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TOOLS FOR EDUCATION

Fivelfear Old 
Writes Life St< >r\.

will be with them at 25.
Writing to Read and Primary 

Editor Plus are just two of the many
high-quality 
programs that 
run on the
IBM PS/2 
Model 25 

desktop computer.
The Model 25 

combines the power, 
speed and graphics 
capabilities of the IBM 
Personal System/2 
family in a compact 
classroom desktop unit. 
Combined with our 

courseware, it puts a complete 
library of flexible teaching 
tools at your fingertips.

Thousands of schools 
are teaching English, math, 
physics, chemistry, foreign 
languages and much more on 
IBM PS/2s with IBM Educational 
Courseware.

And with good reason.

This story has many happy 
endings.

That’s because five year olds
are writing all ___________
kinds of 
stories in 
classrooms 
where teach- 
ers are teaching with 
IBM Language Arts 
Courseware.

It all starts with 
IBM’s acclaimed 
Writing to Read pro- 
gram! It’s a self-paced, 
interactive program 
that teaches kinder- 
gartners and first graders how to 
write anything they can say and 
read anything they can write.

And once students learn to 
write, IBM’s Primary Editor Plus 
program gives them a simple and 
fun way to actually learn the fun- 
damentals of word processing. So 
the skills your students use to write 
and edit their own life stories at five,
*UeK'lofM'd by l)r. John H. Marlin



ments your curriculum 
and the textbooks you’re 
currently using.

But courseware isn’t 
the only way IBM is bring- 
ing subjects to life. IBM 
LinkWay, for example, is a 
new, fun-to-use interactive 
multimedia tool that actu- 
ally combines full-motion 
video with sound, text and 
color graphics. With it, 
teachers can create their 
own special multimedia 

shows that work with their curricula. 
And there’s so much more 

we’re working on to help you 
teach. Together we can help 

students watch atoms collide, 
listen to Shakespeare, master 
geometry with the ancient 

Egyptians— or help a five year 
old write his own life story.

For a free catalogue and/or 
classroom poster, or for further 

information, call:
1 800 IBM-7257, ext. 152 
or write:

IBM Corporation 
P.O. Box 3900 
Peoria, I I61614
IBM is a registered tradem ark, and W riting to  Read, Primary Editor Plus, 
PS/2 M odel 25 and LinkWay are tradem arks o f IBM Corporation.
©  1989 IBM Corporation.

Our courseware has been 
developed with the help of 
over 200 active teachers 
nationwide. IBM makes 
courseware programs for 
students from kindergar- 
ten through high school 
—courseware that comnle-



Tuition Assistance/Financial Aid. Any
new soldier may be eligible to have part of his 
or her tuition paid by the Army.

Additionally, the Montgomery GI Bill 
Plus the Army College Fund can offer as much 
as $25,200 toward continuing education, for 
qualified soldiers.

Of course, in addition to the educational 
benefits, the Army also offers your students 
some other valuable lessons about character 
and discipline. Lessons that will lead to success 
not just in college, but in life.

ARMY EDUCATION. 
BE ALL YOU CAN BE.

f success is measured by college degrees, 
your students can do well in the Army. We 
offer a number of services and programs 

that offer soldiers an opportunity to pursue just 
about any degree they want.

Army Education Centers. Nearly every 
Army post has an Education Center where 
trained counselors advise soldiers about the 
courses they need, and where to take them, 
and how to pay for them.

Independent Study. This “university 
without walls” program permits soldiers to earn 
college credits by studying on their own.

Non-Traditional Credit. In some cases, 
soldiers can use their military training, experi׳ 
ence and schooling to obtain college credits.
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“It ’s Like . . . ” 8
The Bridges Teachers Build
"I t’s l ik e . . . "  m ay be the phrase m ost frequently heard in the classrooms o f  good  
teachers struggling to help students understand new concepts. Recall this scene 
from  Stand and Deliver and send us yo u r favorite example.

China’s Untold Story 10
By Andre Ryerson
The Tiananmen Square massacre was the latest confrontation between the 
Chinese people and a system o f  government responsible fo r  the death o f  millions.
B ut students who study popular educational materials would know  little o f  the 
Chinese governm ent’s ongoing repression and  nothing about the Chinese 
people’s desire fo r  freedom.

Putting  M inds To  Work 16
By Dennis Gray
Too m any children go year after year to school w ithout ever feeling that ideas 
can be very exciting. A well-led seminar can change that. Find o u t how  y o u  can 
get started in yo u r  classroom.

A Museum Is Something  You D o  24
By Karin Chenoweth
Science m useum s have developed the knack fo r  m aking science exciting fo r  
children. N ow they're helping teachers bring the same hands-on style to school.

T he Harvard Education Letter 31
Work is under way to m ake teacher evaluation more m eaningful than the 
currentprincipal-standing-in-ibe-back-of-the-room-with-a-checklist method.
Read about this and related developments in this special sample issue ofHEL.

A G irl and H er Books 40
By Annie Dillard
Anyone who has ever gotten lost in a book— and then returned to this world  
richer fo r  the journey— w ill w ant to read this stirring m em oir by the Pulitzer 
prize-w inning author.
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IF YOU'RE DOING MORE THAN JUST 
TEACHING BY THE BOOK, 

CUT IT OUT.

, .............. *  T \
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Purchasing Fine Used Books

SAVES 1/3 TO 1/2
Elementary and High School Textbooks 

and Workbooks • All Publishers 
Used and New • Current and Older Editions

WILCOX & FOLLETT BOOK COMPANY 
A Division of Follett Corporation 
1000 West Washington Blvd.
Chicago, Illinois 60607 
1-800-621-4272

(Circle below, call, or write for our FREE catalog)
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V i d e o  Va l u e s

With the number of movies available on 
video growing daily, it becomes increas- 
ingly difficult to choose among them. With 
the average family now viewing five videos 
each month, more parents also want to 
know which of these movies are out of 
bounds for children, which are minimally 
appropriate, and which are genuinely rich 
offerings. A brief answer to these ques- 
tions—along with a one-sentence capsule 
review—can be found in The Fam ily  
Guide to Movies on Video, which sells for 
SI2.95. To order, call Harper and Row at 
800 - 638 - 3030 .

H a r v a r d : A n o t h e r  P r e v i e w , A  L a s t  Ch a n c e  
‘T e a c h e r ’: A  F i r s t  C h a n c e

Through a special arrangement with The Harvard Education Letter, 
we are letting our readers take a look at an entire sample issue (see page 
31) of this very useful little publication. We hope you'll agree that its six 
information-packed issues per year are well worth the $12 subscription 
rate offered to AFT members — just a little over half the regular rate. Last 
chance, everybody.

And while we re talking about education publications, we would like 
to extend a welcome to the new Teacher Magazine, which premiered 
this month. Published by the same folks who do such a good job on 
Education Week, Teacher will come out monthly and will focus on “the 
growing movement toward professionalization” among teachers. Every7 
profession needs common frames of reference that facilitate the 
exchange debate, and refinement of ideas, and Teacher M agazine is a 
good addition to that effort. It can be subscribed to for $18 a year by 
writing to: Teacher Magazine, PO. Box 2091, Marion, Ohio 43305-2091.

P a r e n t  P r e p a r a t io n

We all know that a student’s success in 
school is aided when his parents are 
involved. But unless the parent herself was 
a good student, she may be unsure about 
what it takes for her child to excel. A new 
Urban League publication, developed 
with support from the College Board, 
meets this problem head on with advice 
to parents that goes well beyond such 
familiar suggestions as “make sure your 
child has a well-lit desk area.”

Each of the 131 big-print pages in What 
Students Need To Know  is easily dupli- 
cated and packed with information for 
parents. It contains both facts about 
schooling that will enable parents to be 
better advocates for their children and 
practical ideas for prom oting informal 
learning around the house.

The section on math warns parents that 
decisions about ability grouping made in 
grade school and about curriculum made 
in junior high will determine a student’s 
college preparedness years later. If a 
grade-school child is placed in a lower 
ability group, parents are urged to “make 
sure that as progress is made [the child] is 
moved into courses that challenge his/her 
ability.” It tells paren ts that w ithout 
algebra, “students will find it hard to score 
well on standardized math tests” and 
reminds them that “general mathematics, 
business m athematics, and arithm etic 
courses often do not count as cred it 
toward college entry.”

To improve students’ English skills, the 
publication offers such practical ideas as 
giving children the opportunity to fill out 
order forms and application blanks and to 
have the student call stores for informa- 
tion.

W hat S tuden ts  Need To K now  also 
includes great lists: free and inexpensive 
materials for parents, magazines for chil- 
dren and youth, and community organiza- 
tions interested in education.

The publication costs $10 and can be 
ordered by writing: Stephanie Robinson, 
Urban League, 500 East 62nd St., New 
York, New York 10021.
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The high school years are drawing to a close 
for your students. Which careers will they 
choose? How can you help them to unlock 
their potential?
The ASVAB program can help. A valuable 
resource for counselors and students, it 
focuses on career possibilities, combining 
ASVAB-14, the most widely used aptitude 
test in America, with an easy-to-use 
reference library.
First, the ASVAB Counselor's Manual provides 
information on the test and howto use it.
Second, Exploring Careers; The ASVAB 
Workbook is provided to each student 
who tests. This workbook contains exercises 
to encourage military and civilian career 
exploration.
Third, the Military Career Guide helps 
students use their ASVAB scores to explore 
military occupations.
Fourth, Military Career Paths, a new 
publication, helps students explore career 
progression patterns for 38 enlisted and 
officer occupations.
Designed by the Department of Defense, 
the ASVAB program can assist your students 
in unlocking the door to career possibilities. 
Make ASVAB part of your counseling 
curriculum,
For more information, call 
1-800-323-0513 (in Illinois, call 
312-688-4933 Collect).

! ■ 7  A t i l  J A Valuable Career 
Planning Resource.



“ I t ’s  L i k e . .
The Bridges Teachers Build

of very well-educated mathemati- 
cians who can’t educate anybody 
else in mathematics. It’s a very diffi- 
cult subject to teach. Those of you 
who teach mathematics know that. 
Knowing the subject is indispensa- 
ble. Merely knowing the subject is 
insufficient.

And so we see that Escalante also 
is masterful in his ways of represent- 
ing the key ideas. As you watch this 
movie, you see him use so many anal- 
ogies, so many examples, so many 
stories, so many metaphors and sim- 
ilies, so many demonstrations. He 
exemplifies the most important sin- 
gle principle of learning, which is 
not reinforcement any more. That 
was tw enty years ago. We know 
more now. The most important sin- 
gle principle of learning, we now 
understand, is that you must find 
ways to connect new concepts, new 
ideas to the ideas that are already in 
the heads of the youngsters. Teach- 
ing is bridge building.

That’s why when you walk into a 
classroom of a fine teacher, I contend 
that the word you will hear most 
often when a teacher is explaining 
something is the word “like.” Like. 
The teacher is always saying, well it’s 
like this, it’s like that, helping stu- 
dents make connections. And if you 
study what Escalante does in that 
movie, he’s always helping to make 
those connections, those links. He 
understands how critical it is to 
transform new ideas into representa- 
tions that kids can begin to connect 
with. He builds bridges for his stu- 
dents to walk across. And that is part 
of what we understand to be the 
essence of good teaching. □

Send us your favorite example of 
bridge building: m etaphors and 
similies, examples, stories, analo- 
gies. We’ll pay $25 for each one 
we print and share them with 
teachers around the country.

Now he’s walking down the mid- 
die aisle and he levels his gaze at the 
student in the back of the room who 
has one foot and one lobe out the 
door already—that’s the frontal lobe 
—and he says, his hands still gestur- 
ing, “What happens when you put 
them back together, the plus two and 
the minus two, what do you get?” 
The kid resists but the hook is set 
and after some silence the kid mut- 
ters under his breath—God forbid 
the others should hear him answer— 
“zero.” Escalante says, “That’s right, 
zero. You know not even the Greeks 
understood zero. Your ancestors,” 
he says, “the Mayans, they invented 
zero.” End of scene.

And what a remarkable scene it is. 
Because if you look at it and take it 
apart, it teaches you an enormous 
amount about what it means to be a 
teacher. What has Escalante demon- 
strated about what a teacher needs 
to be able to know and do? First of all, 
Escalante shows that you’ve got to 
know your subject matter. There is 
no substitute for that. You’ve got to 
know the territory. And Escalante 
clearly does, but he then demon- 
strates that content knowledge just is 
not enough. We’ve all seen examples

w :

H ow do we help children under- 
stand  new  and  often m ystifying  
concepts? In this excerpt from  his 
speech to the AFT QuEST conference 
this past summer, Lee Shulm an o f  
Stanford University used a scene 
from  the popular movie Stand and 
Deliver to call attention to a time- 
honored teaching technique:

WHAT’S STRIKING about these 
recen t m ovies—S tand  and  

Deliver and The Dead Poets Society 
—is that the hero  in the movie 
doesn’t just happen to be a teacher 

,who then has his or her adventures. 
These movies are filled with class- 
rooms. They’re about teachers and 
kids learning together in classrooms. 
One of the things I loved about Stand 
and Deliver—the movie about Jaime 
E scalan te—was that th e re  w ere  
som e c lassro o m  scen es  th a t I 
thought were exquisite pieces of 
pedagogy7.

Let me remind you of one scene 
near the beginning of the movie. 
Escalante has decided he is not going 
to teach general mathematics to this 
group. He is going to teach them 
algebra. And the kids say to him— 
because kids are very wise—they say, 
“Mr. Escalante, you don’t under- 
stand. If we could learn algebra, we 
wouldn’t be in your class.” And there 
is this wonderful scene where he 
tells them how important it is that 
they understand  the concep t of 
positive and negative numbers. He 
begins the litany, “plus two, minus 
two, plus two, minus two.” And then, 
his hands shaping the forms in the 
air, he says—he knows what they’re 
thinking, remember they’re in L.A.— 
he says, “you go to the beach”—ah 
ha, he’s got their attention— “you go 
to the beach and you dig a hole in the 
sand. You dig a hole in the sand. You 
put the sand next to the hole. The 
hole: minus two; the pile of sand: 
plus two. You see that? The hole is 
minus two, the pile of sand is plus 
two.”

Fa l l  1 9 8 98  A m e r i c a n  E d u c a t o r



“Why isn’t there a 
computer system 
designed with the 
teacher in mind!”

that can be placed on the net- 
work. Plus, built-in classroom 
productivity tools let you quickly 
create a class roster, set up a grade 
book, schedule lessons and gener׳ 
ate exams.
Make it easy on yourself. Call 
1'800'321'0160, and let one of our 
Education Marketing Managers tell 
you how to get the SchoolMate 
solution working for you.

PCs can work for you— 
Discover the 

SchoolMate" Solution!
SchoolMate uses the proven 

3Com workgroup to link together 
Tandy and other PC׳ compatible 
computers throughout a class- 
room, department, or even an en- 
tire school. Every person on the 
network uses the same easy com- 
mands throughout.

The ultimate in “teacher ease.” 
SchoolMate puts the teacher in 
charge, with a wide choice of 
programs by leading publishers

If you’ve shied away from PCs 
because they’re too intimidating, 
now there’s good news! Say hello 
to SchoolMate, the “people׳ 
oriented” network for teachers 
and students. SchoolMate uses 
the DeskMate™ Graphical User 
Interface to bring a friendly look 
and feel to classroom computing. 
DeskMate uses plain English 
commands to guide you through 
each program with simple “point׳ 
and-ciick” convenience.

Make it easy on yourself—discover the SchoolMate Solution a t . . .  R a d i o  / h a e k
COMPUTER CENTERS

A DIVISION OF TANDY CORPORATION
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CHINA’S 
Untold  Story

Social studies materials distort reality, 
ignore questions of democracy and repression.

B y  A n d r e  Ry e r s o n

One of the tasks that students are 
assigned is, “Explain why the Chinese 
government has the trust of the Chi- 
nese people.”

O ne m ight th ink  the  question  
would have occurred to either of the 
guide’s two authors: Since China is not 
a democracy and is a country where 
free expression is not permitted, how 
do we know  that the government “has 
the trust of the Chinese people”?

Questions like this—about demo- 
cratic government, democratic values, 
and human rights—seem not to occur 
to most of those writing educational 
materials on China. Indeed in a review 
I have made, a majority of popular 
educational materials on China omit 
the reality of a totalitarian government 
suffocating its people. Instead, the pic- 
ture of China that emerges is of a 
nation defying the odds in developing 

itself, feeding its people, housing them, providing edu- 
cation and building new factories, while allowing its 
citizens the pleasures of traditional family life. Rural 
work teams encourage sharing. Street and factory com- 
mittees help individuals with their private problems. 
The textbooks display color photographs that show 
well-stocked food stores, women doing industrial work, 
and a countryside of lush agricultural landscapes. Here 
is a people that has rid itself of old and primitive tradi- 
tions, a people and government committed to the ideals

A YOUNGSTER studying his lesson 
on China in Exploring World 

Cultures (Ginn & Co.) will learn of 
the selfless dedication that inspires 
China’s Com m unists, the society ’s 
new elite:

The life of a Communist Party״ 
m em ber is not easy. Members 
are expected to carry out party7 
decisions regardless of hard- 
ships or personal sacrifices. They 
are expected to be an example 
to the people by promoting hard 
work and thrift. Yet no shortage 
of candidates for party mem- 
bership exists.

A teacher’s guide published by 
China C onnec tions (C om m unity  
Learning Connections, Boston) con- 
eludes that

the Chinese government is trying to: 1. improve 
education throughout the country; 2. build more 
industries in the countryside; 3• reduce economic 
inequality; 4. manage and reduce its population; 5. 
improve Chinese women’s rights.

Andre Ryerson, a fo rm er professor o f  French and  
Flumanities a t Amherst College, is a freelance writer 
and educational consu ltan t who has w ritten pre- 
viously about peace and global education.
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The C hine* w  spread political beliefs?
Mao and communism. How ׳ ״ ׳ ״« י > " uu> א

SECTION REVIEW------
1. Mapping: Using the map of the Far 

Easi in the Atlas, describe the geo- 
graphic features of the following: Ma- 
lavsia Vietnam, the land through 
which' the InJia-China border runs. 
Bangladesh. Ho״  are geography and a
nation's power related?

2 In vour own w ords, identify  
Sukam o, Suharto. Mohandas Gan• 
dhi Nehru. Indira Gandhi, com- 
m u״ es. the Red Guards, the Ga-at

3

S hortlv  thereafter. China s policy 
tow ard  th i  U nited S tales look a dra- 
m alic  tu rn . A fter Chinese-Soviet bordei 
» ״ Mgl־ s. the Soviet Union became he 
great cncm v of the C H n־ » . * r f a ״  
sought d e ten te  w ith  the United Swtcs. 
(See page 553.) President N ison visited 
China in 1972 in the  j n . l  of detenu  ■ 

After M ao's d ea th י76 111  י ' 
struggle  developed The 
w on by a g roup  ol leaders fa.
m odern ize China rapidly. Th׳t y a  - 
, ״ red b en e , ■ e la .iu n s ;u .h  n o n y .m

leadersh ip . The 
tto  M aoists and  
e questions tha t 
her it w as m ore 
ated  com m unist 
sts in sisted  tha t 
alification  fo r a 
could have w as 

om m u n ist doc- 
tgreed. It d id n ’t 
d ica ted  to  com - 
so long as he or 
1 be u sed  to  help 
;re w ere m any 
lao ists and  an ti- 
he early  1960's, 
d contro l o f im- 
n the p a r ty  and  
w as now criti- 
nlv.
arian  C u ltu ra l
p tu re  con tro l in 
his su p p o rte rs  
lelarian Cultural 
: a rm y  refused to 
ized high school 
the  Red Guards. 

d em onstra tions, 
w ere shu t dow n, 
ao T se-lung w ere 
ituations. 
ried to  organize 
b u t they h ad  lit- 
no  effective w ay 
appea l to  the  
îuin.'11v.1nlY.̂ yv1־

of equality, and while the government is structured 
somewhat differently from ours, the people seem to 
elect local officials, and the Communist Party7 works to 
improve the people’s lot. It may be a more controlled 
society than ours, but the Chinese are not disturbed by 
this fact. A few of the campaigns of Mao Zedong did not 
work out so well, admittedly, despite their noble aims. 
But whatever the problems under Mao, the post-Mao 
regime has made adjustments, increasing private ini- 
tiative, and the Chinese people—though less wealthy 
than we—are happily striving toward a better life.

American students taught with these materials must 
have been incredulous at the events in Tiananmen 
Square last spring. Why would Chinese students demon- 
strate against a government so dedicated to answering 
the people’s needs? And how could such a government 
respond with a massacre?

* * *

T!

This textbook (published by Holt, 
Rinehart & Winston), having given no 
attention to the persecution and killings 
o f the Cultural Revolution, illustrates 
M aoist China with this happy photo  
(top). The reality> was much different. 
Here, M ao’s Red Guards parade 
“enemies" o f  the regime through the 
streets during the Cultural Revolution. In  
addition to such persecution, 2 to 3 
m illion  Chinese were killed during this 
period (above).

1 HE DISTURBING truth is that most American edu- 
cational materials on China, with remarkable con- 

sistency, avoid those questions that pertain to issues of 
democratic government, democratic values, and human 
rights. Questions such as: How are people’s basic rights 
and civil liberties protected? If they are not protected, to 
what extent are they violated? What institutions are 
available for people to express their will? How strong 
are these institutions? Through what modalities does 
the government or party seek to control people? How 
effective and total are these controls?

W hether such questions should inform students’ 
study of nondemocratic countries has been an issue of 
some debate in the field of global/international educa- 
tion. Many global and international educators have 
argued that it is inappropriately “ethnocentric” to look 
at other countries through our own democratic lens. As 
Michael Gordon writes in Approaches to World Stud- 
ies,ג “Not everyone wants to be like us.” Many educators 
also view global/international education as an extension 
of m ulti-cultural education, as an opportunity  to 
increase appreciation of diverse cultures and customs. 
This group is, understandably, eager to present foreign 
cultures in the best possible light, so as to thwart stu- 
dents’ natural instincts toward prejudice. Indeed, many 
texts and guides in the international/global field include 
prefatory notes urging teachers to see such education as 
an antidote to students’ tendencies to ethnocentrism 
and stereotyping.

A third strain noticeable in global/international mate- 
rials is the belief that in our interdependent world, 
under the shadow of nuclear weapons, the future of 
world peace may depend on educating students to see 
the commonalities among different peoples, not the 
differences, for differences can lead to hostility, conflict, 
and war. This group of educators prefers a curriculum 
geared to topics such as families, languages, the arts, and 
other subjects that focus on peoples’ common human- 
ity. If they must deal with issues such as government and 
values, they tend to do so in a neutral voice, implying 
that just as all peoples have families, some being nuclear 
and others extended, so all peoples have governments, 
some being democratic and others not.
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Co.) by T Walter Wallbank, Arnold Schrier, Donna Maier, 
and Patricia Gutierrez-Smith; The World Yesterday and  
Todays (Silver Burdett & Ginn) by Kenneth S. Cooper 
and Gary S. Elbow; China ( Dushkin Group) by Suzanne 
Ogden; and Values in Conflict: Literature on China’s 
Youth (Stanford Program on International and Cross- 
Cultural Education—SPICE 1988) by Sally Clark, Rod 
Hollingsworth, Robert Rudholm, and Stan Seaberg.

The remaining twenty-two items'* fail to give students 
a fair, honest accounting of what life without democratic 
rights is like. The overall picture presented in these 
materials leaves students with little sense that the peo- 
pie of China are not free, that the government’s agencies 
of social control are pervasive, arbitrary, and beyond the 
rule of law, and that the Chinese people are not happy 
with this state of affairs. Nonetheless, the extent to 
which these materials fail varies greatly. Some soften or 
even applaud features of totalitarian rule. Others offer 
no more than a lifeless sentence or two about the abuse 
and extent of Chinese state power. A few do venture, 
however timidly, into the less benign features of China 
under Com m unist rule, or else manage, however 
erratically, to ask students to intelligently discuss politi- 
cal rights or economic choices, though without provid- 
ing sufficient facts to nourish such discussion. China 
Workbook (Columbia University’s East Asian Curricu- 
lum Project), Econom ic Choices: China A fter Mao 
(SPICE) and the World Past and Present (Harcourt 
Brace Jovanovich) fall into this last category.

