the design 
and implementation of Chapter 1 services in the hands 
of state and local decision makers. Neither Chapter 1, 
nor Title I before it, specifies the setting for Chapter 1 
services; how long or at which times they should be 
provided; the type of personnel who should provide 
services or how they should be supervised; which skills 
should be taught; or which curriculum materials should 
be used. While there are certain Chapter 1 fiscal provi
sions, intended to prevent the misuse of Chapter 1 
funds, that do influence program design, many of the 
most significant features of Chapter 1 programs can be 
altered without brushing up against these fiscal provi
sions.

One exception has been the law that requires dis-

DER
rem ainder belonging to such ethnic 
groups as Japanese, Korean, and 
Pacific Islander.

“We don’t have all the answers 
on implementation,” he says. “In a 
sense, the schools are going to 
show us effective ways of imple
menting these ideas. It’s really 
collaborative.”

IN THE “accelerated schools,” Mr. 
Levin says, the stripped-down, 

remedial curriculum  typically 
offered to disadvantaged youngsters 
will be replaced with one heavily 
weighted toward the use of lan
guage—emphazing reading, 
writing, speaking, and listening.

Teachers will be encouraged to 
make education “meaningful” to 
children by relating it to their daily 
lives.

In addition, the schools will 
emphasize “diagnostic” assessments 
to let teachers know how their 
students are progressing and what 
they can do to help.

“We want to make sure that these 
kids are progressing at the rate of 
more than a month for every 
m onth that they’re in school,” Mr. 
Levin explains, “and so we want to 
keep tabs on them.”

“We’ll have trajectories for kids,” 
he adds, “and w e’ll know that by 
third grade, they should have made 
up, hypothetically, half of the 
achievement gap.”

Equally important, Mr. Levin 
argues, the schools will encourage 
parents to become involved in their 
children’s learning.

“There are a lot of things that 
these parents can give their chil
dren,” Mr. Levin adds, “even though 
they are not necessarily the things 
that middle-class parents can.”

He proposes, for example, that 
the parents, children, and school 
officials sign written contracts 
agreeing to fulfill certain respon
sibilities.

Parents, for instance, would 
agree to ask the child about school 
each day; get the child to bed by a 
reasonable hour; limit the amount 
of television that the child watches; 
and set aside time for reading.

Children would agree to attend 
school every day, do their home
work, and participate in the school 
program.

And the school would agree to 
keep in touch with the parent, 
make school an exciting place for 
the child, and keep track of the 
child’s progress.

Such w ritten agreements would 
have a strong “symbolic” value for 
parents, Mr. Levin argues, by indica
ting that the educational 
commitment is a serious one. Even
tually, he adds, he would like to 
provide parents with training to 
encourage them to participate 
more deeply in the school pro

gram. And he would like to 
encourage educators to m eet with 
parents on their own grounds, such 
as in the housing projects w here 
they live.

Finally, Mr. Levin wants to shift 
the governance of the “accelerated 
schools” to the teachers and the 
school staff

Unless teachers are treated more 
like professionals and take 
“ownership” of the school’s mis
sion, he argues, long-term changes 
will not occur.

Teams of teachers at the two 
schools with which Mr. Levin is 
working [began this September to] 
develop plans for a redesign of 
their programs.

Mr. Levin anticipates that it will 
take five to six years to put all the 
components of an accelerated 
school in place. But he is asking 
each school to begin setting pri
orities now.

Stanford’s role will be to provide 
the schools with technical assist
ance and information, he says.

In addition, Mr. Levin and his 
colleagues at the Stanford School of 
Education are preparing seven 
background papers on particular 
problems that the schools will have 
to tackle, such as parental involve
ment, language, assessment, 
mathematics, and writing. □
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tricts to match the cost of schoolwide projects. But an 
expected relaxation of that law should make such pro
jects m ore feasible in the future [see “Legislative Out
look”]. However, our findings suggest that removal of 
this legal barrier will not automatically result in the 
adoption of sufficiently com prehensive schoolw ide 
approaches While the federal government can make 
schoolwide projects less costly and provide guidance 
about which approaches show' the most promise, only 
teachers and local administrators can ensure that these 
schoolwide programs are well conceived and effective.

Still, to say that local educators have a critical role to 
play in improving Chapter 1 services is not to say that 
such changes will come easily. Chapter 1 is a stable 
program. We found that once local decision makers 
have designed a program that meets their needs and 
federal guidelines, they are loathe to make changes from 
year to year. While such program stability is one source 
of strength and endurance for Chapter 1, it may work 
against the introduction of worthwhile modifications. 
O ther factors, including district regulations or state 
laws, provisions in union contracts, politics (which may 
preclude concentrating dollars in fewer schools) or 
practicality often reinforce the sameness of Chapter 1 
programs. For example, nothing in the federal law pre
vents districts from offering Chapter 1 programs in the 
sum m er or after school, thus increasing the total 
am ount of tim e devoted to  learning. Yet, probably 
because of scheduling and transportation difficulties, it’s 
rarely done.

Teachers themselves can have an impact, and with the 
support and assistance of local administrators, the Chap
ter 1 program can be substantially improved. Teachers 
themselves, both inside and outside of Chapter 1, can 
take steps to increase their classroom emphasis on read
ing comprehension, mathematics problem solving, or 
o th er h igher-o rder academ ic skills; they can be 
especially careful about closely matching the duties of 
an aide w ith his or her qualifications and training. To 
make other improvements, teachers would have to over
com e a variety of organizational barriers. For example, 
more effective coordination would require ample time 
for Chapter 1 and regular teachers to discuss the indi
vidual needs of Chapter 1 students and additional train
ing for aides would require district support.

Local attention to improving Chapter 1 services is 
likely to receive a boost from Congress in the new

Chapter 1 law.* While details of the law are currently 
being worked out, Congress is considering a range of 
carrots and sticks to further increase the effectiveness of 
Chapter 1. The new law is likely to allow local districts 
to use up to 5 percent of their Chapter 1 funds to 
explore innovative approaches to delivering Chapter 1 
services. Congress is also considering new accountabil
ity provisions that w ould pu t greater pressure on 
schools to demonstrate achievement gains for Chapter 1 
students or receive assistance from their district or 
state. Schools that implement schoolwide projects are 
likely to have to demonstrate that Chapter 1 students in 
these projects are achieving as well as comparable stu
dents.

In light of the heightened congressional concern with 
the effectiveness of Chapter 1 services, the findings of 
the National Assessment provide some direction for 
teachers and administrators working toward the ulti
mate goal of Chapter 1 programs: success in school for 
disadvantaged children. □
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Le g isla tive  O u t l o o k
B y  G r e g  H u m p h r e y

Chapter 1 legislation is now be
ing considered by the Congress. Al
though final details and funding 
levels have yet to be worked out by 
a House-Senate conference commit
tee (which meets to forge a com
promise whenever the two houses 
pass different versions of legisla
tion), it seems fairly certain that the 
new legislation will include a major 
funding increase and the following 
provisions, long advocated by the 
AFT, that address some of the con
cerns outlined by Bea Birman and 
make possible major improvements 
in the already effective Chapter 1 
program.

•  Secondary Programs: 
Because Chapter 1 funds have 
always been tight—at present fund
ing levels, they’re sufficient to serve 
about 46 percent of eligible stu
dents— districts have rarely funded 
secondary school programs, prefer
ring to target the funds to younger 
students. But Chapter 1 ’s effects 
wear off w hen the child leaves the 
program, usually after elementary 
school. To stem this loss, it appears 
that Congress will provide an addi
tional $200 million earmarked 
strictly for secondary programs.

•  Preschool Programs: Con
gress has funded preschool educa
tion for at-risk students through 
Head Start, which is offered pri
marily through private, nonprofit 
institutions, not the public schools. 
It seems virtually certain that this 
year a demonstration program will

Greg H um phrey is the director o f  
the AFT departm ent o f  legislation  
and  assistant to the AFT president.

be created to allow some public 
schools to offer preschool to their 
at-risk students. Called Even Start, 
the program would fund pilot p ro
jects and, significantly, training 
programs aimed at helping parents 
of at-risk students to help their 
children.

•  Schoolw ide Programs: Be
cause of Chapter l ’s success in 
raising achievement through 
remedial reading and mathematics 
instruction, there has been a reluc
tance to try new approaches that 
might further increase effec
tiveness—approaches suggested by 
Beatrice Birman, Bella Rosenberg 
(see following article) and now 
being tried by Henry Levin. It 
appears that under the new legisla
tion, the financial matching 
requirement, which in the past has 
dissuaded all but a handful of 
schools from adopting schoolwide 
programs, will be relaxed. Where at 
least 75 percent of a schools’ stu
dents are eligible for Chapter 1 
services, schools will now be per
mitted to explore some of these 
approaches. In addition, a new 
provision will allow local school 
districts to reserve up to 5 percent 
of their Chapter 1 funds to develop 
and support innovative programs. 
Among the areas that can be 
funded are programs that 
strengthen coordination between 
Chapter 1 and the regular school 
program.

(AFT had hoped the relaxed re
quirem ent would apply to schools 
with 60 percent of their students 
eligible for Chapter 1, which would 
have allowed many more schools to 
participate.)

There is one area of concern, 
however. The new legislation will 
include a new “accountability” 
provision. While most of the pend
ing proposals are well intentioned, 
the AFT believes one would be 
damaging: Backed by the Reagan 
administration, it would establish 
excessive state control over Chap
ter 1 projects. If a district’s Chapter 
1 program failed to show “adequate 
student improvement” after three 
years, the state could intervene, 
and, according to some attorneys 
who have reviewed the proposal, 
put a local Chapter 1 program into 
receivership, which would allow 
the state to dictate the content of 
the local Chapter 1 program. The 
threat of a state takeover would 
likely choke off any innovative 
Chapter 1 programs—which are 
badly needed if w e’re to make 
continued improvements in Chap
ter 1 effectiveness. And, since most 
districts are inclined to back away 
from controversy and possible trou
ble, it would impel districts to 
simply implement a standardized 
Chapter 1 program recommended 
by the state, w ithout regard to the 
wishes and needs of local staff 
students, and parents. This makes 
little sense at a time w hen all the 
education reform literature is rec
ommending that more authority be 
pushed downwards to the local 
district, the individual school, and 
the individual teacher.

