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he backlash to professionalizing teaching has 
already begun. Interpreted by some as a 
power grab and by others as a ploy to soak 
the public purse, critics of professionalism are 
questioning the value of vesting greater 

authority in teachers. What the critics fail to understand is 
that the major reason for seeking to create a profession of 
teaching is that it will increase the probability that all 
students will be well educated because they are well 
taught—that professionalism seeks to heighten 
accountability by investing 
in knowledge and its 
responsible use.”

Accountability and Teacher 
Professionalism
By Linda D arling-H am m ond



Introducing the 
first test that gives you 

all the answers.
If you’ve been looking for a standard
ized testing program that meets your 
assessment needs, you probably have 
no shortage of questions.

Fortunately CTB/McGraw-Hill 
has all the answers.

You’ll find them in the fourth 
edition of the Comprehensive Tests o f 
Basic Skills (CTBS/4).

When we began developing the 
test nearly four years ago, we involved 
practicing educators and curriculum 
experts for their insights into how 
CTBS/4 could best meet their future 
requirements.

The result is a complete testing 
program that enables school districts 
to better determine overall education
al needs, plan new programs,, identify 
common class groupings, judge indi
vidual student needs and progress, 
and effectively report specific results 
to parents and the community.

CTBS/4 is the first test built 
specifically to provide both

norm-referenced and curriculum- 
referenced data in a variety of formats. 
And because achievement results 
can be based on original 1988 base 
line norms, as well as on annually 
updated changes in national levels of 
achievement, you’re assured of a test
ing program dedicated to meeting 
your district’s needs for many 
years to come.

And to assure ease of transition, 
the CTBS/4 test system has been cre
ated to closely resemble those to 
which users of CTBS U and V, as well 
as more traditional tests of other pub
lishers, have become accustomed.

Equally important, CTBS/4 con
tent has the highest possible curricular 
relevance to what is currently being 
taught—including newly emerging 
holistic practices — as well as careful 
attention to considerations of possible 

bias from any source.
If you have questions about a 

new testing program that will pro
gressively take your schools into 
the decade of the 1990 s, call 

800/538-9547.

We’ll send you a package of special 
CTBS/4 Preview Materials and 
put you in touch with the CTB/ 
McGraw-Hill Evaluation Consultant 
in your area.

Then you’ll really have all 
the answers.

CTBS/4. 
Available in 
the Spring 
of 1989.

CTB/MCGRAW-HILL
2500 Garden Road 
Monterey, CA 93940 
800/538-9547



p EARTH’S OLDEST EDUCATIONAL SYSTEM STILL THRIVES IN EQUATORIAL AFRICA.

he Baka Pygmies of Cameroon 
have never even seen a school. 
Yet they are teach

ing us volumes about 
» their rain forest home.

In fact, the average Baka's knowledge 
would rival a university degree.

But perhaps the most fascinating thing 
we’re learning is about learning itself.

About their heritage of teaching. And 
story telling. And passing of knowledge 
from one generation to the next.

It is the oldest educational system on 
earth. And, it is the subject of this year's 
first National Geographic Special.

Baka: People of the 
Forest. Now, every 
National Geographic

WOULD YOU 
LET SOMEONE 
WHO CANT 
READ OR WRITE

Special on Public 
Television is available 
for taping. It's an easy? . „ 
and effective way to enhance 
your existing curriculum.

And through the year, each , 
show will enhance and enrich the 
imaginations of your students.

As they're introduced to a unique fam
ily of rain forest Pygmies. Travel to the 
majestic Serengeti Plain. Gain an apprecia
tion of the enduring relationship between

This year's National Geographic Specials 
ate produced by the National Geographic 
Society and WQED/Pittsburgh. And once 
again, underwritten by the people of 
Chevron.

Be sure to check your local listings 
for show times on PBS. Set your tape 
machines.Then, do something you won't 
long forget.

Gather your class together. And let the 
Baka and the rain forest teach you for a day.

dogs and humans. And take an in-depth 
look at the fascinating w orl& tS fhe 
elephant.

We only ask that taping be used solely 
by nonprofit educational institutions. And 
that you make one tape of each Special, 
which can’t be modified, rented, copied, 
leased, sold, or shown to paying audiences.

Baka: People of the Forest 
January 18

Elephant 
February 15

Those Wonderful Dogs SerengetiDiary 
March 8 April 12

Chevron



For your next 
IBM presents its

The IBM educational 
software library was designed 
and developed by educators.

Furthermore, it was 
tested by a demanding 
group of critics: teachers 
and students, who gave 
it high marks.

We offer an 
extensive selection of 

high quality courseware 
that covers all the basic 
skills: math, science, 
reading, language arts and

The newest member of the IBM Personal 
System/2 family was made for a very special 

desktop: the one in the classroom.
It’s the Model 25. It brings our 

newest technological advancements to 
students at every grade level. It packs 
the power of the IBM Personal System/2 

family into a single, space-saving 
unit. It has a full-function, easy-to- 

understand keyboard, as well as 
advanced graphics and 
animation that are as colorful 
as a students imagination. 01 

course, that’s not all it has.

IBM courseware.



generation, 
next generation.

business education. The Model 25 also runs a 
wide selection of courseware developed by 
independent software authors.

IBM networking.
Through the IBM classroom network, the 

teachers computer can be linked to each 
students. This, in turn, allows the teacher to 
give each student specific instructions, as 
well as distribute the days work electronically. 
Also, the teacher knows which program a 
student is using and how fast they’re working.

Typingfor Beginners Biology Series

The IBM network helps students get right 
to work on the right subjects, and advance at 
their own pace.

Our network even has benefits that go 
beyond the classroom, all the way to the 
administration office. The teacher can have 
a direct link to the office which can make 
daily chores, like taking attendance, effortless.

The most important result is that 
teachers will have more time to teach and

students will have more time to learn.

IBM makes it easy.
The Model 25 s disk drive, processor and 

monitor are built into a single compact unit 
that lits nicely on a students desk. So set-up is 
really a one-step process, you just plug it in 
and go.

We also make it easy to buy. We’ve reduced 
the price of the Model 25 for faculty and staff, 
plus we offer schools special prices on the IBM 
Personal System/2 family.

Of course, you get more 
than a box with IBM; you also 
get the support and service 
you'd expect from IBM. We 
even have a team of Education 
Instruction Specialists 
(teachers working with IBM), 
who offer training and support 

to help you get off to a good start.
With the IBM Personal System/2 family, 

you have all you need to run a model school 
system.

It you’d like to see how easy it is to bring 
your next generation and our next generation 
together, call 1-800-IBM-2468, ext. 25.
Or write to us at Dept. 25,101 Paragon Drive, 
Montvale, NJ 07645, rj? z===. =  =  ■» 
for more information.

Physics Series

©IBM 1987



How To Cut Your Grading Time 
By 63% This School Year!

N
N ow  grading really is as easy as ABC  w ith the new and improved 

GradeMatic 200™ grading calculator for teachers  —  $39.95

Calculated Industr ies *

I NUMBER OPA

GradeMatic 200

ow you can cut the time 
you spend grading by 63%
(or more!) with the amaz

ing new GradeMatic 200 calculator 
for teachers.

That's right. At last there's a 
handheld calculator that lets you 
average grades with the touch of a 
few buttons.

What7s more, the improved 
GradeMatic 200 is easier than ever 
with an expanded number-grade 
program and simpler, straight
forward keyboard.
Letters & Numbers!

W hether you use letter grades, 
numerical scores, or a combination 
of both, you will save hours upon 
hours of time each marking period 
with the new GradeMatic 200.

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

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

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

■ You can even time tests or activities with the 
GradeMatic's built-in Timer Alarm which counts up 
or down, and has a 3-second buzzer.
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Read what these teachers 
said about our original 
grading calculator
—before we improved it!

"I can't believe the time I save with this 
wonderful invention! It's so easy even my 
students can use it." Gary Geivct, Santi
ago Elem., Santa Ana, California 

"I moved from 30 hours per grading 
period (to average grades) to less than 10 
using the GradeMatic." Sherrie D. Morritz, 
Grandview Jr. High, Phoenix, Arizona 

"Best teacher's aid yet! Makes grade 
averaging fun!" Virginia Mattingly, So. 
Spencer High School, Rockport, Indiana

The new GradeMatic 200 does letter and 
numerical grade averaging with the touch 
of a few buttons. It's on sale for $39.95, or 
get two calculators for $74.95 (save $8.45).

ONLY $39.95
100% 30-Day 

Money-Back Guarantee
If for any reason you are not 100% de
lighted, return your calculator within 30 
days for a full, no-questions-asked re-1 
fund. Your satisfaction is our #1 concern.

Calculated Industries
22720 Savi Ranch Parkway 

Yorba Linda, CA 92686
1-800-854-8075

(In Calif., 1-800-231-0546)

Compact and Complete
W hat's more, the GradeMatic 

lets you grade where and when 
you want. It measures a mere 2- 
3 /4  x 5-1/4 x 1/4", so it fits easily 
in your purse or pocket. And it 
also works as a regular math calcu
lator with Percent, Memory and 
battery-saving Auto Shut-Off.

Best of all, the GradeMatic 200 
comes with easy-to-follow instruc
tions, 1-Year Warranty, replaceable 
batteries (avg. life over 2 years!), 
and sturdy carrying case.

Order Risk-Free Today—Just $39.95!
With all the time you save on your first marking 

period alone, the $39.95 GradeMatic 200 will pay for 
itself many times over. (C>r, save $8.45 when you 
order two GradeMatic 200's for just $74.95.) W hat's 
more, you risk nothing because your order comes with 
a full 30-Day Money-Back Guarantee.

To order, simply fill out and return the coupon 
below, or call Toll-Free anytime, 1-800-854-8075 (in 
California, call 1-800-231-0546).

Order your GradeMatic 200 risk-free today, and cut 
your grading time by 63% this school year!

1
-------------- (Clip & Mail Today!)-

Calculated Industries
22720  Savi R anch Pkwy.
Yorba Linda • CA 92686  • (714) 921-1800

Call Toll-Free Anytime
1- 800- 854-8075

(In Calif., 1-800-231-0546)

| QB ’̂lease rush me the order below. I understand 1 may return it within 30 days fo r a full refund!

Name ___________________________________

©  1988. Calculated Industries. U.S. Patents 3470368, 4043434

Qty. Product Price Shpg. Total

1 GradeMatic 200 $39.95 $3.50
2 GradeMatic 200’s^sJ|, $74.95 $3.50/pr
Leather Case ° | 3 V, $10.00 ------
Gold Initials |_ [ [_ $1 each initial

Qty. Discounts 
5 or more, $37.50 ea.

PIvs get FREE Shpg. to one 
place with one check or charge

Ca. 6% Tax ______
TOTAL ______

Address
City/St/Zip

□  Check encl. for entire amt. of order, 
including 6% tax in California.

□  VISA □  MasterCard □  Am/Exp 
Acct.#_________________________Exp. Date___/_

Sign Here___________________ A E - 1 1 8 8  |
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A c c o u n t a b i l i t y  a n d  T e a c h e r  P r o f e s s io n a l is m  
By  Linda Darling-Hammond
W hat the critics o f  teacher professionalism  fa i l  to understand is that the m ajor 
reason fo r  seeking to create a profession o f  teaching is that it w ill increase the 
probability that a ll students w ill be well educated because they are well 
taught— that professionalism  seeks to heighten accountability by investing in 
know ledge and  its responsible use.

8

R a n d o l p h , R u s t i n , a n d  t h e  M a r c h  o n  W a s h i n g t o n  M o v e m e n t  
By  J e rv is  A n d e rso n
Organized by A Philip Randolph and Bayard Rustin, the 1963 March on 
Washington, with its roots in earlier, stillborn marches, catalyzed American 
opinion and helped turn a largely black, largely southern civil rights struggle 
into a powerful national movement for change.

14

1963: T h e  AFT a n d  t h e  C i v i l  R i g h t s  M o v e m e n t

AFT members were active in the civil rights m ovem ent both before and  after the 
1963 March, providing support fo r  integrated schools, contributions, voter 
registration volunteers, and  s ta ff fo r  Freedom Schools.

R a t io n a l  N u m b e r s : T o w a r d  G r a d i n g  a n d  Sc o r i n g  t h a t  H e l p , 
R a t h e r  T h a n  H a r m , L e a r n i n g  
By  Grant Wiggins
We don ’t ta lk  m uch abou t how  and  why we give the grades we do. B u t i f  we did, 
we could m ake our grades a much stronger lever on behalf o f  school standards 
and  a m uch stronger m otivator o f  student excellence.

18

20

H a r n e s s in g  La b o r ’s H e r i  ta g e  
By Stuart B. Kaufman
The AFL-CIO’s new  state-of-the-art archives, now  the forem ost repository o f  the 
history o f  the American labor movement, is a place no t only fo r  tracing where 
the m ovem ent has been bu t fo r  com ing to an  understanding o f  w hat has been 
m ost constant and  good in its traditions.

26

G r a p e v in e : A  H i g h - T e c h  V o y a g e  t h r o u g h  t h e  ’T h ir t ie s  
By Robert Campbell and Patricia Hanlon
A new  generation o f  interactive media m akes it possible fo r  teachers and  
students to “visit" the Grapes of Wrath era Here the creators o f  the new  product, a 
teacher and  a school librarian, tell w hat led them to their creation atid how  it 
w ill fac ilita te  and  enrich teaching.

3 3



Send the next page home today to show them how.
Now it’s easy to keep your students 

learning—even after the school day ends. 
Just make copies of the next page, which 
lists a selection of upcoming Public TV  
programs, and send it home to your kids’ 
parents.

Why? Because educational 
programs on Public TV bring your 
influence home. They show your 
students —and their parents —that 
learning doesn’t have to stop when the 
bell rings.

CORPORATION FOR PUBLIC BROADCASTING

The programs on the next page 
show how Public TV can reinforce and 
enhance the lessons you teach in the 
classroom — from social studies to 
science, from math to language arts, 
from the fascinating diversity of different 
cultures to the basic skills of problem
solving. When your students watch Public 
TV at home, they build on the work they 
do in school. And they enjoy it!

Send the next page home today — 
and mark any programs of special interest 
You’ll teach your students the most 
important lesson of all: that learning 
doesn’t end with the school day.



From December to February, help 
your children learn with these 

Public TV programs.
Dear Parents:

We all know how much our children love television! That's why this winter. I recommend programs 
on Public TV like the ones listed here. They're examples of programs that are worth watching because 
they help children keep learning after the school day ends.

If you can watch with your child, that’s even better. Your interest will make a big difference in how 
much your child learns. And who knows, you may learn something new, too!

Please keep this page where you can refer to it often —and be on the lookout for these programs. 
The schedules can change, so check the local TV listings to find out exactly when they're on.

And thanks for helping us teach "our” children!

Upcoming Specials
----- “Dinosaurs” (January), a special program  in the

series Infinite Voyage, exam ines o u r changing 
views of the  "T h u n d e r L izards,’’ including specu 
lations ab o u t w hether they w ere lizards a t all — 
and th a t the ir  descen d an ts  are  still living today!

----- Wonderworks, the  w eekly series o f classic family
program s, p resen ts a  special 3 -part m iniseries, 
“The Lion, the Witch and the Wardrobe” (mid- 
late January). B ased on the enduring  books of 
C. S. Lewis, it follows the  adven tu res of four chil
d ren  in the m agical land of N arnia. “Words by 
H eart” (early February) honors Black H istory 
M on th  w ith a touch ing  d ram a ab o u t a b lack  
family's ba ttle  against prejudice in the early 1900’s. 
A lso w atch  for'“Anne of G reen G ables,” the 
aw ard-w inning m iniseries on the  ad v en tu rous 
ch ildhood  of o rphan  A nne Shirley. (CC)

----- National Geographic Specials (mid-January and
mid-Februarv). In January, “Baka: People of the 
Forest" explores an A frican  tribe  of Pygm ies that 
ad heres to a trad itional lifestyle. In February , 
“Elephant” exam ines m an’s cen turies-long  rela
tionship with the world's largest land anim al. (CC)

New Series
----- Long A go & Far Away (premiering late January)

is a new w eekly series hosted  by Jam es E arl Jones 
th a t brings the  w onders of storytelling to children  
of all ages. T h e  series show cases the  world 's finest 
adap ta tio n s of classic stories and fables, as well as 
new er sto ries o f tim eless appeal. (CC)

Old Favorites
___  DeGrassi Junior High (beginning early December)

is a w eekly series th a t follows a cast of young 
schoolm ates as they nego tia te  the tria ls, tr ib u la 
tions, and trium phs o f ado lescence . T h e  series 
deals realistically with the issues today's kids face 
every day. (CC)

----- Newton’s Apple (beginning early January) is an
en terta in ing  w eekly sc ience series th a t explores 
scientific phen o m en a  in everyday life—from  how 
aspirin  w orks to  the physics of sailboats. D o you 
know  if stars really tw inkle? You’ll find o u t on 
N ew ton’s A pple! (CC)

----- Square One TV  (w eekly), is b roadcast every
w eekday to  encourage  e lem en tary  school chil
dren 's in terest in m ath  while developing p rob lem 
solving skills—in an energetic  and  appealing  
form at! T h e  popu lar ''M a th n e t'’ segm ents follow 
two m athem atic ian /d e tec tiv es as they solve com 
plex crim es. (CC)

The Corporation for Public Broadcasting 
has prepared a special booklet called TV Tips for 
Parents, with suggestions on how you can help 
children get the most out of television. For your 
copy, send a self-addressed stamped business enve
lope (45C postage please) to: TV Tips for Parents, 
Corporation for Public Broadcasting, PO Box 
33039, Washington, DC 20033.

m CORPORATION FOR PUBLIC BROADCASTING



Accountability  a n d  
T eacher  Professionalism

By  Lin d a  D a r l in g -H a m m o n d

In the “second wave” of this decade’s education 
reform movement, many educational policy makers and 
practitioners began to reach consensus that school 
im provem en t re q u ire s  know ledgeab le  teach e rs  
charged with greater responsibility and authority for 
decision making. Led by the Carnegie Forum on Educa
tion and the Economy (1986), the National Governors 
Association (1986), and the Education Commission of 
the States (1986), among others, blue-ribbon panels 
called one after another for the “professionalization” of 
teaching as a means of solving shortages and raising 
school quality.1

Though policy makers’ renewed interest in teachers 
as a vehicle for education reform is but a few years old, 
the backlash to professionalizing teaching has already 
begun. Interpreted by some as a power grab and by 
others as a ploy to soak the public purse, critics of 
professionalism are questioning the value of vesting 
greater authority in teachers.2 Misinterpreting profes
sionalization as mainly a quest for money, status, and 
autonomy, opponents worry that “empowered” teach
ers will be unaccountable. They fail to understand that 
the major reason for seeking to create a profession of 
teaching is that it will increase the probability’ that all 
students will be well educated because they are well 
taught—that professionalism seeks to heighten account
ability by investing in knowledge and its responsible 
use. It is essential that current efforts to place more 
authority in the hands of teachers be grounded firmly in 
a professional structure  for teaching created both

Linda Darling-Hammond is director o f the Rand Corpora
tion’s Education and Human Resources Program. In 1987, 
she was a recipient ofthe AFT’s QuEST Citation Award, given 
in recognition o f her “outstanding contributions to educa
tion. ’’Portions o f this article are based on a paper commis
sioned as part o f the Professional Practice Schools Project, 
sponsored by the American Federation o f Teachers and sup
ported by a grant from the Exxon Education Foundation. 
That paper will appear in the Fall 1989 issue o f  Teachers 
College Record.
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within and outside the schoolhouse walls. This article 
seeks to examine how professional accountability can 
be accomplished and how it can improve education as 
the cond itions for tru ly  professional p ractice  are 
secured.

Before describing the nature of a professional model, 
we need to first examine the structure and limitations of 
other current systems of accountability in education.

MODELS OF ACCOUNTABILITY
Social transactions in our society are managed in a 

variety of ways, ultimately subject to democratic con
trol. Through legislative bodies, the populace can 
decide w hether an activity should be a subject of gov
ernmental regulation and where that regulation should 
begin or end. When the public has decided not to 
legislate, control of an activity may revert in whole or in 
part to professional bodies, courts, or private individu
als in their roles as clients, consumers, or citizens.

In any of these instances, accountability mechanisms 
are chosen to safeguard the public interest. These 
include at least the following:

•  political accountability—elected officials must 
stand for reelection at regular intervals so that citizens 
can judge the representativeness of their views and the 
responsiveness of their decisions;

•  legal accountability—courts must entertain com
plaints about violations of laws enacted by representa
tives of the public and of citizens’ constitutionally 
granted rights that may be threatened either by private 
action or by legislative action;

•  bureaucratic accountability—agencies of govern
m ent prom ulgate rules and regulations intended to 
assure citizens that public functions will be carried out 
in pursuit of public goals voiced through democratic or 
legal processes;

•  market accountability—governments may choose 
to allow clients or consumers to choose what services 
best meet their needs; to preserve the utility of this form 
of accountability, government regulations seek to pre-
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vent m onopolies, p ro tec t freedom  of choice, and 
require that service providers give truthful information; 
and

•  professional accountability—governments may 
create professional bodies and structures to ensure 
competence and appropriate practice in occupations 
that serve the public and may delegate certain decisions 
about occupational membership, standards, and prac
tices to these bodies.

All of these accountability mechanisms have their 
strengths and weaknesses, and each is more or less 
appropriate to certain types of activities. Political mech
anisms can support the public establishment of general 
policy directions in areas subject to direct government 
control. Legal mechanisms are most useful when rights 
or proscriptions are clearly definable and when estab
lishing the facts is all that is needed to trigger a remedy. 
Bureaucratic mechanisms are most appropriate when a 
standard set of practices or procedures can be easily 
linked to behavioral rules that will produce the desired 
outcomes. Market mechanisms are helpful when con
sumer preferences vary widely, when the state does not 
have a direct interest in controlling choice, and when 
government control would be counterproductive to 
innovation. Professional mechanisms are most impor
tant when safeguards for consumer choice are neces
sary to serve the public interest, but the technology of 
the work is uniquely determined by individual client 
needs and a complex and changing base of knowledge.

There are, of course, incentives in any of these sys
tems for individuals to shirk their missions or for organi
zational inadequacies to impair performance. (Public 
servants may use their position for private gain; courts 
may become overloaded; bureaucrats may fail to follow 
regulations; professionals may overlook incompetence; 
markets may break down due to regulatory or eco
nomic failures.) These problems can, presumably, be 
addressed by efforts to make the systems work more 
perfectly, often by overlaying another accountability 
mechanism against the first as a check and balance, e.g., 
enacting an ethics in government law that adds legal 
accountability vehicles to the electoral process for gov
erning the actions of public officials.