,
extreme, totalitarian variety. The distinction is not triv- 
ial. (W hether this distinction should drive U.S. foreign 
policy is a matter of controversy, but that is a separate 
issue.) Traditional dictatorships have been narrowly 
political in nature, allowing the people to continue 
established practices of family life, commercial arrange- 
ments, and religious worship. Only when the power of 
the regime itself is challenged, whether in the form of 
hostile newspapers or rival political parties, does the 
government move to crush its opposition. Terrible and 
often bloody as such dictatorships are—the regime of 
Ferdinand Marcos is a good recent example—their aims 
are relatively confined: to perpetuate the regime in 
power and profit from its monopoly.

Totalitarian regimes, by contrast, have cosmic ambi- 
tions to fundamentally change human nature. They 
aspire to create the “new Nazi Man,” the “new Soviet 
Man,” the “new Maoist Man.” Not only are political 
rivals outlawed; all features of traditional society—from 
religion and commerce to the most basic bonds of

*The global education field is not well organized. Though a rigorous effort 
was made to identify the most recommended materials, it is possible that 
something has been missed.

* *This text should not be confused with the Scott, Foresman & Co. book 
bearing the same title.
tW hile this text meets the minimal standard of truth-telling set forth here, 
it should be pointed out that it devotes a total of only twelve paragraphs to 
Revolutionary China and, if judged on general criteria such as depth or 
writing quality, it would certainly be found wanting.

Outspoken critics of these various approaches have 
argued that when international education materials are 
not animated by a commitment to democratic princi- 
pies and values, civic education is undermined. Stu- 
dents are left thinking that there are no universal human 
rights, that democratic values are merely optional 
values, a matter of personal taste, nothing about which 
to get overly concerned—even possibly—something to 
be compromised when the going gets tough.

These criticisms raise serious questions about the 
assumptions, methods, and civic values that presently 
shape international education. By looking at how a par- 
ticular country’s history and culture are taught, we can 
better judge the weight of these otherwise abstract 
arguments. By virtue of its distance, both geographic 
and cultural, China is a logical choice for a case study of 
how the doctrines of international/global education are 
being translated into actual teaching materials.

For this study, I review ed those textbooks and 
teacher’s guides on China that are among the most 
widely publicized or used. The twenty-eight reviewed 
items include thirteen textbooks (five of the most popu- 
lar secondary world history texts, five of the most popu- 
lar elementary texts, and three global studies texts) 
from major publishers with recent copyright dates 
(mostly 1986-89), plus fifteen teaching guides on China 
(or with substantial sections on China) from the six 
most frequently recommended* distributors of supple- 
mentary educational materials on China, mainly univer- 
sity-based resource centers for international studies.

It should be noted that the complexity, scope, and 
level of these materials varies enormously. The text- 
books, which aim at an overview of selected countries, 
devote anywhere from seven to seventy-three pages to 
China: obviously depth, detail, and concern for history 
will vary accordingly. Among the teaching guides, three 
are geared to early elementary students^ and emphasize 
such topics as China’s animals, its calligraphy, and its arts 
—although they also make small, possibly naive, but 
essentially dishonest dips into politics and values. Four 
guides, from the Stanford Project in International and 
Cross-Cultural Education (SPICE), focus on specialized 
topics such as the family, education, and rural develop- 
ment in China.

One cannot expect the early elementary guides and 
the narrowly focused topic guides to give full attention 
to questions of government and values; but one can 
insist that they not mislead the reader by distorting facts 
or ignoring realities that properly fall within their 
scope. Nonhistorical materials can ignore details of his- 
tory; but their contemporary accounts should reflect 
the history that has shaped the present, just as we 
expect any fair account of contemporary black life in 
America to make some reference to blacks’ second-class 
status prior to the Civil Rights Movement.

On the issues of democracy and human rights posed 
earlier, of the twenty-eight materials under review, only 
six can be said to do a fair job within the limits of their 
genre. These books have faults, but they are honest 
efforts in pursuit of truth: Our Common Heritage: A 
World History (Ginn & Co.) by Daniel Roselle; Eastern 
Hemisphere** (Macmillan) by Barry Beyer, Jean Cra- 
ven, Mary A. McFarland, and Walter C. Parker; History 
and Life: The World and Its People (Scott, Foresman &
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famine reigns. (A textbook especially marked by errors 
of fact, Exploring World Cultures, affirms: “China has 
not had a famine since the Communists came to 
power.”)

,

Mao sought to destroy the remnants of traditional Chi- 
nese culture (while conveniently crushing his Commu- 
nist Party rivals and critics), but twenty׳ texts say not a 
word about the orgy7 of persecution that struck—even in 
the estimate of China’s official People’s Daily—about 
100 million people. Only one text among the excep- 
tions goes so far as to cite that number.

SPICE’s Values in Conflict offers a short story with 
one of the few graphic passages on the human toll of the 
Cultural Revolution:

Liang Xia was ten years old in 1966 when the Cultural 
Revolution began. . . . Her father, a leader in his office, was 
dragged out one night by people who broke into their 
home. Then her mother was separated from her. Liang Xia, 
bewildered, was left alone at home, cooking meals to take 
to her parents. . . . She did this until one day a man told her 
not to prepare any more for her father, since he had died 
five days earlier. . . . Because of her parents, she too was 
criticized from time to time. In those unhappy days, Liang 
Xia often dreamed that she was being weighed down by a 
heavy stone. Unable to remove it, she would cry herself 
awake. But in time she became accustomed to the sneers, 
and hid the hatred in her heart. After her mother was 
released, she accompanied her mother to a cadre school to 
do manual labor in the countryside.

The fictional Liang Xia reflects the reality of nearly 20 
million city people deported to the poorest districts of 
the countryside ( the largest forced movement of human 
beings in recorded history). Mao’s frenzied young Red 
Guards killed, usually after torture, at minimum several 
hundred thousand6 persons, virtually none of whom 
was guilty of anything except having an education, hav- 
ing spent time in the West, or owning “bourgeois” books 
or records. Soon Red Guard factions were fighting 
among themselves as well, bringing the death toll to 
between 2 and 3 million in the judgment of Jurgen 
Domes in The Government and Politics o f  the PRC 
(Westview Press 1985). Some Chinese privately com- 
pare it to Europe’s Holocaust. (When the Khmer Rouge 
in Cambodia launched a similar campaign a decade later 
that killed about a million people, one-sixth of the popu- 
lation, their inspiration was Mao’s Great Proletarian 
Cultural Revolution.)

Only seven texts mention the deportations in any 
way, and in at least one case, Teaching about World 
Cultures (Center for Teaching International Relations 
[CTIR], University of Denver) the mention is favorable: 
“Students gained a greater respect for the peasants by 
actually taking part in farm labor and talking with them 
about the hardships of their life,” and “they had a feeling 
of being an important part of ‘building socialism’ in 
China, of helping the nation to develop.” A different 
picture emerges from those who endured the experi- 
ence.

In People and Our World (Holt, Rinehart & Winston) 
by Allan Kownslar and Terry Smart, the photograph that 
accompanies the section on the Great Cultural Revolu- 
tion (having said nothing about its human cost) shows

family—are seen as bothersome elements obstructing 
the way to total control by the state over the lives of 
individuals. An official ideology becomes the official 
faith, mandated teaching for every school, farm, factory, 
and office; its slogans and demands replace all others, 
and obedience to it paves the narrow road for upward 
mobility.

After the troops of Mao Zedong defeated the 
Nationalists, they launched a land reform program that 
included summary trials and the execution of some 5 
million landlords and “rich peasants.”4 Following land 
reform came other campaigns against counterrevolu- 
tionaries and “Rightists” in which millions more Chi- 
nese were killed. Of the twenty-eight textbooks and 
guides, twelve acknowledge these executions, with one 
text estimating the victims as “possibly as many as 2 
million,” another as “millions,” a third as “about a mil- 
lion,” another as “thousands,” two others as “many,” and 
the rest of the twelve using quite inaccurate charac- 
terizations such as “only the worst landlords” or land- 
lords who were “not willing to give up their land” or 
who “resisted” the regime or “those who opposed the 
government” were put to death. In fact, the executions 
were based on class or political status with people killed 
simply for having belonged to the “wrong” political 
party or the “wrong” economic class.

Nonetheless, landless peasants were given land in 
accordance w ith Communist promises, the country 
after years of civil war and chaos was united under a 
single authority, women were given rights of greater 
equality, and a mood of cautious optimism prevailed. 
But scarcely had the peasantry begun cultivating their 
land when Mao ordered them in 1953 to begin forming 
collectives and in 1958 compelled them to combine 
into even larger and more impersonal communes, nei- 
ther of which measures the peasants wanted and to 
which they offered sullen but telling resistance. The 
success and popularity of the early achievements is 
conveyed by most of the materials; the disillusionment 
is not.

As part of his “Great Leap Forward” campaign, to 
catch up w ith the developed world, Mao in 1958 
ordered peasants to create whole industries, to make 
steel in their villages, as if ideological commitment 
could take the place of technology and expertise and 
lead the peasants to perform miracles. In place of mira- 
cles, China reaped disaster. The diversion of energies 
from farming to “backyard iron foundries” in a country 
just barely feeding itself, the resulting chaos in the 
transport system, and, above all, directives from the 
party ordering peasants to use lunatic farming methods, 
produced famine. The Cambridge History o f  China 
puts the death toll at anywhere “from 16 million to 27 
million” people,? calling it “the most devastating famine 
of the twentieth century in China (and probably in the 
w orld)” for one must go back to the Chinese famine of 
1877-78 when 9 to 13 million perished “to find a disas- 
ter on the scale of the Great Leap.”

This terrible consequence of a dictator's whim surely 
deserves to be known by students learning about China. 
Yet of the twenty-eight textbooks and guides, only one 
gives an estimate of 20 to 30 million deaths, another says 
“millions died,” and a third says there was “hunger.” For 
the rest of the books, complete silence on this great
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smiling young men and women in uniform with Red 
Guard armbands, gesturing before a white statue of Mao. 
It bears the caption: “The Chinese government sent out 
dance groups, such as the one above, to teach about Mao 
and communism. How is [sic] media used today to 
spread political belief?”

________
neither book are details offered to make clear just what 
this means, and in one of them the text is otherwise a 
homage to the good life under totalitarian rule. A third 
text bravely uses the word “dictatorship.” All others 
avoid such words perhaps from concern that they might 
provoke “negative stereotypes,” against which teachers 
and students are constantly warned.

Accounts of China’s governmental system are quite 
misleading. The teacher’s edition of Eastern H em i 
sphere (Scott, Foresman & Co.) by Joan Schrieber, et al. 
offers the following description of how China is run:

General elections, in which all the people vote, are held 
only at the commune and urban-district level. All Chinese 
citizens can vote for officials of their local people’s con- 
gress. Candidates do not have to be Communist Party mem- 
bers, but must be approved by the Communist Party. 
Members of the local congress elect members to the con- 
gress at the level above them. This goes on all the way up to 
the National People’s Congress. In this way, all levels of 
China’s government are closely tied together, like a giant 
pyramid.

The impression conveyed is of a “bottom-up” system 
of authority in the hands of the people. The same pic- 
ture is painted by other texts, such as An American  
Family in China (Community Learning Connections, 
Boston): “Chinese elections are indirect. That means 
the Chinese can only vote for candidates running for 
small, local offices, like a neighborhood committee. 
These local officials in turn elect those who serve in 
higher offices.”

Teachers who read such guides must conclude that 
China’s “Democracy Movement,” launched more than a 
decade ago (long before the Tiananmen Massacre), was 
the creation of a few grumbling malcontents.

Few textbooks seriously examine China’s legal sys- 
tem. One that does is Global Studies: China (Dushkin 
Group) by Suzanne Ogden. It includes an article by 
Otto Ulc, a Czech who is now a professor in the United 
States, who toured China to compare his experience as a 
judge in Czechoslovakia with the Chinese justice sys- 
tem. He found it to be completely subordinated to the 
state and the Party, and he asked Mr. Li, a former judge he 
met, “How did you feel after you had condemned an 
innocent person because the Party ordered you to do 
so?” Mr. Li tries to avoid answering, but finally concedes: 
“Yes, the innocent are bound to be liquidated; there is 
nothing that can be done about it. Law serves politics. 
Law serves politics,” he repeated. Nothing comparable 
is found in other texts.

represent only the terminus of the system. Much closer 
(Continued on page 48)
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1979, Beijing. A 
protester hangs 
the first poster on 
the neu’ Democ- 
racy Wall. The 
old wall, much 
more easily 
accessible, was 
closed by the 
authorities, as 
was this one sub- 
sequently.

1986, Shanghai. 
Students protest 
the fa ilure o f  the 
official Chinese 
news media to 
cover their deni- 
onstrations 
accurately.

Fa l l  1 9 8 9

1987, Beijing. Plain clothes Chinese police arrest protesters 
during a crackdown on the Prodemocracy Movement.
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Pu tting  M inds 
To  w o r k

How To Use the Seminar Approach 
in the Classroom

By  D e n n is  G ray

IF YOU know anything about how Alcoholics Anony- 
mous deals with problem drinking, you probably 

know more about the successful introduction of semi- 
nars in the classroom than you would ever learn from 
studying the literature of professional development. It 
will not be easy and it cannot be done alone.

What I mean by this bald assertion is that most teach- 
ers need much the same sort of help to replace deeply 
ingrained bad habits of teaching as they would need to 
quit excessive drinking. After recognizing that the old 
ways are not working for them, after forming a firm 
commitment to change, the long hard work of actual 
change begins. Readers will recall that the recent Sum- 
mer 1989 issue of American Educator presented an 
excellent case study of such change in an elementary 
school research project in Hawaii ( “Rousing Schools to 
Life,” by Roland G. Tharp and Ronald Gallimore) Most 
of us teach pretty much the same way we were taught, 
so altering our style—or at least moving away from the 
totally didactic style that Tharp and Gallimore call 
“recitation”—can be arduous and wrenching.

But if students are going to have a chance of learning 
to think independently as part of schooling, shift we 
must, and in the direction of what Mortimer Adler calls 
Socratic seminars in his Paideia Proposal, (Macmillan, 
1982). Adler argues that effective schooling should 
include seminars as one of three kinds of teaching and 
learning. The other two modes are didactic (commonly 
through lectures and textbooks), which has the impor-

' ־ ״—
Until recently, Dennis Gray was deputy director o f  the 
Council fo r  Basic Education and director o f  its Fel- 
lowships fo r  Independent Study in the Humanities. 
This September, he moved to San Diego to spend fu l l  
time with that city’s public  school program to imple- 
m ent seminars districtwide.

Fa l l  1 9 8 91 6  A m e r i c a n  E d u c a t o r



tant goal of helping students acquire organized knowl- 
edge—cultural literacy, one might say—in the various 
academic subjects; and coaching in the all-important 
fundamental skills of academic learning (such as read- 
ing, writing, speaking, listening, and mathematical com- 
putation). These three modes of teaching and learning 
are interrelated, obviously, and are often integrated, 
even though a teacher should ordinarily have one as the 
controlling purpose of a given lesson.

good seminars anywhere in our own education. Even 
though we may have enrolled in classes called “semi- 
nars” somewhere in our formal education, few of us have 
ever experienced the kind of learning that can occur in 
the seminars described here.

Seminars differ from typical classroom recitations, 
which are nothing more than thinly veiled question- 
and-answer sessions in which the teacher is desperately 
covering ground in the syllabus and trying to extract 
right answers from otherwise bored students who want 
mainly to pass tests. Seminars are a different ball game. 
The differences are several in number and great in 
significance.

The purpose of seminars is always to enlarge under- 
standing of ideas, values, and issues through intensive 
conversation about selected texts. Adding to students’ 
storehouses of information and organized knowledge is 
not the main purpose of seminars, although such by- 
products are certainly common. Nor is the purpose of 
seminars to add m uscle to the skills of learning, 
although seminars do give strenuous practice in close 
reading, careful listening, clear speaking, and precise 
thinking. Understanding the intellectual complexities of 
important ideas demands ever-growing knowledge and 
skills, to be sure, but enlarged understanding remains 
the primary goal of seminars.

Seminars abandon coverage of a syllabus as either a
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Sem inars a re  n o t co m pelled  to 
seek  synthesis o r  closure, the 

relen tless im p era tives th a t d r ive  
d id a c tic  teaching.

all races and ethnic groups, and at various levels of 
difficulty.

A third-grade teacher in Washington, D.C., recently 
led a highly effective hour-long discussion of ideas in 
The Velveteen Rabbit. This wonderful children’s story 
about the interplay of imagination and reality probably 
is not on anyone’s list of Great Books, yet the level of 
conversation was quite sophisticated. This was so 
largely because the children rose to the challenge of 
talking about ideas that underlie the deceptively simple 
plot. The ultimate test of a seminar text is whether it 
leads to better understanding of ideas that are worth 
discussion.

time, money, discomfort, disappointment, and unflag- 
ging support from others. In the long run, of course, the 
price seems a bargain, because in seminars teachers 
reap gratifying rewards: students who learn to think, 
read, listen, speak, and write better; escape for teachers 
and students from dependence on the mindless recita- 
tion of information into the pleasures of genuine intel- 
lectual discourse about ideas; the satisfactions for 
teachers of deepening their own understanding of 
important ideas in our culture and of broadening the 
horizons of their own general education.

These are my conclusions after spending the last five 
years assisting schools in their efforts to introduce semi- 
nars of the kind advocated by Adler. For several years, 
Adler and his colleagues have been urging schools to 
commence a “Wednesday Revolution,” which means 
simply scheduling every school child to have one semi- 
nar a week (on  Wednesday morning, according to 
Adler’s hypothetical illustration) with the objective of 
the discussion—propelled by a leader who is skilled in 
Socratic questioning—the students’ enlarged under- 
standing of important ideas, values, and issues found in 
readings, art works, and scientific experiments chosen 
for their richness in these qualities. Any observer of 
trends in school reform will recognize how well Adler’s 
proposal fits with vogueish talk about restructuring 
schools and critical thinking and renewed emphasis on

means or an end; they are dedicated to achieving an 
enlarged understanding of a text, not merely to ingest- 
ing it. As a result, seminars are not compelled to seek 
synthesis or closure, the relentless imperatives that 
drive didactic teaching. Suppose Martin Luther King Jr. ’s 
“Letter from a Birmingham Jail” is the text. A seminar 
might focus on, say, King’s ideas of just and unjust laws, 
or his justification for civil disobedience, or his views of 
moderation versus extremism in pursuit of social jus- 
tice. In two hours of talk, one group of people in a 
seminar might touch on all three topics, another semi- 
nar on only one. The main task is to enlarge understand- 
ing, not to learn about King or the events of the Civil 
Rights Movement, even though some knowledge about 
King and the movement will surely be gained.

Seminars demand rigorous thinking by all the partici- 
pants, not mere mastery of information. They require no 
predetermined notion of what particular understand- 
ings will be enlarged or what routes to greater under- 
standing will be followed. The conversation moves 
along in accordance with what is said by the partici- 
pants, rather than in deference to a hard and fast lesson 
plan.

Seminars are inhospitable to competition for right 
answers, particularly given the principal aim in engag- 
ing students in critical thinking about complex, multi- 
sided matters. Instead, they join participants in a collab- 
orative quest for understanding, in a mutual testing of 
each other’s responses to text.

Seminars work best in an atmosphere of respect for 
the contributions of all the participants. But because the 
whole enterprise is dedicated to learning, the ideal of 
respect should not preclude on-the-spot corrections of 
misstatements and misreadings—outright errors, that is, 
as opposed to differing opinions. And opinions, of 
course , rate  the  same trea tm en t in sem inars as 
elsewhere: They should be valued according to the 
cogency of the supporting arguments and evidence 
brought to bear by the persons who voice them and the 
others in the group who comment on them.

SEMINARS REQUIRE good texts. The word is texts, 
not textbooks. Textbooks, except for anthologies of 

primary materials, usually contain knowledge organized 
and presented for a didactic purpose. They are there- 
fore not discussible, which is what seminar texts must 
be. Being discussible means being rich in ideas, values, 
and issues, in complexities and ambiguities, perhaps in 
contradictions or mysteries. Being discussible means 
being food for thought, not just grist for the memory 
mill.

Because of Mortimer Adler’s identification with the 
Great Books Program, many people believe that semi- 
nars require the reading of a certain canon of Great 
Books. That's wrong. It is certainly true that many so- 
called Great Books meet the standard of being rich in 
important ideas and so are worthy of extended and 
intensive discussion. On the other hand, dozens of 
works have been discovered outside the traditional 
canon by teachers who want to use them for seminars: 
complete works and excerpts, old and new, well known 
and little known, mainstream and tributary, by women 
and men, by thinkers and creators in every culture, from
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‘I ’ll Tell Y o u  R ig h t  f r o m  th e  Be g in n in g , M rs. Lee, I  H a t e  Re a d in g ’

friend. What is a friend? Why do you 
choose friends? What do you do with a 
friend? W hat m akes a friendsh ip  
strong? Is friendship just for compan- 
ionship? A lot of issues came out of 
that. The text was a means for display- 
ing them.

Editor: But in a regular classroom  
d iscu ss io n  o f  th is short story, 
m ight you not have raised a ques- 
t io n  a b o u t  w h a t c o n s t i t u t e s  

g friendship?
|  Lee: Probably not. I would have
0 been so set on making sure the chil- 
|  dren understood the book, the plot, 
§ the qualities of each character in the 
- story, and so on. The discussion would 
g be much more cut and dry. Oh, we 
£ may have had time to spend a few 

minutes on something that’s more of 
an “idea” question, but even that would be very teacher- 
centered and would lack the kind of sustained time, 
digging, and reflection that takes place in the seminar. It 
would not have gotten the children to think deep and 
long about these larger issues, the ones that I think of as 
the truths of our world, the ones a child will have to face 
anywhere he goes.

When we discussed Stephen Benet’s Trials at Salem 
in seminar, the children grappled with questions like: 
Where does justice come from? What is its basis? Is 
there more wisdom in the majority? I choose texts that 
will raise important questions and that will also help the 
children find answers. But they have to think for them- 
selves. They have to formulate their ideas, make them 
clear, and be accountable for them. In a traditional class, 
we don’t give students the opportunity to really start 
thinking. We’re so busy trying to develop skills and 
certain bits of knowledge, which we think we have to 
pour into children, instead of pulling out their ideas.

Editor: How do you stop the discussion from being  
dom inated by som e children? Is that a problem?

Lee: One technique I use is to sometimes ask the very- 
verbal ones to be observers. I have about twenty-six 
children in my class. I might pull out four children to be 
observers. Their job is to really listen carefully. I have a 
form I give them on which they have to record their 
observations. What are the really important ideas? Did 
somebody say something that you have never thought of 
before? Is the opening question a good one? Would you 
have changed that opening question? Are there any 
children who you feel are dominating the discussion? If 
so, who are they? How did they dominate the discus- 
sion? What should they have done?
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Anita Lee teaches sixth grade at 
Shepherd E lem en ta ry  Schoo l in  
Washington, DC. A teacher fo r  seven- 
teen years a n d  a m em ber o f  the 
Washington Teachers’ Union, she has 
been using the seminar approach in 
her classroom fo r  two years. She was 
interviewed by LizMcPike, editor o f  
American Educator.

Editor: Many people, I’m  sure, feel 
they already conduct discussions 
in their classrooms, especially as 
part of social science or English 
c lasses. W ouldn’t you r  E nglish  
class, for exam ple, read a short 
story and discuss it? What are the 
differences between that kind of 
discussion and a seminar discus- 
sion?

Anita Lee: First, let me say that the 
great majority of exchanges in a classroom are not 
anything like a discussion, but, rather, are question-and- 
answer sessions in which the teacher is checking to see 
whether the students have read an assigned text or 
listened to her lecture. But, yes, there are occasions 
when, as you say, an English class might read and discuss 
a short story. It could be the same short story I would 
choose for a seminar, but in a typical classroom discus- 
sion I think the teacher’s questions would be much 
more based on what’s happening in the story. What 
happened here? What’s the plot? What’s the theme? 
These are the types of questions we would be looking at 
in a regular reading or literature class, at least the ones 
that I have taught, and also the ones I attended when 1 
was a student.

In a seminar, the questions are different because the 
goal is different. You are looking more for ideas. You’re 
trying to get to the issues behind the story. What ideas 
do you see forming? What are the author’s ideas? What 
are your ideas, and how are your ideas different from 
someone else’s ideas?