This receivership proposal would 
upset the balance that now exists 
and place a higher priority on bu
reaucratic accountability than on 
educational improvement. □
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A Lo o k  Backward 
AND FOKiXARD

Wth Success Under Our Belts, 
We Can Now Raise the Standard 

to Which We Hold Chapter 1

B y  B ella  Ro s e n b e r g

I
N THE early days of Title I, now Chapter 1, it was not 
uncomm on to hear horror stories about those hard- 

w on federal funds intended to improve the educational 
opportunities of disadvantaged children being spent 
instead  on build ing  swim m ing pools in suburban 
schools or refurbishing administrators’ offices or filling 
in real or imagined shortfalls in the regular school dis
trict budget. Far more typical were the cases of Title I 
funds not reaching their intended recipients or not 
being used for distinctive programs, not necessarily 
because of chicanery but because school districts had 
scant experience with identifying eligible children or 
designing and delivering special programs. After all, 
over twenty years ago, when Title I was initiated, the 
m ere idea of substantial federal funding of education in 
general, and of compensatory education specifically, 
was innovative and its realization a major achievement.

Few legislators and advocates anticipated how difficult 
the experience would be. In retrospect, the real shock 
should not have been the instances of fraud or incompe
tence but rather the alacrity and speed with which 
school districts took up this new and stirring mission of 
improving the educational opportunities of disadvan
taged youngsters.

We’ve come a long way since the early days of Title I 
and in a relatively short span of time, considering the 
current reach and scope of the program: almost five 
m illion children in three-fourths of the elem entary 
schools and virtually every school district in this nation 
are now served, according to the 1987 report of the 
National Assessment of Chapter 1. Thanks to improved 
accounting and auditing procedures, school officials’ 
accum ulated  experience  w ith  d istribu ting  federal 
funds, and the enforcement of strict provisions that 
federal compensatory education funds should supple
m ent and not supplant regular school funds—that is, 
should not be used to pay for services that would nor
mally be offered disadvantaged (and other) children in 
the regular course of their education—Chapter 1 funds 
are, by and large, going to their intended recipients in 
identifiable Chapter 1 programs. There is still room for 
improvement in expanding eligibility requirements and 
targeting resources, bu t today the questions about 
Chapter 1 are not so much about targeting and deliver
ing programs as about their quality and effectiveness.

It is easy to underestimate the sea change—indeed, 
the success—represented by the shift from questions of 
resource and program delivery to inquiries about what 
works. So accustomed are we not only to Chapter 1 
programs but to the delivery of a raft of now-regularized 
in-school services for children with special needs that it 
is hard to understand that what is “normal” now was a 
mere generation ago a terrific and vexing problem: how 
to do it? It’s the difference between figuring out how to 
deliver food to the hungry and being concerned about 
the caloric content and nutritional benefit of the food; 
it’s only when the belly is filled that questions about the 
quality and effects of the diet become practicable.

Bella Rosenberg is assistant to the president o f  the 
Am erican Federation o f  Teachers.
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Seen from the perspective of program delivery, Chap
ter 1 is a resounding success. Seen, however, from the 
perspective of the content and effects of this educa
tional “diet,” the results are far more ambiguous. Chap
ter 1 children are no longer starving educationally, but 
neither are they flourishing.

O NE OF the  m ost rem arkable findings of the 
National Assessment of Chapter 1, as reported by 

Beatrice Birman, is how well Chapter 1 youngsters do 
on so little. There is a hidden testimony to the effec
tiveness of Chapter 1 teachers and aides (and also to the 
educational “efficiency” of their students) in Birman’s 
article, for despite the fact that most Chapter 1 schools 
provide only a meager thirty minutes a day of Chapter 1 
services, Chapter 1 students achieve more during a 
given school year than comparable students who do not 
receive these services. The meagerness of the Chapter 1 
diet and, therefore, the special noteworthiness of the 
achievement gains must be underscored. Those thirty 
minutes are typically not above and beyond regular 
instructional time; they occur during the normal course 
of the school day. Contrary, then, to assumptions about 
the additional nature of Chapter 1 services, Chapter 1 
youngsters get no more instruction than any other stu
dents, and sometimes even less. And contrary to the 
hope that a Chapter 1 school would be at least some
what different from a school in which Chapter 1 young
s te rs  are  n o t p re d o m in a n t— after all, C hap ter 1 
youngsters are not succeeding in traditional schools— 
the National Assessment indicates that Chapter 1 rarely 
alters the usual school program that occupies students 
for most of their time in school.

In light of these practices, it is hardly surprising that 
despite the achievement gains of Chapter 1 students, 
the gap between Chapter 1 and more advantaged stu
dents remains substantial. Equally consternating is the 
finding that the gains Chapter 1 students make while in 
the program do not persist after services are withdrawn. 
If the point of the special nourishment of Chapter 1 
programs is eventually to enable their students to digest 
and thrive on regular school fare, then the diet is insuffi
cient.

It is useful to push this nutritional analogy further. As

indicated, Congress intended Chapter 1 funds to be 
used to supplement the educational program of disad
vantaged youngsters and not to supplant local or state 
education funds that finance the regular school program 
that all children, including Chapter 1 students, would 
receive. In other words, Chapter 1 funds are supposed 
to enrich the regular course of instruction for disadvan
taged students, not substitute for it. From an accounting 
and auditing point of view, this provision is working 
well: Chapter 1 funds are not being spent on swimming 
pools or new furniture or non-Chapter 1 students and 
activities, as far as we can see. But from an educational 
perspective, Chapter 1 programs are substituting for— 
or at least eating into— the regular course of instruction, 
w hether the services are provided through a “pullout” 
or in-class approach (recall the typical thirty minutes of

(Continued on page 45)
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Literary 
Lackluster

The Unhappy State 
of American History Textbooks

B y  G il b e r t  Sew all
American history and social studies textbooks have 

been the object of much scrutiny and analysis during 
the last decade. Perceptive studies as different as 
Frances FitzGerald’s America Revised (1979) and Her
bert London’s Why Are They Lying to Our Children? 
(1984) have noted startling changes in tone, interpreta
tion, and selection of material. Passionate criticism of 
history textbooks has come from outside the education 
community itself wedging itself into political debate 
and intellectual discourse.

Like FitzGerald, an increasing number of critics note 
the disappearance of controversies, conflicts, colorful 
characters, glories, and tragedies—in short, a national 
history of passion and voice—since such historiography 
runs the risk of offending one or another textbook cli
ent. In a dubious quest for readability, many textbooks 
simplify style, mechanics, and vocabulary to produce 
flat and unmemorable prose w ithout zest or elegance. 
An accum ulating body of research indicates that a 
majority of students consider social studies to be unim
portant, redundant, and above all, boring. For example, 
a study by Schug et al. found that only 17 percent of the

Gilbert Sewall is the co-director o f  the Educational 
Excellence Network, a confederation o f  about eight 
hundred educators, scholars, and  journalists devoted 
to educational quality  and  the im provem ent o f  A m er
ica’s schools. This article is adapted fro m  the N et
w ork’s recent report ‘American History Textbooks: An 
Assessment of Quality.” Copies o f  this report can be 
ordered fro m  the Network fo r  $4, Box 32, Teachers 
College, Colum bia University, New York, New York 
10027.

students in a joint elementary and secondary school 
sample held social studies to be their most important 
subject; 13 percent indicated that it was their favorite 
subject. If history and related subjects are disregarded 
or treated by student and teacher with mutual ennui, 
the resulting historical amnesia does raise the specter of 
a wholesale loss of national heritage.

In recen t inquiries into social studies textbook 
quality, the analytical accent has been on content: on 
what information textbooks include and omit, how that 
information is slanted, and the impact of such informa
tion on the young. Attempts to assess American history 
textbooks have centered on their accuracy, balance, and 
representation. Less explored is the literary merit of 
textbooks, as m arket forces and clashing ideologies 
seem to take a toll on elegant, solid, and even honest 
historical writing. Arguably, the problem of student dis
interest toward history lies not with content per se, but 
in the way it is rolled out and retailed. As indicated by 
Graves and Slater, textbook passage revisions in accord 
w ith the principles of skilled magazine editing—a style 
of writing employing dramatic style, strong verbs, vivid 
anecdotes, and rich quotations—seem to result in far 
higher rates of student recall. Do literary shortcomings 
in textbooks contribute to a broader problem of suc
cessful transmission of American history to young peo
ple? Until now, no major research project has examined 
the explicit role of textbook writing in engaging and 
holding students’ interest in their national history.

THIS ASSESSMENT investigates the capacity of lead
ing American social studies and history textbooks 
to inspire the imagination of students through effective 

literary, pictorial, and historiographic techniques. In
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1986, twelve panelists were charged to act as expert 
reviewers of such textbooks at the fifth-, eighth-, and 
eleventh-grade levels. The full report, based on the 
panelists’ reviews, considers the quality of historical 
writing in eleven standard American history and social 
studies textbooks used at the fifth-, eighth-, and elev- 
enth-grade levels, the three ordinary slots for American 
history in the curriculum. This article considers the 
three elementary texts that were reviewed in the full 
report.

The selected texts are representative market leaders, 
used by millions of students each day in public elemen
tary and secondary schools from Portland, Maine, to San 
Diego, California, in standard, nonremed:al courses, the 
kind that satisfy state requirements for social studies 
instruction.

The assessment tries to answer questions like these:
•  Are American history textbooks likely to make 

history come alive for students, giving them a vivid and 
even inspiring sense of their origins?

•  Does textbook writing contribute to student alien
ation from the subject?

•  Are these books well written?
•  Do they overwhelm with names, dates, facts, and 

concepts presented in a pedantic fashion?
•  Do they alter or oversimplify history to make fore

ordained points about American society?
•  Do they convey to the reader a sense of excitement 

about the past, about human achievements and frailties?
•  Or do they hint that there is little to be learned 

from the past?
•  Have the color, vitality, and contradictions of past 

epochs been faithfully transmitted or rendered arid and 
neutral in ill-considered quests for readability, balance,

SILVER BURDETT’S The United States and  Its Neigh
bors is a current phenomenon within the world of 

textbook publishing, part of a blockbuster social studies 
series that has captured an estimated two-thirds share of 
the adoption-state market during the 1980s. By calcula
tion, just over one million fifth-grade students in the 
twenty-one adoption states and the District of Columbia 
used the book in 1984-85, and from it, were introduced 
to American history and the social studies textbook. In 
addition, thousands more fifth graders used the book in 
open territory, as the Silver Burdett program is also 
selected at the classroom, school, or district level.

Because of its share, The United States and  ItsNeigh-

objectivity and sensitivity?
•  Do attempts to satisfy textbook clienteles with 

clashing opinions create narratives that strain c red 
ibility?

The panelists were invited to consider such ques
tions.

