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For a retirement plan 
that’s safe and sound, 
talk with the leader. 

One on one.

I t’s comforting to know that your 
retirement savings are safe and sound.

And that comfort level is increased 
when you consider the strength and 
stability of the fixed accounts offered 
by VALIC, one of the nation’s leading 
providers of 403(b) Tax-Deferred 
Annuities to educators.
Strength through growth.
In just the last five years, the number 
of employer groups managed by VALIC 
has more than tripled, from 4,400 to 
over 14,000. At the same time, the 
number of participant accounts more 
than quadrupled. Strong testimony, 
indeed, to the level of confidence 
educators place in VALIC.
Strength in numbers.
The numbers and rankings speak 
for themselves: VALIC has over $12 
billion in assets, ranking in the top 2% 
of all U.S. life insurance companies.
Our rating from A.M. Best Company, 
an independent rating service for the 
insurance industry, is A+ (Superior), 
its highest. Standard & Poor’s, a 
leading independent credit rating 
company, assigned VALIC an AA+ 
(Excellent) rating for our ability to 
pay customer claims.
The strongest numbers of all — 
one-on-one.
There’s a VALIC representative ready 
to meet with you, one-on-one, to de- 
velop your plan for retirement. Let us 
show you the advantages of pre-tax 
contributions and tax-deferred 
earnings.

We’ll analyze your retirement 
income needs and tailor a plan to 
meet your goals. We’ll help you select 
an investment mix that meets your 
financial objectives and show you 
how to choose annuity options when 
you retire. With VALIC as a partner, 
you’ll see how strength and stability 
can translate to a future you can look 
to — with confidence.

Now that you’ve seen the numbers, 
call this one: 1-800-22-VALIC. We’ll 
send you a retirement plan fact kit or 
schedule an appointment for you to 
meet one-on-one with a VALIC 
representative.

A m erica’s Retirem ent 
Plan Specialists

SVA1IC
★ An American General Company
©1991 T h e  Variable A nnuity  Life Insu rance Company, 
H ouston, Texas. VALIC is a registered serv ice m ark  of 
T h e  Variable A nnuity  Life Insu ran ce  Company



ALL THOSE IN FAVOR OF EXCELLENCE IN TEACHING, 
RAISE YOUR HANDS.

Teachers everywhere are raising their 
hands in support of school reform. Faced 
with the challenges of the classroom each 
day, teachers know best that excellent 
teaching is key to quality learning experi- 
ences for children.

To that end, the National Board for 
Professional Teaching Standards, a private, 
nonprofit group, is developing a dynamic, 
new system to improve learning and 
education: National Board Certification 
for excellent teachers.

Who is the National Board? The majority 
of us are active classroom teachers like you. 
We’re state, local and school officials with 
responsibility for elementary and secondary 
education. We’re parents and we’re leaders 
in business and higher education with a 
stake in America’s educational system.

Together, w e’re developing a voluntary, 
advanced certification system based on high 
and rigorous standards for what teachers 
should know and be able to do. Starting in 
1993, experienced teachers will have the 
opportunity to be recognized for meeting 
those standards.

With the support of concerned individu- 
als, teacher associations and many other 
groups interested in education, we’re 
establishing high standards for teachers 
and teaching.

Join us. Raise your hand today. For more 
information, write NBPTS, 300 River Place, 
Suite 3600-T1, Detroit, MI 48207 or call 
1-800-989-6899.

National Board
FDR PROFESSIONAL 
TEACHING STANDARDS
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Please send me more details about IBM's

Writing To Write program.

Clip  and  mail to: O r call:
IBM Corporation, Dept. 833 1 800 IBM -6676, e x t. 833
P. O. Box 3974, Peoria, IL 61614

Name

School____________

Address_________________________________________________________

C ity_____________________________________ State_______________ Zip

Phone

Writing To Write 
helps second graders become 
accomplished ghost writers.

What students are learning with the help of IBM’s Writing 
To Write can be downright spooky, for a number of good 

, reasons:
\  Unlike computer-based teaching systems, Writing

To Write lets elementary school students learn to 
write by exploring, creating and applying new 
skills—not by staring blankly at computer screens.

It encourages thought, giving students the 
inspiration to express ideas in the form of original 

/  phrases, sentences, paragraphs, even short stories; to 
make “bugs buzz” and “ghosts smile?

Writing To Write promotes student participation— 
hands-on, learn-by-doing participation. And, students 
are fascinated with the variety of lessons—each 
enhanced with improved IBM PS/2® graphics, anima- 
tion and sound. So they learn to enjoy learning.

Importantly, since there’s still no substitute for one- 
on-one attention, this program acts as an effective and 

instructional aid for teachers.
It’s easy to learn, easy to use, and comes with hard- 

ware, software, language arts activity cards, posters, work 
journals and transparencies of writing examples from 
literature.

IBM’s writing-process-based Writing To Write program 
is proving that when the desire is there, and the tools are 
available, there are no such things as obstacles.

For more information, call us at 1 800 IBM-6676, 
ext. 833 or send in the coupon below.

W riting To W rite deve loped  by Dr. John H enry Martin o f JH M  Corporation.
IBM and PS/2 are registered tradem arks of International Business M achines Corporation. ©  1991 IBM Corporation.
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Do P rivate Schools O utperform Public Schools? 8
By Albert Shanker
Are the supporters of public aid to private education correct? Do private schools 
outperform public schools? Are they really working with the same kids? The 
results of the recent NAEP math examinations demonstrate that the answer is no 
on all counts.

R e v o lu tio n  in  O ne C lassro o m  16
By David K. Cohen
An elementary school teacher trades in her math worksheets and memorized 
procedures for hands-on manipulatives and innovative activities. A pedagogical 
revolution? Not when you delve below the surface, according to this 
observational account, which also raises important questions about the kinds of 
assistance teachers need if  more fundamental change is to occur.
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By Neill S. Rosenfeld
Let students experience first-hand what a Wall Street career is like—and what it 
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By Linda Hazard Hughs
Parents generally expect their children to be taught in much the same way they 
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why.
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Take a look at the rigorous questions about U.S. history, geography, and culture 
that are part o f the tests given to college-bound students in Western Europe.

W ith a  C ritic’s Eye 3 7
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When it came to analyzing text, reading was slow-going for these 
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them think about their own thinking.
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NOTE BO OK
B r in g  La b o r 's  H e r it a g e  t o  C la s s

D ram atic  p h o to s  like 
this one fill the pages of 
L a b o r ’s H erita g e  maga- 
zine. Along w ith  articles 
and historic docum ents— 
and, now, w ith  tw o lesson 
g u id e s  e a c h  y e a r— th is  
q u arte rly  p u b lica tio n  of 
th e  G eorge Meany labor 
h is to ry  a rc h iv e s  is an  
e x c e l le n t  r e s o u rc e  fo r 
te a c h e rs  o f h is to ry  and 
o ther social studies cours-

ca. 1890. The lu m p  room  o f  a tobacco p lu g  factory. Lum pers were highly skilled  work- 
ers w ho  fo rm e d  carefully shaped  lum ps o f  chew ing tobacco th a t they then encased in  
a w rapper leaf.

es.
A one-year subscription 

is $17.95; for tw o years, it’s 
$ 29 .95 , fo r th re e  years 
$ 4 1 .9 5 . To s u b s c r ib e ,  
w rite: L a b o r’s H eritage,
The George Meany Memo- 
rial Archives, 10000 New 
Hampshire Avenue, Silver 
Spring, MD 20903. Checks 
should be made payable to 
the George Meany Center 
for Labor Studies. Charges 
on  M astercard, Visa, and 
A m erican  E xpress m ust 
in c lu d e  c a rd  c o m p a n y  
name, card number, expi- 
ration date, and card hold- 
e r’s signature. Be sure to 
state that you are a teach- 
er, and you will receive 
tw o lesson guides during 
each year, along w ith  spe- 
cial storage folders.

A  N ew  O r g a n iza tio n  fo r  H istory  T eachers
History teachers at all levels now  have an organization all their own: the National Coun- 

cil for History Education. The NCHE presses at the national level and at the state level 
for both  expanded and im proved history education. In this com ing year, NCHE will play 
a role in developing the standards for the history portion  of the National Assessment of 
Educational Progress (NAEP).

If your district is revising its history/social studies curriculum , you may w ant to draw 
on the resources of the NCHE—especially on its speakers bureau, w hich can dispatch 
experts on curriculum  reform and o ther issues. As a member, you will receive NCHE’s 
m onthly newsletter, “History Matters,” and occasional papers on topics of interest to 
classroom history teachers. M embers also get discounts on certain relevant publications.

The suggested m em bership contribution is $25, but smaller contributions are accept- 
ed. Make your check payable to the National Council for History Education, 26915 West- 
w ood Road, Suite B-2, Westlake, Ohio 44145-4656.

4  A m e r ic a n  E d u c a t o r  P a l l  \ c^ \
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HOIJ TO HELP VOUR KIPS FINP 
THEIR OWN WAV׳.

To order your free Videotape and Leader’s Guide set, 
complete this coupon and mail to: MetLife, Health and Safety 
Education (16UV), One Madison Avenue, NY, NY 10010-3690.

-Z ip -C ity-

Grades/age groups you plan to use with _

5 3 ״  Metropolitan
Life Foundation

Triggering Positive Health Choices is an exciting 
new program from ihe Metropolitan Life Foundation. Not 
only can it enhance your curriculum for students, ages 
10 through 13, it car help lead your kids toward a better 
way of life.

The program comes with a leader’s guide and video- 
tape that depicts six separate situations students may be 
or soon w il be facir g.Topics range from risk-taking to the 
power of peer pressure. It’s designed to get students talk- 
ing about t o w  the decisions they make affect their well- 
being, and about how much control they have in making 
smart, healthy choices in their lives.

It’s all part of our commitment to better health through 
education. It's absolutely free. And it’s just what you need to 
pave the way for a lifetime of healthy habits.

CHARLIE BROWN ©  1950 United Feature Syndicate Inc.



LETTERS
nificant om ission is any sense that 
“Sesame Street” conveys values criti- 
cal to school success, such as coop- 
eration, appreciation for people w ho 
are different from oneself, and the 
general notion that learning is fun.

H ealy ’s analysis suggests  som e 
im portant issues for the creators of 
“Sesame Street” to examine as they 
seek to improve the show, but casting 
the program  as the  enemy ultimately 
d iverts a tten tio n  away from  m uch 
m ore serious threats to the next gen- 
eration’s ability to  learn.

D r . Fa it h  R o g o w  
Educa tio n al  Services M ana g er , W S K G

B inghamton; N Y

O ur ch ild ren  are en te r in g  schoo l 
w ith unprecedented  em otional and 
academic problem s, and the impor- 
tance of “Sesame Street” in their early 
education has been  questioned. Sure- 
ly there are o ther alternatives than 
putting children in front of a screen 
for their daily im printing of m uppets 
w ith streetw ise colloquialisms, muf- 
fled intonations, silly jingles, and dis- 
jo in ted  teaching of isolated letters 
w ith no follow-up. These techniques 
defy the  laws o f learning, w aste  a 
child’s ow n creative time, and condi- 
tion him to TV’s soft-shoe act for the 
rest of his life.

O ur nation  has b een  at risk for 
som e time, and only early, effective 
teaching will help. But w e still do n ’t 
get the message! W hat will it take to 
bring us to our senses, turn  the tele- 
vision off, and stop relying on it to 
educate our youth? Children need the 
prolonged guidance of teachers w ho 
cater to individual differences, pro- 
vide challenges, drill, review, w ho 
check w ork to  show progress, w ho 
give special attention, love, inspira- 
tion, a love of books and reading. 
Only by participation will children 
make an effort to succeed.

Only adults can rescue children 
from  the  m asquerades of “Sesame 
Street” and let them  use their ow n 
m inds to  learn, com pete, socialize, 
and d eve lop  self-esteem  in child- 
hood’s short span. The next century 
awaits these children.

N o r a  P o l in sk y
N ew  York Cit y

teach  my ch ild ren  w h a t “Sesam e 
S treet” is trying to  teach.

J u n e  K o ster

Massapequa, N Y

Jan e  H ealy ’s c r itiq u e  o f “Sesam e 
S tr e e t” m ak es  so m e  in te re s t in g  
points, but it suffers from one fatal 
flaw. W hen she concludes that the 
“Sesame Street G eneration” does not 
read well because it has viewed that 
sh o w ’s “p e rip a te tic  carnival,” she 
assumes that “Sesame Street” is the 
only (or even the prim ary) influence 
on reading skills. O f course, such an 
assum ption  is rid iculous. Reading 
skills are influenced by hundreds of 
variables, like parental attitudes, eco- 
nom ic resources, p resence of read- 
ing material in the hom e, and how  
many hours a child spends watching 
television. Let’s face it, the same child 
w ho  w atches “Sesame Street” may 
also be w atch ing  MTV. Kids learn 
every time they turn  on the set, not 
just w hen  they w atch “educational” 
programs. Healy has no way of dis- 
tilling the influence of one show  from 
another. It is certainly easier to blame 
“Sesame S treet” than  to  tackle the 
com plex com bination of factors con- 
tributing to declining reading skills, 
but it w o n ’t solve the problem.

“Sesame Street” is not perfect, and 
no one has ever claimed it can teach 
reading by itself. That is w hy most 
public  television stations air addi- 
tional program s that em ploy alterna- 
tive strategies to teach reading, such 
as “Reading Rainbow.” It is also why 
C h ild re n ’s T e lev is io n  W o rk sh o p  
offers Sesam e Street M agazine  and 
Parents’ Guide, bo th  of w hich facili- 
ta te  th e  very  read ing  skills Healy 
describes as important.

Missing from Healy’s analysis are 
reports I regularly hear from teachers 
a b o u t k ids w h o se  se lf-e s teem  is 
boosted w hen, having m astered the 
alphabet, they en ter their first class- 
room  able to  answ er the  teacher's 
questions and easily com plete intro- 
d u c to ry  a s s ig n m e n ts . N o r d o e s  
Healy’s analysis re flec t a teac h e r’s 
ability to spend scarce class time on 
m ore advanced skills w hen  students 
com e in already knowing letters and 
num bers. Perhaps Healy’s most sig

T rouble o n  Sesame Street

Three cheers for Jane Healy ( “Chaos 
on 'Sesame Street’”)! I am glad that 
s o m e o n e  is f in a lly  e v a lu a tin g  
“S esam e S tr e e t .” W h e n  it f i r s t  
appeared, I was told that all of my 
k indergarten students w ould com e 
to school knowing their num bers and 
letters; I w ould  no longer have to  
teach these skills. Would I be out of a 
job? No, b ecau se  w e w o u ld  no w  
teach w hat used to  be first-grade cur- 
riculum. Yet som e children cannot 
tell a num ber from a letter.

As a k indergarten  teacher for thir- 
ty-two years, I agree w ith  Jane Healy 
th a t th e  ch ild ren  of today canno t 
concen tra te  for any length of time. 
They are so used to  the frantic pace 
of “Sesame S treet” that they  cannot 
p ictu re  w hat is said or read. Every- 
thing has been  p resen ted  visually to 
them . They do no t have to  use their 
m inds or brains. Things have to  be 
r e p e a te d  th r e e ,  fiv e , te n  tim e s  
because they have not been  trained 
to  listen carefully. I find that w hen  I 
p re s e n t  th in g s  slow ly, like  “Mr. 
R ogers,” th e  ch ild re n  can  under- 
stand, com prehend , relate, absorb, 
and learn.

The children com e to school not 
k now ing  h o w  to  re la te  to  o thers, 
how  to use a pencil or crayons or scis- 
sors (som e d on’t even have them  at 
hom e), or how  to do anything that 
takes concentration or self-control.

Jan e  H ealy ’s s ta te m e n t, “W hat 
these less-advantaged children need 
is n o t early p h o n ics  b u t language 
developm ent” should be pu t in capi- 
tal letters and be the m otto for early 
childhood educators. The children 
yearn to speak and to be heard. They 
need  to  hear correc t speech, w ith  
lots of new  words, over and over, and 
have the opportunity  to  repeat these 
w ords and to use them  in their own 
speech. I wish that I had my children 
for a longer time each day so that we 
could do m ore of this.

It is a sham e that the very children 
that “Sesame S treet” is supposed to 
h e lp —the less intelligent, the  edu- 
cationally  d isadvan taged—rem em - 
ber less from  their exposure to it, 
according to  Dr. Singer. I hope to

Fall 1 9 9 16  A m er ic a n  E d u c a t o r
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D o P riv a te  S c h o o ls  
O u tp e rfo rm  

P u b lic  S ch o o ls?

vania and California, are asking the public to perm it tax 
dollars to follow children to private schools. In Wiscon- 
sin, they have already succeeded, though, in the name of 
caution and equity, they limited the law to Milwaukee 
and to a relative handful of the city’s low-income children 
and called it a voucher experim ent. Chagrined by the 
defeat of a similar bill in Indiana and apparently too impa- 
tient to await its prom ised re-introduction, an insurance 
com pany will use its ow n m oney to  fund a Milwaukee- 
style voucher program in Indianapolis. Finally, though 
not last and not least, the National Catholic Education 
Association, w hich represents the largest segm ent of the 
private school market, has declared getting public aid to

B y  A l b e r t  S h a n k e r

THE BUSH adm inistration is asking the public to pay 
for children to attend private and parochial schools. 
It w ants to  “voucherize” C hapter 1, the federal govern- 

m en t’s largest single expenditure on K-12 education and 
its m ost successful program  for disadvantaged young- 
sters, and it wants to send new  federal dollars to states 
and districts to im plem ent choice plans that include pri- 
vate and parochial schools.

Legislators in a num ber of states, including Pennsyl-

A lbert Shanker is p residen t o f  the A m erican  Federation  
o f  Teachers.
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and do a far better job of educating them . It should com e 
as no surprise that private schools do so m uch better; 
after all, they d on’t have bureaucracies, teacher unions, 
tenure, desegregation orders, affirmative action, bans on 
school prayer, or due process in student expulsion cases 
to contend with. Therefore, in order to  overcom e the cri- 
sis in education and for the sake of fairness, w e should 
give all children, and especially those w ho are poor, the 
same opportun ity  to  get a good education  at private 
schools as kids w hose families can pay.”

Are the supporters of public aid to private education 
correct? Do private schools outperform  public schools? 
Are they really working w ith the same kids? The results

private schools its num ber one priority and has hired a 
top  public relations firm to help it achieve this goal.

The dem and for public aid to  private schooling is not 
a new  note in education policy debates, but this time it’s 
like a chorus, w ith new  voices from different parts of the 
ideological scale joining in. Judging from the extent of 
the m ovem ent for public aid to private education, its sup- 
porters are singing a well-orchestrated tune that is find- 
ing a receptive audience.