In a traditional classroom discussion, there is usually 
a right and wrong answer. The teacher knows the right 
answer, and the child is trying to give the answer that the 
teacher is looking for. And the child is constantly trying 
to figure out, ‘Am I pleasing the teacher because I’m 
saying the right answrer?” In a seminar, there is none of 
that. There are no quick answers. For example, one of 
the readings I used for a seminar with my sixth-grade 
class was The 18th Emergency by׳ Betsy Byars. My open- 
ing question to the children was, “Wliich character in 
the story would you choose as your best friend?” Chil- 
dren chose various characters, and that got us into 
talking about what kind of a person you look for in a
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didn’t completely isolate them by saying now you can’t 
have the text we’re discussing. I let them have it. And 
what other children began noticing is that these chil- 
dren were reading along. Somebody would say, “Look 
on page ten and on page ten it tells us about. . .” and 
these children on the outside of the circle would look to 
see what was on page ten. They started getting inter- 
ested, and they started preparing for the seminar so that 
they could take part.

Editor: Let’s stick with the children for a m inute. 
What do they think of the seminar approach?

Lee: We took a survey of all the children in our school 
last year, and we asked them that question. One child 
said, “I like the seminar because we don’t have to raise 
hands and everyone can talk when they feel like it.” And 
another child said, “I like seminar because I get to share 
my ideas and feelings.” And another child said, “I like it 
because I can disagree and no one gets in an argument.” 
What some children have said to me takes me back to 
that girl I mentioned before, who said she didn’t want to 
read and she wouldn’t read. By the end of this class year 
she was telling me, “Mrs. Lee, I really have liked reading 
in your class. I really just started reading.” Now for a 
child like that, the seminar has opened up a door for her. 
It’s a door that she is going to need for the rest of her life, 
and when she was turned off to reading, that door was 
closed for her.

Editor: Let’s try to get to the bottom of that girl’s 
turnabout. Why was she turned off before and why  
is she excited now?

Lee: In my opinion, I think it’s partly because, in the 
seminar approach, everybody is accepted as equal. 
There is no one with all the right answers. Children are 
held accountable for their ideas and comments, yes, but 
that also means they are taken seriously. They are 
treated as people with valuable ideas worth listening to. 
Too often in school, I think, we listen only for what we 
want to hear. We aren’t really listening to children and 
what they are actually saying, we are listening only to 
determine if they are saying what we want to hear. If 
they’re not, we sometimes don’t hear the rest, and we go 
on.

A seminar is an exercise in shared knowledge. That’s a 
very different feeling from what usually prevails in the 
classroom. A reading becomes something that the chil- 
dren collectively confront and come to terms with. In 
some of our seminars, if we have a poem or other short 
reading, we might all read it together. And our under- 
standing grows together.

Lastly, I would just say that ideas can be very exciting. 
There is an enthusiasm that arises from the issues that 
come up in seminar. Children don’t want to be left out. 
They have ideas about an issue, and once it’s framed in 
the right way, they are very interested in knowing what 
someone else has WTitten about that particular issue and 
what their classmates have to say. All of a sudden, here is 
an avenue for my  thinking to be in. The seminar ignites 
something, and the searching, the learning continue to 
take place long after the seminar has ended. The semi- 
nar is just the beginning. □

So at the end of the seminar—there are a few other 
questions on the form—the way we begin our critique 
period is for the observers to come forward, and that’s 
the first time they may speak. The whole time they have 
not been able to speak, even though they prepared for 
this seminar just like everybody else. Now, remember, 
I’m often taking at least one of the most vocal people. 
They usually are dying to say something; they love to 
talk all the time anyway. But this person has sat there 
quietly for an hour or so, and this is the first time he or 
she gets to say something. This does a few different 
things. It enables children to recognize problems for 
themselves without me having to say, Johnny kept talk- 
ing the whole time, or Susie is dominating, or Mary did 
not speak up. The children are able to say it to each 
other. And they can put themselves in the situation and 
understand why certain behavior is a problem.

The other way I handle behavior problems—let’s say 
the children get too fidgety or are carrying on private 
conversations—also relies heavily on the children 
themselves enforcing our rules. My class now has 
enough experience with the seminar format—and cares 
enough about what happens—that they are able to look 
at each other and say, “You’re ruining our seminar." They 
have grown to that extent.

Sometimes, too, I might stop a seminar. If no child has 
taken the initiative, I’ll put my hand up in a time-out 
signal. Then we discuss the rules of the seminar, and 
they know the rules. Sometimes somebody has forgot- 
ten the rule or somebody just isn’t following the rule. 
But after we go back over it, someone will say, “Oh yeah, 
we’re supposed to be doing this, or we’re not doing 
that.” They know that the rules are necessary to make 
the seminar work, and they want it to work.

Editor: What do you do w h en  it’s clear that some- 
one has not read the text?

Lee: Well, let me tell you, in the beginning that used 
to be a big problem. When I first started seminar, there 
were children who definitely didn’t like to read, even 
though they could read. They told me that from the 
beginning, as soon as I said that our class this year is 
going to do something new, we are going to read these 
particular works, and we are going to have seminar. One 
little girl came to me and said, “I’ll tell you right from the 
beginning, Mrs. Lee, I hate reading. I don’t like reading 
and all these years I don’t read. When they tell me to 
read books, I don't read them. I just don’t.” There were 
other children who didn’t do the reading beforehand. 
Unless I had something very short that we were going to 
read right there together, they׳ were not prepared. For 
the first few seminars, I told them, that’s okay, you are not 
in the seminar. If you haven’t read it, you can’t be in it. So 
the first few seminars there were some children who 
were on the outside of the seminar.

Editor: You m ean you actually placed them  on  
the outside o f the circle?

Lee: That’s right. I told them they had to sit over in 
certain corners of the room and watch. You can be an 
observer, but you cannot be a participant in this par- 
ticular seminar. The seminar would go on, and these 
children would have the text in front of them because I
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Given the assumptions about the way seminars ought 
to be, teachers new to this kind of instruction have 
developed the following guidelines for themselves:

•  Start gradually. Don’t try for lengthy seminars at 
first—ten or fifteen minutes in the early elementary 
grades, with the duration lengthening toward thirty or 
forty minutes in the upper grades. Expect students 
eventually to be able to handle seminars at least twice as 
long. Initially, pick short works with accessible lan- 
guage, but works that will require students to confront 
important ideas and to stretch their thinking. To pre- 
pare, read any text as you would read a love letter. Read 
to formulate questions. Select short passages for special 
attention. Consider using two works that relate to each 
other in their treatment of a subject—the familiar com- 
pare and contrast.

•  Begin a seminar with enough introduction to set 
the stage—but no more. Get focused on the purpose of 
the seminar—enlarged understanding—and get on 
with the conversation.

•  Don’t expect to be a perfect leader. Don’t even try. 
Be willing to appear awkward and uncertain; students 
know those feelings well. With experience will come 
skill and confidence in the natural course of doing many 
seminars, perhaps as many as ten or fifteen.

•  Develop an opening question that will give every- 
one a chance to think and answer without feeling vul- 
nerable and threatened. Use a question that has several 
plausible, defensible answers, and the conversation will 
flow from the differing answers that students choose. 
Frame a question to which you don’t know the answer, 
perhaps one arising out of your own curiosity or uncer- 
tainty.

•  Listen hard. Follow every answer with another 
question. Rephrase a question, if it’s not understood. 
Permit students to “pass” if they are not prepared to 
speak. Insist that answers be clear. Allow a few seconds 
for students to think about their comments; take time to 
reflect. Stick with the subject at hand. Insist on using the 
text to support answers. Refuse to supply answers your- 
self; get the students to dig for their own, no matter how 
arduous the process seems. Neither praise nor put 
down their ideas and their reasons, but keep pressing 
them for clarification, amplification, explanation, and 
implications. Encourage discussion of differences.

•  Take stands to provoke thoughtful disagreement 
but not merely to start arguments. Keep an open mind, 
especially when you sense it closing or when you know 
you have firm opinions already. Remember what was 
said of Senator Robert Taft: “He had the best mind in the 
Senate, until he made it up.”

•  Be didactic only when supplying information nec- 
essary to advance the conversation. Be a co-learner and 
a discussion facilitator, not an authority on “correct” 
thinking about the ideas in the text.

•  Be willing to coach students on seminar behavior, 
especially as you and they are learning how to conduct 
seminars: speaking, reading, listening, observing, taking 
notes, taking turns, citing evidence, defending posi- 
tions, paraphrasing passages, repeating another stu- 
d e n t’s sta tem en t, p ro n o u n cin g  and using w ords 
correctly, and so on. Take time for the class to critique 
every seminar.

writing in all subjects.
As much as school budget-minders would like to 

imagine a quick and easy path for making seminars a 
regular feature of instruction, they will not find one. To 
be frank, nobody can say for sure that any route guaran- 
tees reaching the desired destination, which Rexford 
Brown of the Higher Literacies Project at the Education 
Commission of the States calls simply “thoughtfulness” 
and Theodore Sizer of the Coalition of Essential Schools 
refers to as “students learning to use their minds well.” 
U ncertainty about what works exists because the 
schools’ experience w ith seminars is still young, 
because few schools regard thoughtfulness as more than 
an interesting experiment and an exclusive preserve for 
certain students and certain teachers, and because the 
institutional environment surrounding budding semi- 
nars stunts rather than nurtures their growth.

Fortunately, the prospect is far from hopeless. We 
have learned a great deal in five years, and it is possible 
to list and describe the essential ingredients of a seminar 
program that will have a high probability of sustained 
success.

To p re p a re , r e a d  an y text as you  
w ou ld  r e a d  a  love letter.

IMAGINE THAT you are a New Yorker who has never 
learned to drive a car and who at age thirty has moved 

to Los Angeles. Now driving becomes essential. How 
best to learn? Because you are a teacher, you look for a 
book, a self-help book, a compilation of the main things 
you must know in order to get from place to place. You 
recognize the importance of behind-the-wheel practice 
and the tutelage of a skillful coach, but the handbook is 
at least a starting place, and it has its own importance as 
a summary of accumulated experience by many other 
learners.

That is what we have here: an abbreviated guide for 
teachers who want to get started leading seminars as a 
regular feature of classroom instruction, even as they 
are also making arrangements to enroll in training and 
practice sessions conducted by a qualified coach. These 
are guidelines predicated on what teachers have said 
they find necessary to make seminars work in their 
classrooms, from kindergarten through high school.
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other teachers. Such preparation might begin with 
observing an experienced leader in action with stu- 
dents or other teachers, but the would-be leader should 
soon plunge into full participation. A four-day workshop 
for twenty-five participants constitutes a sound begin- 
ning, provided it entails at least one full-blown seminar 
daily, ample time for reflection and critique, and inten- 
sive exercises designed to cultivate the skills of close 
reading, concentrated listening, and Socratic question- 
ing. Consecutive days produce better results than scat- 
tered days. With emphasis on active engagement of the 
participants in whole group and small-group activities, 
the workshop should be demanding—a full schedule, 
tough readings for seminar discussion, and the expecta- 
tion that no one will hold back. Good seminars and 
workshops are best thought of as “Outward Bound for 
the Mind.”

Some of Adler’s Paideia Associates, people who con- 
duct the kinds of workshops I am describing, would 
argue for a Rule of Fives: watch five seminars, participate 
in five, lead five; then you will be ready for students. 
These fifteen preparatory seminars need not—indeed, 
should not—be arranged in separate blocks. That is, it 
would be wrong to think that all the observation should 
come first, then the participation, then the leading. 
Rather, these three kinds of activity are dissimilar in

•  Handle chronically silent students outside the 
seminar, but not until they have been noncontributors 
for three to five seminars. Even so, recognize that active 
listening is a legitimate form of participation.

•  Do not permit unprepared students to participate. 
Seat them separately in the seminar room. Make it clear 
that the conversation is for those who have read the text.

What an observer sees when teachers become skillful 
and confident in using all these techniques is revealing 
for anyone wondering how seminars will work and 
trying to predict whether they can produce change for 
the better in the reality of today’s schools. In good 
seminars, one sees: students learning the protocol of 
intellectual conversation; willing and easy reference to 
the text to support arguments or comments; effective 
exchanges with other students, including courteous 
questioning and growing respect for other students’ 
ideas when they are well defended; keen interest in 
keeping facts straight while wrestling with “why” ques- 
tions; reduced reliance on the teacher and correspon- 
dingly greater self-reliance.

MOST TEACHERS need fifty to sixty hours of inten- 
sive participation in seminars to be properly pre- 

pared to lead seminars with their students and with

K e e p i n g  t h e  Se m i n a r  f r o m  B e c o m i n g  a  ‘B u i i  Se s s i o n ’
taken hold. As a result, kids have gotten a lot of 
practice, which has been validated by schools, in 
this kind of “bull session” business. It takes some 
time to root it out. I see it primarily at the 
beginning, when seminars are first introduced. But 
it changes.

A good seminar leader can insist upon standards 
of intellectual rigor in a way that is nonthreatening 
and that doesn’t constitute put downs and hurt 
feelings and all of that. For example, what I might 
do, if someone makes a less-than-cogent comment, 
first of all, I notice whether other people are 
picking up on it. If they’re not, I usually direct 
them to it. I would say, “Well, Frank, did you hear 
what Mary just said? Would you repeat it in your 
own words?” Suppose Frank can’t repeat it, I’d say, 
“Could you repeat it if Mary says it again?” Then 
Mary says it again. “Now, Frank, can you put this in 
your own words? Okay, now, how do you think that 
sounds? Does that seem like a good understanding 
of the part of the text that Mary is pointing to?” 
Then I’ll call in a third party and I’ll say, “James, 
what do you think of this exchange between the 
two of them? Do you think Frank did justice to 
Mary’s idea? Do you think Mary could have said her 
idea better?” And so on, along those lines. It takes a 
semester and sometimes a year’s worth of seminars 
before kids get the hang of it. They start challeng- 
ing the text and each other. They start finding 
foolish statements and contradictory statements 
and so forth. It takes awhile, but with a good leader, 
it happens. The free ride for sloppy thinking is over.

□

Editor: In many group discussions that I’ve 
witnessed, once they move beyond narrowly con- 
ceived questions and answers, there is a hesitation 
to apply intellectual standards or to make any 
judgments about the quality of the comments or 
opinions put forth. “Well, that’s your opinion, that’s 
valid for you, maybe another idea is valid for 
someone else” is often the operational tone. Opin- 
ion is treated as by its nature rather untouchable, 
like a preference for blue ties or a taste for 
strawberry ice cream. If that is the operating tone, 
what are children learning other than each other’s 
often rather unformed ideas and a misguided 
notion of tolerance?

D ennis Gray replies: That would be a terrible 
misuse, a terrible abuse of the seminar. I certainly 
don’t believe that all ideas or opinions are equally 
cogent, insightful, interesting, or wise, and I don’t 
believe we do children any good by letting them 
think otherwise. In fact, the seminar is the perfect 
setting for teaching children that their opinions— 
and other people’s opinions—should not be given a 
free ride; ideas and opinions are to be valued 
according to the cogency of the supporting argu- 
ments and evidence brought to bear on their 
behalf The seminar is an opportunity for teaching 
children the responsibilities that go along with 
thinking.

But you’re absolutely right, the notion that 
tolerance requires us to affirm all ideas or that 
opinions about ideas fall into the same category as 
statements of personal taste, those notions have
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•  Changes in the schedule, starting in the upper 
elementary grades, to permit seminars to run from one 
hour up to two hours. The longer durations are not 
advisable or necessary in the early going, when leaders 
and participants are still finding their way, so the 
upheaval of a major shift in schedule can be held off 
until the second year of implementation.

•  Suggestions, sources, and funding for obtaining 
copies and building a library of readings and art works 
suitable for seminar discussion.

•  The appointment of a teacher or administrator (or 
volunteer) as seminar coordinator for each school, par- 
ticularly for the first few years of a new program, to 
facilitate all the support called for here and to maintain a 
support netw ork with other seminar coordinators. 
Released time for the coordinator to do the job.

•  Authority and time to think and plan on critical 
issues: how to integrate seminars with the remainder of 
the curriculum; how to deal with opposition and skep- 
ticism; how to provide seminars for poor readers and 
other students who might mistakenly be judged poor 
risks for effective participation; how to handle the mat- 
ters of grading and testing in connection with seminars; 
how to arrange for training of other teachers; how to 
connect seminars with writing so that more thoughtful 
writing flows from better critical thinking in seminar 
discussions; how to use clever scheduling, cooperation 
among seminar leaders, and extra leaders to reduce the 
size of sem inar g roups to  tw enty-five o r few er 
(especially important in the early seminars, when skills 
are still shaky).

•  The participation of key administrators in seminar 
workshops, even to the extent that they qualify for 
leading occasional seminars for students or teachers: 
the superintendent and the senior staff; curriculum spe- 
cialists, principals and vice principals. Principals are 
particularly critical to the start-up phase.

•  An extensive public information campaign to 
inform parents, employers, and the rest of the com- 
munity about the seminar program, its rationale, and its 
anticipated benefits.

•  Clear signals to everyone concerned that ideas are 
the property of all human beings, and therefore all 
students and teachers; in other words, seminar discus- 
sions are appropriate for everyone and need not—must 
not—be restricted to some elite subgroup of teachers 
and students.

Without doubt, what is called for in the way of indi- 
vidual commitment to change, adequate investment in 
professional development, and unequivocal institu- 
tional support is a high aspiration. What teachers know, 
however, from bitter experience, is the futility of half- 
baked, underfunded, feebly tended forays into school 
improvement. Inevitably, they fail and leave a sour after- 
taste of frustration and cynicism. Perhaps now, with a 
nation thought to be at risk because of deficiencies in 
public education, perhaps now is the proper time to 
undertake a reform that is not done on the cheap. If 
employers, college officials, parents, and a self-styled 
“Education President of the United States” genuinely 
want high school graduates who can think, read, write, 
and continue to learn, no time could possibly be more 
propitious for rousing the schools from their intellec- 
tual coma through the introduction of seminars. □

What teachers know, fro m  b itter  
experience, is the fu tility  o f  half- 

baked , u nderfunded , feeb ly  ten d ed  
fo ra y s  in to  school im provem ent.

their demands and effects, so mixing up the sequence is 
a decided benefit. Teachers gain much more from 
observing, for example, after first participating in one or 
two seminars. Whatever the pattern, it is not the typical 
wham-bam-Is-that-all-there-is? style of “inservicing” that 
characterizes Jiffy Lube and all too much professional 
development for teachers.

After a solid start in a four-day workshop, teachers 
should set up a schedule of, say, monthly7 practice semi- 
nars for themselves, still using texts for discussion that 
have been selected to stretch their minds and advance 
their general education. The aim is to become comfort- 
able with the challenge of confronting new sources of 
ideas—new texts to the participants, that is. So they 
should avoid readings that are familiar from college days 
or that are found in the syllabus they use for their 
teaching. Again, every practice seminar should be fol- 
lowed by a thorough critique of the leader and the 
participants. Video recordings of seminars can be used 
to good advantage for analysis and self-correction.

LIKE ANY other innovation in education, and 
especially in instruction, seminars will falter and 

fade quickly without proper institutional support. Old 
habits die hard; new ones feel uncomfortable. Imagine 
trying to switch from playing tennis right-handed to 
left-handed and you will have an approximation of the 
time, practice, and coaching needed to complete the 
task of leavening your didactic recitations with authen- 
tic Socratic instruction in which the students are the 
principal workers and thinkers.

Unless teachers receive help in the following areas, 
progress in the introduction of seminars is likely to be 
fitful at best:

•  Released time and substitutes to permit taking the 
workshop and participating in practice seminars.

•  Opportunities for observation and constructive 
criticism from trainers and other teachers. Access to 
video-recording equipment for this purpose.

•  A suitable room for seminars, preferably one with a 
large hollow square of tables with seating for twenty-five 
participants and some added seating for observers. A 
chalkboard is good to have, too.
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A M usuem  
is  So m eth in g

Y ou  D o
Science museums help teachers 

bring hands-on approach to class.

B y  K a r in  C h e n o w e t h

A t one o f  the 
Franklin Insti- 

tute’s many 
hands-on science 

workshops, Phila- 
delphia teachers 
Carmella Gian- 

caterino, Vicki 
Walsh, Suzan  

Gershenson, and  
Constance Smith 

discover why cer- 
tain things float.

museum staff and by each other. In one experiment, 
workshop participant Valarie Richardson poured hot 
water into bottles and had group members put ice- 
covered cloths over each bottle’s opening. The rising 
hot air clashed with the falling cold air and made clouds, 
at least most of the time. Those who failed to form 
clouds pondered what had gone wrong—had they not 
covered the bottle top quickly enough? Had they not 
used enough ice or hot water? Had they provided too 
little heat to generate clouds? That kind of inquiry, the 
teachers were assured by the museum staff, was just as 
much part of the scientific method as performing sue- 
cessful experiments.

By organizing the workshop of thirty or so teachers 
into small groups, providing them with simple mate- 
rials, and having everyone participate in the experi- 
ments, the teachers were “being taught the way they7 
want us to teach,” Linda Weiss, a kindergarten teacher in 
Sharswood Elementary7 School in Philadelphia, said.

W ITH EVERY new study documenting the lack of 
scientific knowledge among American students 

comes a call to teach more science and math, par- 
ticularly in the elem entary grades. But elementary 
school teachers often feel uncomfortable with scientific 
subjects and are, therefore, reluctant to teach them.

To overcome that reluctance, thousands of teachers 
are turning to their local science museums where they 
are learning both more science and new ways to teach 
it. Such museums have “the style, the level, and the 
content that is close to what you want to do in the 
classroom,” says George W Iressel, a leader in the devel- 
opment of informal science education and a senior staff 
member at the National Science Foundation.

To show how a science museum and a university 
course approach the teaching of science differently, 
Iressel tells how each might teach about electricity. A 
teacher in a museum course might be handed “a battery 
and a wire and a couple of bolts and a light bulb and be 
told to make a flashlight.” In a university course about 
electricity, the same student would “open a textbook 
showing diagrams and talking about currents.”

To Tressel there is no question that the more informal, 
“hands-on” approach of the science museum leads to 
more learning. And teachers attending a workshop at 
Philadelphia’s science museum, the Franklin Institute, 
agreed.

Museum courses “relate more to the classroom” than 
do university courses, said Ernestine Bonnett, a fourth- 
grade teacher at Daroff Elementary School in Phila- 
delphia. The workshop Bonnett attended, like many 
sponsored by science museums, trains teachers to feel 
comfortable teaching hands-on science. Advocates of 
hands-on science are fond of repeating the Chinese 
proverb, “I hear and I forget. I see and I remember. I do 
and I understand.” They argue that students need to 
manipulate objects and personally observe phenomena 
in order to become truly interested in science.

And that goes for adults as well as for children. The 
workshop participants were not lectured at. They con- 
ducted experiments that were designed for them by

Karin Chenoweth is a Washington DC. -area freelance 
writer.
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Linda Weiss’s ja r  o f  
fo o d  coloring-tinted  
liquid illustrates fo r  
her colleagues how  
flu ids flo w  through the 
root systems o f  trees.

________
humanities of our tim e.. . . Everybody needs a baseline 
knowledge of math and science.” Unfortunately Tressel 
says, studies show that elem entary school teachers 
spend virtually no time at all on science, and what time 
they do spend rarely permits students to manipulate 
objects or otherwise participate. “For all practical pur- 
poses, we wait until you’re in high school and then ask, 
‘Would you like to take chemistry or physics or botany?’ 
My kid said yes because he had a microscope and a 
chem istry set and a father who took him to the 
museums. He’s all set. For most of these kids who haven’t 
had that, if they say yes there’s a good chance they’re 
going to fail.”

Tressel and others in the science museum field evince 
a sense of mission and purpose. They have found that 
people learn about the functioning of the heart after 
walking through a model of one; about aerodynamics by 
designing airplane wings; about color by experimenting 
with lights; and about astral distances by looking 
through telescopes. They have found that the difference 
between performing an experiment and watching one 
being performed is so profound that it can make the 
difference between an interested student and a bored 
one, a student who learns and a student who doesn’t.

Their expertise in finding ways to make science fun 
and interesting, they feel, makes science museums an 
invaluable resource for teachers looking to improve 
their science curriculum. This is one reason why the 
National Science Foundation has given about $60 mil- 
lion a year in grants to science museums around the 
country to develop teacher training programs.