Even w hen they function perfectly, however, any 
given mode of accountability has intrinsic limits that 
must be weighed in the choice of which to use under 
varying circumstances. Electoral accountability does 
not allow citizens to judge each specific action of 
officials; nor does it necessarily secure the constitu
tional rights or preferences of citizens whose views and 
interests are in the minority. Legal accountability can
not be used in all cases: The reach of courts is limited to 
that which can be legislated; not all citizens have access 
to courts, and they are buffered from public opinion. 
Bureaucratic accountability does not guarantee results, 
it concerns itself with procedures; it is effective only 
when procedures are known to produce the desired 
outcomes and when compliance is easily measured and 
secured. Professional accountability does not always 
take public preferences into account; it responds to an 
authority outside the direct reach of citizens and may 
satisfy its purposes while ignoring competing public 
goals. Market accountability does not ensure citizens’ 
access to services and relies on the spontaneous emer-

In the bureaucratic model, 
teachers are  viewed as 

functionaries rather than as well- 
tra ined  an d  highly-skilled 

professionals.
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gence of a variety of services to allow choice to operate 
as a safety valve for poor service provision.

Because of these intrinsic limits, no single form of 
accountability operates alone in any major area of pub
lic life. Hybrid forms are developed to provide checks 
and balances and to more carefully target tools for 
safeguarding the public interest toward the particular 
matters they can best address. The choices of account
ability tools — and the balance among different forms of 
accountability— are constantly shifting as problem s 
emerge, as social goals change, and as new circum
stances arise.

ACCOUNTABILITY IN 
EDUCATION

In ed u ca tio n , it is easy to  see that legal and 
bureaucratic forms of accountability have expanded 
their reach over the past twenty years, while electoral 
accountability has waxed and waned (with local and 
state school boards operating with reduced authority in 
some instances, and the purview s of elected  and 
appointed officials shifting in many states). Market 
accountability is more often discussed as a possibly 
useful vehicle, but still rarely used, except in a few 
districts that offer magnet schools or other schools of 
choice. Professional accountability is gaining in promi
nence as an idea for strengthening teaching quality, but 
it is yet poorly defined and partially at odds with other 
forms of accountability currently in use.

B u r e a u c r a t ic  A c c o u n t a b il it y

B ureaucra tic  o rgan iza tion  and m anagem ent of 
schools has increased since the early part of this cen
tury, when “scientific management” principles were 
first introduced into urban schools in an effort to stan
dardize and rationalize the process of schooling. The 
view underlying this approach to managing schools is as 
follows: Schools are agents of government that can be 
administered by hierarchical decision making and con
trols. Policies are made at the top of the system and 
handed down to administrators who translate them into 
rules and procedures. Teachers follow the rules and 
procedures (class schedules, curricula, textbooks, rules 
for promotion and assignment of students, etc.), and 
students are processed according to them.

This approach is intended to foster equal and uniform 
treatment of clients, standardization of products or ser
vices, and to prevent arbitrary or capricious decision 
making. It works reasonably well when goals are agreed 
upon and clearly definable, when procedures for m eet
ing the goals can be specified, when the procedures are 
straightforward and feasible to implement, and when 
following these procedures is known to produce the 
desired outcomes in all cases. Bureaucratic accountabil
ity ensures that rules will be promulgated and com
pliance with these rules will be monitored. The promise 
that bureaucratic accountability makes is that violators 
of the rules will be apprehended, and consequences will 
be administered for noncompliance.

W hen bureaucratic forms are applied to the manage
ment of teaching, they rely on a number of assumptions:
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•  that students are sufficiently standardized that they 
will respond in identical and predictable ways to the 
“treatments” devised by policy makers and their prin
cipal agents;

•  that sufficient knowledge of which treatm ents 
should be prescribed is both available and generalizable 
to all educational circumstances;

•  that this knowledge can be translated into stan
dardized rules for practice; these can be operationalized 
through regulations and reporting and inspection sys
tems; and

•  that adm inistrators and teachers can and will 
faithfully implement the prescriptions for practice thus 
devised and transmitted to schools.

The circular bottom-line assumption is that this pro
cess, if efficiently administered, will produce the out
comes that the system desires. If the outcomes are not 
satisfactory, the final assumption is that the prescrip
tions are not yet sufficiently detailed or the process of 
implementation is not sufficiently exact. Thus, the solu
tions to educational problems always lie in more precise 
specification of educational or management processes.

In the bureaucratic model, teachers are viewed as 
functionaries rather than as well-trained and highly 
skilled professionals. Little investm ent is m ade in 
teacher preparation, induction, or professional develop
ment. Little credence is given to licensing or knowledge 
acquisition. Little time is afforded for joint planning or 
collegial consultation about problem s of practice. 
Because practices are prescribed outside the school 
setting, there is no need and little use for professional 
know ledge and judgm ent. Thus, novice teachers 
assume the same responsibilities as thirty-year veterans. 
Separated into egg-crate classrooms and isolated by 
packed teaching schedules, teachers rarely work or talk 
together about teaching practices. A rationale for these 
activities is absent from the bureaucratic perspective on 
teaching work.

In the bureaucratic conception of teaching, teachers 
do not need to be highly knowledgeable about learning 
theory and pedagogy, cognitive science and child devel
opment, curriculum and assessment; they do not need 
to be highly skilled, because they do not, presumably, 
make the major decisions about these matters. Curricu
lum planning is done by administrators and specialists; 
teachers are to implement a curriculum planned for 
them. Inspection of teachers’ work is conducted by 
hierarchical superiors, whose job it is to make sure that 
the teacher is implementing the curriculum and pro
cedures of the district. Teachers do not plan or evaluate 
their own work; they merely perform it.

Accountability is achieved by inspections and report
ing systems intended to ensure that the rules and pro
c e d u re s  are  be ing  follow ed. Teachers are he ld  
accountable for implementing curricular and testing 
policies, grading policies, assignment and promotion 
rules, and myriad other educational prescriptions, 
w hether or not these “treatments” are appropriate in 
particular instances for particular students. As a con
sequence, teachers cannot be held accountable for 
meeting the needs of their students; they can only be 
held accountable for following standard operating pro
cedures. The standard for accountability is compliance 
rather than effectiveness.
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This logic has been extended to its furthest reach in 
the school policies of the last fifteen years. Since the 
early 1970s, state governm ents and district central 
offices have exerted more and more control over the 
form, substance, and conduct of schooling, producing 
reform packages that are both teacher-proof and stu- 
dent-proof For example, in one of the nation’s largest 
city school districts, teachers are supplied with a K-12 
standard ized  curricu lum  outlin ing  the scope and 
sequence for instruction in each subject in each grade, 
complete with a pacing schedule showing how much 
time teachers should spend on each topic and lesson 
plans for each day of the school year. Grading standards 
are also prescribed, showing how much weight teachers 
should give to each type of assignment (also p re 
scribed) and how they should calculate grades. Promo
tion standards are determined by standardized tests 
developed to match the curriculum. The assumption is 
that marching the students through these procedures is 
all that is necessary to ensure learning.

The problem with the bureaucratic solution to the 
accountability dilemma in education is that effective 
teaching is not routine, students are not passive, and 
questions of practice are not simple, predictable, or 
standardized. By its very nature, bureaucratic manage
m ent is incapable of providing appropriate education 
for students who do not fit the mold upon which all of 
the prescriptions for practice are based.

P u b l ic  v s . C l ie n t  A c c o u n t a b il it y

At present, I think it is fair to say that the use of legal 
and bureaucratic accountability mechanisms in educa
tion far outweighs the use of other forms, and that these 
mechanisms have overextended their reach for actually 
prom oting positive practices and responsiveness to 
public and client needs. This statement should not be 
glossed over too lightly, though, for public and client 
needs are not identical, and positive practices are 
defined in the eye of the beholder. Indeed, there is a 
special tension in public education between the goals 
held by governments for public schools and the goals 
held by the clients of schools, for which different forms 
of accountability are needed. Because the needs, inter
ests, and preferences of individual students and parents 
do not always converge with the needs, interests, and 
preferences of state or local governments, the question 
of accountability in education must always be prefaced 
by the questions “to whom?” and “for what?”

Individual consumers (parents and students) often 
hold different social, economic, and political goals than 
does the state government, and they very often disagree 
about how to pursue even the commonly held goals. 
Furtherm ore, child-oriented definitions of student 
“needs” rarely match state definitions, since the former 
are unique to the individual child and the latter are 
promulgated for all children in a state, or for specified 
groups of children.

Thus, accountability for accomplishing state goals is a 
very different concept from accountability for accom
plishing clients’ goals. Indeed, accountability for m eet
ing the needs of individual students is often in conflict— 
or at least in tension—with accountability for securing 
the public’s preferences for education. Teachers and

public school officials are the arbiters of these tensions. 
They strive to achieve a balance between meeting the 
state’s goals and the needs of individual students. This 
requires a great deal of skill, sensitivity, and judgment, 
since the dilemmas posed by these two sets of goals are 
complex, idiosyncratic, and ever changing.

Increasingly, though, attempts to provide public 
accountability have sought to standardize school and 
classroom procedures in the hopes of finding “one best 
system” by which all students may be educated. Iron
ically, these prescriptive policies, created in the name of 
public accountability, have begun to reduce schools’ 
responsiveness to the needs of students and the desires 
of parents. In the cause of uniform treatment and in the 
absence of schooling alternatives, large numbers of stu
dents “fall through the cracks” when rules, routines, and 
standardized procedures prevent teachers from m eet
ing their individual needs. Those who can afford to do 
so leave for private schools. Those who cannot are 
frequently alienated and ill served.

We can no longer believe that one best system will be 
found that can be codified and packaged for rote admin
istration by teachers. We now know that effective teach
ing techniques vary for students with different learning 
styles, at different stages of cognitive and psychological 
development, for different subject areas, and for dif
ferent instructional goals. We know that students will 
differ in their approaches to learning. Consequently, we 
can no longer pretend that it is sufficient to treat stu
dents as raw materials and teachers as factory workers. If 
students are to be well taught, it will not be by virtue of 
bureaucratic mandate but by virtue of highly trained, 
well-supported professionals who can use their knowl
edge and judgment to make sound decisions appropri
ate to the unique needs of children.

A PROFESSIONAL MODEL
Professionalism depends on the affirmation of three 

principles in the conduct and governance of an occupa
tion:

1. Knowledge is the basis for permission to practice and for 
decisions that are made with respect to the unique 
needs of clients;

2. The practitioner pledges his first concern to the welfare 
of the client; and

3. The profession assumes collective responsibility for the 
definition, transmittal, and enforcement of professional 
standards of practice and ethics.

These principles outline a view of practice that is 
client oriented and knowledge based. They also suggest 
an approach to accountability that is based on practi
tioners’ competence and effectiveness rather than on 
the pursuit of organizational procedures and rules. Pro
fessional prerogatives to make decisions are accom
panied by professional o b lig a tio n s  to do so in a 
responsible manner.

Professionals are obligated to do whatever is best for 
the client, not what is easiest, most expedient, or even 
what the client him/herself might want. They are also 
obligated to base a decision about what is best for the 
client on available knowledge—not just that knowledge 
acquired from personal experience but also that clinical
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Professional authority does not 
m ean legitim izing the 

idiosyncratic or whim sical 
preferences o f individual 

classroom teachers.

and research knowledge acquired by the occupation as 
a whole and represented in professional journals, cer
tification standards, and specialty training. Finally, pro
fessionals are required to take into account the unique 
needs of individual clients in fashioning their judgments 
about what strategies or treatments are appropriate.

These are fine goals, but how are they operationalized 
to result in something that might be called professional 
accountability? In policy terms, these requirements sug
gest greater regulation of teachers—ensuring their com
petence through more rigorous preparation, certifica
tion, selection, and evaluation—in exchange for the 
deregulation of teaching—fewer rules prescribing what 
is to be taught, when, and how. This is, in essence, the 
bargain that all professions make w ith society: For 
occupations that require discretion and judgment in 
meeting the unique needs of clients, the profession 
guarantees the competence of members in exchange for 
the privilege of professional control over work struc
ture and standards of practice.

It is important to note, too, that professional authority 
does not mean legitimizing the idiosyncratic or whim
sical preferences of individual classroom teachers. 
Indeed, in other public service occupations, autonomy 
is the problem that professionalism is meant to address. 
It is precisely because practitioners operate autono
mously that safeguards to protect the public interest are 
necessary. In occupations that have become profession
alized, these safeguards have taken the form of screens 
to membership in the profession and ongoing peer 
review of practice. Collective autonomy from external 
regulation is achieved by the assumption of collective 
responsibility. Responsible self-governance requires, in 
turn, structures and vehicles by which the profession 
can define and transmit its knowledge base, control 
membership in the occupation, evaluate and refine its 
practices, and enforce norms of ethical practice.

In theory, teacher professionalism promises a more 
potent form of accountability for m eeting students’ 
needs than that which courts and bureaucracies can 
concoct. It promises competence, an expanding knowl
edge base, concern for client welfare, and vehicles for 
enforcing these claims. Of course, in education as in 
other public service occupations, professionalism oper
ates alongside other tools for accountability.

The goals of professional accountability are to protect 
the public by ensuring that (1 ) all individuals perm itted 
to practice in certain capacities are adequately pre
pared to do so responsibly; (2 ) where knowledge about 
practice exists, it will be used, and where certainty 
about practice does not exist, practitioners will individ
ually and collectively seek to discover the most respon
sible course of action; and (3 ) as the first two points 
suggest, practitioners will pledge their first and primary 
commitment to the welfare of the client.

Professions seek to accomplish these goals by creat
ing structures and processes by which standards of 
professional practice and norms of professional conduct 
are defined, transm itted, and enforced. Professional 
bodies, such as professional standards boards and 
accrediting agencies, are the primary vehicles for artic
ulating and enforcing standards. Training and socializa
tion  p ro cesses, such  as p rep a ra tio n  p rogram s, 

( Continued on page 38)
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Ra n d o lph , Ru s h n , 
AND THE 

M arch  o n  Wa sh in g t o n  
M ovem ent

By  J e r v i s  A n d e r s o n

In  this twenty-fifth anniversary year o f  the 1963 
M arch on W ashington, the American Educator is 
pleased to highlight the role in the March o f  two civil 
rights leaders w ith whom  the AFT and the AFL-CIO 
have had a special relationship: A  Philip Randolph  
and  Bayard Rustin. Randolph was the founder and  
president o f  the Brotherhood o f  Sleeping Car Porters— 
thefirst large, predom inantly  black union and thefirst 
such to a ffilia te  w ith  the Am erican Federation o f  
Labor. Rustin, a chief organizer o f  the 1963 March, led 
the bail-bond fundra ising  effort when United Federa
tion o f  Teachers president Albert Shanker was ja iled  
fo r  leadingNew York City teachers on a 1967 strike. He 
could always be fo u n d  on UFT p icket lines; fough t fo r  
a n d  defended quality, integrated education even 
when it was unfashionable; actively helped the UFT to 
w in the na tion ’s first union contract fo r  pub lic  school 
paraprofessionals; and  was awarded the UFT’s John  
Dewey Aw ard in 1968. Rustin was also a champion o f  
hum an  rights abroad, whether fo r  blacks in South 
Africa, workers behind the Iron Curtain, boat people  
fleeing Southeast Asia, or Jews denied their rights in the

Jervis Anderson has been a s ta ff uriter fo r  The New 
Yorker since 1968. He is the author o f  A. Philip Ran
dolph: A Biographical Portrait and  This Was Harlem: A 
Cultural Portrait, 1900-1950. His writings have also 
appeared in  Commentary, The New Republic, New 
York Review of Books, The New York Times Book 
Review, and other publications. He is a fe llo w  o f  the 
American Society o f  Historians. This article was first 
prin ted  in a m em orial jo urna l honoring A  Philip 
Randolph and  Bayard Rustin. © A  Philip Randolph  
Institute, 1988.

Soviet Union and  the Arab World. Following R ustin ’s 
death in 1987, the AFT this p a s t sum m er renamed its 
a n n u a l h u m a n  rights aw ard  the B ayard  R ustin  
H um an Rights Award.

To support a variety o f  civil rights, hum an rights, 
and  trade union activities that continue his work, the 
Bayard Rustin Fund has been established. Tax-deduct
ible contributions m ay be sent to: The Bayard Rustin  
Fund, 260 Park Avenue South, N.Y., N.Y., 10010.

— Editor

“T  N MY fifty years as a social and human rights activ- 
X  ist,” Bayard Rustin wrote not long before his death 

in 1987, “I have met and worked with some of the 
leading figures in the struggle for justice . . . .  But the 
man who most closely touched my life, whose ideas and 
work helped shape my destiny, was Asa Philip Ran
dolph.” Years earlier, Randolph had paid his own gener
ous tribute to the most distinguished of his political 
proteges—praising Rustin as “innovative, creative, and a 
person of dreams and integrity.” That Rustin was himself 
widely recognized for some of the qualities he admired 
in Randolph may be seen as a sign of the infectious 
influence Randolph had upon the younger man.

Their mutual admiration society began late in 1939, 
when Rustin, a twenty-seven-year-old student at the 
City College of New York, met the fifty-year-old leader of 
the Brotherhood of Sleeping Car Porters for the first 
time. As a wavering member of the Young Communist 
League at C.C.N.Y, Rustin had been told by a classmate 
that the communists were no more devoted to the cause 
of black progress than an anti-communist like A. Philip 
Randolph was; and, wishing to conduct his own inquiry 
into the matter, Rustin had gone to see Randolph at the 
Brotherhood’s headquarters, on 125th Street in Harlem.
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Not only was Rustin impressed by the interview, he 
was also—like many before him, and after—captivated 
by aspects of Randolph’s personal manner; for, despite 
Randolph’s toughness and tenacity as a labor and politi
cal activist, the well-dressed Floridian was a southern 
gentleman of unsurpassing dignity and graciousness. 
“When I walked into his office,” Rustin reported later, 
“this man of great dignity and inner beauty7 stood up, 
came out from behind his desk, met me in the middle of 
the room, shook hands, offered me a seat—and I was 
nothing but a nobody”

Rustin, who was barely able to support himself at 
C.C.N.Y.—mainly by singing part-time with Josh White 
and Leadbelly—could hardly have been as well dressed 
as Randolph always was. Beyond that discrepancy, how
ever, they had more than a little in common. Both were 
tall, handsome, and articulate black men. In his younger 
years, Randolph had also studied at the City College of 
New York. Rustin, like most young idealists at the time, 
was still attracted to the Marxist-Leninist movement; 
but he would soon transform himself into the demo
cratic socialist that Randolph was—from the first day he 
listened to Eugene Debs. At Rustin’s age and earlier, 
Randolph had also been a militant left-wing intellectual, 
the most radical black journalist in the United States. 
Like Rustin, he was also a pacifist, having been arrested 
and jailed for his anti-war activities in 1918. Both men 
were products of deeply religious families. Rustin, a 
devout Quaker from Pennsylvania, had been raised 
partly in the African Methodist Episcopal Church—the 
same denomination in which Randolph, son of a preach
er, had been raised.

THE FIRST meeting between A. Philip Randolph and 
Bayard Rustin was a fateful one, for it linked them 
into a political relationship that—despite two unpleas

ant and trying moments—lasted the remaining years of 
their lives. In Randolph, Rustin had discovered one of 
his most influential mentors (the  other being A.J. Muste, 
the revered pacifist leader). In Rustin, Randolph had 
encountered a young intellectual who would become 
the most prominent and faithful advocate of his par
ticular approaches to the struggle for black political and 
economic progress.

When Rustin next paid a visit to Randolph, in the 
early months of 1941, he had dropped out of City 
College and had quit the Young Communist League. He 
had come to offer his services to the cause in which 
Randolph was then most actively engaged—the March 
on Washington Movement, conceived by Randolph and 
designed to pressure the federal government into out
lawing racial discrimination in the nation’s defense fac
tories.

While the munitions industry boomed, enabling mil
lions of white Americans to recover from the Great 
Depression, blacks were turned away in droves from the 
gates of defense plants. And this intolerable state of 
affairs had caused Randolph and a number of other black 
leaders to make repeated calls upon officials of the 
federal administration. It was when all such appeals had 
failed that Randolph had announced the formation of a 
March on Washington Movement—for which Bayard 
Rustin had come to enlist as a youth organizer. Describ
ing preparations for the March, a contemporary jour

nalist wrote: “Some $50,000 was laid on the line. Union 
members sparked committees, hired buses and trains, 
undertook the formidable logistic planning required to 
move the equivalent of an army division. . . .  No might
ier pressure had ever been brought to bear in the politi
cal history of the American Negro.”

Understandably alarmed by such a development, 
President Roosevelt summoned Randolph to the White 
House and demanded that plans for the mobilization be 
scrapped. It would be dangerous, he said, to bring tens 
of thousands of demonstrators to Washington; people 
might get killed. The president had not reckoned with 
the determination and tenacity of the mass leader—a 
man who had fought the powerful Pullman Company 
from 1925 to 1937, before he won the Porters the right 
to be represented by a union of their own choosing. In 
calm and elegant tones, Randolph made it clear that he 
was prepared to dissolve his March organization, but 
only if and when the president issued an Executive 
Order banning the exclusion of blacks from the nation’s 
war industry. If it was all a cool and calculated bluff, then 
it is a secret that Randolph took with him to his grave.

When Roosevelt recovered from his astonishment at 
this piece of effrontery—this gun that had been shoved 
at the head of the nation’s commander-in-chief—he 
merely sighed and called in his aides. They were to 
proceed, he told them, with the drafting of an Executive 
Order, outlawing discrimination in all areas of govern
ment employment and establishing a Fair Employment 
Practices Committee. Only when the Order was signed 
and issued, in June of 1941, did Randolph disband the 
troops he had been massing for a descent upon the 
Nation’s Capital.

It was the most daring and innovative of all the non
violent tactics that had yet been employed in the history 
of the black struggle, and Randolph was immediately 
hailed as the number one black leader in the United 
States. Even so eminent a black leader as W.E.B. DuBois 
was moved to describe Randolph’s achievement as “the 
most astonishing in our later leadership.”

But not all in the black community were so impressed 
w ith Randolph’s accom plishm ent—certainly not the 
youth organizers of his March movement. Led by Bayard 
Rustin (w ho felt let down by the man for whom he had a 
growing admiration), the young organizers denounced 
R a n d o lp h ’s d e c is io n  to  c a n c e l th e  M arch and 
demanded, in a public statement, that it be rescheduled 
within ninety days. In a public statement of his own, 
Randolph explained that obtaining an Executive Order 
had been the specific objective of the March Movement; 
since, in his meeting at the White House, he had made 
the issuing of an Order a condition for his cancelling the 
March, he was honor-bound to keep his word to the 
president. Then, aiming words at the young militant 
rebels who had denounced him, Randolph added: “The 
purpose of the March . . . was not to serve as an agency 
to create a continuous state of sullen unrest and blind 
resentment among Negroes . . . .  Such a strategy' would 
have promptly and rightly been branded as a lamentable 
specie of infantile leftism and an appeal to sheer pritna  
donna  dramatics and heroics.”