Underlying this considerable effort, over eighteen 
months and by many individuals, has been the convic
tion that American history is a linchpin in the school 
curriculum and that it is a potentially exciting—some
times electrifying—subject. This assessment of quality 
in social studies textbooks assumes that w ithout history, 
especially that of our own nation, vaunted knowledge in 
other disciplines might be for naught; that w ithout his
tory, the nation might begin to resemble a ship of fools; 
w ithout anchor or compass, foundering and unable to 
set a course. The textbooks used to teach American 
history in elementary and secondary schools, then, war
rant close inspection, attention, and constructive crit
icism.
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bors constitu tes a text and package that de fa c to  
approach a national curriculum. The book’s high mar
ginal profits—safe to say, its capital costs were recap
tured by earlier editions—would suggest that it is a 
lucrative addition to the Silver Burdett list.

Given its reach, the book deserves special considera
tion. In order to please two groups of potential buyers— 
the first oriented toward American history, the second 
toward social studies—the book’s contents are broken 
in half: Eleven chapters are devoted specifically to Amer
ican history, first, what it is, and then, its pre-Columbian 
civilizations, the age of exploration, colonization, and 
United States history. The second half of the 502-page 
book, eight chapters, is a treatm ent of economic and 
physical geography by region, a kind of child’s trav
elogue of uneven quality, concluding with an obligatory 
two-chapter unit (insulting in its superficiality) on Can
ada and Latin America.

As with other leading textbooks at the fifth-grade 
level, the design is bright and the graphics outdistance 
the grey history textbooks of the past. The book goes 
into considerably more subject detail than standard 
textbooks used in elementary schools at midcentury. In 
spite of heralded student ignorance of geography, the 
textbook devotes much space to the subject. The United 
States and  Its Neighbors, like other fifth-grade text
books, contains many more topics and exercises than 
the texts of students’ parents. No one can argue that the 
book’s “coverage” is inferior to fifth-grade social studies 
textbooks from the past. But the text is a mere cafeteria 
of information, not a directed and engaging narrative.

The Silver Burdett book is glossy and colorful. There 
are over seventy-five four-color maps in the book and 
myriad average temperature charts, time lines, and spe
cial interest materials (e.g., metric measurement, rules 
of the road, regional interdependence) Each chapter 
has a skills section at the end, containing such units as 
using a library, interpreting a cartoon, reading a map, 
and learning pronunciation symbols.

The U nited States and  Its Neighbors opens w ith 
promise, starting with map-reading exercises, moving 
from a macro- to micro-view, introducing map symbols, 
roads, mileage, and measurement. Then, in a slightly 
amazing nonsequitur, the text moves to the subject of 
mass transit and bus schedules without pausing to make 
a transition or make a point. Of twenty-nine pages in the 
chapter, about sixteen total pages are text; pages are 
almost always less than one-half textual. The historical 
chapters in the book tend to have fewer breaks, boxes, 
sidebars, tables, graphs, diagrams, photographs, draw
ings, and other distractions from the running text than 
the social studies chapters. Some of the book’s graphics 
are educational and informative; this and other fifth- 
grade social studies texts are adroit in illustrating struc
tures and technologies. But with all these sections and

R e v ie w e d  E l em en t a r y  T e x t b o o k s

The United States and  Its Neighbors. Morristown, 
New Jersey: Silver Burdett Company, 1986.

The United States and the Other Americas. New 
York: Macmillan Publishing Company, 1985.

The United States Past to Present. Lexington, Mas
sachusetts: D.C. Heath and Company, 1985.

breaks, the central narrative begins to get lost very 
quickly. At an early point the discerning adult reader 
grows perplexed: W here is the running text? Where is 
the story?

The text is easy to read. The United States and  Its 
Neighbors and other books in the Silver Burdett series 
are known in the industry for what is politely called a 
“low concept load.” What The United States and  Its 
Neighbors fails to do is impart any sense of excitement, 
adventure, saga, imagination, or human nature to the 
investigation of history and society.

Even when the text attempts to animate itself (and 
comply w ith readability formulas), the results are 
wooden:

Now let us look at one exciting event in the life of a 
Pueblo girl.

“Run! Run! The Navajo are coming!” Tuma was washing 
her hair in a little stream. But she ran home as quickly as 
she could. The Navajo were another tribe who lived 
nearby. They tried to raid Pueblo villages in search of food 
and other supplies. The peace-loving Pueblo did not like to 
fight. But they could not allow their food to be stolen. They 
would fight for their food.

“Hurry, Tuma,” cried Yonga, her older brother. Tuma 
scrambled up the ladder. Yonga pulled it up after him.

Tuma’s building was like an apartment house.

In Tuma’s case, she hugs her kachina doll inside as 
Yonga goes out to fight, giving the textbook a chance to 
declaim on kachina spirits, Tuma’s home, and Pueblo 
customs. Amazingly, the text’s writers take the reader on 
a boring anthropology excursion into Tuma’s dark 
“apartm ent” w hen there is a battle  going on outside. 
The reader remains w ith Tuma, while Yonga is chasing 
Navajos. Whoever chose this imagined anecdote seems 
to have little understanding of or stomach for fifth-grade 
tastes. It is significant that children’s book editors and 
authors repeatedly note that boys and  girls of this age 
are attracted to action-packed, even gory, stories of 
adventure. The story ends:

A sharp bang frightened Tuma! It was Yonga. He had 
dropped his club in returning from the roof He was out of 
breath but happy.

“The Navajo have gone away,” he said. “They used tree 
trunks to climb our pueblo. But we drove them away—this 
time.”

Tuma gave her kachina doll a hug. She was happy too. She 
knew why the Navajo had been driven away. She must 
remember to thank the good spirit who protected her 
people.

A chance for real drama escapes: Any accomplished 
storyteller or moviemaker knows that the action, what 
will elicit interest, at least at this moment, is with Yonga. 
The chance even to focus dramatically on the super
natural rites and arcane mysteries of the Pueblo, also 
potentially interesting to fifth graders, is lost. Instead, 
the reader (w ho has been promised an exciting event) 
obtains a limp lesson in pre-Columbian life adjustment.

H ERE AND elsewhere, The United States and  Its 
Neighbors neutralizes. There is no verve, no grip

ping story styled to the appetites of ten-year-olds. Cur
sory, sometimes artificial efforts—such as the use of the 
second-person voice—are made to involve. Sometimes 
the reader receives a nugget in passing. ( “Can you imag
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ine how hard it was to live in dugouts and sod houses? 
When it rained, mud oozed from the walls and dripped 
from the roof, and the floor became a puddle. Dust was 
everywhere in dry times. Dirt fell from the roof and 
walls onto the beds, chairs, tables, dishes, and food. 
Gophers, snakes, and other creatures burrowed through 
the walls into the rooms. No wonder some families 
could not take it [sz'c] and moved back East.”) But the 
book’s tone is generally lifeless, monotonic, without 
feeling; accordingly, a bus schedule and the Vikings are 
treated with equal passion.

Consider this textbook’s treatment of the pioneers in 
Oregon Country, an epic drama in America’s midnine

teenth-century past, ripe for storytelling:
The Southwest was not the only place of growth and 

activity in the 1840s. People from all over the East caught 
“Oregon fever.” They had heard reports of the beautiful 
land and plentiful game found in the Oregon Country. The 
Oregon Trail was made up of hopes and dreams of men and 
women who wanted to start new lives in Oregon. With 
every thing they owned in covered wagons, people took on 
the challenges and dangers of the rugged 2,000-mile 
( 3,200 km ) journey west. “Oregon or Bust” was the slogan 
of the day. Thousands moved to Oregon. Many died trying.

Not only can this style of writing produce a coma-like 
state of boredom , but the passage never really is

G e n e r a l  C o n c l u sio n s
1. The physical size and 

w eight o f textbooks discourage  
enthusiasm  for their contents.

From whatever angle they pur
sued their analyses, the reviewers 
all stressed the sheer size of the 
books, daunting, fearsome, and 
intimidating, even to the child or 
teenager drawn to reading. “No one 
will ever curl up, cuddle up with 
one of these behemoths,” con
cluded Columbia University former 
professor of the humanities Robert 
Nisbet with some exasperation. 
“Perhaps the schools insist upon 
such weight as a means of dis
couraging pupils from ever taking a 
book home to read, and thus risk
ing loss.” Milton Meltzer, an author 
of children’s and adults’ history 
books, asked the central question: 
“How can we expect a boy or girl 
to plunge into such forbidding 
books with any enthusiasm?”

2. The prose style o f m ost 
textbooks is bland and voice
less.

The quality of writing in text
books reviewed varied 
considerably by individual text.
Still, the overall literary style of the 
textbooks assessed fell well short of 
the mark. “The books are univer
sally bland, repetitious, fact filled, 
and deadly in their lack of attempts 
to stimulate and catch the interest 
of the audience,” said reviewer Joan 
Grady, the principal of a Colorado 
middle school. Reviewers found 
textbooks generally to be more 
catalogues of factual material about 
the past, not sagas peopled with 
heroic and remarkable individuals 
engaged in exciting and momen
tous events.

3. Excessive coverage m akes 
textbooks boring.

Many textbooks, reviewers 
noted, were most effective as alma
nacs, encyclopedias, and reference 
guides. The mere mention of a 
person or event, they agreed, did 
not necessarily guarantee substance 
and fullness.

In introductory texts, some m en
tion of less than scintillating, even 
secondary events is inevitable. But 
in American history textbooks, 
names and episodes dart past like 
telephone poles seen from the win
dow of a swift-moving train. Part of 
the problem lies with publishers’ 
growing reluctance to make 
choices and value judgments that 
might offend some individual or 
group.

4. Group consciousness con 
tributes to flawed textbook  
writing.

All the books reviewed exhibit 
the group consciousness that has so 
affected our sense of the past dur
ing the last generation. Christopher 
Columbus has not left the scene,

but women and blacks are two new 
groups prom inent in the American 
history textbook. The new groups 
can be incorporated into the larger 
parade of American history with 
integrity and even passion. In some 
cases the textbooks reviewed do so 
admirably. The stories of Clara Bar
ton, Booker T Washington, and 
Custer’s Last Stand endure. Items 
like Plessy v. Ferguson and the 
Seneca Falls resolutions have gained 
deserved prominence. But in some 
cases the textbooks’ effort to focus 
on women, blacks, Indians, and 
other groups is superficial, forced, 
and occasionally ridiculous. Trivial 
examples and strained statements 
crowd out significant and exciting 
political, economic, or cultural 
events in order to engage in a kind 
of textual affirmative action.

5. Textbook format and graph
ics d im inish  the style and 
coheren ce o f the running text.

The running text is the skeletal 
and muscular system of a textbook. 
This basic narrative comprised per
haps 90 percent of textbook 
content a generation ago. To be 
television competitive and engag
ing, as well as to concentrate on 
skill development, textbook pub
lishers have altered this convention, 
substituting endless photographs, 
diagrams, charts, boxes, sub-units, 
study exercises, skills applications, 
and so on, especially in lower- 
grade-level textbooks. The result is 
that the textual qualities of the 
history book are reduced to a 
bloodless subset of a workbook, a 
mere reading sample by which to 
test reading comprehension and 
other practical skills. □
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focused. Nothing seems to occupy center stage or have 
special significance. It describes a world of generalities 
and collectivities. Excitement, momentous events, peo
ple seem not much to matter.