Bonnie VanDorn, the executive director of the Associ- 
ation of Science-Technology Centers, says teacher train- 
ing is a relatively new role for science museums. When 
she began in 1971, whatever teacher training museums 
did “was usually an ad-hoc outgrowth of the old-fash- 
ioned class trip.” After the trip to the museum, a few 
teachers would be inspired to conduct hands-on experi- 
ments in their classrooms. They might then call on the 
expertise of the museum staff to develop programs, but, 
says VanDorn, “not many teachers were involved.”

The number of science museums is increasing all of

This straw and  
construction- 
paper airplane, 
flow n  by Jackie 
Harris, is the cen- 
terpiece fo r  a 
lesson that 
teaches fourth  
graders about 
aerodynamics.
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Jacqui Walsh of the Institute, “We weren’t sure any 
grown-ups would want to stay up late and sleep on 
marble floors.” As it turned out, hundreds did, and the 
program has been growing every year. The teachers, 
Walsh says, have welcomed the opportunity to really 
study the exhibits without the distraction of chaperon- 
ing thirty or more kids on a class trip.

The Franklin Institute, one of the oldest science 
museums in the country, has hundreds of exhibits that 
permit the viewer to personally manipulate objects and 
then observe the results. One can mix colored lights to 
see how different colors are formed. One can see the 
effect of blasts of air on a ball or design an aero- 
dynamically sound airplane wing. One can see a real 
human heart and how an electromagnet works.

the time. The Association of Science-Technology Cen- 
ters has 226 members in the U.S. and another sixty in 
twenty-nine other countries, up dramatically from just a 
decade ago. “We don’t even know about all the small 
ones,” VanDorn says. Science museum size ranges from 
that of a storefront in Ithaca, New York, run by two 
retired teachers, to the Exploratorium in San Francisco 
with a staff of about 150.

EACH SCIENCE museum has a different method for 
training teachers. Philadelphia’s Franklin Institute, 

for example, holds camp-ins for teachers one night a 
year, conducting demonstrations and hands-on experi- 
ments all night. It had held several camp-ins for chil- 
dren—copying an idea originated in Ohio—but, says

He encouraged her to come up 
with another idea. She did. She 
designed a solar-powered machine 
that could wash clothes in space.)

Science-by-Mail packets include 
various items to get the young 
scientists started. The waste-man- 
agement kit contained a packet of 
yeast for an experiment on decom- 
position. The detective package 
contained a packet of “special 
police fingerprint powder” and a 
detective’s notebook.

At the end of the year, the 
Museum of Science hosts Science- 
by־Mail Day at which time the 
youngsters and scientists get to 
meet, exchange ideas, and work 
together, carrying on in person the 
process they began through the 
mail. At last October’s Science-by- 
Mail Day, two hundred students, 
fifty scientists, thirty-three staffers 
and four hundred visitors, includ- 
ing parents, participated.

he and Senta turned a violin upside 
down they could simulate the effect 
of playing the violin in space where 
there is no gravity.

Senta coun tered  by suggesting 
that an elastic with one end tied to 
the bow and the other end tied to the 
violin could serve as a spring and 
would bring the bow back to the 
strings, simulating the effect that 
gravity has on the bow on Earth. ‘A 
good solution,” says Dr. Heinrich.

For in form ation  on how  your  
students can participate in Science- 
by-Mail, see Museum-to-Go, p. 28.□

Heinrich—is the resolution of a 
series of scientific problems 
devised by museum staffers. When 
the youngsters have solved the 
problems, they are sent to and 
critiqued by the scientists, with the 
museum serving as the go-between.

The students and scientists 
involved in this year’s program 
tackled three problems:

•  In one, students learned about 
the scientific principles underlying 
such circus tricks as bubble making 
and were then challenged to put 
together their own circus activities.

•  In another, amateur sleuths got 
a chance to sharpen their skills. 
Students collected and read fin- 
gerprints, studied tracks, collected 
fibers and identified teeth marks. 
(The Boston Police Department 
Crime Lab assisted in the prepara- 
tion of this problem.) Having 
learned some techniques for detec- 
tive work, students were asked to 
set up a mystery at home (for 
example, who removed an object 
from a room, bit into an apple, or 
drank from a glass) and to solve it.

•  In a third, students were asked 
to investigate how waste is dis- 
posed of on Earth, particularly in 
their own communities, and to 
apply what they had learned about 
earthly trash disposal to the design 
of a waste-management system for a 
space station.

(When Senta suggested in her 
waste-management project that 
astronauts might wear disposable 
paper underwear, Dr. Heinrich cal- 
culated how much paper that 
would require and suggested to 
Senta that the idea was impractical.

Scmvnsr-B y-Mail

A mutual interest in science led 
Senta Burton and Gerhard Heinrich 
to begin their correspondence. 
When the two discovered that they 
shared a talent for playing the 
violin, Gerhard proposed that they 
exchange ideas on how to design 
the instrument so that it could be 
played on a spaceship in zero grav- 
ity.

The two worked on plans for 
their “space violin” during nine 
months as pen pals. Nine-year-old 
Senta, a fourth grader at the Pierce 
School in Newton, Mass., hoped 
then to meet her pen pal. But when 
the appointed day came, Dr.
Gerhard Heinrich broke the date. 
He had to complete his work on a 
$1.5 million grant proposal to con- 
tinue his research on Alzheimer’s 
disease at Boston’s University Hos- 
pital.

Senta and Dr. Heinrich may seem 
like an unlikely pair of pen pals. But 
their relationship is typical of the 
pairings made through the Science- 
by-Mail program at the Boston 
Museum of Science.

The program, launched in 1988, 
is designed to increase the knowl- 
edge of fourth to ninth graders 
interested in science by having 
them correspond with professional 
scientists. The basis for the corre- 
spondence—which can then take 
unexpected turns, as did that 
between Senta and Gerhard

Elizabeth McNulty is a Boston-area 
freelance uriter.
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In addition to the standing exhibits that were accessi- 
ble to the teachers all night, last year the museum 
arranged a special event: The six hundred attending 
teachers were confronted with a mock robbery. They 
were expected to detect who had stolen gold from a 
special gold exhibit. To aid their search for the culprit, 
the teachers were taught how to perform hair analysis, 
skin analysis, and other forensic tests. And, they learned 
how to reproduce the whole activity in their class- 
rooms.

The Franklin Institute, with a grant from the National 
Science Foundation, has also developed a series of self- 
contained kits that teachers can use to teach hands-on 
science in each of the elementary grades. Each of their 
more than twenty kits contains activity suggestions for 
the teacher and enough materials—usually simple, 
everyday objects such as tennis balls, paper clips, and 
horseshoe magnets—for thirty kids to work in groups of 
three.

One of the more sophisticated kits includes a large 
tank, a small terrarium that fits inside of it, algae, elodea 
(a green plant), bugs like isopods and crickets, and 
snails, among other things. With these materials, stu- 
dents construct their own ecosystem, the lifecycle of 
which they can then examine and features of which they 
can graph and chart. They can study the interaction of 
the ecosystem’s various elements, seeing, for example, 
that plants can’t live without light and water; that when 
crickets die, other creatures eat them; and that when the 
crickets themselves are hungry, they eat each other. 
They also see the effect of a burning candle—pollu- 
tion—on the ecosystem.

Under an arrangement with the Philadelphia school 
system, by next year all elementary school teachers in 
the city will receive four such kits per year, each one 
specifically designed to fit the curriculum. If teachers 
want help in learning how to use the kits, they can 
attend workshops like the one cited above. But each one 
nevertheless comes with a suggested lesson plan. (For 
information on how teachers outside of Philadelphia 
can order similar kits, see sidebar page 28.)

The kits are important because they eliminate one of 
the problems inherent in teaching hands-on science. 
“The biggest deterrent I hear from teachers are the 
materials,” says lima Levine, one of the founders of the 
storefront Science Center of Tompkins County in 
Ithaca, New York. “You have to run around for hours 
assembling the materials. Teachers just can’t do that. So 
if they get the kits, they will do the projects.”

AA NOTHER SCIENCE museum that offers kits to 
.teachers is Fernbank, in Atlanta. Fernbank is 

unusual in that it is wholly owned and operated by the 
county school system. Begun with federal money that 
was available after Sputnik, it has the third-largest plan- 
etarium in the country and leases a sixty-five-acre forest 
next door. Each school in the school system is permitted 
to take as many as six classes to the museum each 
quarter or request a museum instructor to come to the 
classroom as many as four times a quarter. Instructors 
arrive with telescopes to see sunspots or king snakes for 
biology lessons.

On field trips to the museum, students study botany 
and ecology in the forest, astronomy in the planetarium,

(Above) Follow- 
ing the pa th  o f  
the blood  — 
illustrated by 

flashing colored 
lights — children 
can travel 
through this 
Franklin Institute  
heart into the 
lungs and  back 
to the heart.

Visitors to the 
Franklin Institute 
learn that the 
same air currents 
that hold up this 
beachball hold  
up airplanes 
(m iddle photo) 
and that body 
heat varies from  
person to person 
(below).
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ing their cell structure; or designing their own project 
using the scanning or transmission electron micro- 
scopes. In addition, sixty ninth graders each quarter 
spend every day at the museum, studying geology by 
participating in field and laboratory investigations in 
mineralogy, petrology and mapping; electron micro- 
scopy by preparing and photographing specimens; and 
the tools and techniques of other areas of science by 
actual participation. Fernbank also conducts twenty-five

meteorology at the weather station (which includes a 
seismometer and satellite telemetry from the National 
Weather Service) and microbiology in the electron 
microscopy laboratory.

Fernbank offers special internships to students, per- 
mitting tenth, eleventh, and twelfth graders the oppor- 
tunity to pursue individual research projects two 
afternoons a week. Such projects might be, for example, 
collecting plant and animal specimens and then examin

ally around $300 for an assembly- 
sized group of students. A typical 
show might feature a laser light 
show, a demonstration of liquid 
nitrogen’s incredible cooling power, 
or an exhibition of robotics. Con- 
tact your local science museum or 
the ASTC (see below) for informa- 
tion on shows that tour your area.

The Exploratorium Quarterly
•  San Francisco’s Exploratorium 

museum publishes a quarterly mag- 
azine packed with ideas for 
classroom experiments and with 
articles that give the experiments 
much more meaning. Each issue 
concentrates on one topic—amuse- 
ment parks, ice, and dirt have been 
some of the recent topics—and 
explores it from various angles. In 
the “Dirt” issue, readers learned 
about the microorganisms that live 
in bedroom dust, the composition 
of moon dust and Martian soil, and 
the origins of backyard dirt. In the 
“Ice” issue, articles examined ice- 
bergs, ice crystals, the making of 
ice cream, and the mating habits of 
the Arctic’s Emperor Penguins.
(The penguins trek seventy miles 
inland to where there are few 
predators—and little food. The 
female lays an egg, the male warms 
it on his feet, the female begins her 
trek back to the coast—and food. 
When the female returns, the male, 
having lost half his body weight, 
will take his trip.) Individual sub- 
scriptions are $ 15/year. Write 
Exploratorium Quarterly, 3601 
Lyon Street, San Francisco, CA 
94123.

The Association of Science- 
Technology Centers

•  For information on the science 
museums in your area, write to 
ASTC, 1413 K St., N.W., Tenth Floor, 
Washington, D.C. 20005. □

cost $4 to $8. Activities are avail- 
able for grades K through 10. For 
an order form or brochure, write 
GEMS, Lawrence Hall of Science, 
University of California, Berkeley, 
CA 94720.

Science-by-Mail
•  Students from anywhere in the 

country may participate in the 
Boston Museum of Science’s Sci- 
ence-by-Mail program (described 
in sidebar on page 26). For further 
information, call 1-800-729-3300. 
The cost for a group of four stu- 
dents to participate is $40. Other 
museums around the country are 
also beginning their own Science- 
by-Mail programs, so check with 
your local museum as well.

Aerospace Hotline
•  The Alamogordo Space Center 

in New Mexico provides a toll-free 
phone number to teachers and 
students who need information on 
aerospace topics. Students and 
teachers involved in science fair 
projects are particularly encour- 
aged to call. Experts will help you 
identify needed materials and may 
even Xerox and send needed infor- 
mation to you. One student 
counseled by the Center won inter- 
national recognition for his science 
fair project on producing oxygen 
for use in a space station. In New 
Mexico, call 800-634-6438. 
Elsewhere, dial 800-545-4021. Or 
write, P.O. Box 533, Alamogordo, 
New Mexico 88311-0533.

Science Shows
•  Many museums, including The 

Franklin Institute, The Lawrence 
Hall of Science, and the Boston 
Museum of Science, will bring a 
flashy two- to three-hour science 
show to schools in their own and 
neighboring states. The cost is usu-

M u s e u m -t o -G o

A number of science museums are 
now offering products and services 
that will make it easier for you to 
pursue hands-on science teaching:

Self-Contained Classroom Kits
•  More than twenty of the 

Franklin Institute kits are now 
being marketed by Science Kit and 
can be ordered by schools and 
districts throughout the country. 
For a brochure, call 
1-800-828-7777 or write to Science 
Kit, Inc., 777 East Park Drive, 
Tonawanda, New York 14150-6781. 
Prices range from $100 to $200 for 
a kit equipped with supplies for a 
class of thirty. To re-use the kit with 
a subsequent class, you will have to 
replace the consumable items; that 
cost should run about one-third the 
cost of the initial kit.

•  Ohio’s Center of Science and 
Industry (COSI) distributes its kits 
through Fun-in-Science. Sample kit 
activities include dissecting an owl 
pellet, raising a caterpillar, and 
examining the waterproof qualities 
of a duck’s feather. When ordering 
thirty or more kits, the per-kit cost 
is $3.50. For a catalogue, write FIS 
KITS, P.O. Box 16069, Columbus, 
Ohio 43216-6069.
GEMS Activity Guides

•  The Lawrence Hall of Science, 
through its Great Explorations in 
Math and Science (GEMS) program, 
has developed teacher guides for 
over twenty captivating classroom 
science activities. Each one relies 
only on cheap, ordinary materials 
and can be conducted by a teacher 
with no special training in science. 
Among the available activities is 
one that involves children in ana- 
lyzing a “strange, green substance 
named ‘Oobleck,’ said to come 
from outer space” and another that 
leads children to create a chemical 
reaction in a Zip-lock bag. Guides
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courses for teachers—one-third of all the teacher train- 
ing in the county—in how to teach science.

.

in Seattle has, in addition to workshops that trained 
twenty-five hundred teachers last year, a program to 
train what they call a cadre of science leaders. Each year, 
betw een four and eight teachers are hired by the 
museum to explain exhibits to the public, run the large 
auditorium shows (this year on lasers, last year on 
chemistry), and take hands-on science programs to 
classrooms around the state. They also develop science 
curricula, and at the end of the year they return to their 
schools.

“We want people who leave here to go back and 
become leaders in their schools,” Andrea Marett, man- 
ager of the program, says. One graduate of this program 
is now the president of the Washington State Science 
Teachers Association, and another has gone on to 
receive a doctorate in science education. Graduates 
train fellow teachers and act generally as missionaries 
for the philosophy of hands-on science.

The Exploratorium in San Francisco, one of the coun- 
try’s best-known science centers, holds an annual sum- 
m er in stitu te  for tw enty-four highly m otivated  
elementary school teachers. Not only do the teachers 
take ninety hours of classes, but afterwards a museum 
staffer will come to the teachers’ schools for a total of 
twenty hours to help apply in the classroom the lessons 
learned at the institute.

Sending someone into the classroom with the newly 
trained teacher “gives a chance to discuss ideas with a 
colleague, to brainstorm,” says Lynn Rankin, who heads 
the program at the Exploratorium. “It’s one thing to 
come to the museum when you’re all enthusiastic and 
you’re engaged and excited, and then you return to the 
classroom to thirty students at different levels, and 
you’re not really familiar with the materials until you’ve 
used them once. It’s very difficult to do something new 
in isolation.”

The Association of Science/Technology Centers’ Van- 
Dorn argues that this kind of support is one of the 
reasons that science museums can be effective at train- 
ing teachers. “Everybody knows the old saw about tak- 
ing a two-week institute. No support, no materials, no 
follow-up” Science museums and centers, with their 
buildings and permanent staffs, are always available for 
extra help. “You can call and ask what it was you fed the 
mealworms.”

Most important, however, is that the museums are 
nonthreatening. Because their main job is to teach sci- 
ence to the general public, they assume very little prior 
knowledge and encourage curiosity and inquisitiveness. 
They do not, as many university science courses do, act 
as screens to filter out those least likely to pursue sci- 
ence as a career.

This is especially important, science museum advo- 
cates say, in training elem entary school teachers to 
teach science. “When you think of all the people who 
became elementary school teachers because they didn’t 
like science,” VanDorn says, “it seems silly to think of 
sending them back to the same place for more training.”

□
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Two mirrors, bits 
o f  colored paper, 
and Denise 
Tassi-Kane can 
create a 
kaleidoscopic 
effect guaranteed  
to  interest her 
students in the 
effects o f  light 
( top). A visitor to 
California’s 
Exploratorium  
finds that the 
same air currents 
that can lift 
planes can keep 
her cool.
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New Host 
New Season

\

J oin Susan Stamberg, 
nationally renowned 
broadcast journalist, for 
exciting, fast-paced 

discussions on the American 
Federation of Teachers’ 
television program “Focus on 
Education.” Focus’s new 
season begins this September 
and airs on more than 100 
public television stations 
coast to coast, as well as on 
The Learning Channel cable 
network and its 935 cable 
affiliates. Check local listings 
for details.

S tamberg, former co-host of National 
Public Radio’s award-winning 
magazine “All Things Considered,” 
was the first woman to anchor a 

national nightly radio news program in the 
United States. She is also the current host of 
NPR’s “Sunday Weekend Edition.”
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Good Tfeaching: Do You Know It When You See It?
which aspects of the assignment 
gave students the most difficulty. She 
proceeds to address these difficulties 
in a brief presentation, after which 
she asks a series of simple and direct 
questions to check comprehension, 
then assigns several students who 
answered correctly to help her guide 
the class through a series of practice 
problems on the chalkboard.

In the last 15 years, researchers 
have established that certain prac- 
tices and behaviors of teachers—like 
Mrs. Jones’s briskly paced homework 
review—are associated with student 
gains as measured on standardized 
achievement tests. Taken together, 
these studies (often referred to as 
the teacher effectiveness research) 
emphasize the importance of well- 
managed classrooms where teachers 
spend most of their time actively 
instructing students and guiding 
their learning (see “Evaluating the 
Effective Teaching Research,” HEL, 
November 1985).

Findings from these studies can be 
very helpful, points out Jere Brophy 
of Michigan State University, espe- 
cially to beginning teachers and to 
veterans who have not enjoyed 
much success in boosting their stu- 
dents’ achievement. But Brophy a 
researcher who has helped generate, 
codify, and disseminate data on 
teacher effects, is very concerned 
about the misuses and abuses of

hoop teachers must jump through 
for tenure, which then becomes sim- 
ply another yearly ritual of school 
life. Too often, neither teachers nor 
administrators see the process as 
contributing to professional growth 
or school improvement. Some teach- 
ers even identify the evaluation pro- 
cedures as demeaning and a cause of 
plummeting morale.

Principals and other administrators 
assess teachers’ performance on the 
basis of short, infrequent visits to class- 
rooms. Receiving little if any training 
for this role, they often rely on a rating 
system geared to a standardized 
checklist of teacher behaviors and 
skills. Furthermore, evaluators do not 
necessarily have backgrounds in the 
grade level or subject area of the 
teacher being evaluated.

Clearly, local systems for evaluating 
teachers need an overhaul. But this is 
more than a matter of mechanics. To 
be effective, an evaluation system 
must embody a definition of good 
teaching that teachers, administra- 
tors, parents, and students see as valid.

Effective Teaching 
Revisited

Mrs. Jones is well organized as she 
begins her math lesson. Efficiently 
moving her fifth-grade students 
through an opening homework 
check and review, she determines 
who completed the homework and

A sked to name 
the single most 
im portant fac- 

tor contributing to the 
quality of schools, many 
people will respond 
“good teachers.” The 
way to improve our
schools seems simple enough— 
identify, encourage, and reward 
good teachers. Yet attempts by states 
and districts to institute career lad- 
ders, merit pay, and mentor or mas- 
ter teacher policies have frequently 
met with organized resistance from 
teachers themselves. “Who will 
judge our competence,” teachers ask 
pointedly, “and by what criteria?”

Such skepticism is not surprising. 
In many districts, evaluation is a

INSIDE:

A License to Teach

Teacher Portfolios
Welcoming Minority 

Teachers
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Stodolsky’s comparison of math 
and social studies is intriguing in 
light of recent assessments pointing 
to serious deficiencies in the math 
achievement of American children. 
Students tend to view math as more 
difficult than social studies. Yet the 
researchers found math activities to 
be less, not more, intellectually 
demanding.

Part of the problem, suggests 
Stodolsky, is that teachers rely mainly 
on presentation, practice, and review 
to teach math. Students learn to apply 
algorithms, but they do not learn how 
to think about or pursue the subject on 
their own. When they have difficulty 
with math their tendency is thus to 
give up, to decide they’re simply “not 
good” at it (see “Taking More Math but 
Enjoying It Less,” HEL, January 1986).

Ultimately, concludes Stodolsky, 
effective teaching may consist less in 
a generic set of skills or behaviors 
than in the ability to make consid- 
ered choices among pedagogical 
practices and classroom activities. 
These choices can affect not only 
students’ engagement in learning 
and the intellectual level of their 
efforts, but also what they come to 
understand about how to learn and 
their own capacity as learners.

From Novice to Expert
Like Stodolsky, Lee Shulman of 

Stanford University finds fault with 
the tendency in the research to focus 
on generic teaching skills and “to 
wall off the pedagogy from the con- 
tent.” A teacher not only must be a 
good classroom manager and have 
a firm grasp of the subject mat- 
ter, states Shulman, but also 
must develop “pedagogical content 
knowledge”—an ability to select top- 
ics and ideas that are central to the 
content area, and to present them in 
ways that are comprehensible and 
interesting to students.

What fosters this ability? Cer- 
tainly a deep knowledge of the

Stodolsky’s major finding is 
expressed in the title of the book 
describing her research: The Subject 
Matters. Fifteen of the teachers 
observed taught both math and 
social studies to the same children in 
the same physical settings. When 
they shifted what they were teach- 
ing, they also changed the way 
they taught.

Instruction, notes Stodolsky, is not 
as uniform as earlier studies sug- 
gested. She identified a variety of 
“activity segments” during the 
school day. These segments differed 
not only in goals, format, and con- 
tent but also in who determined the 
pace of activity (teacher, student, or 
students collectively) and in the intel- 
lectual level of the work.

Specifically, the research team 
found more varied instructional 
arrangements in social studies than 
in math. In math lessons, teachers 
explained skills, algorithms, and 
occasionally concepts to the whole 
class, then assigned students to prac- 
tice skills at their seats or at the 
board. In social studies, although 
teachers frequently led recitations 
based on the textbook, many also 
engaged students in research activi- 
ties using reference sources, and 
some introduced cooperative activi- 
ties or projects as well.

Looking carefully at student 
responses to differing activity seg- 
ments, Stodolsky questioned the 
widely held assumption that in the 
classrooms of certain “good” teach- 
ers, students are always engaged. 
Rather, she found that certain kinds 
of activities, regardless of which 
teacher initiated them, elicited high 
levels of attentiveness. Students 
became most attentive and engaged 
when the intellectual challenges 
were greatest and when they collec- 
tively determined the pace of 
activity—conditions most likely to be 
met during the cooperative activities 
or projects in social studies classes.

these data. The findings, he warns, 
should not be translated directly into 
rigid prescriptions for practice.

Most of the data relate the behav- 
ior of teachers to gains on achieve- 
ment tests. We cannot assume that 
these same behaviors awaken curios- 
ity, foster students’ interest in the 
subject matter, or help them develop 
problem-solving and reasoning 
skills—important educational out- 
comes not generally measured on 
such tests. Brophy also emphasizes 
that while studies identify key differ- 
ences between poor teachers and 
adequate ones, they provide little 
information on differences between 
average and outstanding teachers.

The Subject Matters
How can we develop a more com- 

plete portrait of the expertise 
involved in good teaching? One step, 
suggests Susan Stodolsky of the Uni- 
versity of Chicago, is to expand the 
focus of classroom observation 
beyond teacher-led lessons and 
interactions and beyond the basic 
skill areas of math and reading.