That was one of the only two unpleasant episodes that 
m arked his long relationship  w ith  Bayard Rustin. 
Ordinarily, either episode might have been sufficient to
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A  Philip Randolph (left) and Bayard 
Rustin in 1978.

terminate their association, but it was an extraordinary 
trait of Randolph’s character to overlook personal dif
ferences in favor of maintaining useful and promising 
political alliances. He was surely experienced and 
insightful enough to have discerned in the young and 
impatient Rustin abilities that were remarkably suited to 
the strategies of mass action in which he believed.

THE SECOND bit of unpleasantness, in 1948, 
stem m ed from Rustin’s role in another of Ran
dolph’s mass campaigns, the fight to end racial segrega

tion in the Armed Forces. As leader of the League for 
Non-Violent Civil Disobedience Against Military' Segre
gation, Randolph invited Rustin to  be its executive 
director. And while Rustin organized brilliantly behind 
the scenes—an excellence that marked his entire public 
ca ree r— Randolph and his ch ief lieutenant, Grant 
Reynolds, were the aggressive public spokesmen for the 
cause.

Appearing before the Senate Armed Services Com
mittee, Randolph thundered: “I personally will advise 
Negroes to refuse to fight as slaves for a democracy they 
cannot possess and cannot enjoy . . . .  I personally 
pledge myself to openly counsel and abet youth, both 
white and Negro, to quarantine any Jim Crow system.” 
When Senator Wayne Morse pointed out from his seat 
on the committee that “the doctrine of treason would 
be applied” to anyone counseling resistance to military 
service, Randolph replied: “I would be willing to face 
that doctrine on the theory and on the grounds that we 
are serving a higher law than the law that applies the act 
of treason to us.” Returning to Harlem, Randolph 
m ounted a soap-box on 125th Street and addressed a 
gathering of draft-age blacks. “I’m prepared,” he told 
them, “to oppose a Jim Crow army till I rot in jail.”

Under the pressure of all that public agitation, Presi
dent Truman—not wishing to endanger his chances for 
re-election—issued an Executive Order banning racial 
segregation in the military “as rapidly as possible.”

Once again, as he had done in 1941, Randolph called 
off his public quarrel with Washington and moved to 
dissolve the League for Non-Violent Civil Disobedience. 
Once again, his decision was challenged by Bayard 
Rustin and a group of young radicals in the League—all 
of whom had been spoiling for a militant confrontation 
with the federal government. Ignoring Randolph’s order 
to disband the League, they held a press conference and 
announced their intention to carry on the campaign of 
civil disobedience. Their effort collapsed in a few 
months, however, since, as Rustin discovered, “without 
Randolph we didn’t have the strength to carry on or the 
clout to raise money.” The young militants dispersed; 
and Rustin, “feeling rotten” over his defiance of Ran
dolph, avoided “the Chief ” for more than two years. 
“When I finally got up the courage to walk into his 
office,” Rustin said later, “he was, as usual, standing at his 
desk, with arms outstreteched, waiting to greet me. 
‘Bayard,’ he said, ‘W here have you been? You know I 
have needed you.’ Such character! He never said a word 
about what I had done to him.”

Bayard Rustin was never more needed by Randolph 
than in 1963. Perhaps the need was mutual, for Rustin— 
now a prominent and nationally recognized activist— 
was, like his old mentor, spoiling for another confronta
tion with the federal government. Randolph’s unfulfilled 
dream of a March on Washington and Rustin’s once- 
thw arted passion for the enterprise had reasserted 
themselves.

During one of their conversations in Harlem, both 
men (Randolph was then seventy-four and Rustin, fifty- 
one) expressed admiration for the street demonstra
tions that Dr. King was leading in the South, particularly 
the one in Birmingham. They also shared the view, 
however, that while the southern movement was vital 
and necessary, it was much too narrow in scope: It 
needed to be complemented by a great national man
ifestation of solidarity—one that would dramatize the 
political and economic demands that were central to 
the entire pro test movement. Nothing, they agreed, 
would be so suitable to the purpose as a massive March 
on Washington; and Randolph asked Rustin to prepare a 
blueprint for such an event.

With Norman Hill [then program director for the
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Congress of Racial Equality] and Tom Kahn [then 
Rustin’s assistant on the March], Rustin drew up a mem
orandum and presented it to Randolph. And after the 
black elder statesman had convened a meeting of other 
major civil rights leaders, and had obtained their endor
sement of the idea, it was agreed that Randolph, who 
had conceived the strategy, should be the national direc
tor of the March. The question of an organizer was less 
easily settled. But, overruling objections raised by cer
tain of the civil rights chieftains, Randolph insisted on 
appointing Rustin to be his principal organizer—unable 
as he was to imagine anyone more capable than Rustin 
to engineer and mastermind a massive invasion of Wash
ington.

The March was eventually scheduled for August 28. 
Cleveland Robinson perform ed yeoman services as 
treasurer. And, in less than two months of planning, 
Rustin and an inter-racial team of volunteers—including 
Norman Hill, Tom Kahn, and Rachelle Horowitz [now 
director of the AFT’s political action department]—and 
organized the largest and broadest coalition of forces 
that had ever been assembled in support of a protest 
event in the United States.

LIKE PRESIDENT Roosevelt before him, President 
Kennedy was alarmed by news of the planned invas

ion. He feared an outbreak of violence, a feeling he 
shared with almost all of those—in Washington and 
elsewhere—who deplored the idea of so big a March. 
Nor was he alone in fearing a congressional backlash 
against civil rights legislation he had recently proposed. 
As Roosevelt had done in 1941, Kennedy invited the 
major civil rights leaders to the White House and called 
their attention to the potential dangers of the planned 
demonstration. Referring to the civil rights message he 
had sent to Capitol Hill, the president said, “We want 
success in Congress not just a big show at the Capitol. 
Some of those people are looking for an excuse to be 
against us. I don’t want to give any of them a chance to 
say, ‘Yes, I’m for the bill, but I’m damned if I will vote for 
it at the point of a gun.’ It seemed to me a great mistake 
to announce a March on Washington before the bill was 
even in com m ittee. The only effect is to create an 
atmosphere of intimidation, and this may give some 
members of Congress an out.”

After other members of the civil rights delegation had 
had their say Randolph replied to Kennedy: “Mr. Presi-

1963: T h e  AFT a n d  th e  C iv il R ig h ts  M o v e m e n t
Delegates to the 1963 AFT con

vention at the Americana Hotel in 
New York City opened their annual 
human rights luncheon by honor
ing teachers who had been staffing 
the AFT Freedom Schools in Prince 
Edward County, Virginia, later 
adopted a resolution in support of 
the March on Washington, and 
ended by boarding a series of four 
buses, hired by the United Federa
tion of Teachers (AFT’s New York 
City affiliate) for the trip to Wash
ington, D.C.

AFT involvement in the civil 
rights movement had been long
standing and growing. In 1934 and 
1938, the AFT convention changed 
its official hotel because black dele
gates were denied entry, forced to 
use freight elevators, 
barred from the main dining room, 
or otherwise mistreated. In 1940, 
the full edition of the American 
Teacher was devoted to civil rights 
issues. “Friends-of-the-court” briefs 
on behalf of school desegregation 
had been filed by the AFT at least as 
early as 1950; and in 1956, after 
earlier resolving that no formally 
segregated local could remain in 
the union, AFT revoked the char
ters of eight southern locals, with a 
membership of seven thousand 
(the whole AFT membership at the 
time was only fifty thousand).

AFT president Albert Shanker ( then an AFT national representative), 
Beverly Megel, and then-president o f the AFT Carl Megel pose on the Mall.

But 1963 had been a particularly 
energetic year. Before the con
vention, the organization’s “big- 
city” locals had met in Chicago and 
drawn up detailed guidelines for 
promoting quality, integrated edu
cation, arguing that AFT locals were 
“especially well qualified [and had] 
a special responsibility for speeding 
integration in their localities.” The 
American Teacher had devoted 
most of its March issue to the 
question of civil rights, running 
articles on housing segregation, the 
progress of southern school inte
gration, and, reprinted from Negro 
Digest, a piece on education and 
black social mobility.

Perhaps most dramatic was the 
AFT’s involvement in organizing 
and staffing Freedom Schools in the 
South. When Prince Edward 
County, Virginia, shut down its 
schools rather than integrate, most 
of the white students quickly trans
ferred into a private white academy, 
leaving fifteen hundred black stu
dents without schools. That 
summer, fifty volunteers, most from 
the UFT but some from Phila
delphia and elsewhere, moved to 
Prince Edward and opened up 
Freedom Schools in churches and 
barns. Seven hundred children 
w ere served, including, as the New  
York Times-Chicago Tribune news
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dent, the Negroes are already in the streets. It is very 
likely impossible to get them off If they are bound to be 
in the streets in any case, is it not better that they be led 
by organizations dedicated to civil rights and disci
plined by struggle rather than leave them to other lead
ers who care neither about civil rights nor about non
violence? If the civil rights leadership were to call the 
Negroes off the streets, it is problematic whether they 
would come.”

This time, unlike 1941, there would be no turning 
back. Randolph and Rustin would be going ahead with a 
March on which they had first set their hearts twenty- 
two years earlier. On the night of August 27, hundreds of 
trains, buses, and automobiles began rolling out from 
towns and cities across America; airplanes were later to 
take off from the more distant points in the nation. They 
were all bound for a great rendezvous in Washington.

Early on the m orning of August 28, Washington 
seemed much too quiet a place for the event that was 
soon to unfold. Most offices would remain closed for the 
day, and no saloons would be open. According to one 
observer, at 8:30 “the streets had the abandoned look of 
a Sunday morning.” From the armada of public and

private vehicles making their way to the city, only a 
trickle had begun to arrive. An hour later, Rustin, view
ing the sparse crowd that had gathered on the grounds 
of the Washington M onument, feared that his great 
organizing effort had failed. He need not have feared, 
however. By mid-day, as the caravans continued to roll 
in, more than one hundred thousand demonstrators 
were massed around the Washington Monument; and by 
2 p.m ., after the concourse had moved on to the grounds 
of the Lincoln Memorial, more than two hundred thou
sand had gathered for the program of speeches. “It was,” 
said a reporter for the Times, “the greatest assembly for 
a redress of grievances that Washington had ever seen.” 
The gathering represented a cross-section of American 
life and the best of the nation’s conscience.

APPROPRIATELY, a. Philip Randolph, the father of 
that grand event, delivered the first of the major 

speeches. “Let the nation and the world know the mean
ing of our numbers,” he said. “We are not a pressure 
group. We are not an organization or a group of organiza- 

(Continued on page 44)

service wrote, “children [who are] 
eleven years old . . . who have 
never been inside a classroom.” In 
addition, the UFT and AFT sent 
twenty thousand books to the 
schools in Prince Edward and to 
Freedom Schools in Mississippi. 
And, to defray the costs incurred 
by the volunteers, the UFT paid a 
weekly stipend for room and board 
and the AFT contributed $15 per 
week to each, a sum that was, says 
former AFT president Carl Megel, 
“not very much even then,” but 
nonetheless a strain on the 82,000- 
m ember organization’s tiny budget. 
The strain was well worth it, Megel 
recalls, because it “demonstrated 
our concern for the education of all 
children.”

The March was a crescendo to 
the flurry of union activity. Sol 
Levine, who ended up organizing 
the UFT contingent to the March 
after Abe Levine (not related) fell 
sick, said the March and civil rights 
were a “priority” for the union, 
then only twenty-five thousand 
members. “Our programs matched. 
We identified so closely with it. We 
had been fighting for equal educa
tional opportunity.”

W HEN SOL Levine took over 
the March preparations, he 

didn’t expect it to be very difficult.

AFT president Carl Megel and UFT 
p re s id e n t C harles Cogen, th en  
involved in tense negotiations for a 
successor contract to the first-ever 
UFT contract won just a year before. 
Two other busfulls of AFT members 
came to the March from the Mid
w est, c a rry in g  m em b e rs  from  
Cleveland, Chicago, St. Louis, Gary, 
and other cities.

Levine calls the UFT’s participa
tion in the March “the greatest thing 
that we had been involved in until 
that point.” Excitement spurred by 
the  M arch fu e led  a c o n tin u in g  
involvement in civil rights activities, 
and in the following year, UFT mem
bers gave their support to a contro
versial student boycott called by 
Bayard Rustin to signal parental sup
port for school integration.

The AFT’s involvement also con
tinued. The Freedom Schools con
tin u ed , m oney was raised , and 
volunteers were dispatched to help 
in southern voter registration drives. 
In 1965, money was raised to pur
chase $40,000 worth of station wag
ons for use  in  th e  reg is tra tio n  
cam paigns. The car keys w ere  
turned over to the Rev. Martin Luther 
King Jr. at the now-famous march for 
voting rights in Selma, Alabama, by 
Charles Cogen, by then the presi
dent of the  AFT, and by A lbert 
Shanker, then president of UFT. □

But the response was enormous, 
even though, as Levine says, “This 
was the summer and we had no good 
mailing lists. It was mainly done 
word of mouth using the same struc
ture of d istrict reps and building 
contacts that we were using to build 
the union. I never expected so many 
people. They wanted to bring their 
kids, too, to be part of this event.

“I had to get more buses. But none 
were available in New York City or 
anywhere in New York. I called to 
Connecticut, New Jersey, all over the 
area, and finally got some in Pennsyl
vania.”

The delegation was headed by

Ted Bleeker, now editor-in-chief o f  5 
the New York Teacher, was among the 
scores o f AFT marchers.
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Rational 
Num bers

T o w a r d  G r a d in g  a n d  S c o r in g  
Th a t  H e l p  R a t h e r  t h a n  H a r m  L e a r n in g

B y  G r a n t  W i g g i n s

THE MOST tangible signs of value in schools, the 
“coin of the realm”—the grades and scores we give 
on students’ tests and papers—remain untouched by 

the work of reform under way around us. Perhaps that 
should not surprise us. Anthropologists know that often 
the most important and revealing behaviors in a culture 
are the least noticed, so much are they a part of the 
habits and rhythms of life. Yet, a key contributor to a 
school’s success is the ability of its teachers to provide 
de-mystified, useful, and justifiable feedback to students 
and external authorities about academic performance.

Grades represent a school’s standard. When the crite
ria behind them are vague, or when they vary from 
teacher to teacher, there will be confusion among both 
teachers and students about what the school’s standards 
are. The school will be, in fact, w ithout a standard. 
When standards are unclear or conflicting, it’s hard to 
motivate students; they are left wondering exactly what 
they must do to improve. And teachers—who may differ 
in what grade they would give to the same quality of 
work—are left open to charges of arbitrariness and are 
therefore more inclined to give tests with clear right 
and wrong answers (even though such tests may not test 
what’s most important for a student to know ) Unclear 
criteria render the transcript meaningless to the out
sider who can only wonder what Mr. Smith’s ‘A” means 
and w hether it is any different from Mrs. Jones’s “B”; this 
in turn fuels calls for more standardized testing so that 
the outside world will know what and whether students

Grant Wiggins is a consultant on education issues. He 
was form erly  the director o f  research fo r  the Coalition 
o f  Essentia l Schools where he was responsible fo r  
developing ideas related to curriculum, teaching and  
assessment.

are learning.
Grading policy is almost never discussed in schools. 

Yet, if we took it seriously—and made it a subject for 
schoolwide discussion—it could be a lever for estab
lishing a schoolwide standard to which students and 
teachers could aspire and  a tool for motivating students 
to reach that standard. If we are to use grades as a lever 
and a motivator, we have to answer three somewhat 
overlapping questions: How can we de-mystify grading 
criteria thus making them much more clear to students 
and outsiders? How can we design our tests so that they 
test what’s important and can be judged fairly? How can 
we design the scoring so that it motivates students to 
learn?

My aim in this article is to make grading a more 
central topic of teacher discourse and to suggest ways— 
some provocative—to accomplish these three goals.

DE-MYSTIFYING GRADING 
CRITERIA

Ordinarily, we teachers believe that the grades we 
give are rooted in self-evident features of a student’s 
work. But our criteria are often less obvious to the 
student. As have all teachers, I have had those long and 
exasperating (but necessary) conversations with stu
dents who want to know why I took five points off here 
and argue, “Gee, didn’t Bob get a ‘B’ and I get a ‘C + ’ for 
basically the same answer?” For many students, grading 
criteria are regarded not as apt tools for judging perfor
mance but as arbitrary7 and mysterious, a function of 
teacher taste, not a representation of inherent and tangi
ble standards of quality work. To some extent, their 
doubt is justified. Who among us has not at one time 
tinkered with our gradebooks to ensure that a final 
grade reflected our deeper, if inchoate, judgments about
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a student’s performance? Moreover, students see that 
even teachers next door to each other, teaching dif
ferent sections of the same course, employ different 
standards. And, with so little clarity about criteria and 
no real concern for consistency, it becomes possible for 
one teacher to “pass” a student not because he has 
reached any formal standard, but because, say, he is 
more dutiful and friendlier than his counterparts. Such 
erratic grading further fuels the students’ convictions 
that grades are not based on any objective criteria.

For most teachers, grading is a private affair. This is 
largely because teaching is a private affair, a habit that is 
rationalized as part of our autonomy. We have tradi
tionally not shared our ideas and values on grading. I 
think this is because we fear—correctly—revealing the 
possible inadequacies in our own grades and the mes
siness and disagreements that may result if we all make 
our criteria public. A few years ago at one suburban 
Massachusetts high school, a proposal was made to 
condition the diploma on a student’s ability to read and 
fully understand the op-ed pages of the Boston Globe. 
Half the community was outraged by this “low” stan
dard and half by its difficulty. Even within the school 
itself dealing publicly with grades will entail disagree
ment and, therefore, much extra effort and time: Teach
e rs— som e of w hom  may differ as m uch as the  
M assachusetts citizens—will have to work through 
their disagreements and agree upon shared standards 
and then meet regularly to compare and adjust their 
grading criteria.

There is also the matter of school conditions, which 
them selves conspire against thoughtful assessment. 
Crushing student loads and time constraints in testing 
and reporting schedules provide little possibility or 
incentive for teachers to design more authentic, labor- 
intensive forms of assessment.

W HAT WILL be gained from this troublesom e 
inquiry and arguing among teachers about stan

dards? First of all, with no common criteria for grading 
student work and with no clear indication to students 
about what they can do to improve, our schools are 
literally  w ithou t standards. Secondly, and closely 
related, as grading has become taboo for discussion, we 
teachers have developed—as happens with taboo sub
jects—blind spots and often somewhat eccentric grad
ing schemes. We will overcome these problems only 
when we can talk openly on the subject and develop 
shared professional standards.

Thirdly, w ithout clear standards and criteria, those 
w ho must assess job and college applicants must turn to 
other, outside, measurements; thus, the drive for more 
standardized testing is fueled. This claim is grounded in 
educational history: If the grades that teachers gave 
were more trustworthy and useful indicators of authen
tic intellectual achievement, calls for standardized test
ing would diminish, as would reliance on their crude 
data. The proliferation of standardized tests began early 
in this century as a result of increasing doubts about 
teachers’ grading policies. The impetus for more “scien
tific” testing grew out of a simple 1912 experiment that 
cast serious doubt on teachers’ grading policies.1 They 
sent the same English paper to two hundred teachers

and asked them to grade it, giving only the student’s age. 
The large range of grades—a 3 5-point spread—was 
explained by critics as the inevitable result of using an 
essay and vague criteria. When the researchers sent 
around a student’s geometry test, the range of grades 
was even greater: from 32 to 85. The outcry over that 
discrepancy led many in the schools to join those out
side in calling for more “efficient” schools and “objec
tive” m easures of achievem ent.2 We now know the 
story’s unhappy ending: the explosive growth of stan
dardized testing, which is stealing time from instruction 
and driving the curriculum, often in unhealthy, unpro
ductive directions.

Of course, just getting rid of standardized tests won’t 
result in raised standards. That will result only from our 
collective effort to formulate and apply a schoolwide 
standard.

What Do We W&nt to Test 
and How Can We Make It Clear?

What we choose to emphasize in our assigning of 
points is our de facto standard. It signifies what we really 
value, irrespective of what we profess to value. In the 
simple act of taking points off we reveal what we think is 
im portant. Is accurate but thoughtless recall, mere 
familiarity, w orth  m ore po in ts than evidence of 
thoughtful understanding flawed by minor errors? How 
essential is the “form” of student work as opposed to its 
intellectual “content”? Do neatness, spelling, and gram
matical errors count a lot or a little? Is a particular 
student error important or merely easily noticed and 
counted? Is the task being tested essential or just con
trived to yield an “objective” score?

In my experience, these questions are often unasked 
as teachers develop their tests. Richard Stiggins, the 
director of the Northwest Regional Educational Lab, 
which has worked with scores of teachers on grading 
issues, has observed that “Many teachers lack a clear 
sense of their expectations about student performance 
and lean on nonexistent or vague criteria inadequately 
communicated to students.”3 Many grades reflect over
attention to the superficial aspects of work such as 
vocabulary, recall of formulas, or simple identifications. 
Moreover, the arbitrary time limits of most tests skew 
our perception of student ability. Many tests end up 
testing for language facility and speed of recall, not 
ability or deeper understanding in the discipline.

Too often we speak of complex, desired abilities as 
essential, but our testing and grading policies ignore 
th em — espec ia lly  w h e re  in te lle c tu a l hab its  and 
attitudes are concerned. If “analytic thinking” matters, 
the test should assess and reward it. If the ability to 
communicate and listen effectively in a discussion mat
ters, assess it. If the ability to collaborate with others 
matters, a major “test” should require it and the grade 
should be related to it. Realistically, if I don’t test and 
grade it, the student knows that it is not really impor
tant.

HOW WE can construct such tests and how we can 
judge them fairly will be taken up in the next 

section. But whatever and however we test, the criteria
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An ‘A ’ or a D ’ in English 3 tells no 
one anything about what k in d  of  

work was done.

simple task. Peter Elbow proposes a simple, elegant 
device: a “grading card” that can help a faculty—or 
teachers in a given departm en t or even a single 
teacher—come to agreement on what achievements 
students will be graded on.