In The United States and  Its Neighbors, Abraham 
Lincoln warrants two paragraphs, slightly more than 
Molly Pitcher, a minor heroine of the Revolutionary War. 
Valley Forge goes unm entioned. The production of 
potatoes, blueberries, and cranberries in New England 
receives approximately the same coverage as the his
tory of the Progressive movement. World War II is cov
ered  in less than four pages, in troduced w ith the 
subhead ‘Another War.” And why exactly is the reader 
inroduced in a large four-color photograph to someone 
named Toney Anaya, not m entioned in the text, who was 
governor of New Mexico from 1982 to 1986?

The evident, grim answer is that Anaya is of Hispanic 
birth, thereby providing Silver Burdett a chance to 
score political points even if it shortchanges more sig
nificant individuals and events in the process, distorting 
the content of history. This willingness to distort in 
order to m ention and appease various interest groups 
marks many of the history textbooks assessed in this 
study, much to the consternation of this assessment’s 
review ers, w ho repeated ly  noted  how  crude and 
obvious, not to say meretricious, most of these efforts 
were.

The United States and  Its Neighbors finishes it histor
ical section by telling students that ‘Americans must 
realize what a wonderful place this is to live,” and that “it 
is our responsibility to continue to build our country 
and fulfill the dreams of the brave men and women who 
have gone before us.” These are true and noble state
ments. But the abstract, disembodied quality of these 
very statements reflects the book’s hesitancy to show  
students (not tell students) why these statements might 
be noble and true, if not absolute.

In the concluding historical chapter, the text reminds 
students: “People and events have come together to 
change the way our country thinks and acts.” Then, 
leaping from topic to topic, the chapter ranges from the 
1976 Bicentennial celebrations to Theodore Roosevelt 
to synthetic fibers to automobiles to the Great Depres
sion to Franklin Roosevelt to Martin Luther King, Jr. to 
human rights. In terms of tracking, that is, using one 
topic to embellish the next so that the sum total of a 
chapter is more than its components, the chapter is very 
hard to follow. Easy to read, sentence by sentence, yes; 
but taken as a whole, incoherent.

In order that The United States and  Its Neighbors 
contain som e  message, as reviewer David Blight sug
gested, an annoying assum ption runs through the 
book—that things in the United States are getting better 
through some providential or grand social scientific 
design. The text does reach the following conclusion: 
“The movement toward equality is a process that has 
been carried on throughout history. It will not end until 
a ll Americans can say for themselves the words carved 
on Dr. King’s tombstone: ‘Free at last, free at last, thank 
God Almighty, I’m free at last.’” The text’s epilogue 
culminates in a frank, vacuous endorsement of personal 
choice: “We must choose what kind of world we want, 
and work for it.”

An unrestrained use of the doctrine of progress, of

course, may help children look to history for hope. But 
such historiography does not help them understand the 
cyclonic human struggles over politics, wealth, religion, 
and ideas that give history its edge. Reviewer Jack Beatty, 
senior editor of The Atlantic, applauded the book’s 
preoccupation with questions of race, given the pecu
liar institution of slavery as a centerpiece of nineteenth- 
century history, while questioning its unwillingness to 
confront the current plight of an urban underclass. “You 
don’t want to dash the morale of the young black stu
dent, nor encourage white students in their negative 
stereotyping of blacks,” he says. “On the other hand, you 
want to put the young child in touch with reality.” When 
unpleasantness occludes the sunlight, The United States 
and  Its Neighbors shrinks from it. The book frequently 
seems to view the world with an attitude that crosses 
Candide’s with Edward Weston’s The Fam ily o f  Man. 
Only accredited victim groups suffer, and then they 
suffer absolutely. When realities are bloody and vicious 
and complicated, the why  of history is avoided. “Chil
dren need truth to steer their way successfully around 
this world,” Beatty concluded. “This book, at too many 
points, prefers to keep them dumb.”

MACMILLAN’S The United States and  the Other 
Americas, a second leading fifth-grade social stud

ies reader, seems an imitation—almost a clone—of the 
Silver Burdett book. Again, the Macmillan text breaks 
the subject matter of the book into two, deemphasizing 
American history and trying to strike a duality between 
history and descriptive social science, with the obli
gatory chapters on the remainder of the hemisphere 
again stitched to the end.

The style of writing? Reviewer Eric Rothschild, his
tory departm ent chairman at Scarsdale High School in 
Scarsdale, New York, characterizes it as “happily ever 
after” in tone, warping truth in the process. As with the 
other fifth-grade texts, statements are reductive, mis
leading, and sometimes deterministic. The Macmillan 
text, for example, concludes: “The equal rights move
ment has made many gains. The movement will con
tinue until all the people in the United States enjoy full 
equal rights.” Re Latin America: “Better housing is being 
built. Industry is increasing. Most important, education 
is improving.” It is all quite vague—and only partly 
correct.

The truncated prose in The United States and  the 
Other Americas is intended to advance clarity. Yet con
fusion may result from superficiality, as in the text’s 
introduction: “The United States was settled by people 
from all over the world. Many of them became natu
ralized citizens. Most immigrants settled on the East 
Coast, a crowded part of the country. In the 1970s, 
Americans began moving to the Sunbelt.”

In the latter section of the book, geared toward social 
studies, the writing becomes noticeably thin. “Suppose 
that you lived in the southeastern part of the United 
States,” the book reads. 'You would have a great deal of 
rainfall during the year. Ii also would be warm or hot all 
year round. Therefore, your ciimate would be described 
as w et and warm or hot all year round.”

Individuals are trivialized. For example, Thomas 
Jefferson is never treated as a leading political ph i
losopher and seminal democratic theorist. “The Decla-
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ration of Independence shows to all how well he wrote,” 
the text says, before turning to Jefferson’s inventions, 
the swivel chair and the dumbwaiter, “used to carry 
food and other small items from one floor to another.” 
Jefferson comes across as a slightly cranky inventor who 
just happened to be a great national leader.

Avoiding complicated religious, political, and eco
nomic concepts that might be beyond the grasp of the 
fifth grader may be natural and proper. But the bland 
treatm ent of heroic individuals and exciting situations, 
rendered lifeless in these texts, does no service to stu
dent learning and must surely dampen enthusiasm for 
history.

As in the case of the Silver Burdett book, the Mac
millan text is clearly more comfortable treating social 
studies subjects outside history, content to create a 
pleasant com bination of travelogue, economics, and 
social science in the second half of the book. In explain
ing cotton production and processing, or in taking a trip 
through the Great Lakes, for exam ple the text becomes 
animated and engaged. It does not seem accidental that 
these sections succeed in part because they deal with 
things and processes, not with human beings and their 
beliefs. Safe topics, they are approached directly, w ith
out timidity or cryptic vagueness.

BY CONTRAST, reviewers generally admired DC. 
Heath’s The United States Past to Present. They 

praised the text for its historical (not social studies) 
approach, densely woven enough to give a full-bodied 
portrait of the national past. In anchoring the text in 
h is to ry , fo cu s in g  on  th e  A m erican  s to ry  from  
Christopher Columbus to the space industry, the D.C. 
Heath book avoids the disjointed, bifurcated quality that 
the reviewers found so distracting in the other two fifth- 
grade social studies books.

A straightforward American history, again with token 
chapters on the remainder of the hemisphere, this text 
concentrates on the earlier periods of American history 
and compresses post-World War II history into mere 
outlines. “Events do not, for the most part, just happen,”

reviewer Jean Karl, a children’s book author, said of the 
book. “They come about as a result of events that have 
gone before.”

Directness and clarity in this text sometimes comes at 
the expense of fine writing, however. Especially for 
brighter students, some explanations and definitions 
may seem tedious. Some review questions, such as “List 
two beliefs that are part of the pioneer spirit,” are fuzzy 
and banal. “Some students will be put off” reviewer Jack 
Beatty noted. “Others will find it helpful to have a ‘fort’ 
and a ‘stockade’ defined for them.” He concludes: “It is 
probably a good idea to be elementary in an elementary 
school textbook. We can all rem ember not knowing the 
enabling rules of a subject, and thus being utterly out of 
it in any discussion that assumes mastery of those rules.” 

In The United States Past to Present, such assump
tions seem to benefit historical understanding: The 
book defines a constitution, for example, as a “plan of 
government.” The book succeeds with other details as 
well. “The windows around the big hall were tightly 
closed so that no one outside could hear what was going 
on inside,” it says, describing the writing of the Consti
tution inside the sweltering hall where the Founders 
worked through the torrid Philadelphia summer.

The D.C. Heath book is not venturesome. The lan
guage of the book is not literary. Like other fifth-grade 
textbooks, its prose tends to be monotonic. ( “It was a 
long, hard journey. About 4,000 people died along the 
way. The Cherokee called the journey the Trail of 
Tears.”) But the text is generally clear, concise, and, in 
places, lively. Paragraphs are well constructed. Main 
ideas are set out, explained. No attempt is made to 
weave the material into a paean to progress or student 
self-development. Relatively speaking, the running text 
has coherence, style, and interest.

In the case of westward expansion, for example, we 
join a travel party:

Once the pioneers were on the road, each wagon train 
followed the same routine. Every day the travelers woke at 
about four o’clock in the morning. They fixed breakfast, 
packed up their bedding, and rounded up their animals. By 
seven o’clock, the wagons began to move out.

The guide and half a dozen men went ahead with picks 
and shovels. Their job was to smooth the way for the 
wagons. They removed stones from the path and cleared 
away brush. Several other men left the wagon train to hunt 
for buffalo and deer. The rest of the group stayed with the 
wagon train.

In The United States Past to Present, women, blacks, 
and other groups come into the story, not as artificial 
“add-ons,” but in ways that help reflect the fact that they 
were excluded or segregated in public arenas until the 
recent past. Reviewers commented independently on 
the text’s good taste and reasonable balance in treating 
minorities. The reader meets the Grimke sisters and 
Harriet Tubman, learns about the foundation of the 
National Association for the Advancement of Colored 
People, and encounters Topeka’s Linda Brown. In con
trast to the Silver Burdett and Macmillan books, these 
people and causes are stitched into a broad fabric of the 
American past and not magnified at the expense of 
majority concerns. Their presence amplifies the histor
ical record rather than replaces or distorts it. □
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C r e a t in g  a  Sc h o o l  C o m m u n it y

(Continued from  page 17)
o n e  know s h e ’s not doing  h is job w ell. Isn’t he  
terribly anxious and embarrassed?