W hen th ey  sh ifted  w h at 
th ey  w ere  teach ing, 
th ey  a lso  ch an ged  the  
w ay th ey  taught.

Hypothesizing that teachers 
would approach an enrichment sub- 
ject such as social studies differently 
from a basic skills subject, Stodolsky 
conducted a two-year study of math 
and social studies lessons in 39 fifth- 
grade classrooms. While one set of 
observers recorded detailed infor- 
mation regarding instructional 
goals, content, materials, pacing, 
and format (for example, teacher 
presentation, seatwork, recitation), 
others closely watched a sample of 
children, noting their behavior and 
task involvement.
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easy or difficult to learn, and antici- 
pate preconceptions that students of 
different ages and backgrounds may 
bring with them to the learning of 
these topics.

Lessons for Local 
Evaluation

Translating these complex views 
of good teaching into instruments 
and procedures for assessing teach- 
ers’ performance will not be an easy 
task. Shulman points out that any

the history of a country, however, she 
relied strictly on the textbook.

As teachers like Cathy gain class- 
room experience, they become 
more adept at combining content 
and pedagogy with a third com- 
ponent of their professional 
knowledge—an understanding of 
how students learn. Good teaching 
practice, argues Shulman, involves 
making use of recent research on 
learning. Expert teachers under- 
stand what makes specific topics

subject matter is important. In devel- 
oping case studies of new teachers, 
Shulman found differences in the 
ways they taught subjects they had 
studied intensively and those with 
which they were less familiar. For 
example, Cathy, an anthropology 
major with an interest in archaeol- 
ogy, made creative use of maps and 
demographic information in her 
ninth-grade social studies course to 
emphasize how features of the land 
affect the development of the people 
and culture. When she had to teach

A License to Tfeach in Connecticut
demonstrate—through the evaluation of a videotaped 
lesson—that their judgment is consistent with that 
reached by a panel of their peers experienced in the use 
of the instrument.

Connecticut educators are also developing ways to 
evaluate a new teacher’s ability to combine an under- 
standing of instruction with knowledge of the subject 
matter. Eventually, beginning teachers may be asked to 
come to an assessment center where they will participate 
in a series of tasks similar to those performed in planning 
or carrying out instruction.

One such exercise, developed for secondary mathe- 
matics teachers, involves structuring a unit on linear 
equations. The teacher receives ten index cards in ran- 
dom order, each naming a topic that typically is included 
in such a unit. The task is to organize the cards in an 
appropriate sequence, while explaining to the two 
observers (mathematics educators) why she is arranging 
the cards in this way.

The observers will not look for one right answer; 
rather, they will assess the extent to which the teacher’s 
decisions are based on good mathematical and instruc- 
tional reasoning. Does the teacher draw on her knowl- 
edge of the subject matter in explaining the grouping of 
topics? Can she anticipate how her chosen approach 
might affect learning and where students might experi- 
ence difficulty?

Additional tasks will measure how teachers use curric- 
ular materials, how well they assess the effects of differ- 
ent teaching approaches on learning, and their ability to 
recognize and deal with students’ misconceptions that 
might interfere with understanding of the subject matter.

If and when the assessment-center exercises are added 
to the current on-site support and evaluation compo- 
nents of the BEST Program, Connecticut will become the 
first state to incorporate new understandings of teaching 
and evaluation into a state certification program.

For fu rth er inform ation: R aym ond L. Pecheone, Chief, Bureau of Research 
and Teacher Assessm ent, C onnecticut State D epartm en t o f Education, P.O. 
Box 2219, H artford , CT 06145. MM

Can the certification of teachers become less of a 
bureaucratic process and more of an educational one? In 
most states, a teaching certificate is based on an exam 
score and a transcript showing that the candidate com- 
pleted the right number and type of college courses. In 
September 1989 the state of Connecticut will institute 
a very different approach.

All new teachers in Connecticut will participate in the 
Beginning Educator Support and Training (BEST) Pro- 
gram. Not until the end of their first year, after six inde- 
pendent evaluations by trained assessors, will teachers 
be eligible for provisional certification. The support 
component of the program will be provided by specially 
trained mentors—experienced teachers in the same 
school as the new teacher and, whenever possible, in the 
same subject area and grade level. Beginning teachers 
will have opportunities to observe their mentors in the 
classroom and to be observed by their mentors (who will 
receive release time for this purpose).

Assessors will use indicators, drawn from studies of 
effective teaching, to measure the teacher’s ability to 
manage the classroom, present lessons, and interact 
with students. After every two visits, the teacher will 
receive a written profile of strengths and weaknesses, 
which he can then share with his mentor and principal 
to identify areas in which he needs additional support.

Educators in Connecticut have tried to design an 
assessment instrument that does not prescribe “one best 
way” to teach, but that does give assessors reliable guide- 
lines for evaluating teaching. Thus the instrument itself 
does not contain checklists; assessors are expected to 
think about and interpret what they see.

But because licensing decisions are so important, steps 
have been taken to ensure that assessors will apply con- 
sistent standards in judging teachers’ performance. To 
become an assessor, teachers and administrators must 
attend a 50-hour training program, w׳here they view 
videotapes of beginning teachers and discuss how they 
would evaluate each teacher’s performance on each of 
the indicators. By the end of the course they must

3



came before and lay groundwork for 
what will come after? What are the 
teacher’s goals for students, why has 
he selected these goals, and how will 
he assess whether they are met? If 
such questions precede the observa- 
tion, then afterward the teacher and 
administrator can discuss whether 
the class proceeded as expected, and 
if not, how the teacher adjusted. A 
videotape of the lesson can give 
teachers an opportunity to observe 
their own actions and to reflect on 
what they did and why.

4. Even a carefully designed eval- 
uation process is not a substitute 
for ongoing supervision and sup- 
port. Nor are evaluation and super- 
vision easily combined in one per- 
son’s job description. Some schools 
are moving toward collegial forms of 
supervision, tied more to staff devel- 
opment than to evaluation. For 
example, teachers may observe and 
coach one another in implementing a 
new instructional approach. Or an 
experienced teacher may act as a 
mentor to a new teacher, helping the 
newcomer reflect regularly on ele- 
ments of practice.

Such programs are important both 
for the support and supervision they 
provide and as vehicles for opening 
up conversation about good teach- 
ing. Ultimately, this conversation 
lays the groundwork not only for 
improving evaluation procedures 
but also for improving the quality of 
teaching and learning in the school.

For Further Inform ation
J. Brophy. “Research on Teacher Effects: Uses and 
Abuses.” E lem en ta ry  School J o u rn a l  89, no. 1 
(Septem ber 1988): 3 -21 .
J. Saphier. Research for B etter Teaching, Inc. 56 
Bellows Hill Rd., Carlisle, MA 01741.
L. Shulm an. “Knowledge and Teaching: Founda- 
tions of the New Reform." H a rva rd  E d u c a tio n a l  
R eview  57, no. 1 (February 1987): 1-22 .
--------- “ T hose  W ho U n d e rstan d : K now ledge
G row th  in Teaching.” E d u ca tio n a l Researcher  15, 
no. 2 (February 1986): 4 -14 .
S. Stodolsky. “Teacher Evaluation: The Limits of 
L ook ing .” E d u c a tio n a l  R esea rch er  13, no . 9 
(Novem ber 1984): 11-18.
--------- The Subject M atters: C lassroom  A c tiv ity
in  M ath  a n d  S oc ia l S tudies. Chicago: University 
of C hicago Press, 1988.
S. W ilson and S. W ineburg. “Peering at H istory 
through D ifferent Lenses: The Role of D isciplinary 
Perspectives in Teaching History.” Teachers Col- 
lege Record  89, no. 4 (Summer 1988): 525-538.
A. W ise, L. Darling-H am m ond, M. McLaughlin, 
and  H. B ernstein. Teacher E va lua tion : A S tudy  
o f  E ffec tive  Practices. Santa Monica, CA: Rand 
C orpora tion , 1984.

are based on valid principles of effec- 
tive teaching. But as Brophy points 
out, classroom teaching involves 
dilemmas and trade-offs. What is 
appropriate in one situation, for 
achieving one instructional purpose, 
may be less appropriate in another. 
The instruments or forms used in an 
evaluation system must be flexible 
enough to allow for a variety of 
approaches to helping students 
learn. Adequate training for those 
carrying out the evaluation can help 
to address the important issue of 
consistency.

2. An observation of a teacher in 
the classroom provides very limited 
data about that teacher’s skills and 
knowledge. As Stodolsky has found, 
teachers use different organizational 
and pedagogical arrangements in 
teaching different subjects. Thus 
fairness and accuracy demand that 
evaluation include more extensive 
observations of teachers in various 
contexts. Furthermore, teachers 
might find it useful to talk with an 
observer about how strategies they 
use in a subject area like social stud- 
ies might become part of their reper- 
toire in a very different subject area, 
such as math.

Stodolsky makes several sugges- 
tions for dealing with situations in 
which the number of observations 
remains small. The evaluator and 
teacher might acknowledge ahead of 
time that the classes observed will 
not necessarily be representative, 
selecting one area of instruction as a 
focus for observation. Or new teach- 
ers might be allowed to invite the 
evaluator to a “showcase” lesson, 
where the teacher would have 
an opportunity to demonstrate his 
or her own conception of good 
practice.

3• Teaching is a cognitive activity. 
Thus it is important not only to 
observe what teachers do but to 
understand how what they do 
relates to their instructional goals 
and how they think about and learn 
from their experiences. Pre- and 
post-observation conferences can be 
used as opportunities for reflection, 
not simply as times for teachers to 
hand over lesson plans or adminis- 
trators to present their judgments.

How will the lesson build on what

one method will, of necessity, be 
inadequate. He proposes instead a 
“union of insufficiencies.”

A number of current efforts bear 
watching. The Educational Testing 
Service has announced plans to 
replace the widely used National 
Teacher Examinations with a “radi- 
cally different” series of tests. Con- 
necticut is about to implement a new 
licensing procedure for teachers that 
will include extensive classroom 
observations (see “A License to 
Teach”). And the Teacher Assess- 
ment Project, under Shulman’s direc- 
tion, is investigating ways for 
experienced teachers to document 
and demonstrate their expertise 
(see “Teacher Portfolios Inform 
Assessment”).

Meanwhile, school people face the 
formidable task of improving their 
own systems of evaluation. Accord- 
ing to Arthur Wise, who directed a 
study of effective evaluation, time is 
a critical factor. Successful districts 
allow sufficient time—time to build 
evaluators' expertise, to encourage 
collaboration among teachers, and 
to develop evaluation goals and pro- 
cesses that are compatible with the 
district’s overall educational mis- 
sion. Teachers, cautions Wise, need 
to believe that the criteria are sound, 
and that they have some control over 
the conditions affecting their perfor- 
mance and hence their assessment.

Is it possible at the local level to 
develop procedures that reflect the 
realities and complexities of teach- 
ing? Jon Saphier of Research for Bet- 
ter Teaching believes the answer is 
yes. Saphier’s team helps teachers 
and principals develop a common 
language and methodology for 
observing, describing, and discus- 
sing skillful classroom practice— 
without relying on a discrete list of 
skills or behaviors.

The research reviewed here sug- 
gests a number of key issues to con- 
sider in any reexamination of local 
evaluation.

1. It is a misuse of the research to 
create checklists of standardized 
practices for observing and evaluat- 
ing teachers. Policymakers justify 
such instruments as a way to ensure 
that evaluators will employ consis- 
tent standards and procedures that



leacher Portfolios Inform Assessment
By Jay Sugarman

folios provide evidence of a teacher’s 
knowledge, skills, and dispositions?

When this year’s groups of teach- 
ers enter the assessment center, 
examiners already will have reviewed 
their portfolios and designed inter- 
views and exercises based on the 
teachers’ own documentation of their 
work. In addition, the teachers will 
participate in simulation exercises 
designed to assess both their knowl- 
edge of the specific domains of ele- 
mentary literacy or high school 
biology and their ability to translate 
that knowledge into successful class- 
room practice.

Much More Professional
To quote one fourth-grade 

teacher: “I’ve learned more about 
the things I do and also about where 
I'd like to improve. You know these 
things, but when you write them 
down, it helps.”

While it’s still too early to know 
what role portfolios will play in the 
proposed National Board certifica- 
tion process or in state or district 
assessment programs, the teachers I 
have worked with this year have 
been very positive about the experi- 
ence. Their comments indicate a 
number of immediate and practical 
uses for teacher portfolios:
• Students benefit greatly when we 
do a consistent and thorough job of 
documenting their growth and 
development. As one teacher put 
it, “This is making me look at 
my students more critically, and 
helping me look at what they indi- 
vidually need.” In addition, this doc- 
umentation can help us in describing 
students’ progress to parents or 
other school personnel.
• Teachers spend a great deal of 
time developing materials and even 
inventing curricula. But many of 
these efforts are as transitory as the 
words on our chalkboards. By con- 
structing portfolios, we can ensure 
that our efforts are recorded for our 
own future use or for adaptation by 
others. Some teachers have already 
discovered how useful a portfolio 
can be in applying for another teach- 
ing or administrative position. Port-

pants. A group of high school biology 
teachers are documenting their 
teaching in an introductory-level 
course. The second group—third- 
and fourth-grade teachers—are foe- 
using on literacy instruction, and 
especially their use of children’s liter- 
ature in teaching comprehension and 
composition skills.

Each group of teachers receives a 
portfolio development handbook, 
which provides guidelines and sug- 
gestions about what to include. 
While every teacher's portfolio will 
be different, w ithin each group 
portfolio entries will contain a 
similar range and number of docu- 
ments. This structured approach sets 
this project apart from previous 
experiments with self-documenta- 
tion. Furthermore, unlike most forms 
of assessment, portfolio development 
can be collaborative. In fact, teachers 
are encouraged to consult with peers 
in their schools, as well as with project 
staff, as they document and reflect on 
their practice.

Assessm ent Center 
Review

In June, the portfolios these teach- 
ers have developed will become the 
basis for their participation in special 
assessment-center activities. During 
the first phase of field research 
(1986-87), the Stanford team experi- 
mented with center-based assess- 
ment. Several dozen elementary 
mathematics and high school history 
teachers volunteered to come to the 
center for a week to participate in a 
series of exercises, which required 
them to demonstrate their skills in a 
number of typical situations—from 
teaching a sample lesson to analyzing 
the strengths and weaknesses of a 
particular textbook’s presentation 
of content.

While the participating teachers 
felt that the exercises successfully 
simulated teaching situations, by the 
end of the field-test period both the 
teachers and the researchers agreed 
that on-site forms of documentation 
were also important. This led to the 
present research question: to what 
extent can documentation in port

The Teacher Assessment Project 
(TAP) a t Stanford University is 
investigating alternative ways o f  
assessing the skills and knowledge o f 
teachers. An intended audience fo r  
this research is the recently form ed  
N ational Board fo r  Professional 
Teaching Standards, which plans to 
initiate a voluntary certification 
process fo r  teachers, sim ilar to the 
process o f professional certifica- 
tion in otherfields like medicine. In 
the following report, Jay Sugarman, 
a fourth-grade teacher fro m  
Brookline, Massachusetts, who was 
named a Christa McAuliffe felloiv 
in 1988 and took a leavefrom teach- 
ing to work with the TAP, describes 
the p ro jec t’s f ie ld  research on 
teacher portfolios.

At the end of the school day Jane 
Martin looks over the fables her 
fourth graders have w ritten and 
places these in folders with other, 
earlier samples of their work. She 
attaches brief notes to several stu- 
dents’ fables, commenting on what 
each piece of work indicates about 
the child’s literacy growth. Next, she 
looks over her plan for that day’s 
reading groups and writes a 
brief account of what actually hap- 
pened in the groups and what type of 
follow-up would be appropriate. 
Finally, she labels a videotape, taken 
that day, of her working with the 
whole class on making their fables 
into children’s books.

This year, as part of the Teacher 
Assessment Project (TAP), approxi- 
mately 40 teachers from the San Fran- 
cisco Bay area are constructing port- 
folios of their work. Like Jane Martin, 
they draw mostly on documents they 
and their students produce as part of 
the normal activities of the school day, 
attaching to these documents explan- 
atory comments that range from short 
captions to extended essays.

The goal of this year-long effort 
is to explore whether teacher portfo- 
lios can contribute to a richer, more 
contextual assessment of teaching. 
To get a sense of the range of situa- 
tions in which portfolios might be 
appropriate, the project includes two 
very different groups of partici



folios could also be used in local 
evaluation, enabling teachers to 
share specific examples of their 
work and accomplishments with 
principals and supervisors.
• A number of teachers participat- 
ing in the field test have recognized 
the value of portfolio development 
for their professional growth. As one 
teacher said: “It made me feel profes- 
sional, much more professional.” 
Having several teachers at a school or 
in a system meet and discuss their

portfolios on a regular basis would 
be a wonderful way of sharing what 
they do in their classrooms. Such a 
process would promote both staff 
development and collegial relations. 
• As I look forward to returning to 
my own fourth-grade classroom 
next September, I anticipate using a 
portfolio in my work with student 
teachers. My portfolio will become a 
basis for explaining how I go about 
teaching, why I do what I do, and 
what I hope the students’ finished

work will look like at the end of a 
unit. I also plan to encourage the stu- 
dent teachers to develop their own 
portfolios, both as a learning tool 
and as a format for demonstrating 
knowledge and abilities to prospec- 
tive principals.

For Further Inform ation
Jay Sugarm an or Phyllis Robinson, Teacher Assess- 
m ent Project, CERAS 507, Stanford University, 
Palo Alto, CA 94305-3084.
National B oard for Professional Teaching Stan- 
dards, 333 West Fort St., Suite 2070, D etroit, MI 
48226. ^

Welcoming Mini
For people from working-class 

and ethnic-minority backgrounds, 
teaching has long been a stepping- 
stone profession promising entry 
into the middle class. Yet black and 
Hispanic teachers make up only 11 
percent of the current teaching 
force, and according to recent pro- 
jections may account for fewer than 
5 percent of all teachers by the year 
2000.

The disappearance of minority 
teachers—at a time when the pro- 
portion of minority students con- 
tinues to grow—is a cause for alarm. 
Some school-district hiring commit- 
tees travel as far as Puerto Rico and 
even Spain to hire teachers, and 
engage in frantic competition for stu- 
dents coming out of traditionally 
black colleges. Even the most aggres- 
sive recruitment campaign will not 
result in a more diverse teaching 
force, however, if minority teach- 
ers continue to leave the profession 
as quickly as new candidates enter. 
And this, indeed, appears to be 
happening.

A recent Louis Harris Poll reveals 
the magnitude of the problem. The 
sixth in a series of surveys conducted 
for the Metropolitan Life Insurance 
Company, this poll focused on 
minority teachers. Of the black and 
Hispanic teachers surveyed, 41 per- 
cent, as compared to 25 percent of 
their white colleagues, said they 
would probably leave teaching in the 
next five years. That 41 percent 
included more than half the black 
and Hispanic teachers with less than

ority Teachers
five years of experience. Among the 
comparable group of recent white 
entrants into the profession, slightly 
over one-third said they would prob- 
ably leave.

School systems tend to blame such 
high turnover on the availability of 
new and more lucrative opportuni- 
ties for minorities. One Harris find- 
ing—that even 21 percent of the 
minority teachers who report being 
“very satisfied” expect to leave the 
profession w ithin five years— 
appears to support that contention. 
But several other recent studies indi- 
cate that the problem may be less the 
pull to other careers than working 
conditions that push people out of 
teaching.

For example, a report released 
recently by the Institute for Educa- 
tional Leadership documents the dif- 
ficult and sometimes deplorable 
conditions in many urban schools, 
where minority teachers are most 
likely to work. Focusing on 31 
schools in 5 urban school districts, 
the report faults a lack of repairs and 
preventive maintenance (caused by a 
shortage of funds and a plethora of 
red tape) for deteriorating and dirty 
buildings. Furthermore, many urban 
teachers lack even the most basic 
resources needed for teaching—a 
classroom of their own, sufficient 
storage space, textbooks, access to 
copying machines or computers.

While this report does not analyze 
the data according to a teacher’s race 
or number of years in teaching, it is 
easy to see how such conditions

could disproportionately affect 
newer teachers, including recent 
minority recruits. These teachers are 
most likely to be assigned to the least 
desirable buildings with the highest 
staff turnover, and least likely to be 
able to negotiate for classrooms of 
their own or more textbooks or 
other supplies. Added to the other 
difficulties of the first few years of 
teaching, the lack of basic resources 
may play an important role in con- 
vincing new minority teachers that 
they have chosen an impossible 
profession.

Acknowledging such problems as 
time, space, supplies, and salary, a 
recent report by the Carnegie Foun- 
dation for the Advancement of 
Teaching emphasizes the debilitating 
effect on teachers’ morale of the lack 
of meaningful involvement in impor- 
tant decisions. This too is likely to 
have a disproportionate effect on 
new and minority teachers, who, of 
all the teachers in a school, probably 
feel the most removed from either 
formal or informal centers of power.

One implication of these reports is 
that a commitment to a culturally 
diverse teaching staff must extend 
beyond the hiring process. At the 
very least, school districts should be 
addressing the following kinds of 
questions:
• Are we giving minority teachers 
—particularly those who are new to 
teaching and those in urban schools 
—the opportunity to succeed? Spe- 
cifically, how can we provide them 
with the basic physical conditions 
and resources they need?
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• In discussions of the less tangible 
“working conditions” of schools— 
such as collegiality and teachers’ 
input into decisionmaking—are we 
making every effort to include the 
views and concerns of minority 
teachers?

• Are we doing enough to welcome 
new minority teachers and to intro- 
duce them to the school’s expecta- 
tions and culture? How can we 
provide both formal and infor- 
mal networks of support to help 
them through the first few years of 
teaching?

For ,four Education
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Picking Up 
the Pace

Whenever teachers fight for 
higher salaries, some politicians and 
citizens argue that teachers have it 
easy. Their job is not physically 
demanding or dangerous like con- 
struction work; nor is teaching a 
high-pressure profession like law or 
business. And they have shorter 
workdays and workyears than any 
other group. What, these critics ask, 
are teachers complaining about?

In an attempt to answer this ques- 
tion, Louise McDaniel-Hine, an 
administrator in a Pennsylvania dis- 
trict, and Donald Willower of Penn- 
sylvania State University observed 
five elementary teachers, each from 
a different school district, for five 
consecutive days. Documenting 
both in-class and out-of-class time, 
they noted each time a teacher 
switched to a new activity, the dura- 
tion of each activity, and any inter- 
ruptions that occurred.

It is important to note that the 
researchers defined “activity” nar- 
rowly. If a teacher explained an 
assignment, asked or answered a 
question, and then walked over to a 
student to offer individual help, this 
would count as three activities. If on 
her way over to the student she 
stopped to answer another student’s 
question, this too would be recorded

other two classes did not receive this 
information

Students’ behavior in class, and 
their grades on tests and on the unit 
as a whole, differed significantly 
between the groups. In the classes 
w ith high expectations of the 
teacher, students paid more atten- 
tion, talked out of turn less, and 
spent a higher percentage of their 
time on task than did those in the 
other classes. Furthermore, students 
in the high-expectation classes 
received better grades on objective 
tests and assignments and higher 
final marks for the unit (which 
included class participation as well).

The researchers suggest two 
dynamics that might have operated 
individually or in combination to 
create this effect. In the classes with 
high expectations, the teacher, in 
turn, might have begun to expect 
more of the students and changed 
her behavior accordingly. Secondly, 
students’ beliefs may have directly 
affected their own motivation and 
conduct. Students who believed they 
were to be taught by a highly compe- 
tent teacher may have perceived a 
greater potential for learning and set 
higher standards for their own 
achievement.

In either case, the group consen- 
sus of competence created in the 
two high-expectation classes may 
explain the differences. When the 
majority of students in a class share 
high expectations of the teacher, this 
in itself may be a powerful influence 
on the teacher’s and/or the group’s 
behavior. The researchers point out 
that although their creation of this 
shared expectancy was artificial, it 
resembles the real-life situation in 
schools, where teachers often have

What Students 
Expect

“You have Mr. Brown? Fזe makes 
you work hard, but he really knows 
his stuff!” Teachers worry about the 
first impression they make on a new 
group of students. In fact, experi- 
enced teachers continue to offer nov- 
ices advice like “Don’t smile until 
Christmas.” But what students 
expect from teachers may not be 
entirely in the teachers’ control. Stu- 
dents absorb information about their 
teachers from many sources—peers, 
parents, and even other teachers and 
administrators in the school.