The lyrics go som ething like this: “Students in private 
schools achieve at m uch higher levels than public school 
students. Private schools, particularly Catholic schools, 
take students just like the ones attending public schools



ically introduced by the seventh grade: decimals, fractions, 
percents, elem entary geometry, and simple algebra. This 
is a few percentage points better than the public school 
figure, but, again, it’s hardly evidence of the excellence of 
private school education. The relevant fact is that both 
school sectors perform ed miserably: Approximately half 
of our graduating seniors, from both public and private 
schools, cannot handle math operations they should have 
mastered before they even entered high school.

For still w orse news, le t’s look at the proportion  of 
graduating seniors w ho achieved at or above level 350, 
w hich roughly indicates readiness to  do college-level 
math. The figure is 5 percen t for the public schools and 
4 percen t for bo th  the Catholic and o ther private schools. 
Five percen t is nothing to  cheer about, but public schools 
did manage to get a higher proportion  of their seniors 
prepared for college math than did private schools.

Rather than focus on the poor results across the school 
sectors, private school choice supporters may still seek

W hat these resu lts tell us is that, 
by graduation , there is virtually  

no difference in the 
perform an ce o f  pu b lic  and  

p a ro c h ia l and  o th er  
p r iv a te  schools.

o f th e  re c e n t N ational A ssessm ent o f E ducational 
Progress (NAEP) m ath examinations dem onstrate that 
the answ er is no on all counts.

Most new s stories about these NAEP exams concen- 
trated on the state-by-state com parisons of achievem ent 
am ong eighth-graders: w hich state came in first, w hich 
was second, and w ho was at the bottom —m uch like the 
results of an athletic com petition. But everyone ignored 
the simultaneous release of NAEP’s 
national study of m ath achievem ent 
am ong fourth-, eighth- and twelfth- 
graders—and the fact that it allows 
us to  com pare public and private 
schools. W hat these results tell us is 
that, by graduation, there is virtually 
no difference in the perform ance of 
public and parochial and o ther pri- 
vate  schoo ls; s tu d en ts  in  a ll  o u r 
schools are achieving at disastrously 
low  levels. And w hat this evidence 
m eans is that, under so-called private 
school choice, even if half or all of 
our public school students w ere to 
“choose" and be chosen by private 
schools tom orrow , w e ’d still be a 
nation at risk. We also w ould be a 
nation that had destroyed its neigh- 
borhood schools and abandoned its 
com m on school ideals.

POOR RESULTS
W hat, specifically, do the  1990 

NAEP m ath results tell us about pub- 
lie and private school performance?
The most logical place to start is w ith 
the tw elfth grade, the end of the ele- 
m e n ta ry -seco n d a ry  sch o o l road , 
w here w e can make som e judgm ents 
about the value added by a public or 
private school education. The first 
thing to notice is that there is only a 
six- or seven-point difference in aver- 
age scores among seniors in public,
Catholic, and other private schools.
That’s not m uch of a difference, and 
it is certainly no t evidence of the 
superio rity  of p rivate over public 
education.

It is true that a little over half of 
seniors in private schools achieve at 
the 300 level, w hich means they can 
handle content that NAEP says is typ-

TABLE 1
AVERAGE PROFICIENCY AND PERCENTAGE OF 

STUDENTS AT OR ABOVE FOUR ANCHOR LEVELS ON 
THE NAEP MATHEMATICS SCALE BY TYPE OF SCHOOL

Percent of 
Students

Average
Proficiency

Percentage of Students at or Above

Level
200

Level
250

Level
300

Level
350

GRADE 4
Public Schools 88(1.2) 214(0.9) 70 (1.3) 10(0.8) 0 (0.0) 0 (0,0)
Catholic Schools 8(1.1) 224 (2.0) 83 (2.6) 16(2.2) 0 (0,0) 0 (0.0)
Other Private Schools 4 (0.8) 231 (2.8) 89 (3.8) 22 (3.4) 0 (0.0) 0 (0.0)

GRADE 8
Public Schools 89 (1.3) 264 (1.2) 97 (0.5) 66 (1.3) 13(1.3) 0(0.1)
Catholic Schools 7.1,1; 278 (2.6) 100 (0.2) 84 (2.6) 22 (3.4) 0 (0.2)
Other Private Schools 4 (0.7) 274 (2.4) 100 (0.5) 80 (3.8) 18 (2.9) 0 (0.0)

GRADE 12
Public Schools 90(1.3) 295(1.1) 100 (0.1) 90 (0.7) 45 (1.4) 5 (0.6)
Catholic Schools 6:11 302 (3.0) 100 (0.0) 96(1.2) 54 (4.5) 4(1.0)
Other Private Schools 4 (0.8) 301 (3.1) 100 (0.0) 97(1.1) 51 (4.8) 4(1.8)

The standard errors of the estimated percentages and proficiencies appear in parentheses, it can be said 
w ith 95 percent certainty that for each population o f interest, the value for the whole population is w ithin 
plus or minus tw o standard errors of the estimate for the sample. W hen the proportion o f students is 0 
percent, the standard error is inestimable. Although percentages less than 0.5 percent are rounded to 0 
percent, a few eighth-grade public school students (0.2 percent) and Catholic school students (0.1 percent) 
reached Level 350.

D e s c r i p t i o n  o f  NAEP L e v e ls :
Level 200: Simple additive reasoning and problem solving with whole numbers; 

content typically covered by 3rd grade.
L evel 250: Simple multiplicative reasoning and two-step problem solving; 

content typically covered by 5th grade.
Level 300: Reasoning and problem solving involving fractions, decimals, 

percents, elementary geometry, and simple algebra; content introduced by 7th 
grade.

Level 350: Reasoning and problem solving involving geometry, algebra, and 
beginning statistics and probability; content generally covered in high school math 
courses in preparation for the study of advanced math.
Source: The State of Mathematics Achievement: NAEP's 1990 Assessment o f the Nation and the Trial

Assessment of the States, U.S. D epartm ent o f  Education, N ationa l Center fo r  Education Statistics, 
fu n e  1991, Table 2 .6  a n d  Executive Summary, pp. 6-7.
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w ho attend Catholic and other private schools. Contrary 
to w hat private school choice supporters claim, espe- 
cially about Catholic schools, the students public and pri- 
vate schools educate are not alike, and not even remote- 
ly so. In fact, given the  dram atic differences in their 
socioeconom ic status and in the courses they take, to 
nam e just tw o, w h a t’s surprising is no t th a t private 
school students, on average, perform ed slightly better 
than public school students but that they d idn’t leave 
them  behind in the dust.

The basic difference is that private schools can and do 
select their students and turn  away applicants w ho do 
not m eet their standards. For example, 71 percen t of 
Catholic high schools require an entrance exam, as do 43 
percen t of o ther religious schools and 66 percen t of inde- 
pendent schools.1 Moreover, 71 percen t of Catholic high 
schools cite student discipline as their chief admissions 
criterion, and 80 percen t require that entering students 
have successfully  co m p le ted  th e ir  p rev ious year of 
school. In o ther w ords, these schools do not take all com- 
ers, as public schools must, and they are free to get rid 
of students w ho do not work out, w ho generally end up 
in the  public schools.

So w ho are the students w ho attend private schools? 
They turn  out to be children w ho should have given pri- 
vate schools an enorm ous edge over public schools in 
perform ance. In the sam ple of students tested by NAEP, 
about 50 percen t m ore private school youngsters than 
public school youngsters have parents w ho w ere college 
graduates (Chart 1). For the nation as a w hole, the dif- 
ference betw een public and private school students in 
level of parent education is even m ore dramatic: 30 per- 
cent of parochial school kids’ parents and 57 percen t of

“victory” by insisting that this public school figure is 
higher than  the private schools’ only because public 
schools have a higher dropout rate; m ore of the kids w ho 
w ould score poorly are gone. That’s probably true. But 
if you adjust for that, and even if you ignore the private 
schools’ d ropout rate, the result is 4 percen t of students 
graduating from public school are prepared to do college 
m ath  as are 4 p e rc e n t o f s tu d en ts  graduating  from  
Catholic and o ther private schools.

That’s terrible. W ith so few students prepared to  take 
up college m ath—and, of course, not all of them  will 
choose to pursue a m ath or science course of study— 
w here will we find the scientists, engineers, and mathe- 
maticians needed to carry this country successfully into 
the future? And into w hat kind of dow nw ard spiral will 
w e slide as w e search in vain for enough qualified ele- 
m entary and secondary school teachers to train the next 
generation of students in m ath and science?

The NAEP results are even m ore shocking w hen  you 
com pare them  w ith  the achievem ent of students in our 
com petitor nations, w here 20 to  30 percent of students 
m eet standards that are at least as high as NAEP’s 350 level 
in order to  get into college. Given those standards, 95 
percent of our public a n d  private high school graduates 
w ould not be adm itted to  college anyw here else in the 
industrialized world.

“Okay, so th ere’s not m uch difference betw een the 
perform ance of public and private schools in the twelfth 
grade, and their students are in a dead heat at NAEP’s 
highest level,” private school choice supporters might 
say. “But look at the fourth- and eighth-grade average 
scores. T here’s a 10- to  17-point spread there, and a clear 
case of private school superiority.”

Let’s say, then, that it makes more 
sense to  concentrate on results one- 
third or two-thirds of the way on the 
education process as well as on the 
end results. From this perspective, 
th e  NAEP results tell us tha t the 
lo n g e r  s tu d e n ts  stay  in  p riv a te  
schools, the w orse they do, and the 
lo n g e r  s tu d e n ts  stay  in  p u b lic  
schools, the better they do; private 
school children end up scoring like 
public school children, and public 
school children end up scoring like 
private school children. Rather than 
constituting proof of private school 
superiority, this seems more like evi- 
dence that public schools add more 
value to  their students than do pri- 
vate schools.

CHART 1
EDUCATION LEVEL OF PARENTS FOR PUBLIC AND

PRIVATE SCHOOL STUDENTS IN NAEP SAMPLE
GRADE 12

Mother Public % 14.1

Some HS Father Public % ■ ■ ■ 1 3 . 9

Mother Private % ■ 7 . 2

Father Private % ■ 8 . 5

Mother Public % 32.9

Father Public % ■ ■ ■ ■ ■ ■ ■ 2 5 . 1
Grad HS Mother Private % ■ ^ ^ ■ ^ ■ ^ ■ 2 7 . 9

Father Private % ■ ■ H r

Mother Public % 24.1

Dnct UC Father Public % ■ ■ ■ ■ ■ ■ ■ 2 2
r״OSI n o

Mother Private % ■ ■ ■ ■ ^ ■ ■ 2 6 . 2

Father Private % ■ ■ ■ ■ ■ ■ 2 1 . 1

Mother Public % 25.1

Father Public % ■ ■ ■ ■ ■ ■ ■ ■ ■ 3 1 . 2
Grad Col Mother Private

Father Private

Data source: National Assessment o f Educational Progress 1990 Chart prepared by American Federation o f Teachers

DIFFERENT 
STUDENTS

This conclusion becom es m ore 
com pelling—and the small differ- 
ences betw een public and private 
school perform ance in all the grades 
becom e m ore shocking—w hen you 
look at how  different public school 
students are from  the  youngsters
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that there just are not that many private schools or pri- 
vate school students in the very rural and disadvantaged 
urban com m unities w here the nation’s poorest young- 
sters live.

Socioeconomic status makes a big difference in stu- 
dent achievem ent, but school counts, too. And there are 
big differences in the courses public and private school 
students take in school. For example, 81 percen t of the 
private school seniors and only 56 percent of the public 
school seniors in the NAEP sample w ere in an academic 
track. Taking m ore academ ic courses, like having better- 
educated and w ealthier parents, is strongly associated 
w ith higher scores, so why then  did public and private 
schools have an identical record in the percentage of stu- 
dents they produced w ho w ere prepared to handle col- 
lege-level math? And w hy w ere the average scores of pri- 
vate school seniors almost the same as those of public 
school seniors?

In light o f these  ou tcom es, claim ing tha t p rivate 
schools ou tperfo rm  public schools is like reporting  
that a grand chess m aster w ho  played a m atch w ith  a 
novice and w on after 450 moves defeated the novice. 
The m aster may have w on, but the  real new s is that, 
against all odds, the novice kept him in the  gam e for 
450 moves.

A bout three tim es a s m any p u b lic  
school studen ts a s  p r iv a te  and  
p a ro c h ia l school studen ts h ad  
fa m ily  incom es under $15,000.

the parents of kids in o ther private schools graduated 
from college, in com parison w ith 19 percen t of public 
school students’ parents (Chart 2).

If there  is anything education research tells us, it is that 
h igher education translates into higher incom es, and 
b o th  are strongly  associa ted  w ith  h ig h er academ ic 
achievem ent. Even on the basis of family incom e alone, 
private school students should have perform ed dramati- 
cally better. A ccording to  the latest national figures, 
about three times as many public school students as pri- 
vate and parochial school students had family incom es 
under $ 15,000, while tw ice as many parochial school stu- 
dents and m ore than three times as many o ther private 
school students had family incom es of $50,000 and more 
(Chart 3). Given the strong link betw een poverty and 
low er academ ic achievem ent, it is im portant to note, too,

CHART 3 
FAMILY INCOME OF ELEMENTARY AND 

SECONDARY STUDENTS IN PUBLIC, PAROCHIAL, 
AND OTHER PRIVATE SCHOOLS

Percent of students
1 0 0 !

9־ 0

80 -

7־ 0

6־ 0

Public Church-related Nonsectarian
schools schools schools

Less than $15,000 H  $35,000 to $49,999 

■  $15,000 to $34,999 g |  $50,000 and more
Source: Private Schools in the United States: A Statistical Profile, With Comparisons to Public 
Schools, Figure 3-5, p. 46, U.S. Department o f Education, National Centerfor Education 
Statistics, February 1991■

CHART 2 
PARENTAL EDUCATION LEVELS OF ELEMENTARY 

AND SECONDARY STUDENTS IN PUBLIC, 
PAROCHIAL, AND OTHER PRIVATE SCHOOLS

Percent of students 
100 ר

9־ 0

80 -

70 -

Public Church-related Nonsectarian
schools schools schools

< 4 years high school H  years of college ־3 1 

H  4 years high school ^  4+ years of college
Source: Private Schools in the United States: A Statistical Profile, With Comparisons to Public 
Schools, Figure 3-6, p. 47, U.S. Department o f Education, National Center fo r  Education 
Statistics, February 1991.
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CHART 4
AVERAGE OVERALL MATHEMATICS PROFICIENCY 

BY STUDENTS TAKING SIMILAR COURSES 
GRADE &

350
(High school 

level)

300 
(7th-grade 

level)

250 
(5th-grade 

level)

200 
(3rd-grade 

level)

150

Data source: National Assessment o f Educational Progress 1990, Chart prepared by American Federation o f Teachers
Student Data

294.0

Public
Schools
Private
Schools 298.0

270.0 274.0 273.0

253.0

Eighth-Grade Math Pre-Algebra Algebra

b etter—though well below  w hat 
you w ou ld  ex p e c t, given th e ir  
advantages. But w h a t h ap p e n s  
w h e n  you  co m p a re  th e  NAEP 
scores of public and private school 
students w ho have similar family 
backgrounds and w ho have taken 
similar courses—if you com pare 
apples w ith  apples? Their achieve- 
m ent is almost identical.

Look at the results w hen  eighth- 
graders are m atched according to 
the m ath courses they have taken: 
Public school students w ho have 
had pre-algebra score 274, and pri- 
vate school s tuden ts score 273■ 
The results are similar for eighth- 
graders w ho have taken algebra, 
e x c e p t th a t p u b lic  sch o o l kids 
score four points better than kids 
fro m  p r iv a te  s c h o o ls :  2 98  as 
opposed to 294 (Chart 4).

It’s the  same story  w h en  you 
com pare the scores of public and 
private school seniors w ho have 
taken similar courses (C hart 5). 
Among kids w ho have gotten only 
as far as Algebra I, private school 
students score slightly better; and 

among kids w ho have taken m ore advanced courses, 
public school students score slightly better. But the point 
is that w hen you look at private and public school kids 
w ho have done the same coursework, there are no big 
differences in their achievement; there is no “private 

school advantage.” And w hen you 
consider that these com parisons 
by courses taken did not factor in 
the big differences in public and 
p riv a te  sch o o l s tu d e n ts ’ back- 
grounds, the  resu lt is additional 
confirm ation that public schools 
are adding m ore value to  their stu- 
dents than are private schools.

IS THIS A FLUKE?
Som e p e o p le  w ill w o n d e r  

w hether th ere’s som ething w rong 
w ith the NAEP results. “W hat about 
the SAT scores?” they’ll ask. “W hat 
ab o u t th e  d ro p o u t ra te?” D o n ’t 
Catholic and o ther private schools 
do m uch better on both  of those 
measures?

Jo h n  C h u b b  and  T erry  M oe, 
au thors of Politics, M arkets a n d  
A m erica ’s Schools and influential 
s u p p o r te r s  o f  p r iv a te  s c h o o l 
choice, ask these questions in a 
recent Wall Street Jo u rn a l article 
(July 26, 1991). They point out that 
private school kids w ho take the 
SAT sco re , on  average, 12 per- 
centiles higher than public school

SAME COURSES, SAME RESULTS
In fact, these considerable differences betw een the 

family and academic backgrounds of public and private 
school youngsters explain why, w hen you look only at 
average scores, private school students do som ewhat

CHART 5
AVERAGE OVERALL MATHEMATICS PROFICIENCY 

BY STUDENTS TAKING SIMILAR COURSES 
GRADE 12

Not studied algebra Pre-algebra only Algebra I only Up to Algebra II Pre-Calculus Calculus

350
(High school 

level)

300
(7th-grade

level)

250
(5th-grade

level)

200
(3rd-grade

level)

150
Chart prepared by American Federation o f TeachersData source: National Assessment o f Educational Progress 1990, 

Student Data
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NAEP assessm ents of reading, history, and literature 
achievem ent to  the annual m eeting of the National Asso- 
ciation of Independent Schools. According to Finn, pri- 
vate school students (including parochial school kids) 
scored, on average, only about four percentage points 
higher than public school students on reading and six 
percentage points higher on history and literature. He 
also said that the soon-to־be-released 1986 m ath exams 
w ould show  similar results. “T here’s a differential,” he 
said, according to Education  Wfeefe (March 9,1988), “but 
it’s a very small differential, in an area w here the public 
school perform ance is scandalously low.”

Finn th en  p o in ted  ou t that tw ice as m any private 
school students as public school students taking the tests 
had parents w ho w ere college graduates and that this 
probably explained the slightly higher average private 
school score: “With differences that large in parent edu- 
cation, it is conceivable that th e re ’s no school effect 
showing up here at all.” His advice to  the private school 
audience? “You need to  im prove faster than the public 
schools if you expect to continue to have people paying 
an average of $6,200 a year for day schools . . .  in order 
to  get a presumably better educational product.”