A. First, it’s rarely the same teachers always having the 
problems—it’s different teachers having problems with 
different classes and different pupils. But whether it’s 
different teachers or the same ones, because the teach
ers are regularly .talking about the problems faced by 
the team—including these teaching problems—many 
of them are solved. One teacher hears how another is 
handling a similar problem. He borrows those ideas or 
adapts them. He can visit other classes and observe 
different teaching styles. He can change his teaching 
style; he has models to choose from. Many problems 
that could become big somewhere else never do.

There are also teachers who are doing poorly because 
of personal difficulties—for a time, they are unable to 
put their full energy into teaching. In this case, team 
members may agree to cover a bit of the teacher’s work 
so he can relax.

And then there are teachers who just don’t like to 
prepare their lessons. They are poor teachers because 
they don’t put in the time. You’re right that this strains 
the group, and you can be sure the group will exert 
pressure on these teachers—much more than any head
mistress could.

Q. You m en tion ed  “lunch  activities.” I und er
stand y o u  offer an organ ized  program  o f n on -  
academ ic activities during lunch.

A. Your students aren’t in similar programs?

Q. No. In m ost Am erican schools, lunch  is short 
and can be rather unpleasant, especially for the

adults w h o have to supervise it. The students are 
jam m ed in to  a b ig  lu n ch room  and p rocessed  
quickly so the next group can get in . Usually on e  
teacher and several paraprofessionals are trying to 
keep  hundreds o f students in  order. The idea of 
having a program during lunch  w ould  be out of 
the question . But talk a litde about it. Why do you  
do it? What’s the program?

A. In the beginning, we had no program, and we had 
the same prob lem  as you: Everyone was running 
around, and it wasn’t very pleasant. Then we asked 
parents to serve as lunch monitors. But since their job 
was simply to exert control, they were resented, and the 
students ignored them.

The faculty discussed the problem at length and cre
ated a new plan. Now the students sit with their team, 
and in the younger grades, with a team teacher. That 
teacher isn’t just a policeman. She knows the students. 
She can say, “How are you today? Why can’t you be quiet 
and stop cutting into the line?” She can chat with them. 
They can bring their problems to her. So the atmosphere 
is completely changed, it’s more pleasant.

Q. How lon g  is the w h ole  lunch  break?
A. Twenty minutes for lunch and then another hour, 

for a total of eighty minutes.
After lunch, students can attend a variety of activities. 

In some cases, the teachers and parents in a team might 
take the full eighty minutes to teach cooking and then 
cook lunch. Other students might, after lunch, just make 
tea and talk with each other and a team teacher about 
their problems. This is very, very popular. Or they can 
play table tennis, or football, or go to the gym. All the 
sports facilities are opened up and students can drop by. 
And there are scheduled activities—lessons in ceramics 
or theater, for example, which the students attend on a 
regular basis.

Sample Schedule of Eleven-Year-Old Student on  Team 6
Period Monday Tuesday Wednesday Thursday Friday

1 Free learning Mathematics No class German Natural science

2 Religion/Turkish language1 English exercise4 Mathematics English Natural science

3 Religion/Turkish language German Shop Free learning Social science

30-minute pause

4 Tutorial Social science Shop Tutorial English

5 Natural science English German Free learning German

6 Natural science No class No class Project work No class

7 Lunch/Lunch activities

8 Creative arts elective2 No school Social science Project work Mathematics

9 Creative arts elective No school English Physical education End-of-week-celebration5

10 No class3 No school Mathematics Physical education No class

1There are a few subjects in w hich students are not w ith  their class. Religion and Turkish language (taken by Turks w ho wish to maintain their native language) are two 
such subjects. Also over the objections of Comprehensive school officials, national law requires that in the later grades math and English courses be tracked according to 
ability.

2Each half-year, students choose from among such courses as art, theater, and dance.
3Students in younger grades take six fewer periods than older students.
4During English exercise, students work on their English language homework.
5In the younger grades, one class per week takes responsibility for planning a special program; for example, they could bring in a speaker or stage a play.
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Q. Where are the teachers?
A. Some are off on their own. But almost all have made 

lunch activities a part of their schedule on at least some 
days. These teachers might offer a class in pottery, 
sports, or sewing—whatever they enjoy teaching. Or 
they may supervise the gym, for example, or the disco. 
Parents offer courses too. It ends up seeming rather 
sexist, though. The mothers all volunteer to teach cook
ing and sewing and the fathers, sports.

Q. What about the disco?
A. It’s always the fullest room in the house. Two to 

three-hundred children every day. It’s packed.
One of our social workers—we have three on the 

staff—is always on duty there, along with a teacher. For 
the social worker, the disco is an ideal working field. You 
witness boys’ and girls’ relationships. You see w ho’s 
getting along with his peers and w ho’s not.

A close relationship develops betw een the social 
workers and many of the students who are disco reg
ulars. We find that often many of these students will talk 
with the social worker about things they w on’t discuss 
with their parents or teachers. The talk is less risky for 
them because later, if they want to avoid the subject, 
they can avoid the social worker.

* * *

Q. You said the children are released early every 
Tuesday. D on ’t the parents get angry about this?

A. No, that does not happen at all. Our students and all 
Comprehensive school students are in class a lot: from 
8:15 a .m .  until 4:15 p .m . Tuesday afternoons are the time 
for students’ doctors’ appointments, their piano lessons, 
and other activities for which there is little time during

the week.

Q. Is that eight fu ll hours o f schoolwork?
A. Not really. The younger students take seven peri

ods a day, and the older ones eight periods. We have a 
thirty-minute pause in the morning, an eighty-minute 
lunch period, and each day the child’s schedule proba
bly includes one or two periods for a tutorial or what we 
call project work or free learning. [See sample student 
schedule.]

Q. D o the students also have hom ew ork every 
night?

A. Occasionally, in the top two grades. Since most 
homework requires help from parents, students w ith
out educated parents are immediately at a disadvantage. 
They can’t do the work themselves, they get frustrated, 
they get a poor mark on it. What’s the point?

In fact, they get the equivalent of homework, but they 
work on it during their free learning period, where they 
can get help when they need it, either from their group 
mates or from a teacher. Moreover, after eight hours, 
these kids have put in as many hours as most adults. Why 
should they have to go home and work more? They need 
some time to be kids.

Q. Are the teachers also working eight hours?
A. No. The teachers are required to work 24 forty-five 

minute periods a week, which is the same as G ym na
sium  teachers—Realschule teachers are required to 
teach twenty-six periods and H auptschule  teachers 
twenty-eight periods. Beyond that and the Tuesday con
ferences, they are free to do whatever they like. They 
can go home, or go shopping, or stay at school and 
correct tests, or drink coffee in the teachers’ lounge.

Sample Schedule of Team 6 Teacher

This teacher is an English, art, and music teacher on Team 6. She tutors class 6.1 (6.1, 6.2, and 6.3 are the three team 6 
classes) and spends two periods providing extra help to Turkish students having difficulty with the German language.
Period Monday Tuesday Wednesday Thursday Friday

1 'F ree learning (6 .1) Art (6 .3 )
2 English (6 .1 ) Art (6 .3 )
3 English (6 .1) Music (6 .1) Work wA'urkish students 

(6.1-3)

30-minute pause

4 Tutorial (6 .1) Music (6 .1) English (6 .1) Work w/Turkish students 
(6 .13)

5 Art (6 .2) Tutorial (6 .1) Work w/Turkish students (6.1-3) Free learning (6.1-3) English (6 .1)
6 Art (6 .2) 60 minutes: lunchtime activities 

with team students
Free learning (6.1-3) 60 minutes: lunch activities 

(d isco)
7 35-minute lunch

8 Art & theater Conferences

9 Art & theater Conferences English exercise (6 .2) English exercise (6 .1 )
10 Conferences

22
1
1

24

Teaching periods
Lunchtime activity with team students 
Lunchtime activity schoolwide (disco) 
periods

1 Free learning and pro ject w ork are explained on page 40.
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What students need m ore than 
videos a n d  the excitem ent o f street 

life a re  close person a l 
relationships.

Most of these 24 periods are spent in subject classes but 
they also can include lunch duties, lunch activities, 
supervising free learning sessions and, for the various 
lead teachers, free periods to do their organizational 
work.

Q. D escribe the free learning and project work 
that students take for five periods a week.

A. In the free learning period, students get assign
ments similar to what your students might get as hom e
work—maybe a set of exercises in math, in German 
spelling, or in English phonetics. The assignments are 
meant to be completed within two weeks.

T he students can work on them immediately or put 
them aside to pursue a special interest. Some students 
might develop computer programs in the computer 
center, create a piece of pottery, or join together to 
produce a play. Some will use the time to prepare scien
tific experiments for the national competitions. Stu
dents who are falling behind can use the free learning 
period to get extra help from the team teacher who is 
staffing the period. And any student might use the time 
to chat with a team teacher about an academic or per
sonal concern. In general, students can do anything 
during this period that they want, except relax. They 
must be learning in some way.

Project work is different. Students work together in a 
group— though not necessarily their table group— to 
pursue a multifaceted project for a period of six to eight 
weeks. For example, in “Project Cologne,” which is 
always done once in a student’s career, the student 
groups determine what they would show a visitor to 
Cologne. To make this determination, one group of 
students m ight try to interview  the mayor, another 
might visit some museums. In “Project Living,” students 
ultimately design their own dream house. First, they 
visit a construction site and see how houses are made, 
they’ll use their math skills, and they’ll study housing 
market economics and architecture, for example.

* * *

Q. What happens w h en  children don’t pass their  
regular six -w eek  tests? If th ey  con sisten tly  fail 
them , are they  left back a grade, as is norm ally  
done here?

A. No. If they fail a test, they’ll get help. During the 
free learning period a teacher will work with all the 
students who failed a test in a particular subject. In a 
subsequent free learning period, the students will 
repeat the test. So the whole school is structured to 
allow kids to catch up and pass.

Q. How do the students w ho have passed view  
the students w ho have failed? Aren’t these stu
dents the “dum m ies”?

A. I don’t think so. First, these students are in table 
groups, and when they studied for the test they should 
have received help from their groups. If a group mem
ber fails, it’s actually the responsibility of the group, 
which evidently has not been working well.

Q. What about students w ho excel in  no  aca
dem ic subject?

A. That happens only when a child has a behavior 
problem or dislikes learning. My experience is that if we 
can get them to the point where they say, “We want to 
learn,” nearly all children can learn nearly everything if 
they’re helped.