Recently researchers have raised 
the intriguing possibility that such 
information—and the expectations 
it creates in students—may have an 
important effect on students’ behav- 
ior, and ultimately on their academic 
performance. In a twist on the clas- 
sic Pygmalion experiment, in which 
teachers were told that certain stu- 
dents had tested very high on an IQ 
test that predicted they would be 
“late bloomers,” David Jamieson and 
his colleagues at the University of 
Waterloo created the expectation 
among certain eleventh-grade stu- 
dents that their new English teacher 
would be especially competent and 
motivated.

The arrival of a new teacher in 
midyear created an opportunity to 
manipulate her students’ expecta- 
tions. The researchers created a pre- 
text for telling two of the new 
teacher’s classes that their peers, the 
research team, and the teacher her- 
self all saw her as highly capable and 
motivated to teach the next three- 
week English unit. Students in her



head,” or Mr. Smith with more arms 
than an octopus.

As to the length of the workweek, 
the teachers in this study averaged 
37.5 hours in the school building and 
put in 6.6 hours after school, prepar- 
ing lessons and checking students’ 
work. This puts them just over the 43- 
hour average workweek for Ameri- 
cans reported in recent surveys.
L. M cDaniel-Hine and  D. Willower, “Elem entary 
School Teachers’ Work Behavior,’’ J o u rn a l o f  Edu- 
ca tiona lR esearch , May/June 1988.

?

37 seconds.
Not all of these activities were 

sequential; sometimes teachers man- 
aged to do two or more things at 
once. Thus a teacher might nod okay 
to one student’s request to go to 
the bathroom, while gesturing to 
another to sit down, while talking 
with a third about his paperwork. 
These observations conjure up some 
of the metaphors long associated 
with teaching: the legendary Mrs. 
Jones with “eyes in the back of her

as an interruption.
By the end of the fifth day, 

McDaniel-Hine and Willower had 
counted a total of 9,266 in-class 
activities (or 371 per teacher per 
day), 2,042 interruptions of activi- 
ties, and 6,344 out-of-class activi- 
ties. The pace of work for these 
second-, third-, and fourth-grade 
teachers, they concluded, is frenetic. 
On average, the teachers undertook 
a new activity every 77 seconds. If 
in-class exchanges with students 
were counted, the average was every
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A G irl and  
H er Bo o k s

Pulitzer prize-winning author 
recalls how her childhood love affair with books 

opened up the world to her.

By  A n n ie  D illard

wood—browsed in the library and brought their chil- 
dren. By day, the two vaulted rooms, the adults’ and 
children’s sections, were almost empty. The kind Home- 
wood librarians, after a trial period, had given me a card 
to the adult section. This was an enormous silent room 
with marble floors. Nonfiction was on the left.

Beside the farthest wall, and under leaded windows 
set ten feet from the floor, so that no human being could 
ever see anything from them—next to the wall, and at 
the farthest remove from the idle librarians at their 
curved wooden counter, and from the oak bench where 
my mother waited in her camel’s-hair coat chatting with 
the librarians or reading—stood the last and darkest and 
most obscure of the tall nonfiction stacks: N e g r o  H i s - 

t o r y  and N a t u r a l  H i s t o r y . It was in Natural History, in 
the cool darkness of a bottom shell; that I found The 
Field Book o f  Ponds and Streams.

The Field Book o f  Ponds and Streams was a small, 
blue-bound book printed in fine type on thin paper, like 
The B ook o f  C om m on Prayer. Its th ird  chapter 
explained how to make sweep nets, plankton nets, glass- 
bottomed buckets, and killing jars. It specified how to 
mount slides, how to label insects on their pins, and 
how to set up a freshwater aquarium.

One was to go into “the field” wearing hip boots and 
perhaps a head net for mosquitoes. One carried in a 
“ruck sack” half a dozen corked test tubes, a smattering 
of screwtop baby-food jars, a white enamel tray, assorted 
pipettes and eyedroppers, an artillery of cheesecloth 
nets, a notebook, a hand lens, perhaps a map, and The 
Field Book o f  Ponds and Streams. This field—unlike 
the fields I had seen, such as the field where Walter 
Milligan played football—was evidently very well 
watered, for there one could find, and distinguish 
among, daphniae, planaria, water pennies, stonefly lar- 
vae, dragonfly nymphs, salamander larvae, tadpoles, 
snakes, and turtles, all of which one could carry' home.

That anyone had lived the fine life described in Chap- 
ter 3 astonished me. Although the title page indicated 
quite plainly that one Ann Haven Morgan had written 
The Field Book o f  Ponds and Streams, I nevertheless 
imagined, perhaps from the authority and freedom of it, 
that its author was a man. It would be good to write him

I BEGAN reading books, reading books to delirium. I 
began by vanishing from the known world into the 

passive abyss of reading but soon found myself engaged 
with surprising vigor because the things in the books, or 
even the things surrounding the books, roused me from 
my stupor. From the nearest library I learned every sort 
of surprising thing—some of it, though not much of it, 
from the books themselves.

The Homewood branch of Pittsburgh’s Carnegie 
Library system was in a Negro section of town—Home- 
wood. This branch was our nearest library; Mother 
drove me to it every two weeks for many years, until I 
could drive myself. I only very rarely saw other white 
people there.

I understood that our maid, Margaret Butler, had 
friends in Homewood. I never saw her there, but I did 
see Henry Watson.

I was getting out of Mother’s car in front of the library' 
when Henry appeared on the sidewalk; he was walking 
with some other old men. I had never before seen him at 
large; it must have been his day off He had gold-rimmed 
glasses, a gold front tooth, and a frank, open expression. 
It would embarrass him, I thought, if I said hello to him 
in front of his friends. I was wrong. He spied me, picked 
me up—books and all—swung me as he always did, and 
introduced Mother and me to his friends. Later, as we 
were climbing the long stone steps to the library’s door, 
Mother said, “That’s what I mean by good manners.”

The Homewood Library had graven across its enor- 
mous stone facade: F r e e  t o  t h e  P e o p l e . In the evenings, 
neighborhood people—the men and women of Home-

This essay is excerpted from  the book An American 
Childhood, Annie D illard’s mem oir o f  growing up in 
Pittsburgh in the 1950s. Copyright © 1987 by Annie  
Dillard. Reprinted by permission o f  Harper & Row, 
Publishers; Inc. An American Childhood is available in 
paperback by Perennial Library. D illard’s other books 
include Teaching a Stone To Talk and  Pilgrim at Tinker 
Creek, winner o f  a Pulitzer Prize fo r  general nonfic- 
tion.
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tunately, hundreds of thousands of books were duds. 
They had been rusting out of everyone’s way for so long 
that they no longer worked. There was no way to dis- 
tinguish the duds from the live mines except to throw 
yourself at them headlong, one by one.

The suggestions of adults w ere uncertain  and 
incoherent. They gave you Nancy Drew with one hand 
and Little Women with the other. They mixed good and 
bad books together because they could not distinguish 
between them. Any book that contained children, or 
short adults, or animals, was felt to be a children’s book. 
So also was any book about the sea—as though danger 
or even fresh air were a child’s prerogative—or any book 
by Charles Dickens or Mark Twain. Virtually all British 
books, actually, were children’s books; no one under- 
stood children like the British. Suited to female children 
were love stories set in any century but this one. Con- 
sequently one had read, exasperated often to fun׳ Pick- 
wick Papers, Desiree, Wuthering Heights, Lad, a Dog 
G ulliver’s Travels, Gone With the Wind, Robinson  
Crusoe, N ordho ff and H a ll’s B ounty  trilogy, Moby- 
Dick, The Five Little Peppers, Innocents Abroad, Lord 
Jim, Old Yeller.

The fiction stacks at the Homewood Library their 
volumes alphabetized by author, baffled me. How could 
I learn to choose a novel? That I could not easily reach 
the top two shelves helped limit choices a little. Still, on 
the lower shelves I saw too many books: Mary Johnson, 
Sweet Rocket; Samuel Johnson, Rasselas; James Jones, 
From Here to Eternity. I checked out the last because I 
had heard of it; it was good. I decided to check out 
books I had heard of. I had heard of The M ill on the 
Floss. I read it, and it was good. On its binding was 
printed a figure, a man dancing or running; I had noticed 
this figure before. Like so many children before and after 
me, I learned to seek out this logo, the Modern Library 
colophon.

The going was always rocky. I couldn’t count on 
Modern Library the way I could count on, say, Mad 
magazine, which never failed to slay me. Native Son was 
good, Walden was pretty good, The Interpretation o f  
Dreams was okay and The Education o f  Henry Adams 
was awful. Ulysses, a very famous book, was also awful. 
Confessions by Augustine, whose title promised so 
m uch, was a bust. C on fessions  by Jean-Jacques 
Rousseau was much better, though it fell apart halfway 
through.

In fact, it was a plain truth that most books fell apart 
halfway through. They fell apart as their protagonists 
quit, without any apparent reluctance, like idiots diving 
voluntarily into buckets, the most interesting part of 
their lives, and entered upon decades of unrelieved 
tedium. I was forewarned, and would not so bobble my 
adult life; when things got dull, I would go to sea.

Jude the Obscure was the type case. It started out so 
well. Halfway through, its author forgot how to write. 
After Jude got married, his life was over, but the book 
went on for hundreds of pages while he stewed in his 
own juices. The same thing happened in The Little 
Shepherd o f  Kingdom Come, which Mother brought me 
from a fair. It was simply a hazard of reading. Only a 
heartsick loyalty to the protagonists of the early chap- 
ters, to the eager children they had been, kept me 
reading chronological narratives to their bitter ends.

and assure him that someone had found his book, in the 
dark near the marble floor at the Homewood Library. I 
would, in the same letter or in a subsequent one, ask him 
a question outside the scope of his book, which was 
where I personally might find a pond, or a stream. But I 
did not know how to address such a letter, of course, or 
how to learn if he was still alive.

I was afraid, too, that my letter would disappoint him 
by betraying my ignorance, which was just beginning to 
attract my own notice. What, for example, was this 
noisome-sounding substance called cheesecloth, and 
what do scientists do with it? What, when you really got 
down to it, was enamel? If candy could, notoriously, “eat 
through enamel,” why would anyone make trays out of 
it? Where—•short of robbing a museum—might a fifth- 
grade student at the Ellis School on Fifth Avenue obtain 
such a legendary item as a wooden bucket?

The Field Book o f  Ponds and Streams was a shocker 
from beginning to end. The greatest shock came at the 
end.

When you checked out a book from the Homewood 
Library, the librarian wrote your number on the book’s 
card and stamped the due date on a sheet glued to the 
book’s last page. When I checked out The Field Book o f  
Ponds and Streams for the second time, I noticed the 
book’s card. It was almost full. There were numbers on 
both sides. My hearty author and I were not alone in the 
world, after all. With us, and sharing our enthusiasm for 
dragonfly larvae and single-celled plants, were, appar- 
ently, many Negro adults.

Who were these people? Had they, in Pittsburgh’s 
Homewood section, found ponds? Had they found 
streams? At home, I read the book again; I studied the 
drawings; I reread Chapter 3; then I settled in to study 
the due-date slip. People read this book in every season. 
Seven or eight people were reading this book every year, 
even during the war.

Every year, I read again The Field Book o f  Ponds and  
Streams. Often, when I was in the library, I simply 
visited it. I sat on the marble floor and studied the book’s 
card. There we all were. There was my number. There 
was the number of someone else who had checked it 
out more than once. Might I contact this person and 
cheer him up? For I assumed that, like me, he had found 
pickings pretty slim in Pittsburgh.

The people of Homewood, some of whom lived in 
visible poverty, on crowded streets among burned-out 
houses—they dream ed of ponds and streams. They 
were saving to buy microscopes. In their bedrooms they 
fashioned plankton nets. But their hopes were even 
more vain than mine, for I was a child, and anything 
might happen; they were adults, living in Homewood. 
There was neither pond nor stream on the streetcar 
routes. The Homewood residents whom I knew had 
little money and little free time. The marble floor was 
beginning to chill me. It was not fair.

I had been driven into nonfiction against my wishes. I 
wanted to read fiction, but I had learned to be cautious 
about it.

“When you open a book,” the sentimental library 
posters said, “anything can happen.” This was so. A book 
of fiction was a bomb. It was a land mine you wanted to 
go off. You wanted it to blow your whole day. Unfor

Fa l l  1 9 8 94 2  A m e r ic a n  E d u c a t o r



Perhaps later, when I had become an architect, I would 
enjoy the latter halves of books more.

This was the most private and obscure part of life, this 
Homewood Library: a vaulted marble edifice in a mostly 
decent Negro neighborhood, the silent stacks of which 1 
plundered in deep concentration for many years. There 
seemed then, happily, to be an infinitude of books.

I no more expected anyone else on earth to have read 
a book I had read than I expected someone else to have 
twirled the same blade of grass. I would never meet 
those Homewood people who were borrowing The 
Field Book o f  Ponds and Streams; the people who read 
my favorite books were invisible or in hiding, under- 
ground. Father occasionally raised his big eyebrows at 
the title of some volume I was hurrying off with, quite as 
if he knew what it contained—but I thought he must 
know of it by hearsay, for none of it seemed to make 
much difference to him. Books swept me away, one after 
the other, this way and that; I made endless vows accord- 
ing to their lights, for I believed them.

* * *

w x ____ j ___ j
needed a microscope. Detectives used microscopes, 
both for the FBI and at Scotland Yard. Although usually I 
had to save my tiny allowance for things I wanted, that 
year for Christmas my parents gave me a microscope kit.

In a dark basement corner, on a white enamel table, I 
set up the microscope kit. I supplied a chair, a lamp, a 
batch of jars, a candle, and a pile of library books. The 
microscope kit supplied a blunt black three-speed 
microscope, a booklet, a scalpel, a dropper, an ingenious 
device for cutting thin segments of fragile tissue, a pile 
of clean slides and cover slips, and a dandy array of 
corked test tubes.

One of the test tubes contained “hay infusion.” Hay 
infusion was a wee brown chip of grass blade. You added 
water to it, and after a week it became a jungle in a drop, 
full of one-celled animals. This did not work for me. All I 
saw in the microscope after a week was a wet chip of 
dried grass, much enlarged.

Another test tube contained “diatomaceous earth.” 
This was, I believed, an actual pinch of the white cliffs of 
Dover. On my palm it was an airy, friable chalk. The 
booklet said it was composed of the silicaceous bodies 
of diatoms—one-celled creatures that lived in, as it 
were, small glass jewelry boxes with fitted lids. Diatoms, 
I read, come in a variety of transparent geometrical 
shapes. Broken and dead and dug out of geological 
deposits, they made chalk, and a fine abrasive used in 
silver polish and toothpaste. What I saw in the micro- 
scope must have been the fine abrasive—grit enlarged. 
It was years before I saw a recognizable, whole diatom. 
The kit’s diatomaceous earth was a bust.

All that winter I played with the microscope. I pre- 
pared slides from things at hand, as the books suggested.
I looked at the transparent membrane inside an onion’s 
skin and saw the cells. I looked at a section of cork and 
saw the cells, and at scrapings from the inside of my 
cheek, ditto. I looked at my blood and saw not much; I 
looked at my urine and saw long iridescent crystals, for 
the drop had dried.

All this was very well, but I wanted to see the wildlife I

Books sw ep t m e away, one after the 
other, this way a n d  that; /  m a d e  
en d less vows accord in g  to th eir  

lights, f o r  I  be lieved  them.
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She d id  n o t say, bu t I  began to 
u n d ersta n d  then, th at you  do  w hat 
yo u  do  o u t o f  y o u r  p r iv a te  p a ss io n  

fo r  the thing itse lf  I  h a d  essen tia lly  
been  h a n d e d  m y own life.

had read about. I wanted especially to see the famous 
amoeba, who had eluded me. He was supposed to live in 
the hay infusion, but I hadn’t found him there. He lived 
outside in warm ponds and streams, too, but I lived in 
Pittsburgh, and it had been a cold winter.

Finally late that spring I saw an amoeba. The week 
before, I had gathered puddle water from Frick Park; it 
had been festering in a jar in the basement. This June 
night after dinner I figured I had waited long enough. In 
the basem ent at my m icroscope table I spread a 
scummy drop of Frick Park puddle water on a slide, 
peeked in, and lo, there was the famous amoeba. He was 
as blobby and grainy as his picture; I would have known 
him anywhere.

Before I had watched him at all, I ran upstairs. My 
parents were still at the table, drinking coffee. They, too, 
could see the famous amoeba. I told them, bursting, that 
he was all set up, that they should hurry before his water 
dried. It was the chance of a lifetime.

Father had stretched out his long legs and was tilting 
back in his chair. Mother sat with her knees crossed, in 
blue slacks, smoking a Chesterfield. The dessert dishes 
were still on the table. My sisters were nowhere in 
evidence. It was a warm evening; the big dining-room 
windows gave onto blooming rhododendrons.

Mother regarded me warmly. She gave me to under- 
stand that she was glad I had found what I had been 
looking for, but that she and Father were happy to sit 
with their coffee, and would not be coming down.

She did not say, but I understood at once, that they had 
their pursuits (coffee?) and I had mine. She did not say, 
but I began to understand then, that you do what you do 
out of your private passion for the thing itself.

I had essentially been handed my own life. In subse- 
quent years my parents would praise my drawings and 
poems, and supply me with books, art supplies, and 
sports equipment, and listen to my troubles and enthu- 
siasms, and supervise my hours, and discuss and inform, 
but they would not get involved with my detective 
work, nor hear about my reading, nor inquire about my 
homework or term papers or exams, nor visit the sala- 
manders I caught, nor listen to me play the piano, nor 
attend my field hockey games, nor hiss over my insect 
collection with me, or my poetry collection or stamp 
collection or rock collection. My days and nights were 
my own to plan and fill.

When I left the dining room that evening and started 
down the dark basement stairs, I had a life. I sat next to 
my wonderful amoeba, and there he was, rolling his 
grains more slowly now, extending an arc of his edge for 
a foot and drawing himself along by that foot, and 
absorbing it again and rolling on. I gave him some more 
pond water.

I had hit pay dirt. For all I knew, there were paramecia, 
too, in that pond water, or daphniae, or stentors, or any 
of the many other creatures I had read about and never 
seen: volvox, the spherical algal colony; euglena with its 
one red eye; the elusive, glassy diatom; hydra, rotifers, 
water bears, worms. Anything was possible. The sky was 
the limit.

* * *

SINCE WE had moved, my reading had taken a new 
turn.
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When you open a book and start reading
You enter another world—the world
Of make-believe—where anything can happen.

We read Thirty Seconds Over Tokyo, and To Hell and  
Back. We read The Naked and the Dead, Run Silent, 
Run Deep, and Tales o f  the South Pacific, in which 
American sailors saw native victims of elephantiasis 
pushing their own enlarged testicles before them in 
wheelbarrows. We read The Caine Mutiny, Some Came 
Running.

I was a skilled bombardier. I could run a submarine 
with one hand, and evade torpedoes, depth charges, and 
mines. I could disembowel a soldier with a bayonet, 
survive under a tarp in a lifeboat, and parachute behind 
enemy lines. I could contact the Resistance with my 
high-school French and eavesdrop on the Germans with 
my high-school German:

“Du! K leines M adchen! Bist du franzosisches 
Madchen oder bist du Amerikanischer spy?”

“Je suis une jeune fille de la belle France, Herr S.S. 
Officer.”

“Prove it!”
“Je suis, tu es, il est, nous sommes, vous etes, ils sont.”
“Very gut. Run along and play.”

What w ere librarians reading these days? One 
librarian pressed on me a copy of Look Homeward, 
Angel. “How I envy you,” she said, “having a chance to 
read this for the very first time.” But it was too late, 
several years too late.

At last Hitler fell, and scientists working during the 
war came up with the atomic bomb. We read On the 
Beach, A Canticle fo r  Leibowitz; we read Hiroshima  
Reading about the bomb was a part of reading about the 
war: these were actual things and events, large in their 
effects on millions of people, vivid in their nearness to 
each man’s or woman’s death. It was a relief to turn from 
life to something important.

At school we had air-raid drills. We took the drills 
seriously; surely Pittsburgh, which had the nation’s 
steel, coke, and aluminum, would be the enemy’s first 
target.

I knew that during the war, our father, who was 4-F 
because of a collapsing lung, had “watched the skies.” 
We all knew that people still watched the skies. But 
w hen the keen-eyed w atcher spotted the enemy 
bomber over Pittsburgh, what, precisely, would be his 
moves? Surely he could only calculate, just as we in 
school did, what good it would do him to get under 
something.

W hen the air-raid siren sounded, our teachers 
stopped talking and led us to the school basement. 
There the gym teachers lined us up against the 
cem ent walls and steel lockers, and showed us how to 
lean in and fold our arms over our heads. Our small 
school ran from kindergarten through twelfth grade. 
We had air-raid drills in small batches, four or five 
grades together, because there was no room for us all 
against the walls. The teachers had to stand in the 
middle of the basement rooms: those bright Pitts- 
burgh women who taught Latin, science, and art, and 
those educated , beautifully m annered European

Books wandered in and out of my hands, as they had 
always done, but now most of them had a common 
theme. This new theme was the source of imagination at 
its most private—never mentioned, rarely even brought 
to consciousness. It was, essentially, a time, and a series 
of places, to which I returned nightly. So also must 
thousands, or millions, of us who grew up in the 1950s, 
reading what came to hand. What came to hand in those 
years were books about the past war: the war in England, 
France, Belgium, Norway, Italy, Greece; the war in 
Africa; the war in the Pacific, in Guam, New Guinea, the 
Philippines; the war, Adolf Hitler, and the camps.

We read Leon Uris’s popular novels, Exodus, and, 
better, M ila 18, about the Warsaw ghetto. We read 
Hersey’s The Wall—  again, the Warsaw ghetto. We read 
Time magazine, and Life, and Look. It was in the air, that 
there had been these things. We read, above all, and over 
and over, for we were young, Anne Frank’s The Diary o f  
a Young Girl. This was where we belonged; here we 
were at home.

I say “we,” but in fact I did not know anyone else 
who read these things. Perhaps my parents did, for 
they brought the books home. What were my friends 
reading? We did not then talk about books; our read- 
ing was private, and constant, like the interior life 
itself. Still, I say, there must have been millions of us. 
The theaters of war—the lands, the multiple seas, the 
very corridors of air—and the death camps in Europe, 
with their lines of starved bald people . . . these, 
combined, were the settings in which our imagina- 
tions were first deeply stirred.

Earlier generations of children, European children, I 
inferred, had had on their minds heraldry and costumed 
adventure. They read The Count o f  M onte Cristo and 
The Three Musketeers. They read about King Arthur and 
Lancelot and Galahad; they read about Robin Hood. I 
had read some of these things and considered them 
behind me. It would have been pleasant, I suppose, to 
close your eyes and imagine yourself in a suit of armor, 
astride an armored horse, fighting a battle for honor 
with broadswords on a pennanted plain, or in a copse of 
trees.

But of what value was honor when, in book after 
book, the highest prize was a piece of bread? Of what 
use was a broadsword, or even a longbow, against 
Hitler’s armies that occupied Europe, against Hitler’s 
Luftwaffe, Hitler’s Panzers, Hitler’s U-boats, or against 
Hitler’s S.S., who banged on the door and led Anne Frank 
and her family away? We closed our eyes and imagined 
how we would survive the death camps—maybe with 
honor and maybe not. We imagined how we would 
escape the death camps, imagined how we would liber- 
ate the death camps. How? We fancied and schemed, but 
we had read too much, and knew there was no possible 
way. This was a novel concept: Can’t do. We were in for 
the duration. We closed our eyes and waited for the 
Allies, but the Allies were detained.

Now and over the next few years, the books appeared 
and we read them. We read The Bridge Over the River 
Kwai, The Young Lions. In the background sang a cho- 
rus of smarmy librarians:

The world of books is a child’s
Land of enchantment.
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I let it go. What did I know about feeding a family? On 
the other hand, I considered that if it came down to it, I 
would have to take charge.

It was clear that adults, including our parents, 
approved of children who read books, but it was not at 
all clear why this was so. Our reading was subversive, 
and we knew it. Did they think we read to improve our 
vocabularies? Did they want us to read and not pay the 
least bit of heed to what we read, as they wanted us to go 
to Sunday school and ignore what we heard?