Even James Coleman, w hose 1981 analysis of public- 
p rivate  school perfo rm ance  is c ited  as th e  p rem ie r 
source of scientific evidence of private school superior- 
ity, w arned in that study that “one should not make a mis- 
take: O ur estim ates for the  size of the private sector 
effects show  them  not to be large.” A small army of o ther 
researchers proved that the small private school edge 
found by Coleman disappeared w hen differences in stu- 
dents’ family background and course taking w ere exam- 
ined.

kids. W hat they d o n ’t m ention is that an overwhelming- 
ly greater percentage of the SAT-takers in public high 
schools than  private ones com e from  non-academ ic 
tracks, and this depresses the average public school score 
because being in an academ ic track is associated w ith  
higher SAT scores. Add to  this the fact that there has 
been  a dramatic increase in the proportion  of public 
school kids from the bottom  half of their class taking the 
SAT, and the  private school advantage in scores looks 
p re tty  puny. M oreover, w h en  you com pare the  SAT 
scores of com parable public and private school kids, the 
private school advantage disappears again.

As for the public schools’ dropout rate, the 24 percent 
figure Chubb and Moe cite is certainly shameful (if inflat- 
ed), and the 12 percen t figure for private schools is bet- 
ter. But how  m uch b etter is it w hen  you consider that pri- 
vate schools pick th e ir studen ts  and public  schools 
accept all comers? W ouldn’t hospitals that refused ter- 
minally ill patients or physicians w ho rejected smokers 
or patients w ho w ere obese have low er patient death 
rates than  ones that did not screen out the bad risks? It’s 
therefore no surprise that Catholic and private schools 
have low er dropout rates. Again, w e m ight w onder w hy 
th e  d iffe ren ce  b e tw e e n  p u b lic  and  p riv a te  schoo l 
dropout rates is no t greater.

So the 1990 NAEP m athem atics assessm ent is no t the 
only place w here w e can see the supposed educational 
superiority of private schools evaporate. N or is it the first 
place, and neither am I the first person  to  po int it out.

In 1988, C hester E. Finn, Jr., now  an adviser to  Secre- 
tary of Education Lamar Alexander and then  Bill Ben- 
n e tt’s assistant secretary of education, presented unpub- 
lished public-private school com parisons from the 1986

Th e  M ilw a u k e e  S t o r y

schools, and that little, if any, edu- 
cation took place.

The o w n er’s en trepreneursh ip  
got h er the  voucher m onies, but 
the school collapsed anyway. The 
fate o f the  school’s o th er students 
is unclear.

The tale o f the  Juanita Virgil 
School may seem  dramatic, bu t it is 
no t unique. A nother school has 
folded, and som e of the rem aining 
private schools that partic ipate  in 
th e  program  are financially and 
educationally unstable. N or are 
Juanita Virgil’s voucher students 
the  only ones w ho have been 
expelled. At the  end  of the  school 
year, 259 voucher students w ere 
left in the  private schools.
A lthough it is perhaps too  early to 
deem  this “m odel” voucher pro- 
gram a failure, declaring it a sue- 
cess, as many private school choice 
proponen ts do, is manifestly mis- 
leading. □

in M ilwaukee volunteered to  take 
voucher students. The num ber 
given for how  many students w ere 
accep ted  ranges from  341 to  390.

W ith few  exceptions, students 
ended  up  in segregated schools 
w ith  an ethnocen tric  educational 
program . O ne financially strapped  
school that took in a large num ber 
of voucher kids had been  a reli- 
gious school up  until it decided to 
partic ipate  in the  program . Then 
the  non-voucher parents becam e 
unhappy w ith  the sw itch, feuds 
broke out, and religion classes 
w ere rein troduced. In the  m iddle 
of the  year, the  sixty-three voucher 
students w ere  suddenly expelled, 
and m ostly into the  public schools. 
And only th en  did the  public hear 
that this private school had been 
doing a lousy job of feeding, trans- 
porting, and providing books to 
the  kids, that its facilities w ere 
even m ore decrep it than  the public

W HAT IF a voucher program  
w ere lim ited to  children of 

low-incom e families, excluded reli- 
gious schools, and required  private 
schools to  charge voucher holders 
no m ore than  the  value o f the 
voucher? W ouldn’t that overcom e 
m any o f the  critics’ objections? In 
fact, a voucher program  just like 
this began in Septem ber o f 1990 in 
M ilwaukee, and its results to  date 
graphically substantiate many of 
the  concerns of private school 
choice opponents.

The program  offered a $2,500 
voucher out of the  public school 
budget and was open  to  a maxi- 
mum of 1,000 low-incom e children 
in a school d istrict w here about 
60,000 children fit the  program ’s 
definition of poverty. The families 
o f 600 to  750 children (estim ates 
vary) applied for the  voucher, and 
only seven of the  approxim ately 
tw enty-one eligible private schools
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sch o o l su p e r io r ity  m yth  co m es from  M ilw au k ee’s 
C atholic school diocese. C atholic and o th er private 
schools are not required to and usually do not report their 
students’ test scores to the public. But w hen  the  Mil- 
w a u k e e  J o u r n a l 's  re lig ion  re p o rte r , M arie R ohde, 
recently asked the Milwaukee archdiocese to  do so, her 
request was granted. In a story that ran in the Jo u rn a l  on 
August 1, 1991, Rohde reported  that “m inority students 
enrolled in M ilwaukee’s Catholic elem entary schools suf- 
fer the same lag in achievem ent test scores as their coun- 
terparts in the public schools, according to  test results 
made public for the first time.” The test was the same one 
used by the Milwaukee public schools, the Iowa Test of 
Basic Skills. The scores, Rohde continued, “run  counter 
to longstanding claims by m ost Catholic educators that 
they are doing a superior job of teaching disadvantaged 
children.” In fact, w hile the  scores of public school 
m inority students have been  stable, those of m inority 
ch ild re n  in  th e  M ilw aukee C atho lic  sch o o ls  have 
declined.

According to Rohde, John Norris, superin tendent of 
the Catholic schools, blam ed the gap on “socioeconom - 
ic factors” and said that test scores of Catholic and pub- 
lie schools “should not be directly com pared.” But tw o 
years ago, w hen  the archdiocese used a different test 
from the one in the public schools and reported  ou t the 
scores w ithout breaking them  dow n by race or individ- 
ual school, it had no qualms about making such a com- 
parison: “The bottom  line is, in our system w e perform  
better than the national average, and w e are dealing w ith 
m inority people in an inner-city situation.”

Although all the talk about how  private schools are 
doing a better job than public schools, especially w ith 
disadvantaged students, turns out to be just talk, that 
does not m ean private schools have nothing to teach 
public schools. For instance, public schools could stop 
giving students a choice of curricula—they choose easi- 
er ones—and insist that they take m ore academically 
challenging courses, the way they do in Catholic and 
o ther private schools. The public school system also 
could start heeding the message that many parents, espe- 
cially poor minority parents, have been trying to  convey 
w hen they move their children to  Catholic and o ther pri- 
vate schools: Teachers can’t teach and students can’t 
learn w hen a handful of violent or disruptive kids are 
allowed to terrorize the school community. Something 
needs to  be done for those kids, but right now  the fail- 
ure of many school boards to face up to the issue means 
that public school youngsters w ho w ant to achieve, and 
th a t’s a majority, are being held hostage by a small m inor- 
ity of destructive kids. Private schools do not tolerate 
that, and neither should public schools.

Private schools also have a lesson to teach policy mak- 
ers and the public, and the subject is children in pover- 
ty. As the NAEP results indicate, m ost of the advantage 
private schools have in average scores is due to their 
m ore advantaged student body. In fact, one of the most 
striking features of the results of NAEP and o ther assess- 
m ents is that childhood poverty is not only bad for Amer- 
ica morally and socially bu t educationally, as well. Of 
course, many poor children do very well in school, and 
education continues to be a major route out of poverty. 
But it is also the case that poverty, especially w hen  it is 

(Continued on page 40)

Wouldn’t hosp ita ls  th a t refu sed  
term inally ill p a tien ts  o r  p h ysic ia n s  

w ho rejected  sm okers o r  p a tien ts  
ivho w ere  obese have low er p a tie n t  
death  ra tes  than ones th a t d id  not 

screen ou t the bad  risks?

That leaves Chubb and Moe, the present-day purvey- 
ors of “objective p roo f” of private school superiority. 
Lots of politicians and op-ed w riters have repeated their 
findings as gospel, and many individuals have becom e 
converts to  public aid for private education on their 
authority. But as their peer reviewers and even a few 
statistics-sawy journalists have pointed out, Chubb and 
M oe’s study of public and private high schools also did 
not find a private school advantage once students’ back- 
ground characteristics and academic courses w ere taken 
into account; their “choice” recom m endations w ere not 
supported  by the results of their analysis.

The latest piece of evidence to debunk the private
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Revolution 
in  O ne C lassroom

(or, then again, was it?)

in the 1980s, state and national education leaders, cha- 
grined about reports of weak school perform ance and 
w orried about Am erica’s econom ic situation, gave new  
force to dem ands for reform.

These are revolutionary aspirations, at least judged by 
curren t classroom practice. But the new  am bitions are 
being taken quite seriously. The National Council of 
Teachers of M athematics has form ulated an ambitious 
new  set of standards for teaching and curriculum , w hich 
have received  favorable atten tion  in m any quarters, 
including the secretary of education and the president. 
Several states are trying to  realize the new  ideas. For 
instance , since 1985, California’s departm ent of educa- 
tion has been  pressing a remarkable program  of reform 
in mathem atics teaching and learning. The state issued a 
new  curriculum  framework. It then  required publishers 
to re-orient m ath textbooks to  conform  m ore closely to 
new  ideas about instruction. It also began to  re-write the 
state testing program  so that it assesses students’ under- 
standing and reasoning. And it has been  offering work- 
shops and other assistance to teachers.

Mrs. O teaches in California and sees her w ork as part 
of the changes that the state is trying to prom ote. Her 
story is engaging, and so is she. She is considerate of her 
students, eager for them  to learn, energetic, and attrac- 
tive. These qualities w ould stand out anywhere, but they 
seem particularly vivid in her school—a drab collection 
of one-story concrete buildings that sprawl over several

B y  D a v id  K . C o h e n

AS MRS. Oublier sees it, her classroom is a new  world. 
W hen she began six or seven years ago, she was a 

thoroughly traditional teacher. She reported  that she fol- 
low ed the m athem atics text. Her second graders spent 
most of their tim e on worksheets. Learning m ath m eant 
m em orizing facts and procedures. Then Mrs. O found a 
new  way to  teach math. The sum m er after her first year 
of teaching, she took a w orkshop in w hich she learned 
to  focus lessons on students’ understanding of mathe- 
matical ideas. She found ways to  relate mathem atical con- 
cepts to students’ knowledge and experience. And she 
learned how  to engage students in actively understand- 
ing m athematics.

Mrs. O ’s story is a timely one. I encountered her in the 
late 1980s, as reform ers once again began trying to 
ch a n g e  m a th e m a tic s  te a c h in g  an d  le a rn in g  from  
m echanical drill and m em orization to  reasoning and 
understanding. Since the  early tw entieth  century, math- 
em aticians and m ath educators had interm ittently insist- 
ed that students should learn to  reason mathematically, 
to apply m athem atical ideas to  everyday situations, and 
to understand the conceptual basis of m athematics. But

D a vid  K. Cohen is Jo h n  A. H a n n a h  D istinguished Pro- 
fesso r o f  E ducation a n d  Social Policy a t  M ichigan State 
U niversity in  East Lansing. A  so m ew h a t d ifferent ver- 
sion o f  this essay w as p u b lish ed  in  Educational Evalua- 
tion and Policy Analysis, Fall 1990.
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Students’ num ber sentences w ere  
a ccep ted  i f  correct, and w ritten  

dow n on the board. But they w ere  
tu rn ed  dow n i f  incorrect, an d  not 

w ritten  on the board. R ight an sw ers  
w ere not explained, an d  wrong  

an sw ers w ere  trea ted  as unreal

acres. Though clean and well managed, her school has 
none of the familiar signs of classy education. It has no 
legacy of experim entation or progressive pedagogy, or 
even of heavy spending on education. Only a minority of 
children com e from well-off families. Most have middling 
or m odest incomes, and many are eligible for C hapter 1 
assistance. A sizable m inority are on welfare. The school 
district is situated in a dusty corner of southern Califor- 
nia, w here city migrants are turning a rural tow n into a 
suburb. New condom inium s are sprouting up all over the 
community, but one still sees pick-up trucks w ith  rifle 
racks in their rear w indow s. Like several of h er col- 
leagues, Mrs. O works in a covey of tacky, portable, pre- 
fab classrooms, trucked into the back of the schoolyard 
to  absorb growing enrollm ents on the cheap.

Mrs. O ’s story seems even m ore unlikely w hen  con- 
sidered against the  h istory  of A m erican educational 
reform. Great plans for educational change are familiar 
in that history, but so are reports of failed reform. John 
Dewey and others announced a revolution in pedagogy 
just as our century  opened, but apparently it fizzled, for 
classrooms changed only a little (Cuban, 1984). That also 
seems to have been the fate of the earlier “new  m ath” in 
the 1950s and 1960s and of related efforts to  improve sci- 
ence teaching (Welch, 1979). Since then, many studies 
of instructional innovation have em broidered these old 
them es of great am bitions and m odest results (Gross, et 
al., 1971; Berman and McLaughlin, 1977; Rowan and 
Guthrie, 1989; Cohen, 1988).

Some analysts attribute these results to teachers’ resis- 
tance, saying that en trenched  classroom habits defeat 
reform  (Gross, et al., 1971). O thers report that many 
innovations fail because they are so poorly adapted to the 
classroom that even teachers w ho avidly desire change 
can do little (Cuban, 1984; Cuban, 1986). Mrs O ’s revo- 
lution looks particularly  appealing against this back- 
ground. She eagerly em braced change, rather than resist- 
ing it, finding new  ideas and materials that worked in her 
classroom. Mrs. O sees her class as a success for the new  
m athem atics Fram ew ork. She rep o rts  that h e r m ath 
teaching has w ound up w here the Framework w ants it 
to be.

SOMETHING OLD AND 
SOMETHING NEW

One prom inent feature of Mrs. O ’s teaching is her use 
o f innovative in s tru c tio n a l m ateria ls and  ac tiv ities 
designed to help students make sense of m athematics. 
But she used these new  activities and materials quite tra- 
ditionally, as though m athem atics contained only right 
and w rong answers. Similarly, while she had revised the 
class organization and activities to help students under- 
stand math, she m anaged the discourse in ways that dis- 
couraged exploration of students’ understanding.

In fact, Mrs. O ’s lessons w ere quite mixed. They con- 
ta in e d  so m e  im p o r ta n t  e le m e n ts  th a t  re fo rm e rs  
em braced, bu t o thers that they branded inadequate. Her 
classes p resen t an extraordinary m elange  of tradition 
and novel approaches to m ath instruction, w hich is one 
reason that they  deserve attention. For such m ixtures are 
quite com m on in instructional innovations, though little 
noticed. As teachers and students try  to  find their way 
from familiar practices to new  ones, they cobble new
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The m ixture of new  m athematical ideas and materials 
w ith  o ld  m a th em a tica l k n o w led g e  and  p ed ag o g y  
show ed up elsew here in Mrs. O ’s work. She used con- 
crete materials and o ther physical activities extensively 
to represent m athematical concepts in forms that are 
vivid and accessible to  young children. She opened every 
day w ith  a calendar activity in w hich she and the students 
gathered on a rug at one side of the room  to count up  the 
days of the school year. She used this activity for various 
purposes. During my first visit, she was familiarizing stu- 
dents w ith  place value, regrouping, and odd and even 
num bers. As it happened, my visit began on the thirty- 
ninth day of the school year, and so the class counted to 
thirty-nine. They used single claps for most num bers but 
double claps for ten, twenty, etc. Thus, one physical 
activity represented the “tens” and distinguished them  
from another physical activity that was used to represent 
the “ones.” The idea was that fundam ental distinctions 
among types of num bers can be represented  in ways that 
make immediate sense to young children and that will 
easily familiarize them  w ith  im portan t m athem atical 
ideas.

Mrs. O ’s class abounds w ith such activities and mate- 
rials, and they are very different from the bare num bers 
on w orksheets that w ould be found in a traditional math 
class. Her approach seems nicely attuned to the new  
Framework. For instance, that docum ent argues that 
“many activities should involve concrete experiences so 
that students develop a sense of w hat num bers m ean and 
how  they are related before they are asked to  add, sub- 
tract, multiply, or divide them  (CSDE, 1985, p. 8). And it 
adds that “concrete materials provide a way for students 
to connect their ow n understandings about real objects 
and their ow n experiences to mathem atical concepts. 
They gain direct experience w ith the underlying princi- 
pies of each co n cep t” (CSDE, 1985, p. 15).

But it is one thing to em brace a doctrine of instruction 
and quite another to weave it deeply into o n e’s practice. 
For even rather m onotonous teaching com prises many 
different threads, and any new  instructional elem ent is 
som ehow  related to many others already there. The new  
thread can simply be dropped  onto the fabric, and every- 
thing else left as is. Or new  threads may be som ehow  
woven into the fabric. Mrs. O introduced new  threads 
bu t only slightly re-adjusted the old ones. H ence the 
novel materials and activities w ere infused w ith  tradi- 
tional messages about w hat m athem atics was and w hat 
it m eant to understand it.

These m ixed qualities w ere vividly apparent in a les- 
son th a t focused  on add ition  and su b trac tio n  w ith  
regrouping. The lesson occurred early in an eight-or ten- 
w eek cycle concerning these topics. Like many of Mrs. 
O ’s lessons, it com bined a game-like activity w ith  the use 
of concrete materials. She hoped to  capture children’s 
interest in m ath while helping them  to understand it. 
Mrs. O introduced this lesson by announcing: “Boys and 
girls, today w e are going to play a counting game. Inside 
this paper [holding up a wadded-up sheet of paper] is the 
secret m essage.. . Mrs. O unw added the paper and held 
it up: “6 ” was inscribed. The num ber was im portant 
because it w ould establish the num ber base for the les- 
son: Six. In previous lessons, they had done the same 
thing w ith  four and five. So part of the story here was 
exploring how  things w ork in different num ber bases,

ideas together w ith old practices. Teachers’ ingenuity is 
remarkable, but the m ixtures raise fundam ental ques- 
tions. Can w e say that an innovation has made m uch 
progress w hen  it is tangled up w ith many traditional prac- 
tices? What m ight it take to help teachers continue to 
learn and change? These questions have a special urgen- 
cy just now, as reform ers urge teachers to radically revise 
their w ork in m ath and other subjects.