Name:________  Pass □  Fail □
(weak) (strong)
1. □ □ □ m e m o ry  o f  c o u rs e  in fo rm a tio n
2 . □ □ □ u n d e rs ta n d in g  o f  c e n tr a l  id eas
3 . □ □ □ c re a tiv e  u se  o f  s u b je c t  m a tte r
4. □ □ □ e ffec tiv en ess  o f  w r it in g
5 . □ □ □ e ffec tiv en ess  o f  sp e a k in g
6 . □ □ □ c o n s c ie n tio u s n e s s
7. □ □ □ im p ro v e m e n t o v e r  s e m e s te r

on which we grade must be absolutely clear to the 
students so they know exactly what they’re aiming for. 
(The criteria should also be clear to outsiders justifiably 
concerned with how both the schools and individual 
students are performing.)

Let’s not delude ourselves. An ‘A” or a “D” in English 3 
tells no one anything about what kind of work was done. 
Nor does the mere grade or a quick evaluative comment 
tell a student specifically what she must do to improve. I 
know of one teacher who was asked by a student at the 
end of the year what her constant written comment of 
“vaggooh” meant on his papers (she had repeatedly 
written “vague” in the margin!)—our judgments can 
mean so little to students.

To achieve this clarity, we must first decide among 
ourselves exactly what it is we want to grade, not a

Here is a grading grid with a conceivable set of factors 
[from which teachers could choose]. Any teacher could 
use as few or as many factors as he thought proper.
Perhaps one teacher thinks the first factor is the only 
proper one. Fine. But let him admit it . . . Probably most 
teachers will have two or three factors they feel are 
crucial. . . . There would be no need to assume that all 
factors utilized had equal weight. . . . The crucial 
conclusion is obvious: There is no need to have only one 
factor in a grade.4

A department or faculty that wanted a “standard” 
grading card could work toward a consensus by moving 
from a long list of possible criteria to a shorter list such 
as this one. Second, having decided upon the criteria, 
we must make them clear to all. In this case, the grading 
card—and its m ultifaceted grading schem e—could 
then be made public to students and others. As Elbow 
points out, the transcript could easily accommodate 
each teacher’s or departm ent’s criteria, making it the 
colleges’ or employers’ task to weigh the different ele
ments of the students’ multidimensional performance. 
In fact, the grading card could even make use of the 
categories and ranges of response used by most of the 
college recommendation forms that teachers fill out.

Another way to generate teacher consensus about the 
meaning behind our schools’ grades is to peg them to 
the graduation standard. Can we agree on what that 
standard is? Can we then tell students what the rela
tionship is betw een a ninth grader’s “A” and w hat’s 
expected of a graduating senior. More importantly, how 
can we help students develop greater perspective and 
insight into diploma standards while they proceed with 
their current work?

One idea: Teachers and departments could (occa
sionally) give two grades on a paper: a grade based on 
the course’s standards and a grade based on the school’s 
or departm ent’s exit-level standards. Thus, a student 
who received an ‘A” on a paper as a freshman might get a 
“C” on it in terms of “ultimate” (graduation) standards. 
Or, as one of the schools in the Coalition of Essential 
Schools, St. Andrews-Sewannee in Sewannee, Ten
nessee, now does it, all juniors are required to pass— 
trying as many times as it takes—a “Junior Essay” set at 
exit-level standards. (All faculty grade the papers, on a 
1-4 grading system, overseen by the English Depart-
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ment; each teacher reads eight to nine papers with each 
paper read by two different scorers.)

A GRADE is usable by students only if the criteria 
behind it are explicit and put in descriptive terms. 

Thus the first step in making students understand 
teacher expectations is to translate vague intellectual 
goals into models of actual exemplary work, the perfor
mance of which can be tied to descriptive standards. At 
Alverno College in Milwaukee, long a pioneer in compe- 
tency-based learning, the criteria used in assessing are 
not only known in advance, they are available for sale in 
the bookstore. The curriculum, in addition to being 
directed according to traditional disciplines, is divided 
according to eight “competencies” (communication, 
analysis, valuing in a decision context, aesthetic respon
siveness, e tc .)  Each competency has eight “levels” of 
ability cast in descriptive terms, with the criteria for the 
top four levels usually tied to subject-matter content 
and tasks. Below is an excerpt from the form used by 
assessors to test a student’s speaking ability, one compo
nent of the “communication” competency. (The “L” 
refers to “levels of mastery.”)

1. SPEAKING ON ONE’S FEET 
LI Speaks for a t least one 
m inute  before an actual or 
imagined audience 
L2 Speaks on her feet (not 
reading or reciting) for a 
recognizable portion  of the 
presentation
L3 Speaks on her feet for m ost of 
the presentation 
L4 Gives consistent impression 
of speaking with audience

2. REACHING AUDIENCE 
THROUGH ESTABLISHING OF 
CONTEXT

LI Clarifies for audience at the 
start the basic elements of 
framework and purpose ( What 
am I telling whom  under what 
conditions and why?)
L3 Makes explicit relationships 
among various sources of ideas 
(own experience, instructors, 
research, authors . . .)

3. REACHING AUDIENCE through 
VERBAL EXPRESSION (showing 
awareness of audience through 
word choice and style)
LI Only occasionally uses words 
or expressions that show 
awareness of audience’s degree of 
knowledge, values, need for 
clarity, right to an opinion. . .
L2 Generally uses words . . .
L3 Consistently uses words . . .
L4 Uses words or expressions 
that show refined awareness of 
audience . . .

Note how the key underlined descriptive terms 
provide the student with practical guidance beyond 
merely providing a rationale for a grade: The student is 
in a m uch better position to improve because the 
“grade” is placed in context, on a continuum, and tied to 
specific behaviors that a student can work to produce.

Note also how greater clarity is achieved when the 
grade is “unpacked.” Why should we give only one 
grade to a student’s work? If we had to give a set of 
grades, covering a range of important criteria, we would 
be forced to spell out our criteria and specify the rela
tive weight of each criterion used.

C onside r th ese  c r ite r ia  for assessing w ritin g  
developed by the Northwest Regional Educational Lab. 
Their clarity and descriptiveness, as with those from 
Alverno, allow students to continually “practice” the 
criteria in order to advance:

T hree se ts  o f  factors to  b e  separately  assessed : Ideas, 
Organization, Wording: 1 -4 grading system for each factor. 
(The criteria for “ideas” only is given below):
4 paper: A 4 paper offers sound ideas that indicate the 
writer has given careful consideration to both sides of the 
argument. The stand taken may be strongly expressed but 
it is clearly the result of careful thinking rather than mere 
impulse. Occasionally, the ideas expressed will be highly 
original or will be presented in an insightful or entertaining 
manner.
3paper: A 3 paper resembles a 4; the ideas are simply not as 
sound or as striking. There is some evidence that the writer 
has given thoughtful consideration to his/her arguments, 
but the paper as a whole is less insightful or persuasive and 
more emotional. The ideas are clearly presented, but there 
is little evidence of originality.
2 paper: A 2 paper offers little or no evidence of careful 
judgment. Ideas may seem arbitrary or whimsical. Clarity 
may be a problem. Often, the paper will offer little more 
than one idea restated repeatedly. . . . There is no effort to 

LI persuade the reader through choice of ideas or effec
tiveness of presentation.
1 paper: In a 1 paper, clarity may be such a problem that the 
reader can scarcely discern the writer’s viewpoint. Often 
the ideas merely restate the question. Sometimes the 
writer will appear to take two sides at once. There is no 
evidence that the writer has given real thought to the 
presentation.5

HOW TO TEST WHAT IS 
IMPORTANT

If we are going to specify in our grading criteria that 
subtle, higher-order thinking will be rewarded, we need 
to design assessments that do a better job than most of 
ours now do of seeking and evoking it in students. One 
very rich kind of test—one that assesses not just a 
student’s knowledge but his mastery of it; her ability to 
use newly acquired skills and knowledge in context—is 
the perform ance-based assessment.6 The student is 
required not merely to recall bits of knowledge but to 
take up an authentic task, one that captures in a feasible 
way the dilemmas and difficulties of that subject matter. 
For example, in a composition class, a student would be 
asked to write a composition; in science to conduct an 
experiment; in math to solve a problem. His work would 

□  then be judged as a whole and/or according to a set of 
clearly defined criteria that get to the heart of the task.

For example, on NAEP’s performance-based science

LI L2 L3 L4
□

□

□

□

□

□

□ □
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In authentic perform ance  
learning, students ‘p rac tice’ the 

sam e essential ‘te s t an d  its 
elements repeatedly.

test, students are asked to perform laboratory tasks. On 
one such test, students are

“given a sample of three different materials and an open 
box. The samples differ in size, shape, and weight. The 
students are asked to determine whether the box would 
weigh the most (and least) if it were completely filled with 
material A, B, or C. [There are] a variety of possible 
approaches.”7

The scoring system, like that used with the writing 
test, rates the student’s work on a few “primary” traits— 
for example, their ability to control for separate vari
ables—and/or holistically, not merely by counting easily 
seen errors. It’s worth noting that the state of Connecti
cut, the Advanced Placem ent tests, and a growing 
number of other standardized test users are all now 
incorporating  perform ance-based assessm ents into 
their tests.

Too often, students are tested and graded on their 
ability to recall and use each idea or skill once. But in 
authentic performance learning, students “practice” the 
same essential “test” and its elements repeatedly. The 
teacher is thus able to judge a student’s developing 
sophistication. “Teaching to the test” is a dirty phrase 
only when the test lacks integrity as a genuine intellec
tual challenge and when teachers have had no hand in 
developing the test’s design or scoring. In all genuine

W i n t e r  1 9 8 8

learning, the student is continually confronted with the 
“tests” and challenges at the heart of the activity or 
discipline: All coaches happily teach to the “test” of 
performance.

Here are three examples of assessments that probe 
student accomplishments much more deeply than the 
norm—thus allowing us to reward the high-level think
ing that most of us are now more inclined to exhort than 
to grade.

•  At the heart of portfolio-based assessment—a kind 
of perform ance assessment long used in art, m ore 
recently in writing, and now appearing in other fields— 
is a shift toward identifying the presence or absence of 
s tuden t habits, no t m erely  noting w h e th er their 
answers are correct. Habits, of course, are only discerni
ble over time and in different contexts. Was the right 
answer due to a lucky guess or thoughtless recall? Did a 
wrong fact hide otherwise thoughtful understanding? 
Does the overall product suggest emerging competence 
despite technical errors?

At Central Park East Secondary School, a member of 
the Coalition of Essential Schools, seventh- and eighth- 
grade students are required to keep a portfolio of the 
work they believe best illustrates their accom plish
ments in mathematics.8 On a regular basis, the students 
simulate going to a fifteen-minute job interview with 
their portfolio. The teacher (o r other examiner) asks 
questions of the student about their work and qualifica
tions in mathematics. The students must explain their 
work and comment on their strengths and weaknesses 
as mathematicians.

•  One aim of teaching is to help students internalize 
the standards we have set. But rarely do our tests reward 
students’ increasing ability to assess themselves. At 
Alverno College, student self-assessment is a central 
part of assessment. Indeed, in their eight-level system of 
grading, the ability to do competent self-assessment of 
one’s work is often the first requirement. Thus, an early 
task in the “communication” requirement described 
above requires a student to videotape and analyze a five- 
minute speech. The first assessment depends on the 
ability to give an adequate self-criticism using the crite
ria, not a fully adequate speech.9

More generally, on all Alverno gradesheets and tran
scripts, for each course and its components, there is a 
place for the student’s self-assessment as well as that of 
the teacher.

•  An excerpt from one of the British Assessment of 
Performance science test experim ents (upon which 
many of the NAEP items were based) shows how one 
might have a reliable, orally given exam during a labora
tory, using prom pts to assess the studen t’s deeper 
understandings of an experiment’s purpose and value:

The discussion ended. . . with a question always put in the 
same words which attempted to find out whether a pupil 
had become aware of possible flaws in his approach or seen 
other ways of carrying out the investigation:

I f  y o u  could  do this experim ent again using the same 
things tha t y o u  have here, w ould  y o u  do it in  the sam e  
way or change som e things that y o u  d id  to m ake the 
experim ent better?

(Continued on page 45)
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H a rn essin g  
La bo r’s H eritage

B y  S t u a r t  B. K a u f m a n

SAMUEL GOMPERS, the American Federation of 
Labor’s first president, was also its first archivist. He 

was an inveterate collector of the AFL’s written record 
because he saw the labor movement’s material demands 
as contributing to a goal of larger historical importance. 
“I do not value the labor movement only for its ability to 
give higher wages, better clothes, and better homes,” he 
explained near the end of his life,

—its ultimate goal is to be found in the progressively 
evolving life possibilities of those who work. There are 
such wonderful possibilities in the life of each man and 
woman! No human being is unimportant. My inspiration 
comes in opening opportunities that all alike may be free to 
live life to the fullest.

Stuart B. K aufm an is the director o f  the George M eany  
M em orial Archives and  a labor historian a t the Uni
versity o f  Maryland, where he is a mem ber o f  the AFT. 
His books include  Samuel Gompers and the Origins of 
the American Federation of Labor, 1848-1896 (1973), 
Challenge and Change: The History of the Tobacco 
Workers International Union (1986), and  A Vision of 
Unity: The History of the Bakery and Confectionery 
Workers International Union (1986). He is the editor o f  
the Sam uel Gompers Papers project, which is produc
ing a comprehensive microfilm edition and  a selected 
twelve-volum e prin ted  edition o f  the papers o f  the first 
president o f  the AFL, two volum es o f  the prin ted  edi
tion have been published to date.
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This belief fueled both Gompers’ efforts to build up 
the AFL and his desire to chronicle its contribution to 
history. One could appreciate Gompers’ dismay, then, 
when during 1895—the one year he was not president 
of the AFL between 1886 and 1924—he watched help
lessly as the federation’s new secretary discarded years 
of files and material Gompers had diligently squirreled 
away. The new man, Gompers later commented ruefully

held what Henry Ford later declared, that history is bunk, 
and cared nothing for historical material. The Federation 
was to him just an organization, whereas to me, it was the 
dearest product of a life’s work.

More than half a century later, Gompers’ successors 
have built upon his legacy. Despite occasional episodes 
of discarding records, the tendency over the years has 
been to save. Decades of records and dust accumulated 
together in the cellar and attic of the AFL and its suc
cessor organizations and in the cabinets and closets of 
their offices and departments. In an organization whose 
leaders instinctively saw their history and traditions 
embodied in this rising mountain of paper, however, a 
new approach to the historical record gradually took 
hold.

In 1981, the AFL-CIO established the George Meany 
Memorial Archives in a subcellar of its headquarters 
building. For the next six years, several professional 
archivists gathered together many of the disparate rec
ords of the organization. By 1987, they had established 
the first stages of a modern records management system
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Can You Identify George Meany?
On August 12, 1939, the New York State Federation o f 
Labor kicked o ff its convention with a massive parade o f  
over one hundred thousand marchers in New York City. 

Joining state federation president George Meany (far left) 
on the reviewing stand are (left to right) New York City 
Mayor Fiorello LaGuardia, AFL President William Green, 
and Thomas J. Lyons, president o f  the New York City 
Central Labor Council. Six weeks later, Meany was elected 
secretary-treasurer o f  the AFL This image is featured with 
other photographs, memorabilia, original documents, and 
oil paintings in the permanent exhibit, “George Meany: 
Builder o f Labor’s House, ’’ which traces the life and career 
o f the AFL-CIO's first president.

Sweepers and Spool Boys
The Meany Archives holds over fifty  thousand historical and 
contemporary photographs. The collection includes the 
expected labor-related subjects, as well as images o f  general 
interest, and is heavily used by researchers. This photo o f  
“Sweepers & Spool Boys’’ is from  one o f three snapshot albums 
compiled by an AFL organizer during a 1914 textile strike.
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L a b o r ’s  H e r it a g e :
Th e  Q u a r t e r l y  M a g a z in e  o f  t h e  G e o r g e  M e a n y  M e m o r ia l  A r c h iv e s

Th e  EDITORS of Labor’s 
Heritage want to present a 
common people’s history to com

plement traditional textbook 
treatments of America’s past. A 
scholarly based, nonpartisan his
tory magazine, Labor’s Heritage 
gives writers in a variety of profes
sions access to a wider audience 
among labor union members, 
teachers, students, and the general 
reading public. Historians share 
their latest research; archivists 
write about the insights and angles 
to be found in their labor collec
tions; museum curators conduct 
written and photographic tours 
through labor exhibits that many 
would never have a chance to see 
in person; musicians, artists, and 
folklorists share their insights into 
the world of work. The articles in 
Labor’s Heritage are lavishly illus
trated with photographs, graphics, 
reproductions of documents, and 
other material.

The first issue suggests the broad 
range of Labor ’s Heritage. One 
article, based on extensive inter
views and research, reconstructs 
life in the Bloomington, Illinois, 
railroad yards over generations in

which the railroad shops domi
nated the industry of the town. 
While this article ranges through 
much of the tw entieth century, a 
second looks back at the New 
Orleans docks between 1880 and 
the turn of the century, recon
structing the surprising racial 
solidarity among workers in an era 
when Jim Crow segregation was 
the norm throughout the South. A 
third piece explores the complex
ity of the career of the labor artist. 
Ben Shahn, including reproductions 
of some of his lesser-known works. 
Another re-creates the frustrations 
and determination of a generation 
of women workers who held jobs

CUT HERE AND MAIL TODAY

in the defense industry during 
World War II; it follows them into 
peacetime as they fought to main
tain their jobs and to receive equal 
treatment. Finally, the archivists at 
the Western Historical Collections 
at the University of Colorado at 
Boulder report on the rich body of 
labor records they have been 
gathering. Articles already planned 
for subsequent issues deal with 
such diverse topics as newsboys in 
the 1930s, iron molders in post- 
World War I Worcester, Mas
sachusetts, the Smithsonian 
Institution’s exhibit on “Symbols 
and Images of Labor,” and the 
bloody crackdown by Ford’s goon 
squad at the Dallas Ford plant just 
prior to World War II.

Teachers are a special readership 
for Labor’s Heritage and are eligi
ble for a reduced subscription rate 
as indicated on the mail-in sub
scription form. The editors of 
Labor’s Heritage can think of no 
group for whom a broad familiarity 
with labor’s traditions would be 
more valuable. They hope to con
vey these traditions through 
straightforward articles that open a 
fascinating window to the past in 
all its richness and complexity.

IABOKS
^  HERITAGE v

10000 New Hampshire Avenue 
Silver Spring, Maryland 20903

□  Yes. Send me Labor’s Heritage
□  1 YEAR (4 issues)

Newsstand $20; Regular $15 
YOUR PRICE SI3 50

□  2 YEARS (8 issues)
Newsstand $40; Regular $28 
YOUR PRICE $25.20

□  3 YEARS (12 issues) 
Newsstand $60; Regular $40 
YOUR PRICE $36

C heck if  outside U.S.
□  1 yr. $18.75
□  2 yrs. $35
□  3 yrs. $50

Send my subscription to:

Name

Street

City State Zip

Bill me later Q
Payment Enclosed (make check payable to the George Meany Center for 
Labor Studies) □
□  Mastercard □  Visa □  American Express

Card Number Expires

Signature
Check if you want information on 
f l  gift subscriptions
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designed to assure the flow of older records out of the 
AFL-CIO’s offices and into the archives and to identify 
and preserve those records with long-term value. Many 
offices within the AFL-CIO were beginning to find that 
they had easier access to their older records in the 
archives than they had when they handled the storage of 
records themselves.

Thorough modernization of the archives awaited the 
opening of the spectacular new state-of-the-art George 
Meany Memorial Archives building on the forty-seven- 
acre campus of the George Meany Center for Labor 
Studies in the Washington suburb of Silver Spring, Mary
land, on August 17, 1987. The new facility started with 
an inheritance of eight thousand cubic foot boxes filled 
with records (the equivalent of about two thousand file 
cabinets), as well as over fifty thousand photographs and

graphics, assorted films, and memorabilia. In short 
order, the significance of the records, combined with a 
modern facility and professional staff, was enabling the 
Meany Archives to begin serving as a center for labor 
scholarship.

This is a comprehensive archives by modern stan
dards. The archives’ five floors of stacks store records 
under controlled temperature, humidity, and security 
conditions. Its archivists and graduate students work 
together to evaluate, process, and inventory the rec
ords, soon to be aided by a computer system driven by 
advanced archival software. “Retention and disposal” 
schedules established in consultation with each AFL- 
CIO department allow the archives to make records 
available to researchers after a prudent period of time, 
on the  average abou t tw en ty  years. And w hen
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The AFL’s First Ledger
In his Seventy Years of Life and Labor, 
Samuel Gompers recalls furnishing  
the first office o f the AFL: "One 
essential I  had to buy during the 
first fa ll  was a stove and pipe, which 
cost S8.50, ” and “We invested one 
dollar in pine wood and cuttings

out o f  which to construct real files. ” 
Today the federation’s modem  
accounting records—paper and 
computer tape—sit alongside this 
slender ledger from  1886-1890 on 
the shelves o f  the George Meany 
Memorial Archives.
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researchers do visit the archives, they find both a large 
reading room  and several m eeting rooms that offer 
attractive settings for research and for scholarly con
ferences.

Researchers bring a wide variety of interests to the 
archives. Topics of visiting scholars in recent months 
have ranged from American labor’s influence on General 
M acArthur’s reorganization of the Japanese national 
health insurance during the American occupation of 
Japan from 1947 to 1949, to labor’s reaction to federal 
immigration policy and immigrants from 1886 to 1985, 
to the leadership of the United Textile Workers general 
strike in 1934. Representatives of national and interna
tional unions, as well as of locals and of central bodies, 
regularly come to the archives to investigate aspects of 
their history. A random  selection in recent months 
includes the Knoxville-Oak Ridge Area Central Labor 
Council, Stone & Marble Masons Local 2, the Seafarers’ 
International Union, and the National Association of 
Letter Carriers.

I
N ADDITION to enhancing the access of legitimate 
researchers to the AFL-CIO’s historical records, the 
Meany Archives is also helping to lay the groundwork 

for an even broader effort to save the records of the 
labor movement and make them available for posterity. 
While the Meany Archives does not have sufficient space 
to hold the records of the AFL-CIO’s affiliates, it serves as 
a liaison in aiding affiliates find a home for their records 
in other archives that are seriously interested in labor 
collections. It has helped recently, for instance, in estab
lishing the h istorical reco rds of the In ternational 
Federation of Professional and Technical Engineers at 
the University of Maryland and the Granite Cutters 
International Association of America at the University of 
Massachusetts, Amherst. What is more, through the 
labor archivists’ roundtable of the Society of American 
Archivists, the Meany Archives’ staff is working with the 
national network of labor archivists in other ways that 
are of direct benefit to the AFL-CIO’s affiliates. For exam
ple, various labor archivists have experience in helping 
local unions improve their handling of records. The 
Meany Archives is now collaborating with these archi
vists, as well as with records specialists of several AFL- 
CIO international affiliates, to develop a records manual 
for local unions.