I was now believing books more than I believed what 
I saw and heard. I was reading books about the actual, 
historical, moral world—in which somehow I felt I was 
not living.

The French and Indian War had been, for me, a purely 
literary event. Skilled men in books could survive it. 
Those who died, an arrow through the heart, thrilled 
me by their last words. This recent war’s survivors, some 
still shaking, some still in mourning, taught in our class- 
rooms. “Wir waren aiisgebommt, ” one dear old white- 
haired Polish lady related in German class, her family 
was “bombed out,” and we laughed, we smart girls, 
because this was our slang for “drunk.” Those who died 
in this war’s books died whether they were skilled or 
not. Bombs fell on their cities or ships, or they starved in 
the camps or were gassed or shot, or they stepped on 
land mines and died surprised, trying to push their 
intestines back in their abdomens with their fingers and 
thumbs.

What I sought in books was imagination. It was depth, 
depth of thought and feeling; some sort of extreme of 
subject matter; some nearness to death; some call to 
courage. I myself was getting wild; I wanted wildness, 
originality, genius, rapture, hope. I wanted strength, not 
tea parties. What I sought in books was a world whose 
surfaces, whose people and events and days lived, actu- 
ally matched the exaltation of the interior life. There you 
could live.

Those of us who read carried around with us like 
martyrs a secret knowledge, a secret joy, and a secret 
hope; There is a life worth living where history is still 
taking place; there are ideas worth dying for, and cir- 
cumstances where courage is still prized. This life could 
be found and joined, like the Resistance. I kept this 
exhilarating faith alive in myself, concealed under my 
uniform shirt like an oblate’s ribbon; I would not be 
parted from it.

We who had grown up in the Warsaw ghetto, who had 
seen all our families gassed in the death chambers, who 
had shipped before the mast, and hunted sperm whale 
in Antarctic seas; we who had marched from Moscow to 
Poland and lost our legs to the cold; we who knew by 
heart every snag and sandbar on the Mississippi River 
south of Cairo, and knew by heart Morse code, forty 
parables and psalms, and lots of Shakespeare; we who 
had battled Hitler and Hirohito in the North Atlantic, in 
North Africa, in New Guinea and Burma and Guam, in 
the air over London, in the Greek and Italian hills; we 
who had learned to man minesweepers before we 
learned to walk in high heels—were we going to marry 
Holden Caulfield’s roommate, and buy a house in Point 
Breeze, and send our children to dancing school? □

women who taught French, history, and German, who 
had landed in Pittsburgh at the end of their respective 
flights from Hitler, and who had baffled us by their 
common insistence on tidiness, above all, in our written 
work.

The teachers stood in the middle of the room, not 
talking to each other. We tucked against the walls and 
lockers: dozens of clean girls wearing green jumpers, 
green knee socks, and pink-soled white bucks. We 
folded our skinny arms over our heads, and raised to the 
enemy a clatter of gold scarab bracelets and gold bangle 
bracelets.

If the bomb actually came, should we not let the little 
kids—the kindergartners like Molly, and the first and 
second graders—go against the wall? We older ones 
would stand in the middle with the teachers. The Euro- 
pean teachers were almost used to this sort of thing. We 
would help them keep spirits up; we would sing “Frere 
Jacques,” or play Buzz.

Our house was stone. In the basement was a room 
furnished with a long wooden bar, tables and chairs, a 
leather couch, a refrigerator, a sink, an ice maker, a 
fireplace, a piano, a record player, and a set of drums. 
After the bomb, we would live, in the manner of Anne 
Frank and her family, in this basement. It had also a 
larger set of underground rooms, which held a washer 
and dryer, a workbench, and, especially, food: shelves of 
canned fruits and vegetables, and a chest freezer. Our 
family could live in the basement for many years, until 
the radiation outside blew away. Amy and Molly would 
grow up there. I would teach them all I knew, and 
entertain them on the piano. Father would build a radia- 
tion barrier for the basement’s sunken windows. He 
would teach me to play the drums. Mother would feed 
us and tend to us. We would grow close.

I had spent the equivalent of years of my life, I 
thought, in concentration camps, in ghettoes, in prison 
camps, and in lifeboats. I knew how to ration food and 
water. We would each have four ounces of food a day and 
eight ounces of water, or maybe only four ounces of 
water. I knew how to stretch my rations by hoarding 
food in my shirt, by chewing slowly, by sloshing water 
around in my mouth and wetting my tongue well before 
I swallowed. If the water gave out in the taps, we could 
drink club soda or tonic. We could live on the juice in 
canned food. I figured the five of us could live many 
years on the food in the basement—but I was not sure.

One day I asked Mother: How long could we last on 
the food in the basement? She did not know what I had 
been reading. How could she have known?

“The food in the basement? In the freezer and on the 
shelves? Oh, about a week and a half. Two weeks.”

She knew, as I knew, that there were legs of lamb in the 
freezer, turkeys, chickens, pork roasts, shrimp, and 
steaks. There were pounds of frozen vegetables, quarts 
of ice cream, dozen of Popsicles. By her reckoning, that 
wasn’t many family dinners: a leg of lamb one night, rice, 
and vegetables; steak the next night, potatoes, and vege- 
tables.

“Two weeks! We could live much longer than two 
weeks!”

“There’s really not very much food down there. About 
two weeks’ worth.”
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notes that Chinese parents have less authority than they' 
once did and that the model Chinese child “ ‘serves the 
people’ and works for the betterment of the larger 
society.” It does not note that these model children have 
been encouraged to publicly denounce and cause the 
imprisonment or even execution of their parents. 
Exploring World Cultures (Ginn and Co.) in a sidebar 
includes a “self-criticism” by a college student who 
showed hesitation in denouncing his father. The text- 
book then goes on to issue this singular judgment: 
“Several other changes made by the Communists also 
weakened the father’s authority. . . . Children were 
encouraged to report parental disloyalty to the new 
China. Women and youth gained the most from these 
changes.”

One of the most cruel assaults on family life—one that 
has continued under the rule of Deng Xiaoping—has 
been the government’s indifference to the ties of mar- 
riage. Husband and wife may be assigned jobs in dif- 
ferent parts of the country. Fox Butterfield met a man 
who had fallen in love with another university student 
and married her. They had lived together all of one 
month when the state labor bureau assigned them jobs 
in different cities. Even the birth of a child would not 
make the authorities relent. Once a year the man is 
granted two weeks, which he combines with the six 
national holidays to see his wife and nine-year-old 
daughter. “My prime is passing me by,” he confided, “and 
I’m still separated. My daughter knows me only as the 
man who brings presents once a year. How many years 
does one have to live?” A left-wing magazine in Hong 
Kong once estimated that some 8 million spouses in 
China are compelled by the state to live apart, merely 
from a Communist belief that private life and happiness 
are irrelevant beside the needs of the state. No text 
discusses this fact of Chinese life, not even the two 
teaching units that are solely devoted to teaching about 
“families.”

With the tough new  birth-control 
policy, s tre e t com m ittees even  
d e c id e  who m ay have a  baby.

C h i n a ’s U n t o l d  St o r y

(Continued from  page 15)
means for observing, shaping and controlling the lives 
of the people are provided by the work units and street 
committees.

As all urban Chinese know, the street committee is a 
funnel of information and control employed by the 
police. Nominally elected, members of street commit- 
tees have their names put forward by the government’s 
neighborhood office, and the voting that follows is not 
secret. Everyone knows how he is expected to vote.

“Their most terrifying power is that they can search 
your house whenever they want,” confided one young 
couple, Hong and Weidong, to Fox Butterfield, the New  
York Times correspondent who wrote China: Alive in 
the Bitter Sea (Time Books 1982) “The police are sup- 
posed to have a warrant, but the street comm ittee 
cadres can come in when they please.” Usually middle- 
aged women, they may barge into one’s apartment after 
midnight without knocking, to check on whether some 
relative from the countryside is sleeping over (not per- 
mitted) or to query guests invited to dinner or check on 
books or other articles one may own. “It’s very humiliat- 
ing,” said Hong, the wife, regarding the chief committee 
woman’s arrogance and power. “If you don’t cooperate, 
she can call the police and they will come over and ask 
the same questions. . . . She even watches what time we 
go to bed,” Hong complained. “We are like caged ani- 
mals.”

With the tough new birth-control policy, street com- 
mittees even decide who may have a baby. “We assign a 
person to keep track of each woman’s menstrual cycle,” 
a street committee woman explained to Butterfield. “If 
someone misses her period and isn’t scheduled to have 
a baby, we tell her to have an abortion.”

As in most of the texts that even discuss the subject, 
The World Today (Heath Social Studies) describes the 
street committee in benign terms as persons w7ho “put 
up posters to tell parents about shots that protect chil- 
dren from measles.” In Teaching about World Cultures 
(CTIR), this instrument of social control is celebrated. 
In one of its activities titled: “Grassroots Government: 
The Neighborhood Committee,” students are invited to 
solve problems the Chinese way. Nothing is said about 
the street committee’s surveillance or control function. 
Instead, students are told that the street committee is a 
replacement for the extended family and is compared to 
“similar institutions in American culture” such as 
“neighborhood groups, churches, etc.” So wonderful is 
the street committee that “other developing countries” 
with “similar social problems as a result of weakening 
family and tribal ties” ought to be encouraged, students 
are told, to follow the Chinese Communist way.

ONLY A handful of materials make any negative 
comment about the Communists’ attack on the 

traditionally honored Chinese family. Several make 
benign reference to the change. As one guide (All in the 
Family: China Old and New, SPICE) says, “the family’s 
functions have been reduced because of what the Com- 
munists felt to be an incompatibility between the build- 
ing of a socialist industrial society and the traditional 
kinship orientation of the Chinese family.” This guide
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landlords, business people, or had anything to do with 
the Nationalist Kuomintang. One’s family background is 
traced for three generations (not unlike Nazi practice) 
and becomes part of a confidential dossier that the 
personnel section of every work unit maintains. Access 
to a university education, or to any of the better jobs, 
was long blocked by a “bad” class background. And yet 
some of the listings were absurd, with peasants who 
once owned a mere four acres and two pigs labelled 
“rich peasants” or even “landlords,” their children’s 
future thereby permanently damaged. Moreover, anony- 
mous charges made for personal reasons can enter one’s 
dossier and never be removed. Under Deng Xiaoping, 
through most of the 1980s, class background was dis- 
regarded and the dossier system, while never aban- 
doned, was less harshly employed. With the recent 
political clampdown, however, the dossier system is in 
place and the bloodline information available whenever 
the government might wish to use them.

In none of the textbooks or teacher’s guides are these 
forms of officially sanctioned inequality communicated 
to American students. Perhaps the textbook authors 
assume that the Chinese people, being “different” from 
ourselves, are not offended by such a range of institu- 
tionalized inequalities that border on a caste system. Yet 
at Fudan University in Shanghai, some brave journalism 
students locked the library and distributed question- 
naires. To the question—“What is China’s worst prob- 
lem?”—60 percent listed te-quan. Special privileges.

pie, World History (Prentice-Hall) states, “In 1950, the 
government adopted a new marriage law that guaran- 
teed women full equality.” Even in the typical small 
village, one learns in China (Dushkin Group), “women 
no longer earn less than the men,” and “79 percent of 
the wives have become the leading persons in their 
families.”

The facts are somewhat at variance with this happy 
picture. It is true that backward conditions for women 
prevailed until 1950, when the new regime passed a 
liberal family law giving women freedom of choice in 
marriage, property rights, and the right to sue for 
divorce. Article 53 of the Constitution declares women 
equal to men in all respects. Most American textbooks 
suggest that this translates into genuine equality for 
women. Yet the Communist Party, which controls the 
entire society, had in 1981 a membership of three men 
for every woman, and the w om en are dispropor- 
tionately at the bottom. Higher education is the only 
other ladder of meaningful social mobility, yet China’s 
own Ministry of Education in the early 1980s found that 
while girls made up 50 percent of the primary school 
population, that figure dropped to 40 percent in high 
school and 30 percent by college. In 1980, according to 
the official New China News Agency, only 23 percent of 
Beijing University’s incoming class was female.

The head of the All-China Women’s Federation once 
complained at a meeting that 80 percent of China’s 
illiterates were women, and that twice as many unem- 
ployed young women than men waiting for jobs were 
passed over.

Chinese women cannot choose to stay at home and

*  ̂-p  QUALITY” IS often cited as a virtue that Mao’s 
-L* policies helped institutionalize. People and  

Nations: A World History! ( Harcourt Brace Jovanovich) 
by Mazour, Peoples and Rabb, is typical. The student 
learns that the Chinese Communists “wanted to create a 
classless society in which people worked for common 
goals, not for their private gain.”

The truth of China’s class system is rather different 
and is one of the best-kept secrets in the materials under 
review.

Simon Leys, a scholar who has reported on the hor- 
rors inaugurated by the Chinese Communists, notes in 
Chinese Shadows (Viking 1977) that in the sixth cen- 
tury B.C.E. China’s social hierarchy, as described in the 
Tso Chuan, had only ten degrees. It now has twenty- 
four within the Communist Party alone, each with its 
special advantages and privileges as one goes up the 
ladder. The top rank gets ten times the salary of the 
bottom rank, but that is the least of it. As in other 
Communist countries, higher party officials have access 
to special stores for food, clothing, and appliances, 
stocked with items that ordinary Chinese only dream 
about. (One of the ways that the children of the party 
elite are identified by ordinary Chinese is that they are 
often taller than the average, thanks to the milk, meat, 
fruit, and vegetables their families have access to.) Spe- 
cial housing, sometimes on luxurious estates behind 
high walls, is provided the upper Communist crust. Cars 
are reserved exclusively for important persons and are 
used as a badge of privilege to enter places like the large 
hotels or special stores that are closed to ordinary Chi- 
nese.

This officially sanctioned inequality is exacerbated by 
the dismal output of China’s centrally planned economy, 
wracked as it is by awesome waste and inefficiency.* 
Goods and services are often accessible only through 
the “back door,” as the Chinese call it. The resulting 
resort to bribes has become away of life, extending even 
to medicine, which is state controlled and supposed to 
be equally accessible to all. “Patients in my hospital have 
to line up three times,” a physician told Butterfield. “You 
can spend the whole morning just waiting.” He con- 
tinued:

Many doctors are so busy they just make a casual examina- 
tion of the patient and then scribble something out. It’s not 
good medicine and the patients know it. So many of the 
patients use the back door. If you know a doctor, you don’t 
have to line up for him but just walk right into his room. He 
will give you better attention. Patients who have an even 
closer relationship with the doctor will go to see him at 
home, after hours. That’s where the best care is. Of course, 
in exchange, the patients must give presents to the doctors.

Perhaps the most odious feature of China’s class sys- 
tem has been the “bloodline” principle, by which chil- 
dren were branded for life according to classifications 
given their parents. A “good” class background is having 
parents who were poor peasants, workers, or best of all, 
Communists before the revolution. A “bad” class back- 
ground is having parents who studied abroad, were

*Revealing details about apartment complexes that are unusable and 
empty, about new factories that stand incomplete or do not operate or 
operate one or two days a week can be found in Fox Butterfield’s book on 
China.
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are the students asked whether a government is entitled 
to prohibit movement in order to avoid “the problems 
of a Calcutta or a Mexico City.”

(A question that might be asked, but never is, is: “Why 
did the democracies not need totalitarian measures to 
handle the urban influx, when a far greater shift from 
rural to urban living took place in the process of mod- 
ernization?”)

While the CTIR program represents an extreme, most 
of the texts reveal a troubling spirit of indifference to 
human rights in China. Few of their educated authors 
(most of them are university professors) seem aware of 
an organization called Amnesty International. The bul- 
letins of Amnesty International make clear that China to 
this day has among the worst human rights abuses in the 
world, that persons are routinely sent to labor camps 
without trial, that execution often follows within days of 
arrest (rendering appeals impossible), that the present 
regime has sought to speed up the judicial process 
(w hen it occurs at all), that labor camps routinely 
“retain” a prisoner after the sentence is completed, 
using the “released” inmate as forced labor to help 
operate the camp. Not one of the twenty-eight texts 
properly describes these realities. Only three so much 
as glide over the subject.

Instead, several—including China Mosaic (East Asia 
Resource Center, University of Washington)—urge chil- 
dren to compare the American Bill of Rights with the 
rights afforded the Chinese under their Constitution. 
Since the latter includes (on paper, at any rate) “free- 
dom of speech, of the press, of association, of procession 
and of demonstration” (Article 35), freedom of religion 
(Article 36), freedom from arbitrary arrest or detention 
(Article 37), and other basic rights, children are made to 
believe that in the realm of rights, the two nations differ 
little. Nothing is said regarding actual practice, except 
in this paragraph for the teacher:

Guide the students to an understanding that the American 
and Chinese Constitutions state ideals. Ask if they know of 
situations where the ideals have not been put into practice.
An example would be the historic denial of voting rights to 
black Americans.

,
aspects of the Cultural Revolution were denounced, the 
cult-worship of Mao was ended, the “Gang of Four,” 
allegedly responsible for the extremism of the Maoist 
era, were tried as scapegoats, and class struggle was de- 
emphasized. These events and the economic changes 
inaugurated by Deng Xiaoping—greater scope for pri- 
vate initiative in small business and farming, a return to 
formal schooling to educate doctors and engineers, 
greater openness to the outside world in order to mod- 
ernize Chinese industry—are reported in most texts as 
sensible developments.

In addition, during much of the 1980s, there was a 
relaxation of many government controls. The dossiers, 
the neighborhood committees, self-criticisms, denun- 
ciations, and other tools of coercion were less fre- 
quently used. Policy toward the family was less hostile. 
Some greater freedom of expression was allowed. But 
the controls were never dismantled. When an invisible 
line was overstepped, the government could, and did,

raise their children. By law they must work. Yet day care 
is available only to a minority of parents. The law assures 
equal pay for equal work. But on visits to a dozen 
communes, Fox Butterfield found that men received 
about ten work points per day for work that paid women 
only seven or eight. Women are usually given the most 
backbreaking jobs while men serve as cadres or run the 
rare tractors. An American sociologist who lived on a 
commune in Hebei province, Steven Butler, estimated 
that women did 80 percent of the fieldwork.

To get married, a woman must first get approval from 
her work unit, or danwei. (The groom must get permis- 
sion from his unit as well.) This all-powerful work unit, 
together with the street committee, is what gives the 
government such control over everyone. The right to 
live in a certain place or to travel or even to buy a 
bicycle is determined by the leaders of one’s work unit, 
with favoritism rife.

ANOTHER CRUCIAL instrument of social control is 
China’s system of residence permits. Only two texts 

inform students that freedom of movement is not 
extended to the people of China. The others wholly 
ignore the issue, leaving students to assume (why 
should they assume otherwise?) that their Chinese 
counterparts enjoy this basic right.

The “Follow-up Activity” offered at the end of the 
China section in Heath’s The World Today reveals the 
ignorance or willful blindness of those who prepared it: 
“Tell students to imagine that they are young Chinese 
people about to finish high school. Ask them to write a 
paragraph describing the kind of work they would like 
to do and where they would like to live.” We take such 
choices for granted. But in China, these rights do not 
exist. Individuals cannot choose where to live. They 
cannot even choose their work.

CTIR’s Teaching about W orld Cultures concedes 
these facts, then in its lyrically titled exercise “How Are 
You Going To Keep Them Down on The Farm,” actually 
supports the Chinese system. Noting that “massive 
rural-urban migration” is observed in most developing 
countries, students are presented with “a case study and 
statistical data to make conclusions about the pull-push 
factors for the migration of Chinese peasants to the 
cities.” Several alternative programs are presented for 
discouraging migration, and students are asked to 
choose one program and defend it. None of the pro- 
posed options respects the basic right of free move- 
ment, and students are not encouraged to consider 
options that do.

In short, students are asked to play the role of all- 
powerful party officials in a totalitarian state. Cities in 
the less-developed world are repeatedly cited as having 
endless problems due to the influx of peasants—in Mex- 
ico, India, Egypt, Brazil, Nigeria, and Japan—serving to 
steer the student toward the “sensible” solution of resi- 
dence permits. (Significantly, South Africa is not men- 
tioned, having a system of residence permits not unlike 
China’s, but lacking the same “good image.”) Students 
are not reminded that the United Nations Universal 
Declaration of Human Rights specifically states: “Every- 
one has the right to freedom of movement and resi- 
dence within the borders of each state.” Only after the 
decision has been made, and as a sort of afterthought,
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•  On Dec. 5, 1978, Wei Jingsheng, then China’s best- 
known dissident, posted a sensational document on the 
short-lived Democracy Wall in Beijing entitled “The 
Fifth Modernization: Democracy” (taking off on Deng’s 
Four Modernizations) It said such things as:

The people need democracy. When they demand democ- 
racy, they simply demand that which originally belonged to 
them.

Go and ask the workers: ‘Apart from the wretched salary 
that you are given every׳ month, just to prevent you from 
starving, what rights do you have? What power do you have? 
Whose masters are you? Alas, you can control nothing— 
not even your own marriage!”

These ongoing fe a tu re s  o f  p o litic a l  
repression  go  u n n oticed  in  m ost o f  
the texts f o r  the sim ple  reason  that 
the w hole su b ject in  m ost cases has 

been ignored.

The struggle of modern times is a struggle to achieve the 
maximum degree of freedom and democracy that mankind 
can contemplate.

Wei was given a one-day trial and disappeared into the 
Chinese gulag.

•  In the autumn of 1980, a brief political thaw 
occurred when it seemed that Deng would allow the 
people to have serious, contested elections at the local 
level. As with a comparable thaw under Mao (the brief 
One Hundred Flowers Period), repression followed 
soon afterward. But in the interval, telling incidents 
revealed the deeper aspirations of the Chinese. At Beij- 
ing University, a former Red Guard named Fang Zhiyuan 
held a campaign rally where 500 students packed a 
room intended for 200 and provoked applause by saying 
that he didn’t think China was a socialist country'. Public 
ownership of the means of production is not enough, 
said Fang. “To say something is truly publicly owned, we 
must see if the leaders represent the interests of the 
people. To have this, you need a system, and that system 
is democracy.” The audience erupted in wild approval.

•  At the Hunan Normal College in Changsha, Liang 
Heng (who later with his American wife Judith Shapiro 
wrote a remarkable book, Son o f  the Revolution, Vin- 
tage 1984), publicly campaigned on statements that he 
no longer believed in Marxism. Seeing that he would 
win, the government tried to rig the election, which 
provoked a hunger strike of eighty students at the col- 
lege with another 5,000 joining in a sit-in demonstra- 
tion at the Changsha Party headquarters. They were 
protesting standard Party interference in the election of 
deputies at the college. Many of the protesters were 
shou ting , “Down w ith  bureaucracy , dow n w ith  
feudalism, long live democracy!”

•  In December 1986, thousands of students in Beij- 
ing, Shanghai, and other cities across China demon- 
strated in the streets calling for some measure of 
political democracy.

These events, w hose h isto rica l im p o rtan ce  is 
obvious, are referred to briefly in three books and are 
wholly absent from the other twenty-five. These pro- 
tests, which began in 1976, make the recent demonstra- 
tio n  of th is  sp rin g  in T iananm en Square fu lly  
comprehensible. The original aim of the students is too 
easily forgotten: They wanted to celebrate the seven- 
tieth anniversary of the Beijing student demonstration 
of May 4, 1919, calling for democracy and triggering 
similar student demonstrations all over China.

jerk the longer leash; those who had been outspoken 
would be dismissed from their posts or jailed, and other 
Chinese w ould find that m uch of the totalitarian 
machinery that had been switched to low-gear was once 
again fully operating.

These ongoing features of political repression go 
unnoticed in most of the texts for the simple reason that 
the whole subject in most cases has been ignored. The 
impression is left that a great deal more has been 
reformed than is in fact the case. Simon Leys in the 
Burning Forest (Holt, Rinehart & Winston 1986) wrote 
in 1981 about the changes wrought by Deng Xiaoping:

The downfall of the “Gang of Four,” however momentous, 
was, after all, a mere episode in the power struggle within 
the system—it did not bring a significant modification of 
the system. . . .  At no stage was any politically mean- 
ingful criticism and analysis allowed to develop; the basic 
questions (From where did the “Gang” derive its power? 
What kind of regime is it that provides opportunities for 
such characters to reach supreme power? How should the 
system be reformed to prevent similar occurrences in the 
future?) cannot be raised; whenever clearsighted and cou- 
rageous people dare to address these issues (Wang Xizhe, 
Wei Jingsheng), they are immediately gagged and disappear 
into the Chinese “Gulag.”