New Materials, Old Mathematics
From one angle, the  curricu lum  and instructional 

materials in this class looked just like w hat the new  Cal- 
ifornia m ath Framework invited. For instance, Mrs. O reg- 
ularly asked her second graders to w ork on “num ber sen- 
tences.” In one class that I observed, students had just 
done the problem: 10+4=14. Mrs. O then asked them  to 
generate additional “num ber sentences” about 14. They 
volunteered various ways to  w rite addition problem s 
about fourteen—that is, 10+1 + 1 + 1 + 1 = 14, 5+5+4=14, 
etc. Some students proposed several ways to  w rite sub- 
traction problem s—that is, 14-4=10, 14-10=4, etc. Most 
of the studen ts’ proposals w ere correct. Such work 
could make m athematical relationships m ore accessible, 
by com ing at them  w ith  ordinary language rather than 
working only w ith bare num bers on a page. It also could 
unpack m athematical relationships, by offering different 
ways to  get the  sam e result. It could  illum inate the 
reversible relations betw een addition and subtraction. 
And it could get students to do “m ental math,” i.e., to 
solve problem s in their heads and thereby learn to  see 
math as som ething to puzzle about and figure out, rather 
than just a bunch of facts and procedures to be memo- 
rized.

These are all things that the new  Framework celebrat- 
ed. It ex h o rted  teach ers  to  help  s tu d en ts  cu ltivate

. . an attitude of curiosity and the willingness to probe 
and explore . . . ” (California State D epartm ent of Edu- 
cation [CSDE], 1985, p .l) .  It also called for classroom 
w ork that helps students “. . . to understand w hy com- 
putational algorithms are constructed  in particular forms 
. . .” (CSDE, 1985, p .4).

But Mrs. O conducted the entire exercise in a thor- 
oughly traditional fashion. The class recited in response 
to  th e  te a c h e r’s queries. S tu d en ts’ sen ten ces  w ere  
accepted if correct, and w ritten  dow n on the board. But 
they w ere tu rned  dow n if incorrect, and not w ritten  on 
the board. Right answers w ere not explained, and w rong 
answers w ere treated as unreal. The Framework made no 
such distinction, arguing instead that understanding 
how  to arrive at answers is an essential part of helping 
students figure out how  m athem atics w orks—no less 
im portant than w hether the answers are right or wrong. 
T h e  F ram ew o rk  c r it ic iz e d  th e  u su a l a lg o rith m ic  
approach to m athematics, and the usual search for the 
right answer. It called for class discussion of problem s as 
an im portant part of figuring out m athematical relation- 
ships (CSDE, 1985, pp. 13-14). But no one in Mrs. O ’s 
class was asked to explain his or her proposed num ber 
sentences, w hether correct or not. No student was invit- 
ed to dem onstrate how  he or she knew  w hether a sen- 
tence was correct or not. The teacher used a new  math- 
em atics curriculum , but used it in a way that conveyed a 
sense of m athem atics as a fixed body of knowledge of 
right answers rather than as a field of inquiry.
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taining it, she led each chant and the class followed at a 
split-second interval. Any kid w ho didn’t grasp the idea 
needed only to wait for her cue or for his table-mates. Stu- 
dents w ere never invited or allowed to count on their 
own. Thus, w hile the le itm o tif In their second chant was 
“zero ca t’s eye and two,” there was an audible m inor 
them e of “zero ca t’s eye and one.” That several students 
repeated the first chant suggested that they did not get 
either the routine or its point.

Mrs. O m oved right on nonetheless, saying that it 
. is very im portant that you read the num bers w ith 

your hands.” This was a m atter to w hich she returned 
many times during the lesson, reminding children to put 
their little paw s first on the beans in the w hite square and 
then  on the little cups on the blue square as they incant- 
ed the m athematical chants. She seem ed to feel it essen- 
tial that they m anipulate the concrete materials. When- 
ever she spotted  a child w ho was not palpitating beans 
and cups, she walked over and m oved their arms and 
hands for them.

Mrs. O led the bean adding and chants up to five. Then, 
w ith five beans dow n on everyone’s card, she asked: 
“Now think ahead; w hen  I clap my hands this time, w hat 
will you have on the w hite side?”

Reliable Cristie Smith scooped it up and threw  smooth- 
ly to first: “Cat’s eye.”

Mrs. O led off again: “W hen you get a ca t’s eye, pu t all 
the beans in a paper cup  and move them  over.” She 
clapped her hands for the ca t’s eye and then  led the fol- 
lowing chant: “Put the beans in the cup and move them  
over.”

“Now le t’s read w hat w e have.” The chant rolled on: 
“One ca t’s eye and zero.” A puzzling undercurrent of “one 
cat’s eye and o n e” w ent unattended. She then  led the 
class through a series of claps and chants, leading up to 
tw o ca t’s eyes. And then, w ith a m ethodical monotony, 
up to five ca t’s eyes and five. By the time they got to five 
ca t’s eyes and five, her claps had grown more perfunc- 
tory, and many kids had gotten the fidgets. But Mrs. O 
saw this chanting and bean-pawing as the high road to 
mathematical understanding and tenaciously drove her 
team  on.

“Now, how  many do w e have?” “Five ca t’s eyes and five 
beans,” came the chant. “Now w e will take away one 
bean” (from the “ones” side of the board). “How many 
do w e have?” Again the answering chant, again led by 
her, a fraction of a second earlier: “Five ca t’s eyes and 
four.”

This was a crucial point, for the class was moving from 
a representation of addition w ith  regrouping to a repre- 
sentation of subtraction w ith  regrouping. It w ould have 
been an obvious m om ent for some such com m ent or dis- 
cussion, at least if one saw the articulation of ideas as part 
of understanding mathematics. But Mrs. O did not com- 
m ent or explain. She took an activity-based approach, as 
though all the im portant ideas w ere implicit, and better 
that way.

Thus the class counted  dow n to five ca t’s eyes and 
zero. Mrs. O then  asked, “W hat do w e do now?” Jane 
responded: “Take a dish from the ca t’s eye side and move 
it to the w hite side.” No explanation was requested or 
offered  to  em b ro id e r th is response . Mrs. O sim ply 
approved the answer, clapped her hands, and everyone 
followed Jane’s lead. With this, Mrs. O led the class back

and one reason for that, presumably, was to get some per- 
spective on the base-ten system that w e conventionally 
use. Mrs. O told the children that, as in the previous 
games, they w ould use a nonsense w ord in place of the 
secret number. This time they selected “ca t’s eye” to 
stand in for six.

With this groundw ork laid, Mrs. O had “place-value 
boards” given to each student. She held up her board: It 
was roughly eight by eleven; one half was blue, the o ther 
w hite. She said: “We call this a place-value board. W hat 
do you notice about it?”

Cristie Smith, w ho turned  out to be a steady infielder 
on Mrs. O ’s team, said: “T here’s a smiling face at the top.” 
Mrs. O agreed, noting that the smiling face needed to be 
at the top  at all times [that w ould keep the blue half of 
the board to everyone’s left]. Several kids held theirs up 
for inspection from various angles, and she adm onished 
them  to leave the boards flat on their tables at all times.

“W hat else do w e notice?” she inquired. Sam said that 
one half is blue and the  o ther w hite. Mrs. O agreed and 
w ent on to say that “. . .  the blue side will be the ca t’s eye 
side. During this game w e will add one to the w hite side, 
and w hen w e get a ca t’s eye, w e will move it over to the 
blue side.” W ith that, each student was given a small plas- 
tic tub, w hich contained a handful of dried beans and 
half a dozen small paper cups, perhaps a third the size of 
those dispensed in dentists’ offices. This was the sum 
to tal o f pre-lesson fram ing—no o th e r d iscussion or 
description preceeded  the work.

There was a small flurry of activity as students took 
their tubs and checked out the contents. Beans present 
nearly endless mischievous possibilities, and several of 
the kids seem ed on the verge of exploring their proper- 
ties as guided missiles. Mrs. O nipped off these investi- 
gations, saying: “Put your tubs at the top of your desks, 
and pu t bo th  hands in the air.” The students complied, as 
though in a small stagecoach robbery. “Please keep them  
up w hile I talk.” She opened a spiral-bound book, not the 
school d istrict’s adopted text but M ath Their Way. This 
was the innovative curriculum  guide that had helped to 
spark her revolution. She looked at it from tim e to time 
as the lesson progressed but seem ed to have quite a good 
grip on the activity.

Mrs. O got things off to a brisk start: “Boys and girls 
[who still w ere in the ho ldup], w hen I clap my hands, 
add a bean to the w hite side.”

She clapped once vigorously, adding that they could 
put their hands down. “Now w e are going to read w hat 
w e have: W hat do w e have?” (She led a choral chant of 
the answer.) “Zero ca t’s eye and one.” She asked students 
to repeat that, and everyone did. She clapped again, and 
students obediently added a second bean to the w hite 
p o rtio n  o f th e  card. “W hat do w e have now ?” she 
inquired. Again she led a choral chant: “Zero ca t’s eye 
and two.” So another part of the story in this lesson was 
place value: “Zero ca t’s eye denoted  w hat w ould be the 
“ten s” place in the base-ten num bering, and “tw o ” is the 
“o n e ’s” place. C ounting individual beans and beans 
grouped in “ca t’s eye” w ould give the kids a first-hand, 
physical sense of how  place value w orked in this and 
o ther num ber bases.

In these opening chants, as in all subsequent ones, 
Mrs. O perform ed as m uch as a drill sergeant as a choir 
director. Rather than establishing a beat and then  main
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through each step, w ith  claps, chants, and rem inders to 
“read” the beans w ith  their hands, dow n to zero ca t’s eye 
and zero beans. Everyone was flagging long before it was 
done, bu t no t a chan t w as sk ipped  or a m ovem ent 
missed.

Why did Mrs. O teach in this fashion? In an interview  
following the lesson, I asked w hat she thought the chil- 
dren learned from the exercise. She said that manipulat- 
ing the materials helped them  to understand w hat goes 
on in addition and subtraction w ith  regrouping. She 
seem ed convinced  that these physical experiences 
caused learning, that m athem atical know ledge arose 
from the activities.

Her inspiration for all this was M ath Their Way, on 
w hich Mrs. O relied heavily. This increasingly popular 
b o o k , a sy stem  o f p rim a ry  g rad e  m a th  te a c h in g , 
announces that it will help “. . . to develop understand- 
ing and insight of the patterns of m athem atics through 
the use of concrete  m aterials” (Baratta-Lorton, 1976: 
xiv). Concrete materials and physical activities are cru- 
cial because they are believed to provide real experience 
w ith  m athem atics. T he book  sharp ly  d istingu ishes 
betw een m athematical symbols and concepts and criti- 
cizes teaching w ith  symbols. Symbols—that is, num- 
bers— “. . . are not the concept [emphasis in original], 
they are only a representation of the concept, and as such 
are abstractions describing som ething w hich is not visi- 
ble to the child. Real materials, on the o ther hand, can 
be m anipulated to illustrate the concep t concretely, and 
can be experienced visually by the ch ild ... . The empha- 
sis throughout this book is making concepts, ra ther than 
num erical symbols, meaningful" (Baratta-Lorton, 1976: 
xiv).

M ath Their Way fairly oozes w ith the belief that phys- 
ical representations are m uch m ore real than symbolic 
ones. This idea is a recent mathematical m utation of the 
idea, at least as old as Rousseau, Pestalozzi, and James 
Fenimore Cooper, that experience is a better teacher 
than books. For experience is vivid, vital, and immedi- 
ate, while books are all abstract ideas and dead formula- 
tions. M ath Their Way also claims that concrete materi- 
als are developm entally desirable for young children. 
Num bers are referred to many times as an “adult” way of 
approaching math. That idea leads to another, still more 
important: If math is taught properly, it will be easy. Activ- 
ities w ith concrete materials, the book insists, are the nat- 
ural way for kids to learn math: “. . . if this foundation is 
firmly laid, dealing w ith abstract num bers will be effort- 
less” (Baratta-Lorton, 1976: 176).

Stated so baldly, that seems a phenom enal claim. Sim- 
ply beginning w ith the p roper activities and materials 
ensures that m ath will be understood well and easily. But 
the idea is quite com m on. Pestalozzi might have cheered 
it. Many o ther pedagogical Romantics, Rousseau and 
Dewey among them , em braced a version of this view. 
Piaget is commonly thought to have endorsed a similar 
idea. So w hen M ath Their Way argues that the key to 
teaching math for understanding is to get children to use 
the right sorts of activities and materials, it is in one of 
the main lines of m odern educational thought and prac- 
tice.

The book’s claim also helps to explain why it gives so 
little attention to the explanation of m athematical ideas. 
For the author seems convinced that it is superfluous.

H er insp ira tion  f o r  all th is  
w as  Math Their Way, on which  

Mrs. O relied  heavily.

r

l
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H er use o f  the m aterials, insisting  
th a t all the children actually f e e l  

them  and p erfo rm  the sam e  
p re sc r ib e d  p h y s ic a l opera tion s w ith  

them, suggests th a t she en dow ed  
them  w ith  enorm ous, even magical, 

instructional p o w ers.

A ppropriate materials and activities alone will do the 
trick. Students will “understand” m ath w ithout any need 
to question or explain mathem atical ideas. This made 
M ath Their Way an appealing package, for it enabled 
Mrs. O to whole-heartedly em brace teaching math for 
understanding, w ithou t considering or reconsidering 
m athem atics. She was keen that children should under- 
stand math and w orked hard at helping them. But she 
placed nearly the entire w eight of this effort on concrete 
materials and activities. Her use of the materials, insist- 
ing that all the children actually feel them  and perform  
the same prescribed physical operations w ith  them , sug- 
gests that she endow ed them  w ith  enorm ous, even mag- 
ical, instructional pow ers. The lack of any o ther ways of 
making sense of m athem atics in her lessons was no over- 
sight. W ith M ath Their Way, she simply saw no need  for 
anything else.

In w hat sense was Mrs. O teaching for understanding? 
The question opens up a great puzzle. Her classes exud- 
ed traditional conceptions of mathem atical knowledge 
and w ere organized as though explanation and discus- 
sion  w e re  irre lev an t to  m ath em atics . But she  had  
changed her m ath teaching quite dramatically. She now  
used a new  curriculum  specifically designed to prom ote 
students’ understanding of mathem atics, as opposed to 
sim ple m em orization. And h er students w orked w ith 
materials that represented m athem atical relationships in 
the concrete ways that the Framework and many other 
authorities endorse.

New Topics and Old Knowledge
The puzzle was apparent in o ther features of Mrs. O ’s 

teaching. For instance, she taught several topics that 
w ould not have been covered in many traditional math 
classes, am ong them  estimation. She told me that esti- 
m ation is im portant because it helps students to  make 
sense of num bers by making educated guesses and fig- 
uring out why som e guesses are better than others. She 
reported  that she dealt w ith estimation recurrently in her 
second-grade classwork, for it could no t be learned by 
doing it once or tw ice, and is useful in many different 
problem-solving situations. Her reasoning on this m atter 
seem ed to accord w ith the Fram ework’s call for “guess- 
ing and checking the result” as an im portant elem ent in 
mathem atical problem  solving (CSDE, 1985, p. 14).

But the teaching that I observed did no t entirely real- 
ize these ambitions. In one lesson, Mrs. O asked the class 
to  es tim ate  h o w  m any large p a p e r  clips w ou ld  be 
required to  span one edge of her desk. Two students 
w ere enlisted to stand near the desk and hold up the 
clips. They w ere near enough to visually gauge its w idth 
in  re la tio n  to  th e  clips, b u t all th e  o th e r  s tu d en ts  
rem ained at their tables, scattered  around the room. 
None had any clips, and few could see the edge of the 
teacher’s desk that was in question, for it was a side edge, 
away from most of the class. Seated at the back w ith  many 
of the kids, I could see that they w ere the large sort of 
clip, b u t even then  they w ere barely visible.

So only tw o m em bers of the class had real contact w ith 
the tw o key data sources in the problem —visible, pal- 
pable clips and a clear view of the desk edge. Hence only 
tw o m em bers of the class had any solid basis for decid- 
ing if their estim ates w ere mathematically reasonable. 
Even Mrs. O was seated too far away to see the edge well.
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may have been such a case.
Was this teaching m ath for understanding? From one 

angle, it was. Mrs. O taught a novel and im portant topic, 
specifically intended to prom ote students’ sense-making 
in arithmetic. It may have done that. But from another 
angle it was not. For the problem  was framed so that 
many students could not bring m athematical evidence to 
bear on it and had little basis for making reasonable esti- 
mates. These alternatives are not mutually exclusive. 
This bit of teaching could have prom oted m ore under- 
standing of m athem atics along w ith  m ore m isunder- 
standing.

New Organization and Old Discourse
Mrs. O ’s class was organized to prom ote “cooperative 

learning.” The students’ desks and tables w ere gathered 
in groups of four and five so that they could easily work 
together. Each group had a leader to help w ith various 
chores, and instructional materials often w ere managed 
by groups rather than individually. The new  Framework 
approved: “To internalize concepts and apply them  to 
new  situations, students must interact w ith materials, 
express their thoughts, and discuss alternative approach- 
es and explanations. O ften , th ese  activ ities can  be 
accom plished well in groups of four students” (CSDE, 
1985, p. 16).

Hence cooperative learning groups are seen as vehi- 
cles for a new  sort of instructional discourse, in w hich 
students w ould do m uch more of the teaching. Students 
w ould learn from their ow n efforts to articulate and 
explain ideas, and they would learn from their m ates’ 
ideas. The Framework explains: “Students have m ore 
chances to speak in a small group than in a class discus- 
sion; and in that setting, some students are m ore com- 
fortable speculating, questioning, and explaining con- 
cepts in order to clarify their thinking” (CSDE, 1985, pp. 
16-17). Mrs. O ’s class was spatially and socially organized 
for such learning, but the class was conducted in a high- 
ly structured and classically teacher-centered fashion. 
The exchanges w ere either betw een the teacher and one 
student or choral responses to  the teacher’s questions. 
No student ever spoke to another about mathematical 
ideas, as part of the public discourse of the classes that I 
observed. Nor was such conversation ever encouraged 
by the teacher. Indeed, Mrs. O specifically discouraged 
students from speaking w ith each o ther in her efforts to 
keep the class orderly and quiet.

Still, the small groups w ere used for som e instruction- 
al p u rp o se s . In  o n e  class th a t I o b serv ed , Mrs. O 
announced a “graphing activity” about mid-way through 
the math period. She w rote across the chalk board, at the 
front of the room, “Letter to Santa?” U nderneath she 
w rote “Yes” and “No.” Then she told the children that she 
w ould call on them  by groups to answer the question. If 
she had been following the Framework’s injunctions, she 
might have asked each group to tally its answers to  the 
question, asked each group to  figure out w hether it had 
more “yes” than “n o ” answers, or the reverse, and asked 
each group to figure out how  many m ore. Then she m ight 
have had each group contribute its totals to the chart at 
the front of the room. This w ould not have been  the most 
challenging group activity, but it w ould have meaning- 
fully used the small groups as agents for working on this 

(Continued on page 44)

The p rob lem  was sensible and could  have been  an 
opportunity  to make and discuss estimates of a real puz- 
zle. But it was set up  in a way that frustrated mathemati- 
cal sense making.