The problem is with the students who say, “I don’t 
want to,” or “I can’t.” We had a tenth-grade girl whose 
m other was an alcoholic and was always threatening to 
commit suicide. She was understandably preoccupied 
and couldn’t learn. Her group understood and was very 
kind, but there was no way to help her succeed with her 
academics; her personal problems were just too great.

But most of our students have the confidence to learn. 
W hen children do so m uch together, period after 
period, in school and out, year after year, there is a lot of 
comfort. You really have something. We are always help
ing the table groups function better. Confronting a 
table’s problem —maybe one member is disruptive, ar
rogant, or they lack the skills to help someone—is one 
of our teachers’ most difficult tasks. But it’s w orth it. 
When the children care about each other and get along, 
and if a team has worked well as a group, they are very, 
very strong learners.

Q. We regularly have students in  our ninth- and 
tenth-grade classes w ho read and calculate at a 
fourth- or fifth-grade level. You d on ’t have that? 
You p u ll students back up to grade level as soon  as 
they fall behind?

A. Essentially, yes. But we do not have the standard
ized tests that are so common in America, so we don’t 
calculate grade level in the same way that you do. What I 
can say is that it’s very, very rare for a child to be so 
behind that he can’t work productively with his table 
group. And eventually each child will pass most of the 
tests. One child may do much better, but every child 
reaches a certain level of mastery. And virtually every 
child does well enough to earn a leaving certificate.

Q. What is your absentee rate am ong students? 
How does it com pare to schools in  w h ich  there are 
not team s and sm all groups?

A. Again, we don’t keep comparative statistics the way 
you Americans do. But I know that our rate is very low. 
We often hear from parents that students can’t wait until 
the holidays end because they want to return to school. 
Even on days when there are no classes—for example, 
there are days when parents come in and meet with the 
teachers—many students are nonetheless in the school. 
They come here because it is where they meet their 
friends and can play games like table tennis.

4 0  A m e r ic a n  E d u c a t o r Sp r i n g  1 9 8 8



Q. O utside the m ost e lite  p u b lic  and private 
schools, it’s rare here to find any but the m ost 
su ccessfu l secondary sch o o l stu dents eager to 
co m e  to s c h o o l. W hen ou r  stu d en ts  are n ot  
engaged, we often say it’s im possible for the school 
to com pete with such  distractions as are dished  
out by our h igh-tech video culture. But your stu
dents face the sam e tem ptations as ours. What’s the  
difference?

A. What students need more than videos and the 
excitem en t of s tree t life are close personal re la 
tionships. That’s what exists between our teachers and 
students.

Q. If the teacher is sim ply the dispenser o f infor
m ation, or if  h e  is forced to play the entertainer 
boun d  to capture his audience’s attention, h e  can’t 
com pete. But noth ing can com pete w ith a warm 
relationship. If we can build those relationships, 
the sch oo ls  becom e magnets.

A. And don’t forget the peer relationships. These are 
the most important to an adolescent. If we can take 
much of the competition and aggression out of these 
relationships, they become very special, a source of real 
strength for the students. So we care for these rela-

We’ve fo u n d  that i f  we do a  good  
jo b  o f building the community, it’s 

much easier to convey the 
academ ic subjects.

tionships. We have “group-training days” in which we 
observe the group interaction and help the students, if 
they need it, to get along better and to help each other 
m ore. Also the  groups have to find out-of-school 
activities, like swimming or going to the cinema, that 
they can enjoy together.

Q. In a traditional teaching situation, we are 
in clin ed  to separate two friendly children because 
their talking disrupts our lesson . But in  your sit
uation , w here there’s n o  public lesson  to disrupt, 
y o u ’re able to u se  the students? peer relationships 
to strengthen the school. You’ve created a group—  
a com m unity, really—that cares for each other but 
also applies peer pressure w h en  necessary. And 
y o u ’ve m ade all o f  this part o f the educational 
program. Education is no  longer just d ispensing  
inform ation.

A. We’ve found that if we do a good job of building the 
community, it’s much easier to convey the academic 
subjects. It’s easier because the students feel secure 
with their peer group and their teachers, whom they see 
as much more than just authority figures.

Q. What about d iscip line problem s. You m ust 
have som e students w ho are incorrigible. What do 
you  do w ith them?

A. We do have children like that. These problems 
exist mostly in the lower grades, before we’ve really 
been able to work with the groups and the individuals. 
The team teachers observe them and perhaps they’ll talk 
with the parents, or, if the table group is strong enough 
to help, they’ll talk with them. We may give the students 
additional work. We may call a psychologist. But there is 
rarely a problem  we can’t handle, because no teacher 
has to handle it alone. You put together the abilities and 
experience of six or eight teachers, and you can solve 
most problems. It sounds Pollyanna-ish. But it’s true.

Q. If the students are im possib le, do you  expel 
them?

A. In thirteen years, we have expelled one student. He 
belonged to a gang and followed a cult. He said, “I want 
to be king of the school.” He threatened the other 
students, and his gang members would beat up his 
younger classmates. We had to expel him to protect the 
others.

* * *

Q. Your teachers are supposed  to be m ore than  
instructors—they’re teachers, tutors, counselors, 
group facilitators, socia l w orkers. . . . D o they  
resent it? D o they  w ish  it w ould all go away so  they  
cou ld  focus on  teaching their discipline?

A. That’s a good question. It’s fiercely discussed here. 
In other German schools, especially in the Gymnasium, 
teachers do resent this. They say: “We have been trained 
to instruct pupils in a certain subject. We’re not social 
workers.” But in our school, we see that we can only 
teach the pupils properly when we also do the s o c ii  
work they need.

Q. Your teachers are also required to teach in  
m ore than o n e  d iscip line. I d on ’t th ink  this w ould  
be regarded kindly  by m ost American teachers. 
Som etim es, w e’re forced to teach out o f our area o f  
certification, but we d on ’t like it, and the u n io n  
often gets involved in  trying to lim it this practice. 
What do you  think you  gain by having teachers 
teach m ore than on e  subject?

A. More contact between teachers and the students 
on their teams. For example: Since there are only three 
classes per team, a teacher who only taught art and 
music could only teach in his team for twelve periods of 
his schedule—he would probably have to fill out his 
schedule by leaving the team for one or two periods a 
day. He would be torn between the demands of several 
teams, and he could never develop that close rela
tionship with the students. In contrast, if he also taught 
German and volunteered for some other assignments— 
perhaps tutoring* or lunchtime activities—he could 
teach all his twenty-four periods in the team. [See sam
ple teacher schedule.]

'Like our hom eroom  teachers, tutors keep attendance and o ther admin
istrative records on their students. The Holweide tu to r also leads his or 
class—there’s usually one male and one female tutor per class— in two 
tutorials per week, one on general issues and one on human relations and 
sex education, and also counsels his students on various personal and 
academic problems.
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Q. D o your teachers find it a strain to teach in  
two disciplines?

A. It depends. Our teachers graduate from one of two 
teacher training programs. Those who were trained to 
teach in the G ym nasium  o r the Realschule  w ere 
trained as departmental specialists and had to get cer
tified in two disciplines—math and physics, for exam
ple. O ther teachers were trained for the Hauptschule— 
which enrolls the most difficult pupils from the most 
underprivileged families—and they generally have had 
a broader, less specialized education. The thinking is 
that these students have great difficulty learning. They 
don’t need academic specialists, just teachers who will 
look after them.

Q. So you  have the specialists at on e  end  and the  
custodians at the other.

A. That’s right. And they come together in our teams. 
The Hauptschule  graduates have a feel for the Com
prehensive school students. And the others have a great 
deal of specialized knowledge and very high standards. 
So they share their knowledge and learn from each 
other.

Q. What if  a teacher d oesn ’t want to teach outside  
h is  or h er certification?

A. In the beginning we had some of that—teachers 
w ere understandably anxious about venturing beyond 
what they knew. We had an art and music specialist who 
insisted she wanted to teach nothing else. “Fine,” we 
said. And she taught a few courses in her team and a few 
in the neighboring team. After half a year she said the 
experience of being “just a traveling art and music 
teacher” was so much less than teaching in the team 
where, she said, you know the children and receive so 
much support.

Q. What did sh e  take on?
A. Social sciences. There were specialists on the team 

who worked with her and helped her.

Q. She didn’t have to get additional training? She 
was just trained w ith in  the team?

A. The subject conference provides her with mate
rials, help in planning, and general expertise. Along with 
help from the team, she’s become a fine social studies 
teacher.

* * *

Q. This k ind  o f teaching m akes very h igh  de
m ands on  teachers. Not on ly  are they being called  
on  to interact c lose ly  w ith n inety  students, they  
also have responsibility  for every aspect o f the 
sch o o l, and th ey  are exp ected  to occasion ally  
m eet outside o f regular sch ool hours. I im agine  
you  m ust attract the m ost dedicated, energetic  
teachers. But even they  m ust b u m  out quickly.

A. It is a very intense form of teaching, and originally 
some teachers were skeptical of it. But there is almost 
no teacher who does not prefer it. In thirteen years, I 
know of only two teachers who have transferred be
cause they didn’t like the system. And every year we get 
applications from many more teachers than we can hire.

In thirteen years, I know o f only 
two teachers who have transferred  
because they d id n ’t  like the system.

Q. Why do teachers prefer it?
A. With the team you are not isolated. Your frustration 

is less beause you have colleagues to talk with. You have 
a place to turn with your teaching problems. The stress 
is less, the strain is less. And w hether you are an ade
quate teacher or a superior one, you have an oppor
tunity to get better because you can draw on the talent 
of m ore experienced teachers.

The teams are simply a very strong backup—if a 
teacher has personal problems and feels that she can’t 
work as well as she previously had, the team often says, 
“Relax, w e’ll do some of your work for a time.”

Also, discipline—which is so draining—is less of a 
problem  when you know the students. And actually, we 
need less preparation time than other teachers. The 
curriculum conference prepares most materials, and, 
since we are teaching in just one grade, we may end up 
with fewer preparations than a counterpart teacher at a 
traditional school.

Q. Also, burnout tends to develop w h en  peop le  
have n o  control over their situations, w hen , for 
exam ple, teachers are given insufficient tim e to 
work w ith  n eed y  students or w h en  a curriculum  is 
forced on  them  that is sim ply inappropriate for a 
certain group o f students. Your teachers d on ’t lace 
that.

A. That’s generally right. Of course we never feel we 
have enough time to do everything either. But we are 
freer to adjust the schedule and curriculum to the 
students’ needs. Plus, our teachers are free to vary their 
schedule. They can teach pottery one year during lunch, 
and cooking the next. If they have the interest, they can 
learn to teach a new subject. And they can participate in 
a different curriculum conference or a special con
ference on counseling or project work, or take more 
responsibility for developing materials or tests. So it 
doesn’t have to be the same year after year, which is 
sometimes, though certainly not always, a complaint of 
traditional teachers.