THE FAILURE to ask questions about freedom, 
democracy, and human rights displayed by most 

materials is stunning and bewildering and constitutes 
very poor education. The indifference of the authors 
and publishers involved to matters of basic rights has 
caused them to miss one of the great stories of our time: 
the outbreak of the Democracy Movement in China.

•  On April 5, 1976, 100,000 people in Beijing’s 
Square of the Gate of Heavenly Peace turned the com- 
memoration of Zhou Enlai into a massive protest against 
the government.
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The San Diego school system  also pub lishes 
guidelines for global education: “Students will demon- 
strate an understanding and appreciation for the fact 
that individual cultures and societies, past and present, 
have developed lifestyles and viewpoints that are appro- 
priate to their particular needs, wants, and desires.”7 
Did the authors think of South Africa when they wrote 
that? Of Cambodia under the Khmer Rouge?

There is no doubt that children are prone to look 
askance at whatever they find strange, including cultural 
differences in dress, cooking, and accepted manners. 
For many reasons— not least those of ethnic and 
religious pluralism that define the United States as a 
culture—the cosmopolitan values of tolerance and 
appreciation of differences are plainly values that our 
schools should encourage. But there is a line that we 
draw when different “customs” and different cultural 
“tastes” pass over into barbarous practice. As former U.S. 
Ambassador Jeane Kirkpatrick has said, few will agree 
“that cannibalism is only a matter of taste, that Ausch- 
witz reflects an alternative approach to race relations, 
that infanticide is a somewhat archaic but nonetheless 
effective mode of family planning, that slavery is an 
alternative view of how to get a society’s work done.”

Some educators make the argument that democratic 
rights are a luxury that poor nations cannot afford. But 
the evidence by now is overwhelming that this is an 
absurd dichotomy. Freedom and democracy do not cost 
a people food and clothing and prosperity; they gener- 
ate the goods that constitute prosperity. Simon Leys has 
aptly put it in The Burning Forest■. “Totalitarianism, far 
from being a drastic remedy that could be justified in a 
national emergency appears on the contrary to be an 
extravagant luxury׳ which no poor country׳ can afford 
with impunity.”

democracy in China that goes back at least to Sun Yat- 
sen. The very textbooks that say nothing about the 
absence of basic rights in China have no difficulty judg- 
ing Nazi Germany or denouncing the absence of basic 
rights in South Africa today. People and Our World 
(Holt, Rinehart & Winston) accurately informs the stu- 
dent that “under apartheid, Blacks are not allowed to 
vote in elections or hold any important or high govern- 
mental or business positions,” that in 1974 “the South 
African government had an estimated 800 political pris- 
oners in its jails.” Why׳ suddenly, is an exception made 
to the doctrine that nations have constructed systems 
“appropriate to their particular needs”? What about 
such matters as they apply to China? This double stan- 
dard also obtains in People and Nations (Harcourt 
Brace Jovanovich) where, as in the Holt Rinehart text- 
book, Cuba is treated kindly—despite being a die- 
tatorship w ith a deplorable human rights record— 
whereas Chile under Pinochet, like South Africa, is 
judged by democratic standards. Are tyrannies of the 
left—at least those still idealized by utopia-seekers— 
immune from standards applied to tyrannies of the 
right? So it seems.

Whatever their reasons, by suggesting that some peo- 
pie in other places are less desirous or deserving of 
democratic rights, these creators of global/international

H OW COULD textbook authors miss this story? 
What inspires such an omission?

As noted earlier, the field of international/global edu- 
cation is animated by doctrines that denounce “ethno- 
centrism” and encourage students to lay aside their own 
values as they study other cultures. Typical is the grade- 
seven text World Cultures and Geography (The Center 
for Learning by Artis, Costello and Miltner 1987), which 
tells teachers in the section titled “Ethnocentricity” that 
“it is helpful to assist students in emptying their minds 
of the cultural perspective that they bring to such a 
study.” In Teaching about Cultural Awareness (CTIR), 
Gary Smith and George Otero underline that human 
diversity means “that we cannot simply develop a 
codebook for any culture’s behavior,” that “to assume 
that there is one proper way to behave toward all human 
beings is both naive and unworkable.”

The Education Department of the State of New York 
published last year Social Studies 9-10: Global Studies, 
a preliminary syllabus for teachers, which includes in its 
directives the requirem ent that “each student will 
develop the ability to understand, respect and accept 
people of different. . political, economic and social 
background, and their values, beliefs and attitudes” 
(emphasis added). Yet students are also required to 
learn the values “necessary to participate in democratic 
self-government.” The authors, apparently, do not see 
the contradiction. The problem lies in the fact that most 
societies in this world are not democratic.

In tern a tio n a l edu ca tion  sh ou ld  be  
a n im a te d  by the id ea ls  o f  fre e d o m  

a n d  dem ocracy  on which ou r  
society  rests a n d  to which p e o p le  

everyw here asp ire.
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“We hold these Truths to be self-evident, that all Men are 
created equal, that they׳ are endowed by their Creator with 
certain unalienable Rights, that among these are Life, Lib- 
erty, and the Pursuit of Happiness. . .

“In 1776 in the American Revolution,” the poster went 
on, “the Declaration of Independence for the first time in 
the history of mankind spoke about people’s right to live as 
human beings. We ought to have these rights too, not to be 
the em peror’s slaves.”

Do the Chinese have something to teach us? Yes, they 
do. They remind us that armed frontiers cannot stop the 
democratic ideal and that the desire for human rights is 
universal. This is a lesson plain from China to Poland to 
South Africa. When textbook authors and publishers 
learn it, our children will get the schoolbooks they 
deserve. □

1 Approaches to World Studies: A Handbook fo r  Curriculum Planners, 
Allyn and Bacon 1979. Edited by Robert B. Woyach and Richard C. Remy. 
2China Mosaic and Letters fro m  Chengdu, published by the University of 
Washington’s East Asia Resource Center, and A Children’s Palace pub- 
lished by the University of Illinois’ Center for Asian Studies.
'The twenty-two books, arranged alphabetically by publisher, are: 
Changing Images o f  China (Center for Teaching International Relations, 
University of Denver 1986) by Michelle Sanborn, Rachel Roe, and Heidi 
Hursh; Teaching A bout World Cultures (CTIR 1986) by John Beneger, 
Jacquelyn Johnson, and Huang Teh-ming; China W orkbook (Columbia 
University East Asian Curriculum Project; China Connections (Com- 
munity Learning Connections, Boston, Mass. 1985); The World Today 
(D.C. Heath & Co. 1987) By Gloria Hagans, Barbara Reque, and Richard 
Wilson; Exploring World Cultures (Ginn & Co. 1988) by EskoE. Newhill 
and Umberto La Paglia; People and  Nations; A World History (Harcourt 
Brace Jovanovich 1987) by Anatole Mazour, John Peoples, and Theodore 
Rabb: The World: Past and  Present ( Harcourt Brace Jovanovich 1988) by 
Stephanie Hirsh and Phillip Bacon ■,People and  Our World (Holt, Rinehart 
& Winston 1984) by Allan Kownslar and Terry Smart: The World (Holt, 
Rinehart and Winston 1986) by JoAnn Cangemi; Global Insights (Merrill 
Publishing 1987) by Hantula. Flickema, Farah, Karls. Johnson. Thuermer, 
Resnick, and Kane; World History: Patterns o f  C ivilization  (Prentice Hall
1988) by Burton F. Beers; Eastern Hemisphere (Scott, Foresman and Co.
1986) by Joan Schrieber, William Stepien, John Patrick, Richard Remy, 
Geneva Gay, Alan Hoffman; A ll in the Family: China Old and  Neu׳ 
(Stanford Program on International and Cross-Cultural Education, 
SPICE); Contemporary Fam ily Life in China (SPICE 1982): Economic  
Choices: China After Mao (SPICE 1988); Education in The People’s 
Republic o f  China (SPICE 1982); Rural D evelopment in China (SPICE
1987) by Michael Chang, Patricia Irle, Charles Lewis. Bing Shaw, and 
Helen Strate; Teaching A bout a Changing China (SPICE reprint of Febru- 
ary 1986 edition of Social Education.) A Children’s Palace (Center for 
Asian Studies, University of Illinois, Urbana 1986) by Michele Shoresman 
and Roberta Gumport; China Mosaic (University of Washington, East Asia 
Resource Center 1988) by Mary Bernson; le tters fro m  Chengdu (Univer- 
sity of Washington, East Asia Resource Center 1989 ) by Richard Moulden 
and Mary Bernson.
4Scholar Jurgen Domes in The Internal Politics o f  China 1949-1972 
(Praeger 1973) states that “in the course of the land reform movement” 
alone, “cautious estimates put the dead at no less than 5 million.”
5The Cambridge History o f  China (Cambridge University Press 1987) 
Volume 14 cites the study by Ansley Coal e, Rapid Population Change in 
China 1952-1982 (National Academy of Sciences), which estimates the 
deaths at 27 million; Jurgen Domes in The Government and  Politics o f  
the PRC (Westview Press 1985) cites the estimate of Roderick MacFar- 
quhar in The Great Leap Forward (Oxford University Press) of 16.5 to 
29.4 million deaths.
6In January 1976, the Minister of Foreign Affairs, Ch’en Yi, in a “self- 
criticism" speech, said that in the summer and autumn of 1967 alone 
more than four hundred thousand members of “work teams” had been 
executed (Domes, The Internal Politics o f  C hina) Both Roger Garside in 
Coming Alive: China After M ao (McGraw-Hill 1981) and Fox Butterfield 
in China: A live in the Bitter Sea (Times Books 1982) cite an official 
government source reported by Agence France Presse in February 1979 
as giving the figure of four hundred thousand deaths.
7Gloped: Comparative Political and Economic Systems (San Diego City 
Schools 1986) by Robert Borntrager and Duenise Shute.

education materials are, quite simply repudiating the 
universal basis of human rights. They are repudiating the 
terms of the Declaration of Independence, which 
affirms that all men are created equal. They are repudiat- 
ing France’s Declaration of the Rights of Man, not to 
mention the United Nations Universal Declaration of 
Human Rights.

Oddly enough, there is something perversely ethno- 
centric in the idea that human rights are a peculiarity of 
Americans, British, French, and West Germans. As 
Simon Leys has put it, this “amounts to saying; ‘Human 
rights are one of those luxuries that befit us wealthy and 
advanced Westerners; it is preposterous that mere 
natives of exotic countries could qualify׳ for a similar 
privilege, or would even be interested in it.’” There is 
enormous condescension, bordering on racism, in the 
theory that people in other places do not have the same 
aspirations to speak their mind, travel, move, work at 
what they wish, marry, have children, be judged as 
individuals and not for the alleged crimes of their par- 
ents, and finally, to choose their leaders and the form of 
government under which they will live.

International education should be animated by the 
ideals of freedom and democracy on which our society 
rests and to which people everywhere aspire. These 
ideals and principles order our civic life, and yet they 
are not biologically innate. They are learned ideals. If 
governments by and for the people are to last, schools 
must teach successive generations what these princi- 
pies mean. There is nothing uniquely “w hite” or 
“English” about them. They are universal in significance 
and are cherished by people of every color, faith, and 
background. To call them “ethnocentric” is an affront to 
our diverse population that came to these shores, often 
in flight from persecutions and pogroms, from every 
corner of the globe.

International education belongs in any meaningful 
curriculum. Surveys show that American students are 
lamentably ill-informed about the world. But if other 
areas of the world are as badly handled as China (and 
there is reason to fear they are), a wholesale review of 
the field’s operating assumptions is very much overdue.

* * *

In late 1978, Fox Butterfield entered China on a tour- 
ist visa, during the early stages of the Democracy Move- 
ment. On the People’s Square in downtown Shanghai, a 
crowd of ten thousand people surged around three 
sides of an empty building. Its walls were covered with 
posters. The crowd moved “excitedly, almost eupho- 
rically” around the building like a surf “carrying me 
from one spot to another. Every time I tried to get close 
enough to read a poster, I would be swept off in another 
direction.” Some posters were on single sheets torn 
from a school notebook, others were on old newspaper 
pages. The largest was on twenty-nine sheets of white 
paper fifteen feet tall, bearing the title, “Human Rights 
and Democracy.” As Butterfield was reading the start of 
it, a young man grabbed his arm—Was he an American? 
Then he should see this, as he pulled the correspondent 
to a subsequent sheet of the poster.

The phrases seemed oddly familiar, as if I had heard them 
before, but it took several minutes to translate the Chinese 
back into its original English. It was the Declaration of 
Independence:
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story is NOT choice for parents and 
kids. This was the inevitable and nec- 
essary consequence of the real inno- 
v a tio n — th at D is tr ic t 4 o ffered  
choices for professionals. Individu- 
als or groups of teachers were able to 
o rgan ize  sch o o ls  and tea c h in g  
according to their own favorite 
ideas. With active help from the 
administration, teachers found ways 
to create needed time, resources and 
flexibility so that something different 
could happen. After ten years, we 
now have fifty different schools, all 
operating within the same nineteen 
school buildings that we have always 
had.

The logic is simple: If teachers 
have a significant voice in what goes 
on in their own schools, then we’re 
going to have to acknowledge diver- 
sity. And if we are to have diversity, 
then both teachers and parents need 
to be able to choose their schools. 
But, of course, as Bella Rosenberg 
says, such preferences also need 
monitoring and controls. There will 
be inequities, as there are now, but 
real equity requires more effective 
schooling for all. I believe this can 
only occur as schools begin to 
reflect the expertise of those who 
work in them. Thus a thoughtful sys- 
tem of choice is a necessary (how- 
ever insufficient) ingredient if our 
goal is professionals with a legitimate 
role in shaping the life of their 
school.

— D e b o r a h  M e ie r

C e n t r a l  P a r k  E a s t  S e c o n d a r y  S c h o o l

I have only three regrets about 
Bella Rosenberg’s excellent article.

The first is that I didn’t write it 
myself! Nearly twenty years of seek- 
ing, as a state education official, to 
prom ote equity and its essential 
com panion, excellence, in urban 
public schools have convinced me 
that increased parental choice is

M o r e  o n  C h o ic e

Bravo for Bella Rosenberg ( “Pub- 
lie School Choice: Can We Find the 
Right Balance,” Summer 1989) for 
successfully tackling that difficult 
subject—choice—and zeroing in on 
the critical pros and cons. I'd like to 
amend one of her examples, and in 
doing so, make an additional point 
about why teachers will need to be 
advocates of choice, and therefore 
MUST play a role in shaping the man- 
ner in which it is implemented.

D istric t 4 ’s s to ry — significant 
because it is one of the few large- 
scale inner-city efforts to engage in 
public schools of choice for all— 
needs to be told more fully and accu- 
rately than Rosenberg’s story did. It 
has not been a story of perfect sue- 
cess, and there are aspects of what 
we did that were (in retrospect at 
least) unwise.

But our success is far less ambigu- 
ous than Bella Rosenberg suggests. 
The data on test scores (my least 
favorite kind of evidence) leaves no 
room for her suggestion that it might 
have been out-of-district students 
who upped our scores. In fact, we 
tested the data for this hypothesis 
years ago. If anything, we found that 
scores were slightly lower due to 
out-of-district enrollment. Middle- 
class white students did come into 
district 4. But of the out-of-district 
students who came, 80 percent or 
m ore w ere low-income African- 
American or Latino kids, many des- 
perate for some alternatives. We took 
in a lot of kids, in short, who came to 
us because they were in trouble— 
some came on their own, others got 
referred by helping agencies. Our 
success with them showed up in lots 
of statistics—attendance and later 
high school records included.

Rosenberg is right that the most 
im portant thing about District 4’s

LIABILITY
When you have to call a lawyer, 

it’s usually too late.

New audiocassettes lay out the 
law of liability in two hours, 

in PLAIN ENGLISH.

For details, mail this to 
FINN, Suite B 

940 North Avenue 
Waukegan, IL 60085

Name 15

Address Apt.

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

Now grading really is as easy as ABC with the new and improved 
GradeMatic 200™ grading calculator for teachers — $39.95

ow you can cut the time Read w hat these teachers 
sa id  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." Ga!y Geivet,

Santiago Elem., Santa Ana, California

"I moved from 30 hours per grading 
period (to average grades) to less than 10 
using the GradeMatic." ShemeD. Morritz, 

Grandview Jr. High, Phoenix, Arizona

"Best teacher's aid yet! Makes grade 
averaging fun!" Virginia Mattingly,

So. Spencer High School, Rockport, Indiana

Cahcul&tcd In d u s tr ie s 8 י

1 r .9 8.33 7T |
NUMBER GPA grade! 1

GradeMatic 200™ Oft On/CE/C

N

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 calculator 
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 Today & Receive a FREE Gift!
If you order your GradeMatic 200 within the next 

10 days, we'll include a custom fitted leather case, 
personalized with your initials . A $14.50 value — 
YOURS FREE — but only if you order now!

Plus, you risk nothing when you order the Grade- 
Matic 200 because it comes with a 30-Day Money-Back 
Guarantee. To order, simply fill out and return the 
coupon below, or call Toll-Free anytime, 1-800-854-8075.

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

The new GradeMatic 200 does letter and nu- 
merical grade averaging with the touch of a few  

buttons. It's on sale for $39.95, or get two 
calculators for $74.95 (save $7.40).

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.

What׳ s 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.

----------------------------------—  (Clip & M ail Today!)-
In d u s tr ie s

22720  Savi Ranch Pkwy.
Yorba Linda • CA 92686 • (714) 921-1800

C a ll T o ll -F r e e  A n y t im e

1- 800 - 854-8075  |

ffi^lease rash me the RISK FREE order below. And include my FREE Personalized Leather Case!

N am e_________________________________
Address _______________________________
City/St/Zip___________________________

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

□  VISA □  MasterCard □  Am/Exp 
Acct.#_______________________ Exp. Date / I

S ig n  H e r e __________________________ AE-9-89 |

ONLY $39.95

Qty. Product Price Shpg.• Total

1 GradeMatic 200 $39.95 $3.95

2 GradeMatic 200 's/7 'S $74.95 $5.45/dt

Leather Case FREE
w/calc.

, purchaseGold Initials I I I I

TOTAL
add $1.50 for shpg.

Oty. Discounts
5 or more, $37.50 ea.-L

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- 
fund. Your satisfaction is our #1 concern.

Calculated Industries
22720 Savi Ranch Parkway 

Yorba Linda, CA 92686

1- 800- 854-8075
©1989, Calculated Industries. U.S. Patents 4,043,464, 4,715,011



essentia l to real reform. Justice 
demands, in addition, that the right 
that the middle class already enjoys, 
to choose a school through deci- 
sions about where to live or by pay- 
ing tuition, be extended to those 
who cannot afford those alternatives. 
Rosenberg presents with admirable 
clarity the arguments for choice that
I would have made myseff and I must 
accept the fairness of her reserva- 
tions.

“Controlled choice,” which she 
d iscussed  in generally  positive  
terms, is a strategy that evolved out 
of our concern to move beyond mag- 
net schools, with their implication of 
self-selection and thus of a dual edu- 
cational system. Seven Massachu- 
se tts  c it ie s  have u n iv e rsa lized  
choice, challenging every school to 
be effective and responsive to the 
concerns of parents.

My second regret is that Rosen- 
berg does not discuss at more length 
the need for effective counselling of 
parents about the options available. 
We have found in Massachusetts, 
where more than half of the low- 
income and minority pupils attend 
public “schools of choice,” that such 
counselling is essential—and pays 
major dividends in increased under- 
standing of and participation in the 
subsequent educational process. At 
present, we provide state funding to 
support ten paren t inform ation/ 
choice centers, an effort that we plan 
to expand as funds become available.

My third regret is that Rosenberg 
does not stress that, in a democracy, 
educational diversity may have mer- 
its that go beyond the opportunity to 
experim en t w ith  d ifferen t ped- 
agogical strategies until the best one 
has been identified. There is a good 
case to be made for schools that 
respond to different visions of what 
education is all about, so long as 
there is clarity about what skills and 
knowledge, what aspects of civic vir- 
tue, all pupils should acquire.

But like any strong m edicine, 
choice must be used correctly with 
safeguards to protect equal access 
and integration. Without such safe- 
guards, it will inevitably widen the 
gap that already exists betw een 
those well and those poorly served 
by public education.

— C h a r l e s  G l e n n  

E x e c u t i v e  D i r e c t o r  
O f f ic e  o f  E d u c a t i o n a l  E q u i t y  

M a s s a c h u s e t t s  D e p a r t m e n t  o f  E d u c a t i o n

The w orld’s most

INTERESTING WORK
can be yours!

For fu r th e r  in fo rm a tio n  m a il  y o u r  resum e to:

♦ י ®
S T S

STUDENT 
TRAVEL 
SCHOOLS
23-10 45th Avenue • Long Island City, NY 11101
I f  there are a n y  questions p lease fee l free  to call 1, !H- 786-820־

f tAnd
Sadly
Teach

Teacher Education and 
Professionalization in 

American Culture 
b> Jurgen Herbst

“The refusal to educate, encourage, and value 
public school teachers as professionals and to 
grant them the independence of professional 
status in their classrooms is the chief and most 
persistent cause underlying the recurrent 
complaints about, and malaise of, American 
public education. ” -Jurgen Herbst

Cloth $25.00

W isconsin
University of Wisconsin Press 
114 N. Murray St., Madison WI 53715

at your bookstore, or call (608) 262-8782 
______________for ordering information

I f  y o u  a r e \to v e s jj# a ti) 1g  pro -  
g ra m \th a t\m lU * tp ro t< e  your  
s tu d e n t^  re a rm in g  skills a n d  
ju d g m e n t, y o u  w ill kn o w  the 
a n sw e r  r ig h t aw ay. These a re  
f o u r  eam y a n d  m id d le  ele- 
m en ta ry  th in k in g  sk ill pro- 
gram s, p a r t  o f  the P hilosophy  
f o r  C hildren  cu rricu lu m  (en- 
d o rse d  a n d  d is sem in a ted  by  
USDE’s N a tio n a l D iffusion  
N etw ork .) For a  56-page fr e e  
cata log , w r ite  IAPC, Box 5. 
M o n tc la ir  S ta te  C o llege. 
U pper M ontclair, NJ 07043■ 

NOTHING TEACHES 
CRITICAL THINKING AS 
WELL AS PHILOSOPHY  

FOR CHILDREN

Enter the  exciting  w orld  o f 
In tercu ltu ra l S tudent Ex- 
change. As a staff m em ber 
you will w ork  p a rt tim e as 
a link be tw een  foreign 
studen ts and  host families.
Y ou will gain exposure  to  
d ifferen t cultures, w hile at 
the sam e tim e create an 
everlasting bond  w ith  your 
s tuden ts  and their families overseas.
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MAKE THE WORLD 
YOUR CLASSROOM.

and we will be happy to 
send you all the informa- 
tion you need to become 
a free world traveler.

I am interested in finding out more about free 
Educational Travel wfeh EF. Please send me a 
Classroom Presentation Pack right away.[Yes!

I
Name_

Address _

One Memorial Drive, Cambridge, MA 02142

Telephone _  
Return to:EFL

groups. Let EF help you bring your classroom to 
the world!

When you enrolljust six students, you travel for 
free as their chaperone. An additional six enroll- 
ments entitles you to bring a companion along for 
free. With EF, you are also rewarded for bringing 

each additional student along. And if you 
organize your tour before our deadline, you 

may even be eligible to attend an expense- 
paid EF Teacher Convention in Europe 

or the South Pacific!
Starting your EF Tour couldn’t be 
easier. Just return the attached reply 
card, and we will send you a com- 
plete Classroom Presentation Pack 
and destination catalogue. Or give 
us a toll-free call at 1 800 637-8222,

EF Introduces You to a World 
o f  Free E ducational Travel.

EF has been providing 
Educational Tours abroad 
for nearly 25 years. We 
are the world’s largest 
and most experienced 

organization, with more than one million satis- 
fiea travelers. EF offers you and your 
students over 100 Educational Tours 
from 8 to 33 days. We can 
take you to Europe, the Soviet 
Union, the South Pacific,
Mexico — and now Africa!
We arrange tours for Lan- 
guages, Arts and Sciences; 
for sports and musical

Nonprofit Org. 
U.S. Postage 

PMO 
Perm it #4144 

Southern Marytand 
D ivision 
20790

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