If this appears to represent something of a renais
sance of interest in labor’s history, there are broader 
developments behind it. Quite a few national and inter
national unions have reached either their hundredth or 
their fiftieth anniversaries, reflecting two historic peri
ods of concentrated union organizing in the 1880s and 
1890s and in the 1930s. Their efforts to prepare written 
histories and otherwise mark the occasion have fre
quently drawn their attention to the need to profession
ally preserve their older records. At the same time the 
social turm oil of America in the 1960s created an 
unusual interest by a new generation of historians in the 
social fabric of the United States. Their drive to take 
historical research beyond its traditional focus on lead
ers and elites, to understand the nation “from the bot
tom up,” has increasingly drawn attention to the records 
of labor at the local, as well as national, level. Among the 
more dramatic responses of archivists to this scholarly

in terest have been  the efforts of many historical 
societies to expand their holdings of records of the 
common people and the ambitious statewide surveys 
conducted by archivists in Ohio, Connecticut, and New 
York to locate labor records and see to their preserva
tion.

O NE OF THE most far-reaching aspects of the 
Meany Archives resulted from its designation as a 

“living memorial” to George Meany. While the archives 
was clearly a living institution providing important ser
vices to the AFL-CIO and its affiliates as well as to the 
world of scholarship itself the archives staff wanted to 
more directly address Meany’s parting charge— “Yours 
is a good labor movement. Now go out and make it 
better.” The situating of the archives on a campus dedi
cated to labor leadership training suggested where the 
archives might take the initiative.

For years, union activists have complained that many 
members and leaders, not to mention most of the gen
eral public, know very little about the traditions that 
make unions something more than just another series of 
organizations to join, that make them, in a word, a 
movement. The example of Samuel Gompers is sug
gestive of the personal energy that can be engaged when 
labor leaders see their work in clearer historical per
spective. Did the labor movement need the equivalent 
of a National Geographic Society of its own to find 
attractive and appealing ways to explore and transmit 
labor’s traditions? Would success promote improved 
leadership, not to mention a more committed mem
bership and a public more receptive and sympathetic to 
the movement’s concerns? Could the archives develop 
ways of disseminating labor’s heritage to a mass national 
audience within and outside the movement?

In the last year, the archives has forayed into this 
arena. Its most ambitious effort has been the launching 
of Labor’s Heritage, a beautifully illustrated quarterly 
subscription magazine. (See sidebar.) The response to 
this publication has been overwhelming, suggesting that 
there indeed was a vacuum waiting to be filled. With this 
project fully under way, the archives has been looking 
into other avenues.

For instance, thousands of trade union leaders who 
come to the center each year for training have visited 
the archives’ museum areas. There is an intimate rear 
lounge with cases devoted to each of the former presi
dents of the AFL, CIO, and AFL-CIO, along with a time
line and photographic display on the history of the 
movement. Posters from a cross-section of labor cam
paigns adorn the archives’ small auditorium. The major 
exhibit is in a large area adjacent to the front lobby, 
depicting George Meany’s life and the labor movement 
of his period. It is a story of human dimensions that 
repays reflection. Here one finds original and facsimile 
documents representing some of the benchmark labor 
events of the Meany years, such as the handwritten note 
of October 1955 from a unity meeting between the AFL 
and the CIO, recording the unanimous decision to 
create “a single trade union center in America through 
the process of merger . . . . ” One of this exhibit’s more 
personal aspects is a video monitor that allows the 
viewer to select from three two-minute tapes in which 
Meany offers an introspective look at his experience and
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ChA». B. S tillm an . m«* 
George S ype . Y ie i-w n . 
John J. McCarthy, s ic .
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AFFILIATED

AMERICAN FEDERATION OF LABOR
Illinois S tate Federation o f Labor 
IE Chicaoo Federation or Labor

CHAS. B. STILLMAN, PRES 
1620 LAKE AVE., WILMETTE 

WILMETTE 329

J o h n  J. M c C a r t h y , s e c .
744 BELMONT AVENUE 

GRACELAND 2026

F. G. STECKER, FIN.-' 
1618 LAKE AVE.. 

WILMETTE 1

C H IC A G O , IL L IN O IS , April 18. 1 1 6

Prank Morrison. ^eoretary 
American Federation of Labor 
Washington, T). nm

Dear Sir and Brother:

I am enclosing an application for a charter, or 

certificate of affiliation, on behalf of ^he '"eanhers’ International 

Union of America, which was organized April 15, 1916, at, a conten

tion held in ^hicafrc. Authorized delegates from four unions were 

present, and the New York ni t y  and ^ranton organizations sent 

strong assurances of cooperation, though they were unable to send 

representatives. mhe Oklahoma "itv union has in the past given 

repeated promises of cooperation.

President ’Talker of the Illinois state federation 

of Labor knows that the time is ripe for the organization of the 

teachers in lar^e districts of this state; and we have reason to 

believe that conditions elsewhere are favorable.

I will also enclose a copy of our Constitution, 

adopted by the Convention last Saturday. -Ve aimed to keep it in 

complete harmony with the spirit of the American Federation of Labor, 

Our application is approved by your organizer, 

John Fitzpatrick, President of the '’’hicao-o Federation of Labor, who 

has been in touch with our movement from the beginning.

Fraternally yoursernaily yours.

International ^resident

WESTE
DAY

UNION
T E R

GEORGE W. E, ATKINS, v ic e -president NEW COMB CARLTON, PRESIDENT BELVIDERE BROOKS. V)Ce-PReSID8NT

RECEIVER’S No. TIME FILED

SEND tbe following Day Letter, subject to the terms 
on back hereof, which are hereby agreed to

, ay 9,1915

"r .  Charles B. Stillman
%66 West U'aahiEgton .'t . Ohlot -o. 111.

letter “ay sixth and annlio' tio for oh-.-'tor r o c  ’.t o :. : c
ne riaTe than ordinary srratific'.tion to jivise you th ' cfca.-ter s il l  
be issued to fcaerloon Federation of Teachers by \ 3 .. 'adoration
o ' T>ibor on this date, ’. la j  nine, nineteen haiulrad si i;
-» to taka 'advantage o f  t h i s  opportunity of aetifin'? a -ocaa.-o of 
oraa-Mwr and good will for a  thorough ore.uilsation of teachore of 
' -o.-ioa, that the American Federation of Seaohers may he sat on the 
road of p r a - t ic  1 , bonefioinl -orfc in the interact of f .c  to .rhoro, 
of the papils in the schools m i  of the people o ' or.-: so '. :oa = ou .tr~.

Samuel noapera  
President, American .’ederatio of 

labor

(Charge to A.2?. of I . )
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his philosophy. In recalling Hitler’s 
rise to power in the last week of 
January 1933 and the crackdown on 
unions and other groups in German 
society, Meany explains:

From that time on I became very 
m uch of an In terna tionalis t. We 
could no longer ignore things that 
were happening in the world, that if 
people lost the ir freedom  som e
where, in some part of the world, it 
was a potential threat to freedom in 
the United States.

The archives’ exhibits in general 
clearly affect visitors, evoking their 
interest as well as their pride. Since 
the Meany Archives is intended as a 
national institution, the staff is now 
evaluating ways to make visual mate
rials available for exhibits in com
munity institutions, including union 
halls and public schools and librar
ies. Another idea the staff is examin
ing involves a pilot p ro ject using 
retirees to share their trade-union 
career experiences w ith students. 
Initially the archives is training 
retirees as docents to take small 
groups of studen ts th rough the 
archives’ museum and work areas. As 
with other archives’ programs, the

AFT Granted Charter 
in 1916
Although the archives o f  the AFT are 
collected by Wayne State University 
in Detroit, the Meany Archives holds 
documents reflecting the interaction 
between the union and the federa
tion. The original charter 
application submitted by Charles 
Stillman lists the founding local 
unions o f  the AFT as the Chicago 
Teachers’ Federation, the Chicago 
Federation o f  Men Teachers, the 
Chicago Federation o f  Women High 
School Teachers, and the School 
Teachers’ Association, #14837, o f  
Gary, Indiana, and requests that the 
name o f  the new union be "The 
Teachers’ International Union o f  
America ’’Stillman and Gompers 
subsequently corresponded con
cerning articles o f  the proposed 
constitution dealing with revenue 
and amendments and the jurisdic
tion o f  the new union, after which 
the AFL granted a charter to the 
American Federation o f  Teachers on 
May 9, 1916.

A m e r ic a n  F e d e r a t io n  o f  T e a c h e r s  3 1



intention will be to find ways to give a nationwide scope 
to this activity once the format is tested in the archives’ 
own “laboratory.”

W HAT THE AFL-CIO’s large commitment to the 
new Meany Archives should signal is that the 

labor movement takes the preservation and dissemina
tion of its heritage very seriously and has drawn 
together the physical and professional resources to get 
the job done. Symbolic of this is the agreement the 
archives helped to arrange between AFL-CIO President 
Lane Kirkland and U.S. Secretary of Labor Ann McLaugh
lin in February 1988. For years, the Department of 
Labor’s library, one of the foremost repositories of the 
history of the American labor movement in the world, 
had been suffering from a lack of sufficient resources to 
care for the valuable material in its possession. With 
over a half-million books and pamphlets in its collec
tion, it held many one-of-a-kind items that were deterio
rating or being lost as space and staff for the library 
declined. In a historic agreement, the departm ent 
agreed to the establishment at the Meany Archives of a 
U.S. D epartm ent of Labor Collection, to which the 
departm ent’s rarer books, pamphlets, newspapers, and 
other material would be removed for safekeeping and 
preservation.

The project is now well under way and will result in 
salvaging a long-endangered treasure-trove of the move
m ent’s history. Even a casual pass through the area in the 
Meany Archives where staff members are arranging and 
describing the first sixty boxes of material from the 
library reveals the fascinating array of history the collec
tion represents. There is a secret circular from about 
the 1880s explaining the signs and symbols of the 
Knights of Labor. A pamphlet from the National Mar
itime Union of America reveals the extent of the labor 
spy network that was operating within the union on 
behalf of employers in 1949- And a 1911 edition of Miss 
Virginia Penny’s book, 500 Em ploym ents Adapted to 
Women, M arried and  Single, suggests that

a teacher should well understand the springs of human 
action. Add to these, ability to discriminate, perfect com 
mand of temper, unwearied perserverance, patience that 
never flags, and tact for imparting knowledge, and you have 
the desiderata for a most excellent teacher.

If the archives appears to have taken up its mission 
with a religious-like fervor, it is because the archives 
does serve in a way as a temple. It is a place not only for 
tracing where the movement has been but for coming 
to an understanding of what has been most constant and 
good in its traditions and how these make this a better 
world. In so doing, it knits together the generations of 
labor leadership, making it easier to see the common 
lines that link individuals like Gompers—ajewish immi
grant cigarmaker of Dutch and English descent—and 
George Meany—an Irish-American plumber from the 
Bronx. For it would not be difficult to attribute to Gom
pers George Meany’s parting statement on the greater 
purpose of the movement, stenciled on the archives’ 
lobby wall:

The basic goal of labor will not change. It is—as it has 
always been and I am sure always will be—to better the 
standards of life for all who work for wages and seek 
decency and justice and dignity for all Americans. d l

On the Home Front
This World War II photograph, 
dated May 1942, carries with it the 
original Office o f  War Information 
caption that captures the grim  
determination o f  the early war pro
duction workplace: “She can’t forget 
Pearl Harbor, and she is determined 
that Hitler and Hirohito shall have 
cause to remember it. Mrs. Evelyn J. 
W. Cacola, Pearl Harbor widow, 
drills rivet holes in the belly gun  
door o f  a U.S. bomber, soon to storm 
over Axis land, sowing death to the 
aggressors. ”
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G rapevine
A High-Tech Voyage 
Through the ’Thirties

By  Ro b e r t  C a m pb ell  a n d  Pa tr ic ia  H a n l o n

Assigned to prepare a presen ta tion  on the D ust 
Bowl, yo u r  student sits facing  two machines, aM acin- 
tosh com puter and a videodisc player. He p u lls  up the 
Grapevine program  on the M acintosh and  learns from  
a diagram that Expo (m eaning Exposition) is a good  
place to get his bearings. With a click o f  the mouse he’s 
there and  finds there are essays on thirty-one topics, 
fro m  agriculture to violence. He chooses m igrant 
workers and finds he has a further choice o f  “sound , " 
“images, ” “issues, ” “links, ” a n d  more. He chooses 
“issues” w ith a click and brings up a seven hundred- 
w ord essay, p lu s  supplem entary com m ents by his 
teacher, introducing him  to the world o f  the migrant.

C u rio u s  a b o u t  the p o w e r fu l  p h o to g ra p h s  o f  
m igrant workers m entioned in the essay, and  seeing 
the nam e ofphotographer Dorothea Lange, he asks the 
com puter to search fo r  more inform ation on her. Up 
comes a short biography. I f  he likes, he can click a 
“button" and  display her photograph on the video 
m onitor From here, he can return to the essay, read 
another essay on photography in the 30s, browse 
through dozens o f  Lange’s haunting photographs, see 
fo llow -up  photographs o f  the same people years later, 
w atch a docum entary on another Farm Security  
Adm inistration (FSA)photographer, or take dozens o f  
other paths. The student m ight call up background  
in form ation on a photograph— when and where was 
it taken? Who are these people?— or ask fo r  more facts  
on the FSA

He discovers the FSA also managed camps fo r  agri
cultural workers and  asks to hear a statem ent fro m  a 
fo rm er camp manager. He then dips into the weekly 
reports o f  Tom Collins, another camp manager ( who 
was also Jo h n  S teinbeck’s gu ide to the cam ps he 
researched fo r  The Grapes of Wrath), looks a t a p h o 
tograph o f  Collins, and notices that the photographer 
was Dorothea Lange— only the first o f  numerous fa s 
cina ting  lin ks  he’ll m ake w hile traveling through  
Grapevine. Before leaving the terminal, he has read 
excerpts fro m  several books, watched part o f  a film  
docum entary on the D ust Bowl, studied a m ap o f  the 
paths taken by the Okies and  others to California, and  
noted three books fro m  the computer’s annotated bib
liography that he hopes to check ou t o f  the school 
library. He also m akes a note to come back and hear 
Studs Terkel’s interviews o f  Depression-era farm ers  
and  dig o u t a m agazine article on the current lives o f  
the m ig ra tio n ’s survivors. Several days later, after 
completing his research, he returns to Grapevine and

assembles a sequence o f  materials, both sound and  
image, into a docum entary that he w ill present to his 
class.

The creation o f  two San Francisco teachers, Grape
vine is one o f  several early pro to types o f  a new  
m edium  called “interactive m ultim edia" and  som e
times “hyperm edia ’’ The m edium  combines the m em 
ory and  connective pow er o f  the computer, the high- 
quality  display capability o f  the videodisc, and  an  
unprecedented p o ten tia l fo r  interactivity. Can it 
really help teachers and  students? Here, a report fro m  
and a conversation w ith the creators.

* * *

W E BEGAN what became “the Grapevine project” 
with no such thought in mind, neither the name 
nor a long-term effort. It was merely a cooperative 

attempt by a high school English teacher (Pat) and a 
school librarian (Bob) to facilitate the kind of in-depth 
teaching and active learning that we both favor. Pat’s 
sophom ore class was studying John Steinbeck’s The 
Grapes o f  Wrath. To begin, Pat asked her students to 
spend an hour in the library exploring the 1930s, to ask 
older relatives about their memories or impressions of 
that time, and to bring back to class something that 
moved or fascinated them. They returned with Dor
othea Lange photographs, Woody Guthrie songs, Studs 
Terkel interviews, and vivid anecdotes from their grand
parents. One student brought back Bill Ganzel’s D ust 
Bowl Descent, a wonderful book that answers the ques
tion: What ever became of those Dust Bowl refugees 
whose unforgettable faces haunt the photographs of 
Dorothea Lange, Russell Lee, Arthur Rothstein, Walker 
Evans, and the other photographers who chronicled 
them for the Farm Security Administration?

Pat’s class discussed how each discovery connected to 
the other, to The Grapes o f  Wrath, and to life today. Pat 
suggested students view a documentary by KQED (our 
local PBS affiliate) on the Vietnamese fishermen who are 
settling in coastal northern California and look for paral
lels with the thirties. Sure enough, the students saw a 
resemblance between the attitudes of some Californians 
toward the Okies in the 1930s, as expressed in Stein-

Patricia H anlon is an English teacher a t Lowell high 
school in San Francisco. Robert Campbell recently 
retired fro m  Lowell after thirty-six years as a librarian 
in the California pub lic  schools.
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beck’s novel, and sentiment against the emigre fish
ermen fifty years later.

Having made discoveries and having found produc
tive connections, we wanted to preserve them, not 
begin with a blank slate again next semester. We wanted 
to collect more of these rich materials and insights and 
share them more effectively. The next group of students 
would of course make new finds, but they would gain 
nothing from the work of these present students and 
would, like their predecessors, pass nothing on them 
selves except to the teacher. What did such a system say 
about how we perceived the value of their work?

Having collected a roomful of pictures and posters, 
books and slides and fruit box labels and audiotape, we 
wanted to record the nature of the interesting connec
tions amongst them. The card catalog alone was not 
adequate to locate these things, and neither 3 by 5 cards 
nor annotated bibliographies could do justice to the 
complex relationships. Material in libraries is not rou
tinely cataloged in depth or linked in the intricate ways 
we needed. When we learned, for example, that the 
library card catalog had no Dust Bowl heading, we 
could add such a card. But when students found three 
relevant chapters in the book Unknoum California, 
including Gerald Haslam’s “The Okies Forty Years Later,” 
we could not expect the card catalog to start flagging all 
the buried treasures in all the books.

THERE WERE other frustrations to our traditional 
approach, as well. We discovered a 1937 Life maga
zine with paintings of the Dust Bowl; but passing it 

around the room  was not efficient. By the time it 
reached the last person, only a few minutes were left for 
discussion, and most students had seen only one paint
ing. Theoretically, we could turn the photos into over
head slides. We could keep borrow ing the KQED 
documentary. We could continue to schedule projec
tors and screens or VCR carts to show films or docu

mentaries in which only a moment here or there is 
relevant. We could  try  to edit together our own 
audiovisual presentations, but, as all teachers know, this 
can be accomplished with all the dispatch of a medieval 
monk illuminating a manuscript.

And what of keeping on top of all the material? The 
Grapes o f  Wrath is about the Dust Bowl, sharecroppers, 
good and bad farming practice, government camps, the 
desperate plight of migrant workers like the Joads. But it 
is also about our econom ic system, the mood of a 
decade, about folklore and music, labor unions, preju
dice, brotherhood and weather, superstition and pol
itics—and it points to yet more topics. How can any 
teacher be master of so much information, so many 
thorny issues? (And, of course, most teachers are 
responsible for teaching more than one book.) Where 
can she or he, even in collaboration with a librarian, find 
the time to assemble large collections of teaching mate
rials in many media and make them accessible to stu
dents—even supposing that multiple circulating copies 
are available?

Fortuitously, as we were grappling with these diffi
culties, designers at Apple Computer were searching 
out real-world problems for which their newest com
puter technology—not at that time commercially avail
able—might be a solution. When Kristina Hooper of 
Apple came to our school to brainstorm with a group of 
teachers, there was a synergistic “click.” In June 1985 
we began, with her support, to work on the answer to 
the question: Could computer-driven technology help 
us out?

Now, after two years of afterhours and weekend work 
and nearly a year and a half of full-time effort [in June 
1987 Pat took a year’s sabbatical, and Bob retired after 
thirty-six years in education], we have com pleted 
Grapevine, and we think the answer is “yes.” We believe 
that interactive multimedia—the technology that fuels 
Grapevine—will allow teachers and students to find and

Grapevine allows a student to 
fo llow  his curiosity as it leads 
him  through different media and  
even when it takes him to other
wise hard-to-find sources.

This student began his 
Grapevine voyage with cm essay 
on the Depression. A t the close o f  
the essay, the student was shown 
photographs o f  fo u r  people with 
whom he could continue his 
travels: John Steinbeck, an up- 
and-coming novelist; Dorothea 
Lange, a government pho
tographer known fo r  her 
evocative Depression-era photos; 
Bernard Zakheim, a mural artist; 
or Tom Collins, manager o f a 
government-sponsored camp fo r  
migratory workers.

Here, after the student has chosen 
Dorothea Lange, the computer dis
plays a thumbnail biography o f her 
prepared by Hanlon and Campbell,
(shown here, to make it larger, on a 
video monitor). For a photo o f  Lange, 
the student ju st clicks the button.

The Lange photo, this one from  the 
book Photographs of a Lifetime, is 
selected by the computer from  an 
archive o f hundreds o f  photos stored 
on the videodisc.
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gain access to materials easily and connect what’s rele
vant, resolving a variety of persistent problems now 
faced by teachers.

What is interactive multimedia? What is Grapevine? 
Will they help you to teach and your students to learn? 
We will briefly describe Grapevine, comment on the 
possible future of the new medium, and then answer 
some down-to-earth questions from the editor. But we 
also want to insert right here an admission of enthusi
astic bias. We believe this innovation can revitalize 
learning and refresh our teaching. We have no doubt 
that soon people will be learning everything from skiing 
techniques to sonnets to astrophysics by means of inter
active multimedia.

GRAPEVINE IS a multimedia “library in a box” cen
tered on The Grapes o f  Wrath and the many issues 

it touches upon. It places at your fingertips—inside a 
Macintosh computer and a videodisc player—a wealth 
of material that would ordinarily take weeks or months 
of research to unearth: whole files of photographs by 
D orothea Lange and the o ther FSA photographers. 
Newsreel footage of Neville Chamberlain, Hitler, Dust- 
Bowl devastation, political conventions, and much 
more. Excerpts from soap operas and radio comedy 
program s. Scenes, costum es, stories, and colorful 
posters from the Federal Theatre Program. The voice of 
Franklin Roosevelt giving his first fireside chat. Dozens 
of quotations from The Grapes o f  Wrath, Factories in 
the Field, and 189 other works, with many links pro
vided betw een them. Reproductions of murals and 
other art of the period. Charts, maps, and timelines. 
Letters from Steinbeck. The program does not attempt 
to be exhaustive; it is designed to transport the user to a 
critical and interesting period in history and to reveal to 
him many facets of it for further exploration. It makes 
use of the serendipity that led us and the students to 
interesting byways, but it preserves the richest “links”

so students need not depend on serendipity to discover 
them the next time.