* * *

Q. How does your drop-out rate compare to that 
of other German schools?

A. We don’t calculate dropouts the way you do. Ger
man students are required to stay in school until age 
nineteen, although from age sixteen to nineteen most 
students are enrolled in a work program in which they
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attend school one day a week and work all of the other 
days.

But there are two ways to measure our students’ 
achievement: Do they earn their “leaving certificate,” 
and, for those who continue in school after age sixteen, 
how do they fare on the Abitur, which students must 
pass in order to enter the university. Students can fail the 
leaving exam; earn a Hauptschule  certificate, meaning 
they performed at the lowest possible passing level, the 
level that is expected of Hauptschule students; earn a 
Realschule certificate, the equivalent of having suc
ceeded at the Realschule level; or they can receive a 
grade in the top range, which means they may continue 
in school, study for their Abitur, and then, if they pass 
that, proceed to the university.

Nationwide, 14 percent of students fail to receive 
their leaving certificate. Only 1 percent of our students 
never receive it. Twelve percent of our students receive 
a Hauptschule  certificate, 28 percent a Realschule cer
tificate, and 60 percent score high enough that they are 
eligible to study for the Abitur.

In the traditional school system, 25 percent of stu
dents go on to pass the A bitur  and enter the university. 
In the Comprehensive schools, this number is much 
higher, and in our school, 40 p e rcen t continue. 
(Though 60 percent are eligible to continue, many have 
already been offered good jobs so they leave full-time 
schooling.)

Q. D escr ib e  th e  A b itu r  exam in ation . If we 
m o v ed  an d  p la c e d  o u r  c h ild r e n  in  G erm an  
schools, what w ould they face?

A. After getting their leaving certificates, continuing 
students take three more years of classes. They spe
cialize in four subjects, each of which will be tested on

When we f ir s t began, many people  
were skeptical. But by last year, we 

h ad 340 applicants fo r  only 220 
places.

the Abitur. In two subjects they will take a six-hour 
w ritten examination, in one subject, a three-hour one, 
and in one a thirty-minute oral examination. The Abitur 
is supervised by the state, and the standard for passing is 
very high. All of the questions are of an essay type.

Q. This is a state-prepared exam ination that is 
the sam e across the country?

A. No. We have no exams like that. The teacher pre
pares the exam and submits it to the authorities for 
approval. If the authorities believe it is not good enough 
or difficult enough, they send it back and the teacher

must prepare a new one. Teachers, obviously, try very 
hard not to have their tests returned.

Q. Let m e ask about your results in  a different 
way: It sounds like your students are sch oo led  in  a 
very protected, sheltered environm ent—it sounds  
alm ost like an extended family w ith the groups, 
the teams, the lu n ch  activities. How do your stu
dents do w h en  they  leave you? Can they cope in  
the real world w here there are no  groups and  
team s and w here com petition is the rule?

A. As of yet, there are no studies that track our stu
dents once they have left school. We are initiating such a 
study ourselves. But people certainly have impressions, 
and I can tell you this: The businesses are pleased to hire 
our students— not just because they are academically 
able but because they understand team work. Our stu
dents have no real difficulty finding jobs even though 
unemployment in Germany is quite high.

Q. Let m e switch gears again. I can see  how  this 
approach w ould  be a godsend  for the average and  
slower ch ildren w h o are chopped up and worn  
dow n in  the traditional school. But what about the  
brightest students? I can see  how  they m ight be  
stifled by this system .

A. Ironically—though not surprisingly—the studies 
that have been done show that while all students benefit, 
the largest gains are made by the brightest. There are 
several reasons this could be so. One researcher who 
studied us speculated that the tutoring that these top 
students undertook  strengthened their intellectual 
skills and deepened their understanding. He com 
m ented on their diligence in tutoring, noting that if they 
couldn’t help their peers on some task, they would seek 
out bright kids in other teams to find out how they were 
teaching it. Also, these students, w ho m ight be 
ostracized and mocked as “eggheads” in another school, 
are generally valued group members here. There’s less 
pressure for them to conceal their knowlege and talent. 
Finally, the free learning periods provide an opportunity 
for them to excel that they might not have elsewhere.

I can tell you that upper-class familes that earlier 
shunned the Com prehensive school in favor of the 
G ym nasium  are now eager to enroll their children with 
us.

Q. D o other Germans share your confidence in  
this approach?

A. When we first began, many people were skeptical. 
But by last year, we had 340 applicants for only 220 
places. (Despite the growing applicant pool, we still aim 
for a student body that is mixed according to ability, 
ethnicity, and sex.) Around the country twenty schools 
like ours now exist, and many other schools are incor
porating pieces of our approach, particularly the pairing 
of a team of teachers with a particular group of students.

Still it takes a long time for an idea like this to spread. 
Many superintendents and principals are not too keen 
on it. But we see that it works for students, that it gives 
them the strength and support and security they need 
to succeed in school and in life. So we will continue to 
use it. As other try it, I think they will see the same, and it 
will continue to spread. □
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T r a g e d y  in  M a te w a n

(Continued from  page 21)
until the employer is seen as vulnerable can organizing 
take hold. This truth is evident in Matewan. At the 
outset, the company seemed invincible and immovable. 
Bit by bit, however, the collossus began to chip and 
crack, first with the conversion of the strikebreakers, 
then  w ith the surprisingly courageous stand of the 
mayor and chief of police. Unfortunately, the erosion of 
the company’s position was too slow for the workers. 
Kenehan, despite his best efforts, was no longer able to 
restrain worker anger; violence became inevitable and 
uncontrollable.

One of the remarkable strengths of M atewan  is that 
Sayles has managed to portray the human face of social 
conflict. Surely, the movie is about the monumental 
clash of institutions, but labor and capital are not cold, 
disembodied abstractions. They are made up of human 
beings, people of flesh and blood. For Sayles, the union is 
much more than a dull letterhead filled with the names 
of officers. As Joe Kenehan says to the assembled miners, 
“The union is you!” Significantly, nowhere in M atewan  
does anyone explicitly mention the United Mine Work
ers or its leader, John L. Lewis, who was a rising star at 
the time. The attention is riveted solely on the faces of 
Matewan’s miners and their kin. The same is true on the 
employer’s side. Hickey and Griggs, not the tycoons of 
the Stone Mountain Coal Company, are the only faces of 
“m anagem ent.” As Sayles presents it, the conflict is 
social, yet intensely personal.

Intriguing little touches by Sayles add a fascinating 
note of ambiguity to the principal characters. Hickey, for 
example, is undeniably cruel, yet in one scene he speaks 
to Danny Radnor about his terrible ordeal in the 
trenches of war-ravished Europe. No doubt a coura
geous, generous, and patriotic man, circumstances dic
tated that he trample on others. Perhaps Hickey was just 
another helpless pawn doing his job. Certainly, Sayles 
doesn’t paint him sympathetically, rather he adds a faint 
dab of ambiguity, just enough to make one wonder. 
Likewise, the workers have their faults, most notably a 
racist streak, a peculiar faith in violence, intolerance 
toward “foreigners,” and a quickness to distrust others, 
even Kenehan.

M atewan  also raises interesting questons about the 
law and political democracy. At the time, employers 
were able to manipulate the law and government with 
abandon, but at some crucial moments, the rule of law 
prevailed. Mayor Testermann and Sid Hatfield, local per
sonifications of the law, were not so much partisans of 
the union as they were defenders of fairness and civil 
order against the company, which was willing to destroy 
the social amity of Matewan. Despite the massive power 
of the coal operators, the rule of law could not be 
completely subverted and rendered a sham. If anything, 
Sayles demonstrates the durability of democratic rule, at 
least at a minimal level.

For a host of reasons, M atewan  has not been widely 
promoted. Now that Cinecom has released it as a video
cassette, perhaps it will have the large audience that it 
certainly deserves. No film has ever told the story of 
American labor with as much vigor, excitement, hon
esty, and understanding. □

A  Lo o k  B a c k w a r d  a n d  F o r w a r d

( Continued from  page 3 V
Chapter 1 services during regular, not additional, school 
time that these students receive) Not only is the Chap
ter 1 diet nonsupplementary in terms of time, it is also 
lean in content: drill and repetition of basic reading and 
mathematical skills and sub-skills, mostly geared to stan
dardized tests, and little or no enrichment through 
materials that engage higher-order skills and, likely, the 
motivation and zest for learning. The bureaucratic, fac
tory model of schooling, which has worked well for 
regularizing Chapter 1 program  “delivery” and its 
accounting and auditing, has also infiltrated the Chapter 
1 instructional program.

Chapter 1 students are therefore being offered a more 
intensive helping of the regular school fare that they 
couldn’t digest in the first place. Undoubtedly, it is a 
better prepared helping. Chapter 1 students are being 
taught by highly qualified teachers, the overwhelming 
majority of whom are specialists; the students receive 
special attention from aides, many of whom  were 
judged to be excellent Chapter 1 instructors; and most 
of the students are in an optimal, small setting when in 
their Chapter 1 classes— eight or fewer students. These 
are important advantages and seem to be the major 
reasons for the school-year achievement gains regis
tered by Chapter 1 students.

SO WHY, with these important advantages, are the 
achievement gains not more dramatic or sustained? 

The clues to the answer may be found in a critical lesson 
that a growing number of educators are drawing from 
the history of American education and are applying in 
their analyses of the current education reform move
ment: although a better version of the traditional model 
of schooling and instruction is superior to a worse 
version, the same old thing simply will not suffice. 
Indeed, it is hard to escape the conclusion that it is the 
“same old thing”—a predisposition at all levels of the 
school system to delivering a “canned” curriculum that 
promises success by emphasizing lecture and recita
tion, constant drill in narrow skills and sub-skills, and 
content-impoverished worksheets—that is responsible 
for Chapter l ’s shortcomings in substantially "and last
ingly overcoming the educational problems of disadvan
taged youngsters, despite the important benefits they 
receive from being instructed by excellent teachers and 
aides in very small groups. Thus we have excellent and 
hard-working teachers (the reformer’s battle cry), more 
aides and small class size (the teacher’s ideal)—yet few 
of the leaps in achievement long foretold as an outcome 
of these conditions.