Mrs. O did not seem aware of this. She asked the stu- 
dents to estim ate how  many clips it w ould take to cover 
the edge and to w rite dow n their answers. Then she took 
estim ates from m ost of the class, w rote them  on the 
board, and asked class m em bers if the estimates w ere 
“reasonable.” Not surprisingly, many of th e  answ ers 
lacked m athematical discrimination. Estimates that were 
close to three times the actual answer, or one-third of it, 
w ere accepted by the class and the teacher as “reason- 
able.” Indeed, no answers w ere rejected as unreasonable, 
even though quite a few w ere far from the mark. Nor 
w ere some estimates distinguished as m ore or less rea- 
sonable than others. Mrs. O did ask the class w hat “rea- 
sonable” m eant, and one boy offered an appropriate 
answer, suggesting that the class had some previous con- 
tact w ith  this idea.

I could see nothing that led inexorably to this treat- 
ment. Mrs. O had many clips. If eight or ten had been 
passed around, the kids w ould have had at least a bit of 
direct access to one elem ent in the estimation problem. 
She also could have pointed to the desk edge that the 
class co u ld  see, ra th e r  th an  th e  far edge th a t was 
obscured from their view. Alternatively, she could have 
invited them  to estimate the length of their ow n desk 
edges, w hich w ere all the same standard-issue models. 
Either or bo th  w ould have given them  m uch more direct 
contact w ith  the elem ents of the problem  and m ore of a 
basis to consider how  reasonable their estimates were.

Why did Mrs. O not set the problem  up in one of these 
ways? In an interview  after the class, she displayed no 
sense that anything had been wrong, in response to my 
queries. She seem ed to understand the broad purpose of 
teaching  and learning estim ation, bu t she taught as 
though she lacked the m athematical and pedagogical 
infrastructure—the knowledge of mathematics, and of 
teaching and learning m athem atics—that w ould have 
helped her to  set the problem  up so that the crucial math- 
ematical data w ere available to students. And despite her 
earlier com m ents, Mrs. O presented estimation as a topic 
in its ow n right rather than as a part of solving problem s 
that came up in the course of studying mathematics. It 
was as though she thought that estimation bore no inti- 
mate relation to solving the ordinary run of mathemati- 
cal problems. In contrast, the Framework argued that 
“. . .  estimation activities should be presented not as sep- 
arate lessons but as a step to be used in all com putation- 
al activities” (CSDE, 1985, p .4).

I w o n d e re d  w h a t s tu d e n ts  m ad e  o f th is . T hey  
appeared to accept the lesson as reasonable. No one 
com plained about the lack of com prehensib le  data, 
w hich they might have done if they w ere used to such 
data. No one said that they had done it differently some 
o ther time and that this didn’t make sense. That could 
m ean that the o ther lessons on estimation conveyed a 
similar impression, or it could m ean that students w ere 
doing as they had been told because they had so often 
been told to do so, or because they had a visitor. Or it 
may m ean only that students took nothing from the les- 
son. Schools present many mystifying examples of adult 
behavior that children learn to simply accept, and this
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T he Career 
C o n n ectio n

These Students Don't Have To Be Reminded 
Why They’re in School

high school. T h a t’s no small goal, given the  dismal 
em ploym ent prospects of the typical urban teenager. 
High school graduates often lack m arketable skills, and, 
w ith  the shift from a manufacturing to a service econo- 
my, there are far fewer jobs that require only a high school 
diploma than there w ere years ago.

However, NAF’s programs do a lot m ore than prepare 
youngsters to work. Take Baltimore, for example: W ith a
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By N eill S. R o s e n f e l d

MAYBE i t  was the few shares of AT&T, bought for 
him w hen he was small, that hooked Rick Brody. 

W hen o ther kids burrow ed into the sports pages to see 
how  the iMets had fared, Rick was checking the financial 
pages for his stock. So w hen he heard that his local high 
school was offering a two-year Wall Street-preparatory 
course called the Academy of Finance, Rick pounced  like 
an arbitrageur.

Between junior and senior years, w hen  he took spe- 
cial finance courses at New York City’s Jamaica High 
School, Rick spent a sum m er earning a salary as an intern 
on the w orldw ide stock and bond trading floor at Shear- 
son Lehman H utton’s M anhattan headquarters. He car- 
ried trading tickets for processing, moved into data entry, 
repaired and w orked w ith com puter hardware and soft- 
ware, and conducted market research on various topics, 
including Japanese stocks.

The program set him on a path to a career. “W ithout 
it, I’d be dishing out ice cream  at Baskin-Robbins,” says 
Rick, now  moving into his second year majoring in busi- 
ness at the State University of New York at Binghamton. 
“I have job experience at a m ajor firm, w hich  looks 
trem endous on my resume. It puts me ahead of o ther 
people.”

During vacations, Rick continues to w ork at Shearson. 
“I d on’t know  if I w ant to be a trader, but I definitely w ant 
to be in this field,” Rick says. “I can see myself following 
stocks and finding out the value of com panies. That’s 
really interesting.”

IN MORE than twenty-five school districts across the 
country, program s like this one, sponsored by the 

National Academy Foundation (NAF), give thousands of 
public high school students a solid foundation for careers 
through coursew ork, m entoring, and internships. An 
academy is a school-within-a-school that offers a supple- 
mental, rigorous program  focused on a specific career.

In partnership  w ith business, academ ies equip stu- 
dents to take entry-level jobs w ith a future straight out of

Neill S. Rosenfeld is depu ty  director o f  com m unica tions  
fo r  the U nited Federation o f  Teachers (UFT) in  N ew  
York City.
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do go to w ork in the fields studied in high schools, they’re 
headed tow ard managerial positions.

A variety of initiatives claim the nam e “academy.” NAF 
is the most prom inent and successful in encouraging 
youngsters to  go on to  college. It sponsors academies in 
finance, travel and tourism, public service, and manu- 
facturing science.

The other well-known programs are in Philadelphia— 
w hich first used the term  “academ y” in this context in 
1969—and California. Philadelphia offers training in 
such blue-collar fields as horticulture and autom obile 
repair, as well as such college-oriented courses as health 
and  en v iro n m en t. T he fifty C alifornia P a rtn e rsh ip  
Academies ready youngsters for high-tech and o ther busi- 
ness jobs. While many of their graduates do further their 
educations—42 percent in Philadelphia and 64 percen t 
at the California Partnership Academies—they appear to 
emphasize vocational preparation and, an independent 
evaluation says, d ropout prevention m ore than NAF.

NAF’s academ ies differ from traditional vocational 
courses in the balance betw een career and academic 
classes. Work-related training is the core of a vocational 
program, and classwork tends to be practical; for exam- 
pie, a student might learn the m echanics of being a bank 
teller. In contrast, NAF’s courses are taken on top of the 
regular academic program  and are m ore theoretical; a 
student might learn about bank telling but also w ould 
explore econom ics and how  banks function in local and 
w orld markets. Three central assum ptions unite the var- 
ious programs:

•  that students becom e m ore serious about education 
w hen they connect schoolwork w ith  a way of earning a 
living, particularly w hen  the connection is to an attrac- 
tive job and a good living;

•  that potentially boring classroom theory becom es 
concrete—and interesting—w hen  it has to be applied in 
an apprenticeship; and

•  that students m ature w hen  th ey ’re treated  w ith  
respect and are expected to m eet the same real-life work 
requirem ents as adults.

NAF president William E. Brock, a form er senator, 
labor secretary, and U.S. trade representative, says that 
preparing  students for higher-level w ork  is critically 
im portant for America’s future. “We can com pete w ith 
the w orld in one of tw o ways: by trying to get m ore sweat 
out of people and holding wages dow n to a subsistence 
level, or on the basis of hum an talent, w hich m eans using 
your mind. The problem  w ith  the U.S. is that w ithout real- 
ly thinking about it, w e ’ve unconsciously op ted  for lower 
wages and sweat.

“The United States has the w orst school-to-work tran- 
sition of any industrial country in the world,” Brock says. 
“If you ask kids why they are in school, they have no idea. 
No one asks for their high school transcript w hen  they 
get out. School is just som ething they have to do. And 
most high school kids are bored.

“In an academy, you can make them  w ork their heels 
off and like it, because  they  can  see a re la tionsh ip  
betw een w hat they are doing and w hat they will be doing 
the rest of their lives. This is an American-style response

56.3 percen t dropout rate and a 40 percent teenage preg- 
nancy rate among high school students, the Academy of 
Finance—w hich draws from this same student popula- 
tion and produces a high proportion  of high school grad- 
uates—functions as a dropout prevention program  as 
well. But for the most part, as in New York, the academies 
are geared tow ard C-average students w ho have no defi- 
nite plans either for college or for work.

Yet, the Academy of Finance might as well call itself a 
college-preparatory program, for across the country  an 
astonishing 95 percent of its formerly C-average gradu- 
ates* continue their education, w ith  58 percent major- 
ing in business or finance, and 67 percent planning on 
an advanced degree. W hen finance academy graduates

Dr. Stephen Moss, vice president/Option Arbitrage fo r  
Shearson Lehman Brothers, has supervised and  acted as 
a m entor to Academy students fo r  m any years.

*These figures are based on a national telephone poll of Academy of 
Finance graduates conducted in 1989 by the Academy for Educational 
Development, an independent research firm.
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population is approxim ately 40 percent black, 30 per- 
cent Hispanic, 10 percent Asian, almost all at risk.

After graduating in January 1990, Efrain w ent to work 
full time at Great W estern Financial Securities updating 
the records of mutual fund trades w hile he attended El 
Camino Community College. He is majoring in business 
engineering, a field that includes the com puter systems 
that are so im portant to the financial industry. “I’m  mak- 
ing finance my career,” he says.

The Academy of Finance requires that each of its stu- 
dents take an econom ics course. The course em phasizes 
the practical applications of the theoretical material it 
teaches. As Efrain says, it “taught m e a lot of things about 
the business w orld .. . more than I could have learned in 
a regular econom ics class. They prepared you to  go for 
interview s [where] if they like you, you get the job and 
work. You learn to ask questions and how  to m eet peo- 
pie.”

John O tterness, one of his teachers, says, “We take a 
lot of kids w ho aren’t planning on going to college and 
w e push them. About 80 percen t of our academy stu- 
dents have gone to  four-year colleges, including Brown, 
Harvard, Stanford, and Berkeley.”

If Efrain’s success in supporting him self while going 
to  college isn ’t testim ony enough  to  the  p ro g ram ’s 
w orth, h e re ’s another: A younger b ro ther and sister of 
his also enrolled in the Academy of Finance.

to w hat o ther countries give their young people,” Brock 
says. “We can give children the ability to maximize their 
talents—and then  we can explode w ith better jobs, bet- 
ter-paying jobs, m ore interesting jobs. That’s the choice 
w e have to  make.”

Brock formerly believed that educational deficiencies 
w ere best addressed through prenatal and postnatal care 
and preschool programs. “I thought that efforts centered 
on juniors and seniors w ere after the fact and expensive,” 
he says. Then he encountered  the Academy of Finance. 
“I concluded that kids could be given a program that 
w ould m otivate them , for w hich they’d spend four and 
one-half hours, instead of minutes, a day on hom ework, 
and that w ould take them  through college.”

The im pact of NAF’S college-oriented program  is evi- 
dent in students like Efrain Sanchez, a Mexican immi- 
grant. W hile in high school in Los Angeles, his eight-per- 
son family got by on $14,000 a year in a gang-infested 
neighborhood. His best friend w ent to prison for mur- 
der.

In his early teens, Efrain becam e curious about night- 
ly television reports about the stock market. “I w anted 
to know  why the Dow Jones w ent up and down, how 
com panies make money, how  com panies go broke,” he 
recalls. He found the  answ ers at NAF’s Academ y of 
Finance in Los Angeles. Located at th e  750-student 
D ow ntow n Business Magnet High School, the student

T he  T ravel a n d  T ourism  A cadem y

Academy o f  Travel and  Tourism class a t M iam i Springs 
High School in Florida.

them  discuss the roles of m en and 
w om en in their ow n experience 
and how  the protagonist’s concept 
of manliness com pares w ith  those 
of their ow n cultures.

sionaries change traditional life in a 
clash of cultures that reads like 
Greek tragedy.

Paccione links the book’s events 
to the students’ ow n lives, having

CLAIRE PACCIONE’S classroom 
at Richmond Hill High School 

in Queens, N.Y., is plastered w ith 
posters and displays depicting parts 
of the world, because the w orld is 
her topic. As coordinator of the 
school’s Academy of Travel and 
Tourism, one of four in New York 
City, she aims at expanding her stu- 
den ts’ understanding of nations and 
peoples beyond the city limits. The 
school is a natural for the program, 
because sixty-five languages and 
dialects are spoken there.

Paccione begins a junior English 
class by asking about the holidays 
that the students celebrate. Christ- 
mas, says one. Hanukkah, offers 
another. Easter. Ramadan. She men- 
tions Mardi Gras and students piece 
together w hat it’s all about—and 
that it’s a big holiday in New 
Orleans and Rio de Janiero, major 
travel destinations at holiday time.

The discussion is a way station 
tow ard the poin t of her lesson: the 
Feast of the Yam, celebrated by 
Nigeria’s Ibo tribe and described in 
Things Fall Apart, a novel by 
Chinua Achebe. It’s a pow erful tale, 
a story of how  colonialism and mis
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dents in o ther countries in reading, writing, and math. 
American students d idn’t know history and couldn’t find 
their ow n country  on a map.

With international com petition heating up, apocalyp- 
tic books about the decline of America making the best- 
seller list, and a cry for school reform heard from the 
schoolhouse to the W hite House, Weill joined w ith Brock 
and o ther high-powered business and educational lead- 
ers to create the nonprofit National Academy Founda- 
tion. Its goal was to spread the w ord about a replicable 
model that works.

Some 3,550 s tu d en ts  are no w  in NAF academ ies 
nationwide: Besides finance, NAF sponsors academ ies in 
travel and tourism  in fourteen schools in eight districts; 
in m anufacturing sciences, w hich started last year in 
Novi, Michigan; and in public service, w hich began last 
fall at Washington, D.C.’s troubled Anacostia High School.

Anacostia has one of the w orst profiles a high school 
can have: It is located in a city plagued by a greater than 
40 percent dropout rate, w here the reading and math 
scores of those w ho graduate are tw o grades below  the 
national average. The school, in a drug-blighted, crime- 
ridden neighborhood, holds a dubious honor: Anacostia 
High School has the city’s highest dropout rate and low- 
est SAT scores.

Hoping to prepare their at-risk students for a good 
career in federal, state, or local governm ent (nationally,

THE NATIONAL Academy Foundation, w hich  has 
taken the lead in spreading the academy concept 
across the coun try  traces its roots to 1982.

Sanford Weill, then  president of American Express and 
now  chairm an and CEO of Primerica Corp., a financial 
services company, becam e concerned that firms w ere 
leaving New York City in part because qualified workers 
w ere hard to find. (While New York Telephone w asn’t 
leaving, it did have to test 57,000 people a few years ago 
in order to find 2,100 w ho qualified for entry-level jobs.) 
Yet youngsters w ere hanging out on street corners with- 
out jobs. Couldn’t som ething be done to bring these stu- 
dents to the workplace?

Weill forged a partnership  betw een  New York City’s 
Board of Education, American Express, and the Shearson 
Lehman H utton stock brokerage. The first Academy of 
Finance, a two-year program  w ith thirty-five students at 
John Dewey High School in Brooklyn, becam e the model 
for a program  that now  enrolls almost 2,900 students at 
forty-five Finance Academ ies in tw enty-tw o districts 
across the nation.

By 1989, forecasters w ere worrying. Jobs required 
ever-increasing sophistication and knowledge of tech- 
nology, but 20 to 30 million adults (including function- 
ally illiterate high school graduates) could  not read, 
write, or calculate sufficiently to function on the job. 
Studies found American youngsters lagging behind stu

bus tours, and w riting  travel litera- 
ture. Students also get to hear from 
experts at an annual cityw ide meet- 
ing. W orkshops include “Succeed- 
ing in Tom orrow ’s Hotel Industry,” 
“Public Relations in Tourism,”
“How To Help the Fearful Traveler,” 
“How To Arrange the Trouble-Free 
Conference,” and “A irport Security.”

Rondi Frey, m anager of profes- 
sional developm ent at American 
Express Travel-Related Services, a 
major corporate supporter, antici- 
pates a shortage of qualified 
employees in the industry. Ameri- 
can Express itself will need numer- 
ous entry-level “travel coun- 
selors”—the people on the phone 
or in retail offices w ho book busi- 
ness and leisure travel. Frey, w ho 
started in that job, says the career 
opportunities are limited only by 
the individual.

S tudents like Janette  Hernandez 
are ready. A junior interview ed 
before h er sum m er in ternship , 
Janette w ants to becom e a flight 
a ttendant because she enjoys trav- 
eling. “T hey’ve show n us th e re ’s a 
reason to  be in terested  in geogra- 
phy.” □

“If som eone w ants to take a four- 
teen-day tour of the Middle East, you 
have to know  w hat sites have histor- 
ical interest, Biblical im portance, or 
political turmoil,” Bines says. “Oth- 
erwise your tour group could get 
into a lot of trouble.”

The Academy of Travel and 
Tourism aims at preparing  young- 
sters for a variety of jobs. Travel 
and tourism  are multibillion-dollar 
industries em ploying 5.5 million 
people in jobs ranging from orga- 
nizing conventions to w orking in 
hotels to serving as travel agents. 
The travel industry is one of the 
top  three em ployers in thirty-nine 
states.

Students get a firm view of travel 
industry economics, operations, 
marketing, writing, and research. 
Richmond Hill’s juniors arrive at 
7:30 a .m . for a specialized com puter 
course that teaches them  how  to 
make airplane reservations. They 
use a com puter simulation that 
mimics the systems used by major 
airlines.

Speakers have com e to the 
school to  discuss hotel manage- 
m ent, tou r organizing, packaging

W hat w ould it be like to be one of 
a m an’s th ree wives? she asks.

“If it w ere here, the w om en 
w ould go at each o th er’s throats, 
but there it’s just part of their lives,” 
one girl says.

“He beats them  and they d on’t 
have any rights,” says another.

“But at least they have each 
other.”

Insight into another cu lture— 
som ething critical for a travel agent 
to  know, as well as any well-educat- 
ed person.

If Paccione’s weaving of informa- 
tion about places and cultural differ- 
ences can be subtle, Joe Bines’ desti- 
nation geography and social studies 
class is not.

Juniors learn about the United 
States. “And w ith the seniors, I take 
them  around the w orld—Europe, 
the Middle East, Latin America, the 
Caribbean,” he says. “I teach capi- 
tals, languages, custom s”—and, he 
might add, history, politics, and 
more.