The Grapevine databank includes more than just pri
mary sources. We’ve organized the material according 
to thirty-four topics, like migrant labor, agriculture, the 
Depression, and photography. For each one, w e’ve w rit
ten a seven- to eight-hundred-word essay introducing 
the topic to the students. We’ve written issues cards— 
com puterese for a single com puter screen—which 
pose to the students one or more critical questions 
about each topic, and activities cards that direct stu
dents to certain lines of investigation. There are also 
games and short biographies about key Depression-era 
figures. There are suggestions for dozens of projects, 
discussions, and research activities. The “Bibliography” 
section includes an annotated entry on each of the 190 
works on Grapevine. “Quotations” includes quotes and 
sources from scores of people on dozens of selected 
topics.

Grapevine also includes a category called “Stories” 
from which students can call up any one of dozens of 
narratives on specific topics that we preassembled from 
the raw material on Grapevine. These preassembled 
stories include not only documents, news footage, and 
book excerpts but also suggested student activities and 
even quizzes. These stories include accounts of the rise 
and fall of the Federal Theatre Project, a North Dakota 
farm girl’s m em ories of her Dust Bowl experience, 
Franklin Roosevelt’s leadership style, the search for an 
American Utopia, the work of the New Deal alphabet 
agencies, and the use of alien labor in California. Watch
ing one of these preassembled stories is something like 
watching a documentary; but it allows, even encour
ages, interactivity: The user is free to leave the desig
nated path, browse at will, and return when ready. A 
teacher can also preassemble her own stories on topics 
she wants to illuminate for her class.

Do we have any apprehensions about the future of

The student then browses through 
dozens o f Lange’s Depression photos, 
collected on Grapevine from  a 
number o f  different sources, and 
chooses to study this one on the left 
more closely. Curious about the 
photo, he asks the computer fo r  back

ground on it a n d . . .  up comes this 
comment on the right, explaining 
that the man in the photo is Tom 
Collins, the migrant-camp manager 
on whom John Steinbeck based one 
o f his Grapes of Wrath characters.

W in t e r  1 9 8 8 A m e r ic a n  F e d e r a t io n  o e  T e a c h e r s  3 5

P
H

O
TO

G
R

A
P

H
S 

BY
 

M
IC

H
AE

L 
C

A
M

P
B

E
LL



multimedia? As confirmed worrywarts, of course we do. 
Here are a few of our concerns: that producers of multi- 
media might underestimate the creativity, intelligence, 
and energy of teachers and market easy but bland pro
grams; that teachers, overwhelm ed by the p repon
derance of bad or trivial software, may not take the 
trouble to discover those that are superb; that users, 
finding that computers used with media do one thing 
well, such as producing decorative handouts, may settle 
for that (which would be like using your VCR as a digital 
clock and nothing more); and that the cost and trouble 
of getting access to copyrighted sound and images will 
limit the media available to what is in the public domain. 
Perhaps ways will be found to make the whole universe 
of media available for education while still giving the 
creators fair compensation. Moreover, multimedia will 
not reach its potential if it is distributed as stingily as 
‘AV” was in the fifties and sixties or if adequate resources 
for training are not provided. It will succeed only if it 
helps, not burdens, teachers from the outset.

We don’t regard multimedia as the cavalry on its way 
to save the beleaguered public schools. But while it’s no 
magic bullet, its potential to help is enormous. Wouldn’t 
it be refreshing if the high technology that is transform
ing industry, banking, most of the professions, and war
fare had som ething to offer education, too? And 
wouldn’t it be surprising if it didn’t?

Editor: Now for a few questions. This is un q u es
tionably an im pressive package o f materials. Is the 
efficient assem blage o f these materials the main  
advantage that Grapevine offers?

A. While Grapevine does contain enough material 
to constitute a respectable database, it is more than that.

Thanks to the technology of interactive multimedia, 
Grapevine contains unique “authoring” tools that make 
possible an unprecedented level of interactivity, “con
nectivity”—whose meaning will become clearer as we 
discuss what Grapevine can do—and custom tailoring 
to m eet the special needs of a given class, teacher, or 
student.

The authoring tools allow the user to manipulate the 
program’s content and even alter the program. Both 
teachers and students can—with unprecedented ease— 
add new material: a new question for a game, a student’s 
own remarks about a book, a new biographic profile, a 
new topic, and new “links,” which give you immediate 
access from one document to a related one. For exam
ple, if a student discovers that Pare Lorentz—who filmed 
the Dust Bowl documentary “The Plow that Broke the 
Plains”—was greatly admired by John Steinbeck and that 
Steinbeck wanted to learn filmmaking from him, the 
student could connect these pieces of information. With 
several easy keystrokes, the student could insert a 
clearly identified “hot spot” on the computer screen 
that introduces the Lorentz documentary. The next user 
would just have to touch the “hot spot” to move directly 
to a short comment on Steinbeck’s regard for the film
maker. Another tool, called Sequencemaker, lets both 
teachers and students create their own documentaries 
that can be presented to the whole class, to a small 
working group, or saved on Grapevine for viewing by 
future classes.

Until now, the student, like everybody else, has been 
on the receiving end of a steady inundation of sophisti
cated communications that use song and dance, lights, 
action, color, humor, and drama, often for no higher 
purpose than to sell carbonated beverages. As experi

Under the heading “Depression, ” stu
dents can dig through hundreds o f  
documents, both original and teacher 
designed. This card—computerese for  
a single video screen— is a mock-up 
o f a 1930s newspaper fron t page, 
created by Pat and Bob to provide 
students with a short journalistic 
overview o f  a few  issues. For more 
background on any o f  the three head
lined topics, students ju st touch the 
headline.

After hitting the “economic plight” 
headline, the student can browse 
through dozens o f  relevant docu
ments such as this one on average 
1933 wages in different occupations.
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enced users of multimedia, the students themselves will 
become more sophisticated and critical consumers of 
the high-tech comm unications that so pervade our 
culture.

Q. Switching gears for a m om ent, could  you  
give the m ore technological am ong us m ore detail 
about the specs o f these m achines?

A. These things change almost day to day. Memory 
capacity goes up; costs come down—though still not 
low enough. Certainly the machines will become more 
compact and easier to hook up than they are now. 
Anyway, the student sits down to two machines. The 
computer is a Macintosh Plus or SE connected to a 
memory storage box called a hard disk with at least 
twenty million bytes of space, the equivalent of about 
two dozen 3 Vi" floppy disks, each of which could hold 
all the letters you wrote last year, even if you write a lot 
of letters.

The other piece of equipment is a videodisc player (a 
Pioneer LD-V4200) that plays 12" laser discs. Each of its 
two sides can hold up to fifty-four thousand still images, 
color or black and white, or half an hour of “full video 
motion.” The videodisc and computer images are dis
played on monitor screens and, with special devices, 
can be projected onto a large screen for viewing by the 
whole class.

Q. How does the student make use o f all this 
material? Or is it the teacher that’s m aking use o f it?

A. Both teacher and student are using it, and in any 
num ber of ways. Grapevine does not dictate a style of 
teaching or learning; it can be employed in different 
ways depending on the teacher’s preference. Let us give 
you a few examples.

At its simplest, Grapevine facilitates what teachers 
and students already do. As mentioned before, we’ll no 
longer have to pass around that Life magazine or con
tinually borrow the KQED tape; a whole variety of 
useful, interesting materials are immediately available 
with Grapevine.

Beyond easing these logistical problems, Grapevine 
makes new, rich activities possible. Pat, for example, has 
always wanted to stimulate a discussion on propaganda 
by having her students compare a set of early FSA pho
tographs dramatizing the era’s miserable conditions 
with a set of their later photos showing successful New 
Deal programs and well-fed people. With Grapevine, 
such an activity is possible with minimal fuss—all the 
photos will be right there, easy to see and study. Another 
example: How can we make available to current stu
dents the information gathered by previous students? In 
th e ir  book re p o rts , for exam ple, s tu d e n ts  have 
uncovered a wealth of information that could direct 
new students to useful sources. But a teacher has no 
feasible vehicle for disseminating this knowledge short 
of typing all the reports on a ditto master and passing 
them out to all the students. But then the students will 
feel burdened, feeling they have to read all the reports. 
And it still won’t help a student locate the kernel of 
information that he or she wants. Now relevant material 
from student work can be put into Grapevine, and, with 
just a keystroke or two, students will be able to gain 
access to the information that they need. Book reports 
are notorious with students as onerous busywork, but 
when their thoughtful book review is destined to 
become part of a shared bibliography, the task takes on 
new meaning.

The possibilities are unlimited. The student could be 
asked, as suggested in the opening vignette, to prepare a 
video presentation for the class on some aspect of the 
’30s. A small group of students could be assigned to do 
some research with the goal of creating a whole new 
topic area, or a student could add new material to a 
game (thus helping to prevent the game from going 
stale, which can happen so quickly with traditional 
computer games) For example, the “Who Was Who in 
the Thirties” game now contains clues for guessing the 
names of seventy-five people. The studen t could 
research another figure and add an item to the guessing 
game with just a keystroke. The teachers can add their 
most effective teaching activities, which can be used or 
adapted by others using Grapevine.

Grapevine makes original “sound" 
easily and immediately available to 
students. Here, the student can pu ll

up audio excerpts o f speeches by 
Churchill or Hitler or o f Franklin D. 
Roosevelt’s first fireside chat.
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Q. You talked earlier about how  this m edium  
eases students’ research. But isn ’t it healthy for a 
student to learn the research process?

A. Yes, it is, provided you don’t define it as merely 
enduring the frustrations that stem from inadequate 
indexing, from tracking down books that are unavailable 
because they’re lost, at the bindery, overdue, or “on 
reserve”; or from being unable to borrow materials 
because they are in the Reference Section. For the less- 
motivated student, these obstacles can keep him from 
ever reaching the enjoyable, thoughtful part of the pro
cess. What is important about research is not learning 
the format of a catalog card (which takes only minutes 
when you’re looking for something interesting and for
ever if you’re not) but discovering, understanding, and 
making use of the relationships and connections among 
the materials.

And research w on’t be eliminated. The student will 
still have to search the “database,” browse through a 
variety of material, and ascertain what’s most relevant to 
his research topic. After reading passages from a certain 
book, he may decide to track down the entire book. 
With Grapevine, he gets an interesting head start, which 
can propel him through the more logistically difficult 
and mundane digging that may have to be done later. 
The students can also be asked to do primary research: 
to locate new materials to add to Grapevine.

Q. You’ve talked about a llow ing stu dents to 
add m aterial, their  ow n preassem bled  stories, 
book  reviews, new  primary materials. How can the  
teacher preserve the integrity o f the program with  
all o f this m anipulation going on?

A. The teacher would retain a master copy of the 
program. At the end of each semester, he or she can 
choose what to keep permanently and what to erase. We 
suggest having the class serve as a review board and 
recom mend what should stay and go.

Q. You’ve m e n tio n e d  that s tu d en ts  m igh t  
develop video or m ultim edia presentations for the 
class. D oes this take the place o f writing a paper, 
and if  so, isn ’t that unw ise, given that our students 
n eed  to develop their writing skills?

A. Writing means organizing one’s material, com
posing it, explaining, elaborating, and developing one’s 
ideas. You have to do all of this in order to prepare a 
videotape presentation, too.

Q. Is Grapevine available to teachers now?
A. No. It is a prototype; only one copy exists. We’re 

looking for a publisher to spruce up our hand-crafted 
graphics and formatting, to secure the many copyright 
clearances needed, and to make it widely available. We 
would like to see it on the market in 1989, the fiftieth 
anniversary of the publication of The Grapes o f  Wrath. 
We should note also that the multimedia tools we used 
to create Grapevine make it possible for other teach
ers—with time and creativity but no particular com
puter background—to build their own multimedia 
programs on other topics. □

A c c o u n t a b il it y  a n d  T e a c h e r  
P r o f e s s io n a l is m
(Continued fro m  page 13)
supervised in ternships, and continuing  education 
requirements, are the primary vehicles for transmitting 
standards. Norms of responsibility for the welfare of 
clients are buttressed by peer control over preparation 
and entry and by peer review of practice. These require 
a certain convergence of knowledge, view, and purpose 
among those who set and enforce standards, those who 
train practitioners, and those who practice.

P r e p a r a t io n  f o r  R e sp o n sib l e  P r a c tic e

The first of the goals listed above—that all individuals 
perm itted to practice are adequately prepared—is cru
cial to attaining the conditions for and benefits of profes
sionalism. So long as anyone who is not fully prepared is 
admitted to an occupation where autonomous practice 
can jeopardize the safety of clients, the public’s trust is 
violated. So long as no floor is enforced on the level of 
knowledge needed to teach, a professional culture in 
schools cannot long be maintained, for some practi
tioners will be granted control and autonomy who are 
not prepared to exercise it responsibly

Teacher education programs must reflect a rich and 
powerful conception of the elements of teaching knowl
edge. Serious and intensive induction of new teachers is 
necessary before they are allowed to teach w ithout su
pervision. And testing, licensure, and hiring practices 
must demonstrate a commitment to the principle that 
those perm itted to teach are in fact prepared to do so. 
This is a key issue in teaching, where forty-six states main
tain emergency licensure procedures and twenty-three 
have recently sanctioned a double standard for entry by 
adopting alternative certification provisions that mini
mize the training needed to teach.3 State officials create 
these loopholes to ensure an adequate supply of teach
ers, but by allowing less-prepared entrants to assume 
full teaching responsibilities, they fundamentally under
mine the presumption that all professionals will share 
common knowledge and commitments.

Lowering of standards is avoided in occupations 
where members of the profession control standards for 
entry. The key issue here is who will regulate what 
aspects of the educational system. A fundamental part of 
the answer is whom the public will deem best qualified 
to make these decisions. The quid  pro quo  for shared 
decision making is meaningful standard setting within 
the profession.

Until the con ten t of standards—questions co n 
cerning teacher education programs, induction of new 
teachers, and testing, licensure, and hiring decisions— 
becomes the subject of debate and transformation by 
members of the profession, standards will serve only 
short-term political goals. In the long term, professional 
standards must demonstrate to educators and the public 
that they, in fact, produce improvements in the quality 
of education. This will necessitate greater attention in 
the coming years to matters of policy substance in 
addition to form. It is at this juncture that the involve
ment of the profession is critical, for state policy can 
constrain but not construct the conditions under which
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So long as anyone who is not fu lly  
p rep a red  is adm itted  to an  

occupation where autonomous 
practice  can jeo p a rd ize  the safely 

of clients, the p u b lic ’s trust is 
violated.

knowledge about teaching is produced, transmitted, 
and employed on behalf of those students who are its 
ultimate beneficiaries.

St r u c t u r in g  P r o f e ssio n a l  P r a c tic e  
w it h in  t h e  Sc h o o l

Defining the knowledge base and ensuring that only 
adequately prepared individuals are admitted to the 
profession, while critical to all that follows, are nev
ertheless only the first steps in securing the conditions 
necessary  for genuine professional p rac tice  and 
accountability. The next step takes us inside the school 
itself to an examination of the structures that allow well- 
prepared teachers to apply, refine, expand, and uphold 
standards of practice.

The basic task here is to create a professional culture 
within schools that will seek, transmit, and use knowl
edge as a basis for teaching decisions, that will support 
inquiry and consultation, and that will maintain a pri
mary concern for student welfare.

The goal that professionals will continually seek to 
discover what is the most responsible course of action 
suggests that ongoing professional development and 
norms of inquiry are extremely important. But knowl
edge is constantly expanding, problems of practice are 
complex, and ethical dilemmas result from conflict 
between legitimate goals. Thus, this requirement can
not be satisfied by p rescrip tions for p rac tice  or 
unchanging rules of conduct. Instead, the transmission 
of these norms must be accomplished by socialization 
to a professional standard that incorporates continual 
learning, reflection, and concern w ith the multiple 
effects of one’s actions on others as fundamental aspects 
of the professional role.

While appropriate practice cannot be reduced to 
rules and lodged in concrete, there must be means for 
encouraging its pursuit even where the correct course 
of action is not a routine judgment. Though standard
ized practice is inadequate, we cannot accept the notion 
that any  practice is appropriate. What is sought cannot 
be achieved through either more precise legislation of 
practice nor by total discretion for individual teachers. 
Instead, we are seeking to vest in members of the profes
sion a common set of understandings about what is 
known and  a common commitment to test and move 
beyond that knowledge for the good of individual stu
dents and the collective advancement of professional 
understanding.
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The conditions necessary for the support of appropri
ate practice point to several features of school structure 
as particularly important:

1. the extent to which the organization of instruction fos
ters responsibility fo r  ind iv idual students, i.e., client- 
oriented accountability;

2. the extent to which the school structure fosters the use 
° f  professional know ledge beyond that represented in 
the experiences of individual teachers;

3. the extent to which the school structure supports con
tinual self-evaluation  and review o f  practice.

Client-oriented accountability requires that teachers 
primarily teach students rather than teach courses, that 
they attend more to learning than to covering a curricu
lum. If teachers are to be responsible for students and 
for learning, they must have sufficient opportunities to 
come to know students’ minds, learning styles, and 
psychological dispositions, and they must be able to 
focus on student needs and progress as the benchmark 
for their activities. This seems obvious, but it is ren
dered improbable, if not impossible, as schools are now 
structured. The current structure ensures that specific 
courses and curricula will be offered and students will 
pass through them, usually encountering different 
teachers from grade to grade and course to course, 
succeeding or failing as they may. This system does not 
offer accountability for student learning, only for the 
processing of students.

Client accountability suggests at least two implica
tions for the organization of schooling: (1 ) that teachers 
will stay with students for longer periods of time (hours 
in the day and even years in the course of a school 
career) so that they may come to know what students’ 
needs are, and (2 ) that school problem solving will be 
organized around the individual and collective needs of 
students ra ther than around  program  definitions, 
grades, tracks, and labels.

Use of professional knowledge poses other require
ments: that decision making be conducted on the basis 
of available professionwide knowledge, not on the basis 
of individual proclivity or opinion, even collective opin
ion. When most schools do not even stock professional 
journals in their libraries, the challenge implied by this 
requirem ent is profound. In addition to shared time and 
expectations of consultation and collective decision 
making, vehicles must be found for teachers to have 
access to the knowledge bases relevant to their work 
and to the particular, immediate problems of teaching 
practice they face. Linkages to universities and access to 
professional development opportunities go part way 
toward solving this problem , but m ore is needed. 
Schools may need to create their own research teams to 
examine and augment available knowledge if practice is 
to be thus grounded.

Research in the school setting serves an important 
function for the development of knowledge, but it poses 
dangers as well. Experimentation can harm students if it 
is conducted without care and appropriate safeguards. 
Too much innovation for its own sake can result in 
faddism and lack of a coherent philosophy over time and 
across classrooms in a school. Thus, school-based 
research or experimentation must also be subject to 
careful faculty deliberation as to its necessity, desir
ability, and likely effects on children; to monitoring
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while in progress; and to the informed consent of par
ents.

Finally, ongoing review of practice is central to the 
operation of professional organizations. This evaluative 
function serves the joint purposes of monitoring organi
zational activ ities and establishing a continuous 
dialogue about problems of practice among the practi
tioners themselves. The very distant analog in school 
systems is program evaluation, an activity generally con
ducted by central office researchers who report findings 
to government sponsors and school board members. 
Teachers are neither the major producers nor consum
ers of such information. Hence, neither they nor their 
students are the major beneficiaries of such evaluation 
results.

Teachers must wrestle with and take responsibility 
for resolving immediate, concrete problems of teaching 
practice if teaching lore is ever to be transformed into 
meaningful professional standards. One could envision 
many methods for achieving this. Standing committees 
such as those used in hospitals could meet regularly to 
review practices in various subject areas or grade levels 
or to examine other functional areas: academic pro
gress; grading policies; student and teacher assignments 
to particular courses, programs, or teams; development 
of student responsibility; organization of instruction; 
and so on. Or more flexible approaches might be tried. 
Ad hoc committees might be formed to examine par
ticular problems, both as they are manifested in the 
school and as they have been addressed by research. 
Faculty meetings could be used to investigate curricular 
strategies and other matters within and across depart
ments or grade levels. What is critical is that teachers 
have both time to pursue these evaluations as part of 
their role (rather than as “released” or extracurricular 
tim e) and authority to make changes based on their 
collective discoveries.

The ability of school structures to support this frame
w ork  fo r p ro fess iona l p ra c tic e — c lie n t-o rie n te d  
accountability, the use of professional knowledge, and 
ongoing review of practice—in turn depends on at least 
two conditions: First, teacher isolation must be over
come so that opportunities to discuss problems of prac
tice can be frequent and regular. Second, teacher 
involvement in evaluation of practice and in decision 
making about policies and practices must permeate the 
school culture.

O vercom ing teacher isolation. The conditions for 
responsible practice obviously must include structures 
that promote inquiry and consultation among the fac
ulty. Teacher isolation promotes idiosyncratic practice 
and works against the development and transmission of 
shared knowledge. Changing the egg-crate classroom 
structure and the groupings of students and teachers 
that maintain isolation will require major changes in 
teaching arrangements to promote team efforts and 
legitimize shared time. Many possibilities for reorganiz
ing instruction can be considered. The vision of teach
ing work as it is implemented in American schools is 
one where the teacher’s job is to instruct large groups of 
students for most of the working day. The other tasks of 
teaching—preparation, planning, curriculum develop
ment, tutoring those in need of additional help, con

sulting w ith o ther professionals, seeking answers to 
student or classroom problems, working with parents— 
are deemed so unimportant that little or no time is 
made available for these activities. With the exception of 
most teachers’ daily “prep period,” usually spent filling 
out forms and trying to get access to the Xerox 
machine, teachers have virtually no planned time to 
consult with their colleagues.

O ne tw en ty -year high schoo l tea c h e r  vividly 
described the extent of teacher isolation w hen he 
remarked: “I have taught twenty thousand classes; I have 
been evaluated thirty  times; but I have never seen 
another teacher teach.” This kind of teacher isolation 
stands in the way of developing professional standards of 
practice because there is no basis on which to develop 
consensus or to explore alternatives.

O ther countries, including Japan, China, and West 
Germany, structure teaching much differently.4 A typ
ical high school teacher might teach standard-sized 
groups of students approximately fifteen hours out of a 
forty to forty-five hour school week. The remainder of 
that time is used for preparation and joint curriculum 
planning, tutoring of individuals or small groups, and 
consultations with parents, students, and colleagues. 
The time spent in large-group instruction is more prof
itably used because it can be more appropriately struc
tured to fit the needs of students and goals of instruc
tion; instruction is better prepared; and particular 
problems or special student needs can be individually 
addressed in the rem aining time available. Students 
need not fall inexorably behind in this system. Teachers 
need not suffer the frustrations that come from the 
schedule constraints that preclude dealing with impor
tant teaching matters as they arise.