It is typical, in fact habitual, with findings such as 
these to hear a chorus of recommendations for better 
planning and coordination, even more individualization 
of instruction, and perhaps even more time. It is hard to 
be against better planning and coordination and individ
ualization, and, especially in the case of Chapter 1 ser
vices, more supplementary time seems reasonable. But 
it is also reasonable, even urgent, to ask whether better 
planning and coordination of and more time for the 
traditional program will make the dramatic difference 
w e’re looking for. There seems already to be substantial
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planning and program  design in 
Chapter 1. Of what use is there to 
have more of it, however, if it con
tinues as it is, abstracted from real 
students in schools, based instead on 
som e cen trally  de te rm ined  p ro 
totypical Chapter 1 student (w ho 
probably no one has ever m et) and 
thus leading to what Birman calls a 
“p re c o n c e iv e d  n o tio n  of w h ich  
m ode of [program] delivery con
stitutes best practice” . . . ? Similarly, 
since there is already a substantial 
amount of individualization in Chap
ter 1, what is the marginal benefit of 
even further reducing Chapter 1 
class size if we continue to confuse 
individual attention (which Chapter 
1 students do receive) with an indi
vidualized program (which Chapter 
1 students do not receive because of 
the preconceived design and deliv
ery mode that does not necessarily 
fit their particular learning needs)? 
As fo r im prov ing  c o o rd in a tio n  
betw een  C hapter 1 and regular 
teachers, we should by all means do 
so. But given the shamefully paltry 
amount of time all teachers have for 
planning and the virtually nonexis
tent opportunities for professional 
consultations with their colleagues, 
Chapter 1 and regular teachers are 
probably coordinating as much as 
they are able to under existing con
ditions. Unless these conditions are 
altered, calls for more coordination 
are hollow. Finally, there is the ques
tion of providing more Chapter 1 
program  tim e for Chapter 1 stu
dents. But again, of what additional 
value is devoting more time to the 
very practices that do not work well, 
at least not for sufficient numbers of 
students to register the gains that 
might justify this strategy?

CHAPTER 1 works too well to 
even consider abandoning or 

diminishing it. But Chapter 1 does 
not w ork w ell enough to justify 
either complacency with the main of 
present programs and practices or 
confidence that mere tinkering or 
“getting tougher” will make a sub
stantial difference. This should not 
be cause for despair but a moral invi
tation to thinking and action. In fact, 
th e  f ie ld  is c le a r  fo r su ch  an 
approach.

For one, there is nothing in the 
Chapter 1 legislation that mandates 
the typical Chapter 1 programs and
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strategies found by the  National 
Assessment. The law does not pre
clude innovative approaches that 
engage higher-order skills, nor does 
it prevent before- or afterschool or 
summer programs. The law does not 
require schoolwide Chapter 1 ser
vices to be confined to a singular 
project such as a computer lab or a 
new reading program or a new spe
cialist. Although experience w ith 
what is acceptable under the cate
gory of schoolwide services is lim
ited, there is nothing to suggest that 
funds could not be used to redesign 
the entire school on the basis of a 
careful consideration of the needs of 
its disadvantaged students. Similarly, 
there is nothing in the law to pro
hibit peer tutoring of Chapter 1 stu
dents or cooperative learning, both 
of w hich benefit all students and 
allow them to find their strengths as 
well as confront their weaknesses. 
There does not appear to be an 
in junction against non-age-graded 
early e lem entary  classes, w hich 
allow curriculum and practice to fit 
the different developmental states of 
different children rather than forc
ing children (and teaching) to fit a 
p re c o n c e iv e d  n o tio n  o f g rad e  
level—or be left behind, stigmatized, 
and likely destined for dropping out 
in later grades. And why not team 
teaching or a group of teachers tak
ing responsibility for a class for more 
than one school year in o rder to 
build familiarity with, and profes
sional responsibility for, the students 
and to give these youngsters the con
tinu ity  and security  they so fre 
quently lack? Or why not use drama, 
music, art, and movement to teach 
basic skills? For surely the children 
w ho have trouble decoding or com
puting, for exam ple, have o ther 
strengths that can be harnessed to 
overcome such weaknesses. The list 
could go on.

What its elements would have in 
common is that they would not nec
essarily be more and better of the 
same, they would be different (and 
tes ted ) appoaches that teachers 
together would plan, monitor, assess, 
and perhaps alter based on their pro
fessional judgm ent of their par
t ic u la r ,  n o t  p r o to ty p ic a l  ( o r  
mythical), students’ needs and con
ditions. In other words, we could do 
no better than to bring Chapter 1 
program s into the growing move
ment to restructure our schools. □

Le t t e r s
(C o n tin u ed  fr o m  page  8 )

nature of those values. Older con
servative values based on religious 
beliefs and m yths have been  re 
placed with rational scientific values 
based on observations of our world.

I agree with Tyson-Bernstein’s be
lief that schools “are som etim es 
b linded  by a w orld  view that is 
biased in favor of that knowledge 
that is ‘objective,’ seeable, and prova
ble and against that which is more 
subjective, abstract, or philosophi
cal.” O bjectiv ity  is exactly what 
American education is supposed to 
teach. Most Am ericans w ant our 
children to learn to think rationally 
for themselves.

Louis Harris has evaluated a series 
of opinion polls in Inside America 
[New York: Vintage, 1987]. Fred 
Hechinger of the New York Times 
w ro te , “ Mr H a rris ’s s ta t is t ic a l  
snapshot of America is quite dif
ferent from the picture offered by 
some conservative groups.” Harris 
found that two-thirds of those polled 
had confidence in the current educa
tion system. The evidence seems to 
contradict Tyson-Bernstein’s asser
tions that th ere  is d iscon ten t in 
American education that extends 
“ far b e y o n d ” r ig h t-w in g  c o n 
servatives.

The real conflict between science 
and religious fundamentalism is that 
science is knowledge, but religion is 
faith. Science is the ever-growing 
body of knowledge about the uni
verse. New knowledge leads to new 
scientific thinking, and the old scien
tific theories are discarded. Science 
at this level is philosophy. I think all 
w ill ag ree  tha t A risto tle , Plato, 
Bacon, Newton and Einstein were 
both scientists and philosophers. 
The scientific mode of thinking is 
philosophical, which is why it con
tends with religion. Religion and sci
ence both attem pt to explain the 
universe to humanity, but in very dif
ferent ways.

There is a conflict between moral 
knowledge and scientific knowledge 
because moral and scientific knowl
edge purport to describe the uni
verse and answer ontological ques
tions. Invariably, rightist religious 
groups have fought the advancement 
of scientific knowledge when it con
flicted with their moral knowledge. I 
think the vast majority of Americans

want scientific knowledge, and not 
moral knowledge, taught in school. 
And the evidence supports my view, 
as Hechinger points out in the New  
York Times of October 13, 1987:

Personal association with religion 
and a belief in God were found to be 
“as common in the U.S. as nearly any 
other experience,” Mr. Harris says. 
Yet the majority of Americans do not 
appear to support efforts by the 
Reagan administration and the fun
d a m e n ta lis t re lig io u s g roups to  
bring prayer into the public schools. 
Sixty-six percent are “wedded to the 
notion” that religion must remain a 
private affair, totally separated from 
the state.

In the final argument, the author 
claims that more reason and teach
ing “about religion” will make the 
students m ore aware of the great 
conflicts in life. This is the position 
that the new value-neutral curricu
lum takes and is exactly opposite 
from that of the conservatives, who 
protest so much. The right-wing pro
testors do NOT want religion taught 
about, as the a rtic le  repeated ly  
sta tes, th ey  w an t th e ir  re lig io n  
taught. And they do not want true 
philosophical thinking taught, they 
want their religious and moralistic 
teaching taught. As Gertrude did to 
Hamlet’s father, the conservatives are 
pouring poisoned lead into the ear of 
the sleeping American public.

— M ic h a e l  B o c c ia

C o m m u n i t y  C o l l e g e  o f  B a l t i m o r e

The author replies:
M ichael Boccia misses the p o in t  

o f  “The Values Vacuum ” when he 
aligns m y position  w ith that o f  the 
right-wing, Christian fu n d a m e n 
talists and  when he m ain ta ins that 
“science” inform s the world view  o f  
the p u b lic  schools. M y com plain t is 
th a t the m ethods o f  science are 
rarely taugh t where they shou ld  
be— in science classes; and  that sci
entism , n o t science, in fuses both  
school adm inistration and  m uch o f  
the curriculum  ( only the literature 
curriculum  seems to have escaped 
the c lam m y h a n d  o f  pseudo-sci- 
ence).

Boccia is qu ite  right when he 
notes that science is a branch o f  
philosophy. Our students w ould  be 
better ta u g h t a n d  en joy science  
more i f  their science teachers and  
books showed them how  the great 
scientist/philosophers he m entions
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grapp led  w ith  the fu n d a m e n ta l  
questions o f  physical nature. Part 
o f  the reason so m any students dis
like science or f in d  it hard to under
stand is tha t they are offered little  
evidence in support o f  accepted sci
entific theories. Support fo r  scien
tific find ings is usually couched in 
terms o f  belie f or m ajority opinion, 
as in “Some scientists believe that 
dinosaurs once roamed the earth. ”

There is nothing scientific, ho w 
ever, about M aslow’s hierarchy o f  
needs or Erikson’s stages o f  growth. 
These are merely classification sys
tems that m ay be useful in thinking  
about personal and  social issues. 
Unfortunately, students aren’t told  
tha t in  their textbooks or class
rooms. Nor is there very m uch “sci
ence” in needs assessments or other 
devices o f  “scientific" management. 
M y c o m p la in t is tha t the p u b lic  
schools are so im bedded in their 
ow n world view  that they are u n 
aware o f  their ow n premises and  
fa i l  to expose children to contrary 
premises.

When it comes to the degree o f  
pub lic  satisfaction w ith the pub lic  
schools, Boccia and  I  are evidently  
looking a t different data or inter
preting the sam e data differently. 
The 1987 Gallup poll, published in 
the Septem ber  Kappan, shows 62 
percent o f  the pub lic  favoring  some 
fo rm  o f  character education, and  a 
sinulai percent believing it is possi
ble to m o u n t such a program  in 
th e ir  c o m m u n it ie s .  The ra p id  
grow th  o j Christian schools, the 
growing num ber o f  children being 
taught at home, the high en ro ll
m ent o f  inner-city m inority  non- 
Catholic yo u th  in Catholic schools 
— all o f  these phenom ena suggest 
that it is n o t only the Fundam en
talists who are unhappy w ith the 
world view o f  the pub lic  schools.

I agree with Boccia that m any  
Fundam entalists w ant the schools 
to indoctrina te  children in  their 
particular beliefs and  w ould  p rob
ably oppose any objective teaching 
about the r ole o f  religion in history 
and  in contemporary society. My 
proposal is no t designed to satisfy 
those who reject the religious p lu 
ralism  o f  the U nited States but, 
rather, to sa tis fy  those w ho are 
increasingly uncom fortab le  w ith  
the aridity o f  the pub lic  school cur
riculum.

— H a r r i k i  T y s o n -B e r n s t e i n
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