Destination geography is more 
than knowing w here som eplace is 
on a m ap—w hich travel and 
tourism  students learn fast enough.
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T he  M anufa ctu ring  A cadem y
mit three-dimensional design. The 
summer internships are w ith Ford 
and other manufacturers.

Dr. Rita Traynor, Novi’s assistant 
superin tendent for instruction, 
predicts that it will take several 
years to  field the curriculum  in 
the classroom. She says a team  of 
five teachers (business, com put- 
ers, social studies, science, and 
m ath) m eets biweekly w ith  Ford’s 
curriculum  designers to make 
adjustments. Cooperative learning 
and team work are central, w hich 
is not only advantageous educa- 
tionally but also the m odel for 
solving manufacturing problems.

Debra Harris, w ho teaches the 
cornerstone “World of Manufac- 
tu ring” survey course, says, “The 
kids really liked the group work, 
the projects, the analytical part, 
the problem  solving. They d on’t 
like w riting and reading executive 
summaries, but that com es w ith 
the territory.”

Novi’s students visited a Ford 
Escort plant and a robotics testing 
laboratory, w hich they particular- 
ly enjoyed. Harris said that, 
although some have not yet made 
up their minds about careers, oth- 
ers have chosen engineering or 
skilled trades. □

may make sense to encourage 
guidance counselors to prom ote 
the program  and its prerequisites 
am ong freshm en and sopho- 
mores. And although the first 
eighteen students at Novi includ- 
ed only tw o females and no 
minorities, many w om en and 
m inorities are among those 
recruited in D earborn and Berea 
for this fall.

Locating the academies near 
Ford plants ensures a base of sup- 
po rt and manufacturing talent. It 
also gives som e of the children of 
Ford employees an introduction 
to  rewarding careers: Bruno esti- 
mates that a third of Novi’s stu- 
dents and a quarter of Berea’s 
have relatives working at Ford.

The curriculum includes a sur- 
vey of the history and principles of 
manufacturing organizations, pro- 
cesses and economics; ways of im- 
proving quality by applying statisti- 
cal methods; understanding how 
com puters, electronics, and tech- 
nology apply to the workplace; 
and science and mathematical 
operations, w here students solve 
manufacturing problems. Students 
are likely to get a feel for robotics 
and computer-aided displays 
(CAD), com puter systems that per

IN THE HEART of Michigan car 
country, teachers at Novi High 
School, a mainly w hite middle- 

class school, w ere test driving the 
first Ford Academy of Manufactur- 
ing Sciences last year. W ith modifi- 
cations suggested by Novi’s teach- 
ers, Ford will take it on the road 
this fall to schools w ith a broader 
mix of students, one in Dearborn 
and tw o in Berea, Ohio, near 
Cleveland.

Ford plans to open manufactur- 
ing academ ies in about ten  com- 
m unities near its plants. The focus 
is not on autom obiles but on the 
underlying concepts of manufac- 
turing and on applying science, 
math, and technology to  industry. 
This understanding will help in 
m anufacturing everything from 
chairs to rubber products to, yes, 
automobiles. The goal is to orient 
youngsters to careers in engineer- 
ing and skilled trades.

Ford has com m itted $1 million 
over five years to the academies 
because, as com pany Chairman 
Harold A. Poling said in announc- 
ing the program, education “has a 
direct bearing on our com pany’s 
ability to  function well and 
because it is vital to our nation’s 
ability to rem ain a dynamic force 
in w orld affairs.” (Ford spends 
$200 million a year to educate its 
salaried and hourly em ployees.)

In contrast to some NAF 
academies that are dropout pre- 
vention programs, this one is 
geared toward an elite. To get in, 
students m ust have passed alge- 
b ra—a hurdle for many young- 
sters, but a necessity for engineers 
and o ther technical experts. Stu- 
dents also m ust read at grade level 
or above and dem onstrate basic 
understanding of m athem atics 
and science.

Larry Bruno, Ford’s point man 
for the project, says the com pany 
asked Novi to  incubate the pro- 
gram because it had a strong facul- 
ty, a good student body, and few 
problem s. Novi, a 4,000-student 
district w ith  one high school, 
sends 80 percen t of its students to 
college. As the academ y enters 
less-affluent areas, Bruno says it

Abe Piyapilly, applications engineer fo r  Ford Motor Company, demon- 
strates features o f  the ASEA Brown Boveri robot to Ford Academy o f  
M anufacturing Sciences students a t the Alpha M anufacturing  
Technology Applications Center in Dearborn, Michigan.
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half. That includes $6,000 to $8,000 a year for teacher 
training, although businesses often offer free internships 
to teachers, w hich can reduce costs.

Weill and New York City’s schools at first thought 
youngsters w ould be happy to walk into entry-level jobs 
straight out of high school—and they believed the pro- 
gram could be considered a success if that happened. But 
tw o things developed: Once students began their intern- 
ships, their expectations rose; those w ho had never con- 
sidered college began talking about getting MBAs. And 
technology has reshaped the financial industry, trimming 
the need for clerks and increasing dem and for com put- 
er-literate people w ho can m anipulate and in terpret data.

As a result, the Academy of Finance quickly evolved 
into a college-preparatory program  aimed at readying stu- 
dents for the 1.86 million jobs in finance that the indus- 
try expects will require a college degree by the year 2000. 
An independent telephone survey of 196 Academy of 
Finance graduates—half m inority and slightly m ore than 
half female—last year found that almost all w ere in col- 
lege; that 68 percent w ere working (mainly w hile attend- 
ing college) for $7 to $10 an hour, half in financial ser- 
vices or related fields; and that another 25 percen t want- 
ed that kind of job but hadn’t landed one.

The Academy of Finance program  is rooted in rigorous 
supp lem ental classes that o ften  ex ten d  beyond  the  
school day. “They take our courses plus a full academic 
load, and it’s a real burden” on students, saysjohn O ’Con- 
nor, th e  te ac h e r w h o  co o rd in a tes  th e  A cadem y of 
Finance program  at Fort Hamilton High School in Brook- 
lyn. “They give up lunch and take independent study. In 
my classes, I let them  eat lunch and drink soda, other- 
w ise they w o n ’t have the chance.”

Classes in the junior and senior years include eco- 
nom ics; brokerage p rocedures, banking, and credit; 
financial products and financial planning; international 
finance; and accounting. Included is a course at a local 
college, w hich accustom s students to college and gives 
them  a chance to succeed in higher education.

The courses include a good deal of practical knowl- 
edge. For example, in the banking course, students learn 
how  to figure a m onthly paym ent schedule and how  to 
size up a loan applicant by analyzing the “five Cs” (char- 
acter, capacity, capital, conditions, and collateral).

There are sessions on writing resumes, succeeding in 
interviews, and choosing business attire. (Academy stu- 
dents must dress in business clothes on Fridays.) “Some- 
times I’ll be the student and they’ll be the interviewers,” 
O ’Connor says. “I’ll behave in an outrageous m anner and 
make wild gestures and crazy remarks and w ear inap- 
propriate clothing. It’s easier for them  to see that I’m 
being inappropriate than w hen they, themselves, are.” 

There are w orkshops w here Academy of Finance stu- 
dents from New York City’s eight Finance Academies can 
m eet business leaders and hear experts discuss “The 
Floor Trader’s Role in the Futures Market,” “How You Can 
Borrow Money,” “U nknow n Facets of Insurance,” and 
“How To Succeed as a Broker.”

O ’Connor says 120 sophom ores applied for thirty-five 
openings last year; Fort Hamilton High has 3,200 stu- 
dents. As at o ther NAF schools, students need about a 75 
average in English and math, good attendance, and the 
ability to pass an interview. “The interview  is to see why 

(Continued on page 42)

one in five Americans works in the public sector), the 
academ y’s eight teachers have w orked together to devel- 
op ways of connecting their academic course material to 
the real issues that public service employees face. For 
example, in science class, students examine how  people 
affect the environm ent—an issue that is likely to appear 
on governm ent agendas well into the future. Mathemat- 
ical concepts and skills are often used to tackle demo- 
graphic data. School runs tw o hours longer than usual, 
w ith  the extra time spent honing study skills or working 
on com puters.

To jum p start the program, the federal Office of Per- 
sonnel Management lent NAF Dr. Frank Gavin, its direc- 
to r of personnel and equal em ploym ent opportunity, for 
tw o years. “We face the same problem  as the private sec- 
to r in recruiting,” Gavin says.

“I’ve spoken w ith  twenty-six personnel directors from 
city, county, state, and federal governm ent agencies in 
the area,” he says. “They w ant us to strengthen the func- 
tional and enabling skills—reading, research, communi- 
eating orally and in writing; understanding how  to func- 
tion in a w ork environm ent. Keyboarding is im portant, 
as is self-esteem. The basic civil service test is w ritten  on 
a ninth-grade level, yet only four out of ten  pass it the first 
time around, and the percentage passing has declined 
over the last decade.

Gavin says college is not an immediately achievable 
goal for many Anacostia students. But at the Public Ser- 
vice Academy, these students will take a solid curriculum  
and be encouraged to take a civil service test in their 
senior year so that right after graduation they can start at 
entry-level jobs including procurem ent, clerical work, 
contracting, and com puters. “We w ant them  to under- 
stand that civil service is a noble career that they could 
follow,” he says. And succeed in.

The Academy of Public Service expands to New York 
City this fall.

AMERICAN EXPRESS and Shearson footed a large part 
of the bill for the initial Academies of Finance in the 
early years. Now NAF has a broader financial base and a 

$2 million budget, w ith  support from many major com- 
panies. More than 170 businesses are partners in NAF’s 
academies, offering internships and sharing expenses.

It costs about $80,000 for a district to establish a NAF 
academy, w ith  the private sector usually contributing

N u m bers  Sp e a k  Lo u d e r  t h a n  W o r d s

•  Of the 619 graduates in academy programs in 
1990, 572 w ent on to a two-year or four-year col- 
lege (92.5%). Nationally, 59 percen t of high school 
graduates pursue higher education.

•  At Anacostia High School in Washington, D.C., 
the daily attendance rate averages 40 percent. Stu- 
dents in the school’s NAF Academy of Public Ser- 
vice w ere present for class 98 percent of the time 
during the program ’s first year.

•  In Los Angeles, there are academy programs 
at th ree inner-city high schools. In 1991, 90 per- 
cent of these academy graduates will attend a two- 
year or four-year college, com pared to 40 percent 
of the school’s full student population.
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An  Invitation 
T o  Bake Bread

O ur ow n m em ories of school are often still vivid in our 
minds. They can bring a rush of excitem ent, a feeling of 
unease, or any one of a m ultitude of responses to school. 
And so I w onder w hen  parents walk into my fifth-grade 
classroom: Are they imagining their children around the 
tables, on the rug, and in the beanbag chairs, or are they 
rem em bering, as I do, their ow n fifth-grade teachers’ 
classrooms w ith  rows of neatly spaced desks, w here w e 
sat in alphabetical order and passed papers back and 
forth just so? In the same way that I rem em ber the chal- 
lenges that Mrs. Collins offered m e in the second grade 
as a m ath student and again as an actress w hen  she gave 
m e the lead in our class play, w e parents bring our ow n 
h istories w ith  us w h en  w e face o u r ch ild ’s teacher. 
Because w e strive for a better life for our children, these 
classroom m em ories becom e im portant.

My m other says that I was born  w ith a red pencil in my 
hand: her m etaphor for teaching. From the very begin- 
ning, I subjected my younger b ro ther to playing school, 
and I was always the teacher. W hen I w ent to kinder- 
garten, I came hom e the first day crushed because I 
hadn’t learned anything new. My childhood was spent 
learning and practicing the skills I thought I’d need to  be 
a good teacher. And now  that I have been  teaching for 
fifteen years, I still ponder my childhood classrooms, 
w ondering w hat I bring to my classroom from those 
roots. Clearly, my classroom diverges from the ones that 
I remember.

In O ctober of first grade, Mrs. Johnson assigned us to 
reading groups: bluebirds, cardinals, and robins. It took

B y  L in d a  H a z a r d  H u g h s

De a r  p a r e n t s ,
We all know  that Septem ber brings bo th  excite- 

m ent and dread to children as they w onder w hat school 
will be like this year. My son has always had trouble sleep- 
ing the night before the first day of school, so I try  to be 
encouraging and supportive. But inside myself I wonder: 
Will this year hold all that I hope for him?

Last year I was running late on the first day of school, 
and as my car snaked around the streets of my neigh- 
borhood, I m et a school bus stopped to pick up a child. 
A little boy was going off to school for the very first time, 
I could tell: His dad was giving him that paternal nudge. 
As the child clim bed the steps into the big yellow bus, 
the father waved and smiled w ith  the confidence that it 
w ould be all right. I realized that all over the communi- 
ty that day, parents like me w ere sending their children 
off to a new  experience w ith  a new  teacher, and for many 
parents and children, I was that teacher. I was the per- 
son those parents w ere trusting to guide and nurture 
their children.

L inda H azard  H ughs teaches seventh-grade English a t  
the M anhasset Junior-Senior High School in M anhas- 
set, N ew  York, a n d  w as teaching f i f th  grade a t the Shel- 
ter Rock E lem entary School, also in  M anhasset, a t  the 
tim e this essay w as w ritten. This essay f ir s t  appeared  
in  W orkshop 3: The Politics of Process (1991), edited  
by N ancie Atwell, a n d  is reprinted w ith  p erm ission  o f  
H ein em a n n  E duca tiona l Books, Inc., P ortsm outh , N ew  
Hampshire.
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stop  reading,” David adm itted. ‘“ 9:58, 10:15, 10:25, 
10:45’—It’s amazing. Time flies!”

“Me, too!” agreed Brian. “Did you get to the part w hen 
Jonathan m eets his father’s friend. . . .”

“Sh-h-h,” Shaneeqa w hispered. “I’m not there yet.” 
Later they turned  the page and discovered that the Hes- 

sian soldiers don’t speak English, for suddenly a foreign 
language appeared  in the text. “W hat is this?” Brian 
demanded.

“It looks like French,” Shaneeqa suggested. “But how  
am I supposed to read it?”

“Well, it sort of makes sense w hen  you read w hat 
Jonathan says. Look . . and Troy was off, explaining the 
strategy of reading ahead. Then Brian found the transla- 
tion in the back of the book, and all four readers attacked 
the German w ith  a new  appreciation.

“Why did Avi use the real German?” I asked, as I joined 
the group to w rap up the day’s reading. I had just com e 
from the group reading A  Place Called Ugly. They w ere 
nearly finished, and w e had discussed our predictions 
about the ending and looked for evidence from the story 
to support our opinions .

Of course, as children overhear the questions and com- 
m ents of their peers about different books, new  groups 
form and the process continues. Sometimes the group 
creates a project to show  off its book, prepares an oral 
interpretation of a scene, or acts out the narrative in dra- 
matic form. But for m e the key factor for grouping is chil- 
d ren’s interests.

O ther activities dem and different groupings. If my goal

only a few days before w e all knew  that the kids in the 
bluebirds w ere the smart ones. The o ther tw o groups 
w ere left to figure out w here they stood, and soon the 
robins knew  they w ere the lowest group. So while the 
bluebirds skimmed along from one basal reader to anoth- 
er, the  robins struggled—w ord by word, page by page— 
through the first one. Of course, Mrs . Johnson never let 
the bluebirds talk about how  good it felt to be in the top 
reading group, but she didn’t encourage the robins to 
express their confusion about learning to read either. As 
parents now, Mrs. Johnson’s students send their own 
children off to  first grade. W hich reading group would 
they w ant their child to  be in?

I w ant you to know  that the children arriving in my 
class will also find reading groups, but the groups will be 
chosen based on their interests. Last year, in anticipation 
of a visit from Avi, a w riter of appealing books for upper- 
elem entary children, w e began to explore his writing 
and his life as a writer. I chose Captain Grey and read it 
aloud each day, sharing my love for the story and the way 
it is w ritten. I gathered his o th er books and gave short 
book talks about each of them . Each student decided 
w hich book he or she preferred to  read, and groups 
emerged. As w e continued to  read, each group m et to 
talk about the experience of reading its particular book.

In Avi’s book The Fighting Gromid, a com pelling story 
of a boy w ho  confronts the issue of w ar at the hands of 
the Hessians during the Revolutionary War, my reluctant 
readers Brian and David w ere fascinated that the book 
was arranged by time rather than by chapters. “I can ’t
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anne began to add some m ore specific examples to her 
tale about a dissatisfied elephant. Matt struggled w ith  his 
p ro tagon ist’s quest. They w ere all absorbed in their 
work.

Peter, Tom, and Bobby had no idea w hat they w anted 
to w rite about, so I m et w ith them  briefly to see if I could 
spark their interest in a topic. We discussed categories, 
and fishing elicited the most interest. I suggested a new  
strategy—freew ritin g —and gave them  d irec tions to 
w rite w ithout stopping for five m inutes, w ith  fishing as 
the them e. They separated reluctantly, and I m oved on 
to Yvette. In Yvette’s fictional piece, a girl has com e to 
live w ith the narrator and her family. I had already ques- 
tioned her about the visitor: W hat makes Lisa Merrie dif- 
ferent? How does she fit into the family? Last night, Yvette 
struggled to answ er these questions, so she was anxious 
to have some time w ith me. Then Grant w anted to talk 
w ith me about his scary bu tcher story, because previ- 
ously I had pushed him to show  rather than tell that the 
mild-mannered butcher had suddenly been transform ed 
into a monster. Not an easy task for a ten-year-old, I know, 
so I was prepared to use some examples as models.

I looked around the classroom. I saw Dana alone and 
w ent to w ork w ith  her. Dana’s problem s w ith spelling 
have made her a reluctant writer. W hen I conferred w ith 
her, I focused on her ideas and the design of her story 
first. I always w orked w ith her spelling, too, to help her 
becom e m ore confident. I also stopped to talk w ith shy 
Nicole and to offer encouragem ent. She w anted to  tell 
me about her piece, so I listened, told her som ething I 
liked about her writing, and asked a question for her to 
consider as she w orked on her next draft. The one-on- 
one, writer-to-writer interaction keeps m e in touch w ith 
each child’s actual process of writing. I reinforce strate- 
gies I have taught in our mini-lessons. I give encourage- 
ment. And I listen so that w riters will hear and discover 
for themselves w here the pow er or the problem  lies. 
W riters need time to share their writing.

Because I move from person to  person, I am in charge 
of the tem po of the classroom. As the w riters attack their 
individual projects, I seek out those w ho have told me 
they’d like to  confer and those I’ve decided need some 
teacher time. I control the length of these conferences, 
too, so that I m ight m eet w ith  many children in one day. 
And I strive for brevity so that the child’s responsibility 
for the writing isn’t com prom ised by an overeager teach- 
er.