Under conditions such as these, teachers can work 
collegially to design programs, to shape appropriate 
learning experiences for students, and to develop 
shared standards of professional practice. They can eval
uate their work and make the decisions that are needed 
to continually improve schooling. There are many ways 
such restructuring can be accomplished if we are will
ing to abandon preconceptions of how schools ought to 
look and work. These range from  team -teaching 
arrangements with joint planning time for teachers to 
core curriculum arrangements that reduce the absolute 
number of students each teacher must come to know 
while maintaining overall teacher/pupil ratios. Varying 
class formats and uses of teacher and student time are 
possible when teaching responsibilities are shared and 
emphasis is placed on personalizing teacher-student 
relationships rather than processing students through 
fragmented courses and grade levels. Ted Sizer’s Coali
tion of Essential Schools has created a number of pro
ductive teaching arrangem ents w ithin existing per- 
pupil resource limits.5 Many others are possible.

Involvem ent in  professional d ec is io n  m aking.
Much of the discussion above has centered on teacher 
responsibility for professional practice. However, where 
there is no responsibility for shaping practice, there can 
be no accountability for appropriate practice, only for 
following standard operating procedures. It does little 
good to diagnose problems if there are no means avail
able then to correct them.
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Teacher involvement in school decision making is 
currently a relatively haphazard occurrence. Although 
in some school districts teachers participate on com
mittees responsible for textbook selection, curriculum 
development, and staff development, in others these 
decisions are made prim arily by administrators or 
school board members. In only a very few schools or 
districts do teachers have an effective voice in decisions 
that s tructu re  teaching work: decisions about class 
scheduling, course requirements, student placements, 
program development, or teacher assignments. In even 
fewer do teachers have any input into personnel deci
sions concerning the hiring, evaluation, and tenure of 
either teachers or administrators.

Lack of voice in these matters means that teachers are 
often expected to practice their profession under con
ditions that may be administratively convenient but not 
especially conducive to effective teaching. It is impor
tant that peer review be considered in this broader 
context of teacher collaboration in decision making and 
problem solving. The substitution or supplementation 
of principals by teachers in traditional evaluation pro
cesses in and of itself will do little to change the overall 
role of teachers in professional decision making. It is the 
degree to which teachers assume collective respon
sibility for instructional quality that determines profes
sionalism. Such involvement must be pervasive if it is to 
produce a professional conception of teaching.

The effective schools literature has confirmed the 
value of faculty decision making. This research indicates 
that participatory school management by teachers and 
principals, based on collaborative planning, collegial 
problem solving, and constant intellectual sharing, pro
duces both student learning gains and increased teacher 
satisfaction and retention.6 Clearly, these schools also 
feature principals who are effective leaders, and studies 
show that such principals create conditions in which 
teacher leadership, peer support and assistance, and 
participation in decision making are encouraged.

One other point is worth making here: These eval
uative and decision-m aking functions should be 
engaged in by all of the teachers within the school, 
including the novices in training: Some (though not all) 
proposals for “teacher leadership” envision only a small 
cadre of teachers who partake of decision-making 
authority, while everyone else goes on about their iso
lated work. The trickle-down theory of expertise does 
not presume a professional standard for all teachers; 
professional accountability does. Teachers will learn to 
weigh and balance considerations, to inquire, consult, 
and make collaborative decisions, to use and develop 
teaching know ledge to the ex ten t that they are 
expected to do so. Socialization into these norms of 
inquiry and collaboration must be part of the daily life of 
all teachers if they are to begin to permeate the profes
sion.

SAFEGUARDS FOR 
PROFESSIONAL PRACTICE

Even with all of the professional accountability m ech
anisms described above, there are dangers that the 
needs of some students will not be diagnosed or fully 
met, that the concerns or preferences of parents will be 
inadequately attended to, that the continual juggling of 
multiple and competing goals will occasionally lose 
sight of some while seeking to secure others. Members 
of a profession, while setting their own standards, can
not seal themselves off too tightly from public scrutiny 
or from their clientele. When they do, they endanger 
their rights to self-governance, as other professions have 
discovered in recent years.

A num ber of means for providing safeguards and 
voice for clients and the public will have to be consid
ered and re-shaped to encourage professional practice 
and effective learning:

•  hierarchical regulation, which expresses the con
tract made between a state or district and its populace;

•  personnel evaluation, which establishes avenues 
for ensuring faculty competence;

•  participation and review procedures for parents, 
which create clear and meaningful avenues for expres
sion of parent views and concerns; and

•  reporting vehicles, which transmit the accom 
plishments of students in the school to parents and the 
general public.

Standard practices in each of these areas are inade
quate to provide genuine accountability. In many cases, 
standard practice also undermines professional prac
tice. New contracts must be forged with states, districts, 
teacher associations, parents, and the public. A full 
exploration of the content of these new contracts is 
beyond the scope of this paper. The nature of the terrain 
is sketched briefly below.

The problems associated with hierarchical regulation 
of teaching have been articulated earlier. In school 
bureaucracies, authority for decisions and respon
sibility for practice are widely separated, usually by 
many layers of hierarchy. Boards and central admin
istrators make decisions while teachers, principals, and 
students are responsible for carrying them out. It is for 
this reason that accountability for results is hard to 
achieve. When the desired outcomes of hierarchically 
imposed policies are not realized, policy makers blame 
the school people responsible for implem entation; 
practitioners blame their inability to devise or pursue 
better solutions on the constraints of policy. No one can 
be fully accountable for the results of practice when 
authority and responsibility are dispersed.

Yet, policy makers have a responsibility to ensure 
fairness in the delivery of educational services; and 
district officials are liable for the actions of schools 
residing within their jurisdictions. Not all regulations 
can be dispensed with in the cause of professional prac
tice. A heuristic is needed for sorting those regulations 
that must be observed from those that must be renegoti
ated or waived. As a first step, it is useful to divide 
responsibilities into those that must be centrally admin
istered and those, that, by their nature, cannot be effec
tively administered in a hierarchical fashion.

Wise offers a useful distinction between equity  and
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productivity  concerns.7 The former generally must be 
resolved by higher units of governance, since they “arise 
out of the conflicting interests of majorities and minor
ities and of the powerful and powerless. Because local 
institutions are apparently the captives of majoritarian 
politics, they intentionally and unintentionally discrimi
nate. Consequently, we must rely upon the policy-mak
ing system  to solve problem s of inequity  in the 
operating educational system.” On the other hand, pro
ductivity questions cannot be solved by regulation, 
since the appropriate use of teaching knowledge is 
highly individualized, while policies are necessarily uni
form and standardized. Thus, policy decisions about 
methods of teaching and schooling processes cannot 
ever meet the demands of varying school and student 
circum stances. These require renegotiation for the 
accommodation of professional practice.

Personnel evaluation, by this rubric, falls in the 
domain of professional determination. This could lead 
to its substantial improvement or to its avoidance and 
demise. This is a critical function of a profession, as the 
first promise a profession makes is oversight of compe
tence to practice. The shortcomings of traditional eval
uation practices and the outlines of more productive 
p ro fe ss io n a l p ra c t ic e s  a re  d e s c r ib e d  in d e ta il 
elsewhere.8 In brie£ these entail increased peer involve
ment in design and implementation of evaluation and 
separation of the processes for encouraging profes
sional learning from those for making personnel deci
sions. All of this is more easily said than done, however, 
and the resolution of issues regarding collective bar
gaining relationships, appropriate roles for admin
istrators and teachers, and political turf battles will 
require courage and leadership from teachers.

Professional practice must be guided, to the extent 
possible, by knowledge, even where that conflicts with 
client preferences. On the other hand, best practice is 
never absolute or fully informed by research; it is a 
matter of judgment and frequently unique to the indi
vidual child, about whom the parent has substantial 
knowledge. The multiple goals of schooling will often 
stand in tension to one another. Parents must have a 
voice in determining the balance among goals as they 
are compelled by the state to entrust their children to 
schools. Thus, parent voice must be secured in a fashion 
that few schools have yet managed.

Parent voice can be fostered by (1 ) school structures 
for shared governance, (2 )  accessible review and 
appeals processes, and (3 )  parent involvement in deci
sion making about individual children. Structures for 
shared governance, such as school-community coun
cils, can provide a vehicle for the shared interests of the 
parent com m unity to find legitim ized and regular 
expression in the school context. Perhaps the most 
proactive form of shared governance among parents, 
teachers, and administrators is seen in Salt Lake City, 
where decision-making turf that is the joint domain of 
parents and faculty (e.g., the school schedule, discipline 
policies, and curricular emphases) is delegated to coun
cils for determination by consensus and parity vote.9

Mechanisms for review and appeal of specific con
cerns by a neutral third party supplement the shared 
governance mechanism by providing a clear avenue for 
the resolution of individual problems. These mecha-

This work is not easy an d  w ill not 
be accom plished quickly.

nisms also provide information and external review for 
the school as a whole. Finally, the expectation that 
parents will be included in discussions of important 
decisions concerning their children prevents the insula
tion of the professional decision-making process from 
exposure to the real-world circumstances and concerns 
of families and communities.

The issue that m ost ties knots in discussions of 
accountability is the question of how individual and 
school expectations and accomplishments can be trans
mitted in an educationally productive manner to par
ents, students, and the public at large. Because school 
goals are numerous, diffuse, and difficult to quantify, 
simple statements of objectives and results can never 
completely capture what schools do or what their stu
dents accomplish. The counterproductive outcom es 
for instruction of mindlessly adopting simple perfor
mance measures, such as averages of student achieve
ment test scores, have been well documented.10

Yet reporting vehicles serve an important account
ability function by giving information to parents and 
policy makers about school practices and student pro
gress. The press for such information is increasing and 
cannot be avoided. Untangling this knotty problem is 
well beyond the scope of this paper, other than to note 
that promising efforts are currently under way to devise 
m ore educationally productive means for reporting 
what schools and their students do.11

A COUNSEL OF PATIENCE
A professional model for teaching seeks to support 

practices that are client oriented and knowledge based. 
It starts from the premise that parents, when they are 
compelled to send their children to a public school, 
have a right to expect that they will be under the care of 
competent people who are committed to using the best 
knowledge available to meet the individual needs of that 
child. This is a different form of accountability from that 
promised by legal and bureaucratic mechanisms, which 
ensure that when goals have been established, rules will 
be promulgated and enforced.

Professional accountability assumes that, since teach
ing work is too complex to be hierarchically prescribed 
and controlled, it must be structured so that practi
tioners can make responsible decisions, both individu
ally and collectively. Accountability is provided by 
rigorous training and careful selection, serious and sus
tained internships for beginners, meaningful evaluation, 
opportunities for professional learning, and ongoing 
review of practice. By such means, professionals learn 
from each other, norms are established and transmitted, 
problems are exposed and tackled, parents’ concerns 
are heard, and students’ needs are better met.
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In such a system, paren ts can 
expect that no teacher will be hired 
who has not had adequate training in 
how to teach, no teacher will be per
mitted to practice without supervi
sion until he/she has mastered the 
professional knowledge base and its 
ap p lica tion , no tea c h e r  w ill be 
granted tenure who has not fully 
dem onstrated his/her com petence, 
and no decision about students will 
be made without adequate knowl
edge of good practice in light of stu
dents’ needs. Establishing profes
sional norms of operation by the 
vehicles outlined above also creates 
a basis for parent input along with 
standards and methods for redress of 
unsuitable practice that do not exist 
in a bureaucratic system of school 
administration.

This work is not easy and will not 
be accomplished quickly. As Clark 
and Meloy have noted:

We counsel patience in the develop
ment of and experimentation with 
new organizational forms. We have 
been patient and forgiving of our 
extant form. Remember that new 
forms will also be ideal forms. Do 
not press them immediately to their 
point of absurdity. Bureaucracy as an 
ideal form  becam e tem pered  by 
adjectival distinctions—bounded, 
contingent, situational. New forms 
need to be granted the same excep
tions as they are p ro p o sed  and 
tested. No one seriously imagines a 
utopian alternative to bureaucracy.
But rea lis tic  alternatives can be 
form ed that consistently trade off 
control for freedom, the organiza
tion for the individual. And they can 
be built upon the principle of the 
consent of the governed.12

This, in sum, is the challenge we 
face in transforming teaching into a 
true profession. □
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M a r c h  o n  Wa s h in g t o n

(C ontinued fro m  page 19)
tions. We are not a mob. We are the advance guard of a 
massive moral revolution for jobs and freedom.” He 
continued, “Those who deplore our militancy, who 
exhort patience in the name of a false peace are, in fact, 
supporting segregation and exploitation. They would 
have social peace at the expense of social and racial 
justice. They are more concerned with easing racial 
tensions than enforcing racial democracy. The March on 
Washington is not the climax of our struggle but a new 
beginning not only for the Negro but for all Americans 
who thirst for freedom and a better life.”

Randolph was followed to the microphone by leaders 
of the religious-labor-civil rights coalition that the 
March had brought together. Among the speakers were 
the Rev. Eugene Carson Blake of the National Council of 
Churches; Walter Reuther of the United Automobile 
Workers; John Lewis of the Student Nonviolent Coordi
nating Committee; Rabbi Joachim Prinz of the American 
Jewish Congress; M atthew Ahmann of the National 
Catholic Conference for Interracial Justice; Roy Wilkins 
of the National Association for the Advancement of Col
ored People; W hitney Young of the National Urban 
League. James Farmer, of the Congress of Racial Equal
ity—who had been arrested while leading a demonstra
tion in the South—sent a message from his jail cell in 
Plaquemine, Louisiana.

No one, of course, followed—or could  follow—the 
last and supreme oratorical performance of the day, that 
of Dr. Martin Luther King Jr. In one of the memorable 
speeches of our century, he justified Randolph’s judg
m ent of him as “the moral leader of the nation.”

When the benediction had been said and the scores 
of thousands began to disperse—singing, as they went, 
“We Shall O vercom e”— the architect of the March 
shared a poignant moment with the protege who had 
engineered it so brilliantly. It had been the most 
glorious day of Randolph’s life, and, seeing him standing 
at a far end of the emptying platform, Bayard Rustin 
walked over and rested an arm on the old man’s shoul
der. “I could see he was tired,” Rustin later said, “and 
when I looked into his eyes, tears were streaming down 
his cheeks. It is the one time I can recall that he could 
not hold back his feelings.”

As the Washington Post reported the following day 
the March had stirred the conscience not only of this 
nation but also of the world. Contrary7 to the most 
pessimistic of forecasts, it had stirred most members of 
Congress as well. Writing ten years later, Bayard Rustin 
underscored some of the results when he said, “The 
March marked the zenith of mass protest as a vehicle for 
social change. Within a year, the nation had ratified a 
constitutional amendment outlawing the poll tax, and 
Congress enacted the Civil Rights Act. In another year, 
the Voting Rights Act was passed.”

In his study of the original March on Washington 
Movement, published in 1959, the historian Herbert 
Garfinkel observed, “It is to the leadership of Dr. King 
and Mr. Wilkins that the future of the Negro protest 
belongs, but it is from Mr. Randolph that a great deal of 
their tactical conception of the struggle has stemmed.” 
That was particularly true of Dr. King’s conception of the

struggle.
It was also the tactical example and inspiration of 

Randolph’s 1963 March that broadened the modern 
civil rights movement and infused it with a national 
energy it had never had before. And it was in acknow
ledgment of that fact that Andrew Young spoke some 
years ago at one of the annual conferences of the A. 
Philip Randolph Institu te. The then  Congressm an 
Young said:

We could not have had a successful civil rights movement 
w ithout Mr. Randolph. For it was Mr. Randolph and Bayard 
Rustin who turned the civil rights movement around right 
at its most crucial point—after the Birmingham demonstra
tions. We were then a predominantly black movement in 
the South. Even w ith the leadership of Martin Luther King, 
we had gone just about as far as we could have gone.

We would never have become a national movement had 
Bayard Rustin and Mr. Randolph not organized the March 
on Washington and gotten the support of a broad spectrum 
of the liberal forces in the country. It was the March that 
transformed what had been a Southern movement into a 
national movement.

All of that reflects the extraordinary contribution to 
history by a man who was poor in almost all else but 
intellect, social vision, personal dignity, and the com
mon decencies of spirit. Altogether, he had a great heart. 
Anyone who spent some time in his company, whose 
feelings he truly touched, became a wiser and better 
person than before. He lived simply and humbly, more 
so than many others who shared—o r failed to match— 
his status as an important historical figure. His personal 
vanities were few, and they were chiefly sartorial and 
literary. To the end of his days, he dressed with an 
unfailing tastefulness. He clearly esteemed the elegance 
of appearance and manner—not only his own but that of 
others as well. The generosity of his feeling for people 
and the strength of his attachment to progressive social 
causes were rivalled only by his affection for books and 
affirmative ideas. That was instantly recognized by any
one who ever shared a leisurely conversation with him 
or happened to browse through his small and beloved 
library—dominated by volumes in history and politics 
(and religion) When, infrequently, he referred to his 
financial position, he liked to say—with a joyous and 
self-mocking chuckle— that he had “never owned a 
quarter” in his life. After allowance is made for the 
proper liberties of metaphor, what he said was true. 
When he died in 1979, at the age of ninety, the New York 
State Tax Examiner assessed his personal fortune at 
$500. He had been living by himself in a small apart
ment in the Chelsea district of Manhattan—part of a 
large housing complex built by the International Ladies 
Garment Workers Union. His modest tenancy in that 
com plex may have been  a secre t even to  David 
Dubinsky, a leader of the I.L.G.W.U. and one of Ran
dolph’s colleagues in the high councils of organized 
labor. He was a childless widower. Bayard Rustin 
became not only his most faithful and courageous politi
cal protege but also a kind of son. Bayard built an 
institute in the old man’s name, advocated his philoso
phy of a black-labor coalition, and took good personal 
care of him in his declining years. At a memorial service 
for Randolph in 1979, Rustin said: “While leaving pre
cious little in worldly goods, he left us the wealth of his 
wisdom, acquired in his pursuit of truth.” □
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R a t io n a l  N u m b e r s

(C ontinued fro m  page 25)
Rating

2 shows awareness of variables which were not 
controlled, procedures which turned out to be 
ineffective, the need to repeat measurements, or 
criticizes other factors which are central, not 
peripheral

1 shows awareness of alternative procedures but 
unaware of particular deficiencies of those used 
(does not have very’ good reasons for suggesting 
changes)

0 uncritical of procedures used, can suggest 
neither deficiencies nor alternative approaches

A further rating was made of the pupil’s general approach 
to the investigation, using evidence gathered throughout 
the work:

2 evidence of real interest in investigation, looking 
carefully and intently at what happens, actions 
[are] deliberate and thoughtful

1 willing to carry out investigation but no sign of 
great enthusiasm or special interest

0 carries out only the minimum necessary, may 
look bored, uninterested or frightened

But it’s not only the form of assessment that matters. 
It’s the conditions under which the test is given. Con
sider, for example, this essay question for the AP liter
ature sample test booklet:

The meaning of some literary works is often enhanced by 
sustained allusion to myths, the Bible, or other works of 
literature. Select a literary work that makes use of such a 
sustained reference. Then write a well-organized essay in 
which you explain the allusion that predominates and ana
lyze how it enhances the work’s meaning. [Though the 
student may select the book, suggested works include The 
Grapes o f  Wrath, B illy Budd, Song o f  Solomon, etc.]

It would be an excellent question that truly assessed a 
student’s understanding of the course material—except 
the student is expected to write the essay in forty-five 
minutes, w ithout access to the books in question. 
(Some of the written parts of the last NAEP writing test 
were even worse, giving the student just eight minutes 
to write a short essay.) If we are trying to assess a 
studen t’s analytic abilities, we would do better to 
provide him either with the question in advance or test 
him on how well he revises the essay after re-reading the 
text. We are so used to such contrivances we ignore how 
inauthentic and potentially misleading such an exercise 
really is. The drive for efficiency and “reliable” scoring 
leads to these kinds of time constraints and to lower- 
order questions.*

* Even Ravitch and  Finn, the sponsors o f  the NAEP 
History and  Literature test, complain in their book 
“W hat Do Our Seventeen-Year-Olds Know?” (Harper 
and  Row, 1987) about the NAEP test: “We too would  
prefer an essay exa m in a tio n  tha t determ ined the 
depth o f  students’ understanding . . .  we hope that 
testing agencies w ill soon develop additional ways to 
assess knowledge and  not rely so exclusively on m u lti
ple-choice questions, whose defects we m ake clear (p 
21-22).”
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Eliciting ‘Objective’ Grades on  ‘Subjective’ 
Tests

All higher-order and performance-based assessments 
require the use of judgment; there’s no way around it. Is 
it possible to employ that judgment in a way that is fair 
and clear to students, that does not leave teachers vul
nerable to charges of arbitrariness, and that provides 
meaningful information to outsiders? Is it possible to 
train ourselves so that different teachers in the same 
school (o r even in different schools) will apply the same 
criteria and award the same grade to a piece of student 
work—so that the standard will indeed be shared 
schoolwide?

Though our standardized testing manufacturers often 
act as though it’s not so, adequately reliable ways of 
assessing knowledge have existed for decades and are 
used on a wide scale in other countries. But such assess
ment requires, again, taking the time to be clear and 
public about criteria. Human judges, when adequately 
trained to assess actual student performance in context, 
display a high degree of interrater reliability. In Con
necticut’s recent performance-based foreign language 
test, for example, two (trained) judges using a 1-4 scor
ing system agreed on a student’s score 85 percent of the 
tim e.10 A similar system has been effectively used by the 
Advanced Placement tests for years. The issue is not 
w hether the “testing technology” exists to permit fair 
ja d in g  of rich, authentic tests but whether we will 
invest the time and money it takes to administer them.

A T THE SCHOOL level, I recommend three strat
egies that should enable faculties to apply stan

dards fairly and consistently across classes. First, on 
important tests we should require multiple readers, as 
do the Connecticut test and the AP, all thesis commit
tees, and m ost credentialing and grant committees. 
Peter Elbow has noted that inconsistencies among 
teachers can be further diminished if the various read
ers are assigned to judge work with specific, agreed- 
upon essential traits in mind and not just holistically.11 
To do this, of course, the faculty must identify those 
traits/criteria that are most essential in a task before the 
assignment or test is given. Second, we should heed the 
advice found in an old British research study of essay- 
exam reading that reveals that grading reliability can be 
greatly increased if the student submits two or more 
papers instead of just one.12

Third, we should work and argue together until we’ve 
formulated standards we genuinely share. We can 
engage the veteran and examplary teachers in each 
department to serve on oversight committees charged 
with ensuring that each teacher’s testing and grading 
system is fair, accommodates the widest feasible range of 
learning styles, and m eets schoolw ide standards. In 
Great Britain and Australia (and in Vermont’s proposed 
portfolio-based assessment) teachers play a crucial role 
in large-scale assessment. Test items are chosen by the 
teacher (within bounds from an available item pool), 
then administered and scored by them, with guidance 
from trained assessors. Consistency is achieved by 
bringing teachers together for a process called “group 
moderation.” At this meeting, each teacher compares 
the grades he or she has given to students with those
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given by colleagues from other schools who used the 
same test items (and those given by national assessors) 
Any large-scale discrepancy must be discussed and 
resolved. The new British report on national assessment 
describes it this way:

Teachers could bring to a group meeting two sets of results 
for each profile component. TTie first would be their own 
ratings; the second would be the results from national tests. 
Both would be expressed as a distribution of their pupil 
groups over the levels of the national assessment scheme 
(1 -10 ) A first task of a moderation group would be to 
examine how well the patterns of the two matched for each 
group of pupils [com paring percen tages of students 
assigned to each level], . . the meeting could then go on to 
explore discrepancies in the pattern of particular schools 
or groups, using samples of pupils’ work and knowledge of 
the circumstances of schools.13

This process can be easily adapted to the school level: 
Each departm ent in a school—or even in a district— 
could require that there be some standard test items, 
and a departm ent meeting could be organized to com
pare the general grading patterns (percentage of ‘A’s” 
and “B’s” given, etc.) on those items to ensure greater 
standardization. The required departmental final (or 
section of a final) exam now developed in some schools 
for many-sectioned courses such as Algebra I or U.S. 
History could serve the same purpose. A similar idea— 
com m only p rac ticed  by judges of w riting  assess
ments—would have the faculty do a practice assess
ment of a sample test and compare their answers with 
those of the test maker to ensure reliability. Similarly, 
faculty could engage in regular inservice on the blind 
reading and grading of papers according to an agreed- 
upon set of standards.

SCORING FOR MOTIVATION
How can we help students reach the high standards 

we set for them? Clarity about our standards and authen
tic tests that provide regular practice and evaluative 
feedback are both a considerable help. But we also need 
to consider how our grading system can serve as a 
stronger motivator. Too often a set of grades represents a 
self-fulfilling prophecy to students (as when teachers 
say, “Oh, he’s a ‘C’ student”)  A great motivator is know
ing that you can get a good mark, but only if you work 
very hard. In our classes, is it impossible for a diligent 
but less-able student to achieve a high grade? Is such a 
grade easily achieved by the bright student who doesn’t 
apply himself? Either way, a “yes” indicates that our 
incentives are not functioning as well as they could.

Tests should be designed to help all students become 
masterful. When we track students or grade them on a 
bell curve, we discourage them from this goal. Tracking 
makes it possible for students to earn higher grades than 
they otherwise would for accomplishing less essential 
or even trivial tasks. As the very word “track” implies, 
the school is institutionalizing sets of standards that 
never converge. Students in the lower tracks are not 
taught or assessed in a way that enables them to close 
the gap between their current competence and ade
quate standards.

The bell-shaped curve is a statistical construct delib
erately designed to provide a spread of scores. A power

ful negative message is then sent to the relatively  
weaker students that they cannot expect to improve 
their grades. As Benjamin Bloom et al. have said: “We 
proceed . . .  as though only a minority of our students 
should be able to learn what we have to teach.”14 More
over, with the bell curve, teachers are induced to rank 
students, not to closely examine their overall ability and 
potential as reflected over time in their performances. 
Often teachers believe that the bell curve is the best way 
to ensure high standards. But we can ensure standards 
with criterion-referenced tests as long as the criteria 
themselves represent a high standard.

Below are three ideas for altering our typical scoring 
systems to enable and encourage all students to meet a 
common and high standard.

Award Degree-of-DifficuIty Points
Under this model, the student would earn final grades 

by amassing scores earned  through a variety of 
activities, some harder, some easier. The teachers would 
judge, in advance, the difficulty of each task and assign 
to it a greater or lesser number of difficulty points. 
Students w ould be allowed a degree of choice in 
developing their testing “program” and could boost 
their scores by choosing more difficult tasks. The model 
here: All divers in competitive diving must perform a 
series of required dives. In addition, they must select 
several from a menu of optional dives of varying diffi
culties. More-able students could be required to tackle 
the harder tasks; and to even things out, they might have 
some of their more difficult tasks graded on the usual 
scale. The transcript could reflect the fact that a lower 
grade might be a function of a higher degree of difficulty 
in work undertaken. (Such a plan also makes it more 
possible for teachers to do the “same” work with stu
dents in heterogeneous classes.)

Use a Multi-level, ‘Sliding’ 
Grading System

Imagine a three-level system that encourages the less 
able by initially rewarding effort and progress to a large 
extent. “Mastery” (judged as pure achievement) might 
count for only one-third of their grade at this first level; 
effort and progress over the course of the year would 
determine the other two-thirds. In the middle level, the 
ratio of mastery/effort/progress might be 50 percent/25 
percent/25 percent; and in the third level, the grade 
might be 80 percent/10 percent/10 percent or higher, 
depending upon the course or the faculty’s standards. 
The students’ grades in the gradebook could be fol
lowed by a Roman numeral, indicating the level of the 
grading as a way to help colleges and employers read the 
transcript and judge students more fairly and effectively.

Teachers and departments could then devise tests 
and assignments that offered either different tasks for 
students on each level or judged the same tasks accord
ing to different criteria. And students could be given the 
option of choosing which level they want to be assessed 
on. (Central Park East is now using a teaching, testing, 
and grading system using two levels: “com petent” and 
“advanced.” All syllabi lay out the performance stan
dards for each level in every course.)
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This is the opposite of tracking: Students are expected 
or explicitly required to move up. I call this the City 
Softball League grading plan: Let the “C” league students 
initially compete on a less-competitive level. But build 
in required movement upward to the next level: Once 
you have earned a certain GPA at a lower level—just as 
the top two teams in the “C” league must move up to the 
“B” league in the next year—you move up to the middle 
and top levels w here m ore “objective” m astery is 
required. Perhaps by a certain time in one’s career, one 
is moved up irrespective of preference or prior perfor
mance.

Give All Students the ‘Same’ Demanding Work 
But Set Different Expectations

A variant of the City Softball League model, I call this 
the “Tee-ball” approach to learning: just as pre-Little 
Leaguers now learn to play baseball by hitting off a 
batting tee (since good pitching overwhelms them), we 
could expose less-able students to the most difficult 
questions while not holding them to the highest stan
dards of performance. This way they learn what “real” 
work is like while being treated fairly. Instead of falling 
further behind their more-able peers (and then typ
ically being given the less-engaging coursework, Oakes 
1985), all students would know the kind of work 
required of all serious students.

For example, younger or less-able students might be 
given a difficult essay assignment but be judged on fewer 
or less demanding criteria, such as “thoroughness of 
research” or “creative arguing.” The operant metaphor: 
Provide slower students with training wheels; don’t 
condemn them to unendingly ride a tricycle.

A simple example of how this can be done: Encourage 
or require all teachers to work from the AP or College 
Board “G reen Book” course  guidelines and tests 
regardless of the ability level of their students. Then, 
teachers w ould supply the necessary materials—for 
example, books on the same subject written at different 
grade levels—and grade students according to differen
tiated criteria based on a careful assessment of students’ 
need and ability levels (w ith the understanding that the 
levels of difficulty might very well increase, as proposed 
in the above plans)

The implication of all of this is that we need to dramat
ically rethink what we mean by “fairness” to students. 
We do not ask 110-pound wrestlers to wrestle heavy
weights; we do not allow Varsity teams to compete 
against JV teams unless we are assured of rough equality 
in ability or physical size; chess, bridge, tennis, and 
other individual sports use a ranking system to enable 
individuals to be matched fairly in competition. At the 
heart of these stipulations is the belief that improvement 
only occurs w hen com petitors are m atched fairly 
evenly, confronted with a clear, high standard, and sur
rounded by an ethic of excellence.16

Fair instruction and assessment designed to help the 
student make progress is an attempt to do two things: 1) 
ensure that everyone is learning to play the “same” game 
so that everyone can improve at it and 2) use an equita
ble judging system that will group players fairly, 
enabling them to gain from the kind of assessment and
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The operant metaphor: Provide  
slower students with training  

wheels; don’t condemn them to 
unendingly r ide  a  tricycle.

competition that properly balances challenge and p o s
sible success.

THE GIVING of grades is the unrelenting, unpleasant 
but vital matter of employing standards. To be a 
professional is to share and uphold standards. But if 

grading is only a private affair, done for accountability, 
the opportunity to develop and apply these shared stan
dards is lost. The dilemma is clear: Testing that serves 
learning as well as providing accountability requires a 
com m itm ent to the time-consuming, argumentative 
process of agreeing on a set of standards. The tempta
tion will therefore always exist to treat testing as sepa
rate from teaching—as something to be gotten over 
with as quickly and effortlessly as possible. But genuine 
lea rn in g  resu lts  from  se lf-co rrec tio n . E ducation  
requires that feedback to students in the form of grades 
and comments be central to instruction.

While teachers themselves can do some things on
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GIVE YOUR FAMILY 
A SUMMER 

IN A HOME AWAY 
FROM HOME

□  Save Thousands of $$$
□ Have Fellow Teachers 

Home-Sit Your House 
□ Check Out Colleges,

Retirement Sites
□ Swap Xmas, Winter & 
Spring Vacations, Too!

FOR FREE INFORMATION 
ON HOME EXCHANGE PROGRAMS 

AND BED AND BREAKFAST:

(516) 744-6403

TEACHER I SWAP

P.O. BOX 4130 
ROCKY POINT, N.Y. 11778

“Because a vacation is a 
terrible thing to waste. ”

A . ® s
Vermont Inaui
Enjoy discussing such topics as Shake
speare, Perestroika or Business Ethics 
while invigorated by the natural green 
beauty of Vermont. University Profes
sors from the Northeast's most prestigi
ous institutions w ill lend support and 
guidance to your mind while our 
hospitality staff w ill insure your physi
cal comfort. The finest Vermont inns 
have been chosen to host some thirty 
varied sessions. A unique way to enjoy 
outdoor activities, expand your mind 
and meet interesting people, this 
experience you w ill not soon forget.

For more information and a 1989 
Summer Session Schedule contact:

AV erm ont Inquiry 8 0 2
1 ; 747-4489

P.O. Box 207 -A  24 hours
N o rth  Clarendon  
Verm ont 057 5 9

their own to clarify their standards 
and improve their tests and scoring, 
a teacher’s commitment to change is 
not enough. The typical organization 
and economics of schools inhibit any 
serious change in testing or grading 
policy. Few schools are set up to give 
teachers the time and assistance they 
need for careful, reliable assessment 
that motivates students. Grades usu
ally come due the day after exams, 
and most teachers have 120 papers 
or more to grade. Most schools deny 
teachers the support staff and ade
quate free time necessary to develop 
more authentic tests or to provide 
the feedback that helps make such 
tests so worthwhile. Exam and grade 
reporting schedules thus tend to 
serve the needs of bureaucracy, not 
instruction.

When we make grading more cen
tral in our schools, it won’t be just 
studen ts  w ho benefit. W hen we 
establish clear academic standards 
in our schools, we will be able to 
reclaim from outside test makers the 
job of setting standards and design
ing assessments. Doing so will take 
us several critical steps toward finally 
making teaching a legitimate profes
sion. □
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(1962), The Cult o f Efficiency. Univer
sity of Chicago.
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“Evaluating Students More Accurately” 
in Embracing Contraries: Explorations 
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7Educational Testing Service (1987), 
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Thought-Provoking C urriculum : 
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ter 4 of Grant, G., Elbow, P., et al. (1979) 
On Competence: A Critical Analysis o f 
Competence-Based Reforms in Higher 
Education. Jossey-Bass.
10As told to me by Joan Baron, the direc
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Drafting, and Foreign Language,” 
obtainable from the Office of Research 
and Evaluation, Connecticut Depart
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normal curve. It is the distribution most 
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activity, and we seek to have the students 
learn what we have to teach. If we are 
effective, the distribution of achieve
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that our efforts are unsuccessful to the 
extent that the distribution of achieve
ment approximates the normal distribu
tion.” Bloom, B., Madaus, G., and 
Hastings, J.T. (1981), Evaluation To 
Improve Learning, pp. 52-53. McGraw- 
Hill.
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Hopkins Team Learning Project Press.
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AMERICAN 
FEDERATION  
OF TEACHERS  
SUBSCRIPTION  
SERVICES

9 Northern Blvd., Box 258 
Greenvale, N.Y. 11548 516-671-7744

*Save up to 50% off the usual subscription rates! ' Save up to 80% off the cover prices!
* Order new or renew current subscriptions! *Get hours o f reading enjoyment for as little as 33C a week!

WHICH PUBLICATIONS INTEREST YOU?
Usual Your

Publication Price Price
A+ 24.97 14.97
A m erican  Artist 9 issues 14.00 11.97
A m erican  Film 20.00 12.97
A m erican  H ealth 14.95 11.95
A m erican  H eritage 24.00 24.00
A m erican  Photog. 8 issues 11.94 5.98
A m e ric a n a 13.95 9.95
A n tique  M onthly 18.00 13.00
Art News 32.95 25.95
Artist's M a g az in e  10 issues 20.00 12.47
Arts 8c Activities 20.00 17.95
Arts 8c A ntiques 36.00 29.95
A tlan tic  M onthly 14.95
A udio 19.94 9.97
A u d ubon  M ag az in e 16.00 15.00
A utom obile 18.00 9.00
A utow eek 35 issues 11.50
B a c k p ack e r 18.00 9.00
B aseb a ll D igest 10 issues 14.96 11.97
B ask e tb a ll Digest 11.95 9.97
Bicycling 15.97 9.97
B lack  E nterprise 15.00 11.95
Bon A ppetit 18.00 15.00
Boys Life 13.20
B usiness W eek 52 issues 39.95 27.95
Byte 22.00 19.00

C ar & Driver 
C ar Craft 
C at F ancy  
Cats
C h an g in g  Tim es

Get one year of 
MONEY'S great 
financial and 
Investment advice 
for only $15,991 
Thafs 50% off 
the usual sub
scription price!

16.98 11.99
15.94 9.97
17.97 12.97
17.50 12.95
18.00 15.00

C hildrens Digest: a g e s  7-11 11.95 9.97
C hildrens P laym ate . 4-8 11.95 9.97
Com pute! 24.00 14.40
C om pu te 's  G azette 24.00 18.00
C onsum ers D igest 16.00 9.95
C ricket a g e s  6-13 24.97 21.97
Cruise Travel 13.95 9.97
C ruising World 19.95 15.97
D iscover 8 issues 18.00 15.97
D og F ancy 17.97 12.97
D ow n Beat 18.00 9.95
E bony  o r E bony  M an 16.00 10.97
E conom ist 51 issues 98.00 60.00
Electron ic L earn ing 19.95 16.95
Ellery Q ueen 's  Mys 10 iss 17.50 9.97
Esquire 17.95 9.95
Essence 12.00 9.00

Publication
E u ro p e an  Travel & Life 
F am ily  H andym an  
Field 8c S tream  
F in a n c ia l W orld 
Flying
Food a n d  Wine 
F o o tb a ll Digest 
Forbes 29 issu es/y ea r 
F ortune 27 issu es/y ea r 
Forum

Usual
Price

Your
Price

24.00 12.00 
9.95 5.95

15.95 7.97
39.00 19.95 
20.98 16.97
22.00 17.00
14.95 11.97
48.00 30.00 
47.97 23.99
23.00 18.00

Now you can get 
54 issues of S.I. 
for less than it 
costs to buy 15 
issues on the 
newsstand!
Take advantage!

G am es 6 issues/yea r 11.97
Gifted C hildren  M onthly 24.00
Golf D igest 19.95 11.98
Golf Illustrated 15.00 7.97
Golf M ag az in e 15.94 9.97
G ourm et 18.00 15.00
G uns 8c A m m o 17.94 9.97
H arpers M agazine 18.00 11.97
H ealth  9 issues 16.50 8.97
H igh Fidelity 13.95 6.98
H igh T echno logy 30.00 24.00
H itchcock  Mys 10 iss 15.00 9.97
H om e 15.00 11.95
H om e M ech an ix  nius. 11.94 8.97
The H om eow ner 18.00 9.97
Home Office C om puting 19.97 9.99
Hot Rod 17.94 9.97
H um pty  Dum pty: a g e s  4-7 11.95 9.97
Inc. 24.00 12.00
InCider 24.97 21.97
Inside Sports 18.00 11.97
Insight 17.00 12.75
Instructor 20.00 12.97
Ja c k  8c Jill: a g e s  6-8 11.95 9.97
Je ru sa le m  Post 23 issues 20.75 15.97
Jet 52 issues 36.00 26.00
Kid City (Electric Co.) 12.97
L adles Home Journal 19.95 11.97
L earn ing  '89 18.00 9.00
Life 32.50 16.25
M cCalls 13.95 6.98
M acuser 27.00 14.97
M ac  W orld 30.00 19.95
M etro p o lita n  H om e 18.00 11.97
M odel 25.00 19.95
M odern  P h o to g rap h y 13.98 6.99
M oney 31.95 15.99
M other Jones 24.00 16.00
M otor Trend 19.94 9.97
Ms. M a g az in e 16.00 10.97

Publication
M uppet: a g e s  8-14 
The N ation  24 issues 
New C hoices 
New R epublic 52 issues 
New W om an 
New York W om an 
New York 50 issues 

2 yea rs  
N.Y Review of Books 
New Yorker 52 issues 

2 yea rs  
N ew sw eek 52 issues 

2 yea rs  
Odyssey: a g e s  8-14: 9 iss 
O ld H ouse Jo u rn a l 
O m ni
1001 H om e Id eas  8 issues
O rg an ic  G ard en in g
O u tdoo r Life
O utside
O vation
Parents
PC C om pu ting
PC
PC W orld 
P en thouse
P ersonal C om pu ting  
People 52 issues 
P etersen’s P h o to g rap h ic  
P layboy 
Playgirl

Usual Your
Price Price

7.50
14.30 9.95
15.00 11.97
56.00 28.00
15.00 11.97
20.00 15.00
37.00 19.98

39.96
34.00 31.95
32.00 20.00

40.00
41.08 23.40

46.80
14.00 12.00
16.00 13.95
24.00 15.96
14.65 11.97
13.97 11.88
13.94 8.97
16.00 8.97
21.00 11.95
20.00 12.95
19.94 14.97
34.97 21.97
29.90 17.97
36.00 30.00
18.00 11.97
61.88 30.94
15.94 7.97
24.00 19.00
20.00 17.50

our program,
you can order 52 
Issues of TIME for 
only $29.12 . . .  
a $72.28 savings 
off the newsstand 
price!

P o p u la r P h o to g rap h y  
P o p u la r S cience  
P rac tic a l H om eow ner 
P rem iere 
P revention 
R adio E lectronics 
Road & Track 
Rolling Stone 
Runner's World 
Sail
S ailing  World
Salt W ater S po rtsm an
Sassy
S a tu rd a y  Evening Post 
S cience  D igest 6 iss/yr 
Scientific A m erican  
Seven teen  
Ski M ag az in e  
Skiing

11.97 
13.94
12.97

5.99
8.97
9.97

18.00 11.95
13.97 

17.97 15.97
19.94 12.99
25.95 15.95
19.95 12.97
21.75 17.95
21.75 10.88
19.95 11.95

14.98
12.95

12.95 9.95
24.00 19.97

15.95
9.97

11.94
6.97
5.97

Curl Up With A 
New Magazine 
This Winter!

Publication 
Skin D iver 
Sport
Sporting  News 55 issues 
Sports Illu stra ted  54 issues 

2 yea rs  
S tereo Review 
Sylvia Porter’s  Per. Fin. 
T e ach in g  a n d  C om puters 
T e ach in g  Pre K-8 
Tennis
3-2-1 C o n tac t 
T im e 52 issues 

2 yea rs  
Tours 8c Resorts 
Travel 8c Leisure 
True Story 
Turtle: p re-schoo l 
TV G uide 52 issues 
U nique H om es 6 issues 
US M ag az in e  
U.S. News 52 issues 
USA T oday  260 issues 
V eg e ta r ia n  Times 
Video
Video Review 
V illage V oice 52 issues 
W eight W atchers 
W om en’s Sports 8c Fitness 
W orkbasket/W orkbench  
W orking M other 
W orking W om an 
W orld Press Review 
W riter’s D igest 10 issues 
Y ach ting
Y ankee (New E ng land ) 
YM

Usual Your
Price Price

19.94 11.94
12.00 7.97
59.95 29.95
64.26 32.13

64.26
13.94 6.97
19.97 11.97
19.95 16.95
15.00 12.95
17.94 8.97

13.97
58.25 29.12

58.25
13.95 9.97
29.00 15.00
15.00 9.97
11.95 9.97
39.00 33.80
29.97 19.97
23.95 15.97
39.75 19.89

130.00 97.50
24.95 19.95
12.00 6.00
12.00 7.97
37,44 19.95
13.97 12.97
12.95 9.95
6.00 5.00

11.95 6.48
18.00 900
24.97 16.95
17.50 12.47
19.98 12.97
19.95 14.95

PRICEAFT SUBSCRIPTION SERVICES, Box 258 
9 Northern Blvd., Greenvale, N.Y. 11548

To save up to 50% on your magazine subscriptions, 
please fill out and mail in this coupon.

NAME_

ADDRESS. 

CITY ____ STATE ZIP

YOUR SCHOOL

PUBLICATION NAME

1._____________
2 . _________________________

3 ._____________________

YEARS

□  Check enclosed (made payable to AFTSS) or
□  Visa or
□  M/C#

Exp. 
Date.

All subscriptions are for one year unless otherw ise noted.
New orders: Publishers take from  8 to 12 weeks to start a subscription. 
Renewals: P lease send us the address label from  your m agazine at least 
8 weeks before ihe expiration date. SI 28



Make a 
Friend
For education and the AFT. Flexibility, innovation, initiative— they're the cornerstone of 
responsible reform. And the AFT is leading the way, helping America's schools face up  to 
unprecedented challenges.

N ow  you can help yourself, your students, and your school by enrolling a family member, 
friend, or neighbor as an AFT Friend of Education.

For only $25 a year, they will enjoy a w ide range of personal benefits: discounts on insurance, 
travel, hotels, car rentals, magazines, and prescription drugs, plus subscriptions to American 
Educator and Radius, the newsletter of AFT's pioneering Center on Restructuring, special 
information packets on significant developm ents in education and invitations to major AFT 
events such as the prestigious QuEST conference.

Share this copy of Americcr 
Educator w ith a relative or 
friend and ask them to show 
their faith in your commitment 
and America's public schools 
by becoming a Friend of 
Education.

Better yet, give the gift of 
friendship yourself.

Everyone not eligible for 
m em bership in an  AFT locil 
can join.

Call Toll Free 
1- 800- 238-1133

American Federation of Teachers 
555 New Jersey Ave., N.W. 
Washington, DC 20001
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