With ten m inutes left, it was time for group share. We 
gathered on the rug and listened as Andreas shared his 
fable about dolphins. Group share gives w riters a larger 
audience and provides feedback for revision. It also helps 
w riters grow  in confidence as w e share our w riting again 
and again. Occasionally I read my ow n w riting to the chil- 
dren, w hich helps them  see the process at w ork in an 
adult’s experience. The responses com pel m e to revise, 
and they begin to understand how  a w riter can struggle 
for just the right w ord or decide to delete w hole para- 
graphs to make the m eaning m ore precise. Kids know 
that I d on ’t just talk about writing: I write.

The ultimate group share is our au thor’s day celebra- 
tion, w hen  each w riter takes a tu rn  in the au thor’s chair 
and listeners w rite personal responses to the authors. 
Lauren glowed as she clutched the valued copy of her 
story in one hand and the jotted notes from her peers in

is a writing lesson based on Avi’s books, groups might 
form  for new spaper, diary, dram a, o r p o e try  as w e 
explore styles of writing. I know  that learning is based 
on the child’s interaction w ith the text and his or her 
experience w ith  it. My knowledge of kids’ strengths and 
weaknesses also determ ines classroom groupings as I 
seek to encourage maximum learning. I pu t kids of vary- 
ing abilities together, searching for com binations that 
click. W hich child is the patient listener? The insightful 
thinker? W hich reader is the skillful tactician? The groups 
reflect my awareness that kids learn from kids, that chil- 
dren will learn best w hen  they w ant to learn, and that all 
children w ant to learn how  to read and write.

I rem em ber few w riting experiences from my first-, 
second-, third-grade years. I d o n ’t rem em ber w riting 
poetry  (or reading it, for that m atter). I do rem em ber 
w orkbook page after w orkbook page of skills that I often 
understood after the first model. I’d finish among the first 
three, and then  all three of us w ould squirm  impatiently 
like kids waiting for the ice cream m aker to stop w hirring 
on a ho t sum m er day. Reviewing those pages later, w hen 
everyone was done, was torture as the teacher patiently 
explained the answers over and over again.

As w e m oved along in the grades, m ore attention was 
paid to com position exercises. Miss Kelly, in grade four, 
w ould assign a com position topic and instruct us to w rite 
a story. We’d sit silently at our desks and w rite. W hen the 
time was up, w e ’d hand the papers in to be graded. Days 
later Miss Kelly w ould hand the stories back. We’d look 
at the grade, and sh e’d admonish us to read her com- 
ments. Then she’d conduct a rew riting experience: We 
w ould copy our story over again, paying attention to her 
red revising remarks and corrections. Miss Kelly select- 
ed  the  best stories for the classroom bulletin board. I 
d o n ’t rem em ber my friend John’s papers ever being dis- 
played.

In my classroom w e w rite every day. We choose top- 
ics that w e w ant to w rite about and w e write. During 
w rite r’s workshop, w e practice the craft of writing. We 
grapple w ith  issues of audience and voice, tense and 
tone, m etaphor and meaning. Since I view  each one of 
my students as a w riter and because I w rite too, our class- 
room  truly becom es a language laboratory. Each day I 
provide a focus through a whole-group mini-lesson pre- 
pared to m eet the needs of my w riters. One lesson may 
be about effective leads, w hile another stresses commas 
in com pound sentences; but w hatever it is, it has roots 
in w hat I call our “need-to-know” philosophy: W hat do 
these w riters need to know  to im prove the pieces they 
are working on? Following this ten-m inute lesson, we 
move on to our laboratory time, during w hich each writ- 
er w orks on his or her writing.

Last year, w hen  Kristen w anted to confer w ith  Cara 
about her narrative on losing her first tooth, Cara was 
ready because her draft about w inning a gold medal ski- 
ing needed an audience. Kristen read her story to Cara, 
and Cara responded in tw o ways: She told Kristen w hat 
she liked about her piece, and she asked questions the 
story left unansw ered for her as a listener. Kristen jotted 
these dow n to use later, w hen she revised. Then Cara 
shared her writing. W hen both  girls had finished, they 
each w orked independently to begin their revisions.

In the same class, Christine decided to w rite C hapter
2 of her book about her imaginary dog, Fluffy, and Bri-
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w e should  have G o u rm e t  m agazine’s sw eet p o ta to  
cloverleaf rolls and that I should make them. His sugges- 
tion—and confidence in m e—w ere a bit overwhelming. 
I am a bread baker and have m astered  m any sim ple 
recipes as well as fancy ones, but I had never attem pted 
rolls before or used anything like m ashed sw eet potatoes 
in my bread baking. Always open  to  new  challenges, 
however, I read the recipe, gathered the  ingredients 
together, and w aited for Thanksgiving morning.

After stuffing the turkey, I began the rolls. Bread bak- 
ing w ith  yeast takes time. After setting the yeast to  work, 
m easuring the flour, and m ixing the sw eet potatoes, 
eggs, and sugar w ith  the o ther ingredients, I was finally 
ready to  knead. And as I w orked that orangey sw eet 
dough w ith my hands, I began to think about w hy I knew  
I could make these rolls. All my experience as a bread 
baker gave m e the confidence to try this new  and unusu- 
al recipe.

In my reverie, I realized that this self-assurance was 
w hat I give my students by immersing them  in literature 
and writing experiences. As a novice bread baker, I had 
read books about the art of bread baking, had considered 
bread-baking classes, and knew  there w ere Julia Child 
videos available. But I really learned to bake bread by 
making it—by testing the tem perature, by w atching the 
yeast grow, by feeling the dough under my hands. W ith 
practice, I knew  w hen to add m ore flour, w hen  to  punch 
the dough dow n and let it rise again. My experience led 
me to  try  new  recipes.

In bread baking you can ’t separate the skills, one by 
one, to  p ra c tice  them ; i t ’s th e  w h o le  p ro cess  th a t 
coun ts—the fresh ingredients, the  accurate tem pera- 
ture, the careful measuring, the steady kneading, the 
slow rising. So, too, w ith  learning. The steps are all there, 
to be sure, and each learner needs to experience them  
over and over again. The old maxim is true: Practice 
makes perfect, but not practice only in proofing yeast. 
It’s the w hole experience that makes a reader and a writ- 
er. We learn by engaging in the w hole process. As a teach- 
er, I need to  rem em ber this so that, just as my family and 
friends savored the light, melt-in-your-mouth rolls w ith 
our Thanksgiving dinner, my students can savor the 
accom plishm ent of real com m unication of their ow n 
ideas and feelings.

I will work hard this year w ith  your child. W e’ll read 
and w rite every day. We’ll share our ideas w ith  each other 
in our language laboratory, and w e ’ll tackle new  tasks as 
w e learn from one another. T here’s a w hole w orld to read 
and w rite about. I’m anxious to  know  you, too, so that 
you can w ork w ith  m e to  make this a w onderful year for 
your child. After all, w e ’ve got the ingredients, I’ve rolled 
up my sleeves, and now  it’s tim e to bake the bread.

Sincerely, 

Lin d a  H u g h s

R eferences

Avi. 1977. Captain Grey. New York: Pantheon Books.
—. 1981. A Place Called Ugly. New York: Pantheon Books. 
—. 1984. The Fighting Ground. New York: J. B. Lippincott.

the other. She knew  that she is indeed a writer. I treasure 
these experiences as I join the enthusiastic applause 
w hen  everyone is finished.

W hen I was a girl, Friday was spelling test day. Every- 
one could count on it. Ten w ords or twenty, sometimes 
fifty. M onday th ro u g h  Thursday w e ’d p lod  o u r way 
through the spelling w orkbook, w riting the w ords ten 
times each, using them  in sentences, seeing the patterns 
in the w ord lists. Mrs. Morris w ould dictate them , care- 
fully pausing betw een words. Sometimes sh e’d pu t the 
w ord in a sentence, som etim es not. I still rem em ber 
learning to spell appreciate  for her. It seem ed like such 
a big w ord for a third grader. She recorded our success 
on a chart, but everyone’s perform ance was not com- 
m endable. So w hile Elizabeth always got a gold star for 
her 100, and Daniel, Shannon, Jeff, and I mostly did, many 
of my friends had few or no stars after their names. Only 
the perfect spelling papers w ith  excellent handw riting 
w ent up on the board.

In my classroom, spelling becom es a key issue w hen 
w e discuss publishing. My aim throughout the year is to 
have the children constantly publish their writing. They 
may produce classroom anthologies of stories or poems; 
their p ieces m ight be selected for the Author of the 
Month bulletin board in the main corridor of the school; 
they may respond w ith  keen interest to  the contests that 
I announce and post or to  professional publications that 
solicit children’s writing. O ther bulletin boards in the 
corridor and classroom also display children’s writing. In 
every case, I expect that this w riting will be free of 
spelling and grammatical errors, and I ask kids to do a 
num ber of things: Keep a list of their personal spelling 
dem ons, ask a good speller for assistance, circle words 
they think are misspelled and look them  up in the die- 
tionary, and finally, tu rn  in their final copy to the editor, 
me, for proofreading. They still miss some words, so I 
point them  out and they transfer them  to their spelling 
dem ons list for future work. Fifth graders consistently 
miss the th e ir /th ere /th ey’re trio and the y o u r /y o u ’re 
and i t ’s /its  pairs, so I conduct small-group lessons on 
ways to  m aster th ese  w ords and hold  th e  ch ild ren  
accountable for using them  correctly. Accepting respon- 
sibility and knowing that spelling counts are essential in 
my classroom.

As I w ork in my classroom, my ow n childhood mem- 
ories influence me. I am the teacher I am because of and 
in spite of the ways in w hich I was taught. (My m other 
w ould be surprised to  learn that I rarely use a red pencil 
and hardly ever w rite on kids’ papers.) W hen I look back 
at my elem entary school days, I distinctly rem em ber 
w ondering w hat it was like for kids w ho didn’t learn as 
quickly as some of the rest of us, pondering how  the 
teacher could have made learning m ore interesting, and 
vowing I’d be different. Yet for many years I struggled to 
find my child’s voice in the teacher’s role, and my early 
teaching was often based on my ow n childhood, adoles- 
cent, and college models.

Now that I have begun to change, I’ve becom e aware 
of how  difficult it is for parents w ho w ere taught differ- 
ently. Even trying to explain it to my husband has been 
hard. But an experience this past Thanksgiving helped 
me understand w hy I feel so strongly about w ho I am 
now  and w hy I do w hat I do.

My husband thought that this year for Thanksgiving
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D o  W e K n o w  
AS MUCH ABOUT THEM 

as T hey K n o w  
ABOUT US?

W hat is striking about them , in addition to their 
overall high level o f in te llectual rigor, is the  
degree to w hich students in these o ther nations 
are expected  not only to be well versed in their 
ow n coun try ’s history and culture but also to 
know  a considerab le  am ount abou t those  of 
o ther countries. Here, for example, are some of 
the questions that deal w ith U.S. history, geogra- 
phy, and culture:

THIS PAST May, the National Endowm ent for 
the Humanities released a report containing 

excerp ts  from  the  hum anities sections of the 
achievem ent tests given to secondary school stu- 
den ts—primarily those headed for h igher educa- 
tion—in France, Germany, Great Britain, Japan, 
and the  European C om m unity schools. Com- 
pared w ith w hat is expected  of college-bound 
students in the U.S., these exams are sobering.
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FROM ENGLAND AND WALES,
the General Certificate o f  Education, 
advanced level: 

History o f the U.S.A., 1783-19742

3 hours allowed
A nsw er a n y  fo u r  questions.
A ll questions carry equa l marks.

Section A: Political H istory, 1783-1878
1. Why, and w ith  w hat justification, is the 

presidential election of 1800 spoken of 
as a “revolution”?

2. Why did Virginians dom inate the pres- 
idency from 1789 to 1825?

3■ Assess the extent and significance of 
opposition  to W estern expansion in 
the pre-Civil War period.

4. “It was necessary to  free the slaves to 
w in the war; the w ar was no t fought to 
free the slaves.” Discuss this judgm ent 
of the Civil War.

5. W ith w hat justification has the  com- 
prom ise of 1877 been  considered a tri- 
um ph for political parties and a disas- 
te r for the national interest?

Section B: P olitical H istory, 1878-1974
6. Why w ere so many of the victories of 

progressiv ism  w o n  at city  o r state, 
rather than at federal, level?

7. A ccount for the  p rom inence o f the  
tem perance issue in American politics 
from ca. 1900 to  1933•

Single copies of N atio n a l Tests: W hat Other Coun- 
tries Expect Their S tudents To K now  are available 
free from  the Office of Publications and Public 
Affairs, National Endowm ent for the Humanities, 
1100 Pennsylvania Avenue, N.W, W ashington, DC 
20506.

FROM THE FRENCH 
BACCALAUREAT1:
(The candidate is asked  to choose fr o m  one o f  three 
topics a n d  w rite a n  extended  essay. Below is one o f  
the topics fr o m  the h istory section.)

T opic C The p resid en t and  p resid en tia l p ow er  
in  th e con stitu tion  and d om estic  and  
fo re ig n  p o licy  o f  th e U nited  States sin ce  
1945

Succession of Presidencies

Truman (Democrat) 1945-52
Eisenhower (Republican) 1952-60
Kennedy (Democrat) 1960-63
Johnson (Dem ocrat) 1963-68
Nixon (Republican) 1968-74
Ford (Republican) 1974-76
Carter (Dem ocrat) 1976-80
Reagan (Republican) 1980-88
Bush (Republican) 1988-

(Sam e directions: This topic fr o m  the geography sec- 
tion.)
Topic A P rincipal industrial areas o f  the  

U nited  States
Using your ow n know ledge and the  m ap 
below, identify the principal industrial areas 
of the United States and define their essential 
features. Set up a systematic key to the map 
on a separate sheet of paper.
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2. Explain w hat had produced these con- 
ditions.

3. Discuss the consequences for the USA 
and for o ther countries similarly affect- 
ed.

Advanced H istory Oral Exam ination  
(sam p le top ics)

South Carolina 
D eclaration o f  Causes o f  S ecession  

(D ecem ber 2 4 ,1 8 6 0 )

The people of the State of South Carolina in Conven- 
tion assembled, on the 2d day of April A.D. 1852, 
declared that the frequent violations of the Constitution 
of the United States by the Federal Government, and its 
encroachments upon the reserved rights of the States, 
fully justified this State in their withdrawal from the Fed- 
eral Union; but in deference to the opinions and wishes 
of the other Slaveholding States, she forbore at that time 
to exercise this right. Since that time these encroach- 
ments have continued to increase, and further forbear- 
ance ceases to be a virtue.

And now the State of South Carolina, having resumed 
her separate and equal place among nations, deems it 
due to herself, to the remaining United States of Ameri- 
ca, and to the nations of the world, that she should 
declare the immediate causes which have led to this 
ac t.. . .

We affirm that these ends for which this Government 
was instituted have been defeated, and the Government 
itself has been destructive of them by the action of the 
non-slaveholding States. Those States have assumed the 
right of deciding upon the propriety of our domestic 
institutions; and have denied the rights of property 
established in fifteen of the States and recognized by the 
Constitution; they have denounced as sinful the institu- 
tion of Slavery; they have permitted the open establish- 
ment among them of societies, whose avowed object is 
to disturb the peace of and eloign the property of the 
citizens of other States. They have encouraged and 
assisted thousands of our slaves to leave their homes; 
and those who remain, have been incited by emissaries, 
books, and pictures, to servile insurrection.

Q uestions 1. Discuss and explain the causes of seces- 
sion revealed in the above extract.

2. How w ould the Unionists respond to 
these arguments?

3. Justify the action of either side in the dis- 
pute.

R eferences

(1) Republic of France, Ministry of National Education, Bac- 
calaureat 1989•

(2) The Associated Examining Board (Southern Examining 
Group), General Certificate o f Education, Advanced 
Level, Advanced Common History Paper 1 (1989). 
Reprinted with permission of the copyright owner, The 
Associated Examining Board.

(3) These examples were obtained from the European School 
at Woluwe-St. Lambert, Brussels, “Baccalaureate Exami- 
nation” (selected oral examination topics).

8. “Unbelievably naive” or “a dogged man 
o f p r in c ip le”: W hich verd ic t b e tte r  
characterises the  conduct of W oodrow 
Wilson from 1917 to 1920?

9• Why, and to  w hat extent, did American 
party politics to 1974 follow the pat- 
tern  set in the 1930s?

10. Why, and w ith  w hat consequences, 
did the Supreme Court involve itself 
a f te r  1950 in  e ith e r  (a ) e lec to ra l 
apportionm ent or (b) civil rights?

Section C: G eneral
11. “G o v ern m en t reg u la tio n  did m ore 

harm  than good to  the American econ- 
omy.” Examine this statem ent w ith  ref- 
erence to the period 1880-1920.

12. Assess the contribution to American 
identity of o n e  of the following:
a) Louis Armstrong
b) Henry Ford
c) Jesse Owens
d) Elvis Presley

13• Why was evangelical protestantism  so 
im portant a force in American life, and 
w hat effects did it have in the period 
1800-1860 o r  1900-1960?

14. Examine the causes and consequences 
of the black migration from South to 
N orth in the inter-war period.

15. W hy did so m uch  con troversy  sur- 
round the  career of e ith er  Douglas 
MacArthur o r  John Foster Dulles?

16. To w hat ex ten t does the conduct of 
American foreign policy, 1954-1974, 
offer evidence for the existence and 
influence of a “military-industrial com- 
plex”?

17. W hy was the Bay of Pigs expedition 
undertaken, and why was it a fiasco?

FROM THE EUROPEAN 
COMMUNITY3 (EC) SCHOOLS:
Work time: 2 0  m in u tes

H istory Oral E xam ination  (sam p le top ics)

America had a new  hit song in 1932: “Brother, Can You 
Spare a Dime?”

Once I  b u ilt a  railroad, m a d e it run,
M ade it race aga inst time.
Once I  b u ilt a railroad,
N ow  i t ’s done-
B rother can y o u  spare a  dim e?

—T. Howarth, Twentieth Century History (1987)

Q uestions 1. W hat does th is  song suggest to  you 
about the  contrast in conditions in the 
USA betw een  the  1920s and the early 
1930s?
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Helping Language/Learning-Disabled Kids 
Think about Their Thinking

B y  M a r il y n  D ’A l e ss a n d r o

reading level, and both  have movie versions available on 
VCR. I decided that we w ould read the books as usual 
each day and see the movie version at the book’s com- 
pletion. I was trying to com pare reactions to  the differ- 
ent m edia—print and video—to see if there w ould be a 
significant difference in critical thinking during each pro- 
cess.

I teach learning-disabled nine- and ten-year-olds. The 
most critical deficit in their developm ent is in the area of 
language: listening skills, the ability to analyze oral or 
w ritten  material, and the ability to com m unicate ideas, 
feelings, and opinions. Most children can be taught to 
decode words. W hen I teach decoding to nonreaders, 
there is an initial period of excitem ent as the children 
unlock the w ords for themselves. But w hen they realize 
that reading a book involves thinking as well as decod- 
ing, they quickly tu rn  off. They expected the m eaning to 
jum p off the page w ithout any effort on their parts. They 
becom e discouraged, bored, and incapable of holding 
the plot in their heads from one day to the next. This tran- 
sition period, from decoding to critical thinking, is w hen 
they turn  off and decide that they “do n ’t like reading.”

For several years, I have b ee n  teach in g  read ing  
through a com bination of phonics and using novels and 
biographies as text. I have encouraged expressive lan- 
guage through book-related activities such as trips, cook- 
ing, and art—anything that w ould encourage the chil- 
dren to have critical interaction w ith the book itself. This

T ELEVISION, MOVIES, and video games are here to 
stay. The research on the learning process shows 
that TV and video games set children up to expect imme- 

diate satisfaction for little effort. The problem  teachers 
face is not just how  to introduce books into the lives of 
young readers but how  to make reading a natural activi- 
ty. Can electronics be used to encourage and increase 
intellectual activity and enrich the critical faculties rather 
than dull the mind into passive reception, m uch like a TV 
itself?

One Sunday m orning, I noticed that the list of paper- 
back bestsellers in the N ew  York Times B ook Review  
included  th ree  novels that w ere  cu rren t hits in the 
movies. A trip  to my local bookstore added tw o more 
prom inently featured novels that w ere also adapted to 
film and playing in neighborhood theaters. The fact that 
each of these books was the basis for a popular movie 
seem ed significant in inspiring people to choose them  as 
reading material. If this is true for adult readers, I won- 
dered w hy the interaction of media couldn’t be used to 
inspire excitem ent w hen  children read.

I chose tw o books to begin an experim ent—Sarah, 
Plain a n d  Tall, by Patricia MacLachlan, and Helen Keller, 
by Margaret Davidson. Both have a second- to third-grade

M arilyn D  Alessandro is a  special education  teacher a t  
PS. 32  in Brooklyn, N ew  York.
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ing w ent very quickly. Throughout the reading, they con- 
tinued to  discuss how  differently they had imagined the 
book from the movie. They w ere amazed at how  indi- 
vidual each child’s imagination had been. One little girl 
had assum ed on the first reading that all the characters 
w ere African-American. She had missed details of physi- 
cal description that w ould have made it clear that the 
family was Caucasian; however, her com prehension of 
the em otional level of the story was no different from the 
o ther children s.

.

told them  in advance that there was a film about Helen 
Keller that w e w ould also see after the reading. I intro- 
duced the subject w ith pictures of Helen Keller and a dis- 
cussion of w hat it might feel like to  lose sight and hear- 
ing. We read the book to its conclusion. This book has a 
strong plot line, and it was not difficult for the children 
to follow the story. They w ere also anticipating the movie 
and trying to predict w hich scenes w ould be filmed. The 
reading was followed by a viewing of The Miracle Work- 
er. The children w ere delighted w ith  scenes in the movie 
that they had anticipated from the reading. They w ere 
surprised that the movie ended during Helen’s childhood 
while the book followed her life to its end. The book had 
provided a structure for a deeper connection to the film. 
The art of the m ovie—the action and dramatic presen- 
tation—riveted their attention. They w ere active view- 
ers because they w ere anticipating scenes they had read, 
and they had been  active readers because they w ere try- 
ing to predict w hat w ould be included in the film.

I returned then  to  my initial concept, w hich was to try 
to foster reading com prehension  through the use of 
o ther media. I felt for the first time that I had found a way 
to  encourage reasoning as well as teach decoding, vocab- 
ulary, and historical context. In effect, w hat I had encour- 
aged was metacognitive awareness. The children had 
learned to see the differences in the thinking processes 
used to  read and to w atch TV. They w ould not necessar- 
ily choose books over television and movies from now 
on, bu t they had seen firsthand that their ow n imagina- 
tions could create pictures as powerful and long lasting 
as any movie. They had also achieved connections to the 
prin ted  page that had previously been lacking. They took 
their intellectual activity m ore seriously. They seem ed to 
have gained respect for their ability to  imagine and think 
for themselves. Perhaps the tragedy of endless video in 
children’s lives is the loss of confidence in their ow n 
imaginations. They have to be show n how  interesting 
their m inds can be.

As for the effect on the analytical process of each child, 
I believe that they all achieved an increase in reasoning. 
Kimberly for example, is a highly disorganized child w ith 
the classic messy desk, lost hom ework, papers on the 
floor, and confused logic, w hich often gets her in trou- 
ble. At the beginning of the year, reading m eant semi- 
decoding sentences w ith  no regard to meaning. Several 
w ords per sentence w ere misread based on initial letter 
sound o r w ord configuration, rendering the sentence a 
meaningless jumble. As her decoding becam e more accu- 
rate, Kimberly’s com prehension improved; however, her 
sense of the entirety of a book was closer to a sensory 
perception  than an analytical experience. She was inca-

m ethod has been successful in term s of holding their 
interest in the story and broadening their knowledge, but 
it has never increased their enthusiasm  for the act of read- 
ing. The reading time is a period of restless shifting and 
yawning. Even w hen the children are interested in the 
text, the effort they expend to concentrate seems too 
extrem e.

Each day w e read one chapter of Sarah, P lain a n d  Tall 
aloud. There w ere seven children, reading on a first- to 
third-grade level. We sat in a circle and took turns read- 
ing. I prom pt the difficult w ords in order to  keep the flow  
of the sentences smooth. I continued the social studies 
program, putting the book into historical perspective. 
We baked bread, m ade butter, and stitched a small quilt 
to get the feel of life on the prairie. We read grade-level 
factual material about life on the frontier. We studied a 
m ap of the United States to get a geographical perspec- 
tive. At the end of approxim ately tw o weeks, I felt the 
sam e gains and lacks as always. D ecoding skills had 
increased. All but the  lowest-functioning readers had 
acquired sight w ords such as “prairie” and learned the 
p ro p er nouns Maine, Kentucky, Illinois, Sarah, Caleb, 
Anna, and so forth. They had enlarged their frame of ref- 
erence to include a general understanding of the Ameri- 
can frontier. They loved the enrichm ent activities. What 
had not been  accom plished was the ability to  analyze 
text. The reading tim e rem ained slow and lacking in con- 
centration. This was apparent w hen  the children w ere 
asked to  respond to  w ritten  com prehension questions. 
Their w riting revealed a lack of attention paid to  detail 
and an inability to  analyze action and m ake logical infer- 
ences.

At this point, I told the children w e w ere going to see 
Sarah, Plain a n d  Tall in its television movie version. I 
discussed w ith  them  the im pact a director and actors 
have on a m ovie—how  w e w ould be seeing the way 
o ther people imagined the book. W hile they  w atched 
the tape, they  com m ented about similarities and differ- 
ences from the book. They w ere especially concerned 
about the ac to r’s interpretation of “Pa,” w hich was sub- 
stantially different from their own. During the viewing, 
they w ere engaged in highly active thinking rather than 
passive receiving. No one had the spaced-out television 
eyes I’ve noticed during o ther tape viewings. Afterwards, 
w e discussed our reactions. The children talked about 
how  they imagined the characters to look and behave 
and how  the actors portrayed them . They w ere surprised 
at how  pow erful their ow n imaginations had been in 
shaping an opinion of the book. I asked them  w hich 
seem ed easier to  rem em ber—the book or the movie? I 
was w ondering if the habit of w atching TV w ould make 
the movie plot m ore accessible to com prehension than 
the book. The com m ents w ere surprising:

“The movie is more interesting because there are more 
exciting things, but the book has fewer scenes and it’s eas- 
ier to remember.”
“You remember the book better because it doesn't have pic- 
tures and you use your imagination. The TV is only a bunch 
of pictures and you remember what’s in your head better.”
“You remember more when you read because you have to 
think and imagine in your head, but when you watch you 
don’t have to think about nuthin’, just watch and listen.”

Most surprising of all, the class spontaneously decid- 
ed to reread Sarah, P lain a n d  Tall. This time, the read
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To the birds, it matters very little that these boxes 
of recycled paper reflect a child’s creativity and involvement.

But to the environmental education program that 
distributes these take-home nests, and Phillips Petroleum, 
who sponsors them, it matters a great deal.

Because as life unfolds inside these cardboard walls,
so too does an enduring understanding and respect for the 
wonder of it all. Helping students realize a greater awareness 
and responsibility for the environment.

And confirming our belief that when you teach a 
child about nature, he learns facts about nature.

But bond a child with nature, and he learns to care.

For more information about the Bird Box Program and what we are doing to protect our environment, write: Bird Box, Phillips Petroleum Company, 
16C4 Phillips Building Bartlesville, Oklahoma 74004.



P rivate S c h o o l s  v er su s  P ublic  S c h o o l s
(Continued fro m  page 15)

accom panied by family and com m unity disintegration, is 
associated w ith  low er academ ic achievem ent. Over- 
com ing childhood poverty may not solve our crisis in 
education, but it w ould take us a good stretch dow n that 
road.

MANY RISKS, NO BENEFITS
Would perm itting public dollars to follow children to 

private and parochial schools tu rn  our education system 
upside down? Would it destroy neighborhood schools 
and transform  public education into a system for the 
have-nots? W ould it v iolate the  separation  b e tw een  
church and state and to the detrim ent of both? Could it 
lead to  public m oney going to  cu lt schools, radical 
schools (of the left and the right), and crassly commer- 
cial schools throw n together by people out for a quick 
buck? Would it m ean less accountability in education 
because private and parochial schools, unlike public 
schools, are not required to publicly report their test 
results or their finances? Might it sanction a school sys- 
tem  stratified by class, religion, ethnicity, and race and 
thereby underm ine our pluralistic democracy?

The risks involved in public aid to private education 
are substantial, and they are not balanced by any evi- 
dence of educational benefit. In fact, the results of NAEP 
and o ther national assessments show  that if w e w ant 
American children to m eet world-class education stan- 
dards—or even be able to do seventh-grade m ath by the 
time they leave high school—then spending tax dollars 
to  send th em  to  p rivate  and paroch ial schools is a 
bankrupt strategy.

The dismal perform ance of private schools also means 
that those w ho have charged that bureaucracy or teach- 
er unions or desegregation orders or dem ocratic control 
is chiefly responsible for our crisis in education had bet- 
ter look elsew here because private schools are not con- 
strained by any of these. On the o ther hand, it m eans that 
public schools cannot blame their dismal perform ance 
chiefly on the deterioration of families and communities. 
Even if we w ere to  get the kinds of kids private schools 
have—handpicked and w hose parents are relatively well 
educated and m otivated to spend m oney on schooling— 
and even if we, like the private schools, w ere to have 
smaller class sizes or more flexibility in removing trou- 
ble makers, the evidence indicates that student achieve- 
m ent w ould still be at a level that is far below  w orld stan- 
dards.

WHY THE POOR RESULTS?
That is shocking, but it is not a counsel of despair. 

Rather, it underscores, and in the strongest possible way, 
the case for restructuring our schools, bo th  public and 
private. The majority of our youngsters—and even the 
selected, m ore academically tracked students in private 
schools—are not achieving at the levels they and this 
nation need through the ways in w hich w e are educat- 
ing them. As surprising, then, as the results of the pub- 
lie-private school com parisons may be, they are not real-

pable of holding the sequence of events in her memory. 
While she was able to relate isolated episodes after we 
had finished reading, she had no sense of w hat the book 
was abou t. Beginning, middle, and end w ere almost inter- 
changeable.

After the second reading of Sarah, P lain a n d  Tall, 
Kimberly decided to  w rite a book report. She came up 
w ith  four sentences telling four different episodes, but 
again, they w ere out of order. As she read aloud to me, 
her face clouded and she concluded by saying, “This 
doesn’t make any sense.” Together w e num bered the sen- 
tences, putting them  in the right sequence. She recopied 
the paragraph and added a conclusion.

She was relieved as well as proud to have lifted her 
ow n “veil of confusion.”

W hile Kimberly had not been  able to independently 
order her ow n thought process, she had becom e aware 
of the need  to  do so. For children w ho do not develop 
these skills at an appropriate time, it is necessary to find 
a way to teach them  how  to do it. If Kimberly can be 
taught to think about her thinking, she can train her mind 
to find the logical sequence of events, and her compre- 
hension will increase naturally. O ne m onth after this 
experience, she was asked to w rite a plot sum m ary of 
another book for hom ework. She brought in tw o hand- 
w ritten  pages filled w ith  crossouts and explained that 
she needed a little help getting it to  “make sense.” After 
reading her essay aloud, she was able to  independently 
revise her sum m ary so that it included all the im portant 
points in the story in the correct sequence.

THE INSIGHT I gained from this experim ental unit is 
that it is possible to teach young children how  to 
think in a way that increases psycholinguistic skills. Read- 

ing is a linguistic experience. It involves the interaction 
of thought and w ritten  words. A successful reader is able 
to  p ro cess  w ritte n  in fo rm ation  in to  a seq u en ce  of 
thoughts that com m unicate meaning. The juxtaposition 
of reading books and w atching videos stimulated this 
thought process in the children. It becam e a metacogni- 
tive strategy that encouraged active, self-aware analyses 
of book and film. It was successful because it contrasted 
the cognitive processes used in receptive and expressive 
language in a way that excited the children. They used 
all their m ental faculties and enjoyed themselves m uch 
th e  sam e way as th e  adults w h o  go back and forth  
betw een book and film, film and book.

Reading is creating images in the mind based on print- 
ed  words. But the m odern w orld w ith  its fast-paced, over- 
whelm ing series of images has forced children to focus 
on sorting out the sensory perceptions they are con- 
stantly receiving. They do n ’t have time to quietly reflect 
or allow their imaginations to  wander. They are too busy 
absorbing images created by others. Television is such a 
pow erful influence that the children thought their minds 
w ere second rate. They learned to respect their own 
pow er to  create m ental images only after they w ere given 
an experience that developed self-awareness as well as 
confidence. One of our challenges as teachers is to find 
ways to  give children experiences that show  them  that 
their thought process is a valid source of self-stimulation. 
O therw ise, w e will not have just a nation of nonreaders 
bu t a nation of easily fooled nonthinkers. □
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dents w ould have evidence that working hard and learn- 
ing som ething are essential to getting w hat they want. At 
the very least, they w ould see a reason to achieve, and 
because they’re no stupider than students in our com- 
petito r nations, they would.

The poor outcom es of both  public and private educa- 
tion also indicate that there is not m uch to the argument 
tha t th e  com p etitio n  school cho ice  w ould  p roduce  
w ould in turn  serve as an excellent accountability sys- 
tem. As the argum ent goes, parents would make school 
decisions on the basis of educational excellence, so bad 
schools w ould go under and good schools w ould thrive 
and be replicated. But there are parents w ho choose pri- 
vate schools and w h o  k eep  th e ir  you n g sters  th e re  
despite, as NAEP tells us, their m ediocre perform ance, 
and this suggests that if school choice produces account- 
ability, it is not primarily or always on the basis of edu- 
cational quality and outcom es. Choice, then, may be an 
excellent incentive for schools to w ork hard to attract 
custom ers, but it is a dubious incentive for getting them  
to focus on improving student achievem ent. The only 
way to do that is to do so directly, that is, to design school- 
w ide incentives in w hich there are rewards for improv- 
ing student achievem ent and consequences for failure.

The idea of an accountability system for schools that 
involves rewards and consequences is radical and very 
controversial, and it would need to be tested to see w hat 
works, w hen, and how. But the idea of an accountabili- 
ty system based on private school choice is also radical 
and very controversial, and the NAEP and o ther results 
tell us it w ould not work. This m uch is very clear: Even 
if the public rejects private school choice, it will not 
stand for the status quo in public education. There either 
will be a new  kind of accountability system in education 
that both the public and educators can believe in, or 
som e crazy accountability schem e that w ould not be 
good for education will be im posed on us.

The so-called private school choice package that the 
Bush administration is pushing will not help kids find out 
that they need to  w ork hard in school to get w hat they 
want, just as they m ust on the athletic field and in the 
world of work. It will not stimulate schools to focus on 
improving student achievem ent and to experim ent w ith 
n ew  ways o f do ing  so. It w ill n o t p ro d u c e  g rea ter 
accountability in education, and it will undoubtedly yield 
less. It certainly will not eradicate the effects of child- 
hood poverty. And it will not solve the crisis in education 
because that crisis afflicts public and private schools 
alike.

Rhetoric aside, the adm inistration’s proposal doesn’t 
have m uch to do w ith  education or children at all. It’s a 
way for the governm ent to divest itself of all responsi- 
bility for schools; it’s like saying, “All right, custom ers, it’s 
up to you. We d on’t care about the quality of the wares 
being peddled in the school market. If you pick a lemon, 
well, that was your ow n choice. Better luck next time.” 
By then, America will be out of luck, and, like Humpty 
Dumpty, it’s doubtful public education w ould be put 
back together again. □

R eference
1 U.S. Department of Education,National Center for Education 
Statistics. Private Schools and Private School Teachers: Final 
Report o f the 1985-86 Private School Study, 1987.
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school—th a t is to say, 

very f e w  such incentives.

ly shocking: Public and private schools by and large have 
the same textbooks, the same curriculum , the same ped- 
agogical approach, the same tracking m ethods, and the 
same internal organizations.

Public and private schools also have students w ho are 
subject to  th e  sam e incentives for w orking hard  in 
school—that is to say, very few such incentives. College- 
bound students in both public and private schools know 
they’ll be able to find a school that will accept them, no 
m atter how  poor their grades are or how  little they know, 
as long as they have a high school diploma and, usually, 
m oney—and in the latter case, the private school kids do 
have an advantage. The one exception is students, in 
either school sector, w ho hope to attend elite universi- 
ties; they have to w ork very hard indeed. As for going to 
w ork from high school, students in both  public and pri- 
vate schools know  that employers do n ’t ask to see high 
school transcripts and d on’t even offer decent jobs to 
high school graduates until they are twenty-four or so, if 
then. So a student w ho has w orked hard at rigorous 
courses will be com peting for the same poor job at the 
same low pay as a student w ho has filled his schedule 
w ith soft courses that he barely passed. And these bad 
lessons are being learned by students in public and pri- 
vate schools alike.

W hat about parents? Why aren’t they making sure 
youngsters apply themselves? That’s easy. W hether kids 
are in public or private schools, most parents w o n ’t be 
successful at pressuring them  to w ork harder w hen the 
kids can tell them, “I’ve already done w hat I need to do 
to get w hat I want.”

As for teachers, they have a hard enough time, under 
the best of circum stances, persuading kids that history 
or physics or even regular attendance is “relevant” to 
their future lives. But w hen the kids can say, “I d on’t need 
that to get into college or to get a job; it doesn’t co u n t” 
or “Taking that course will pull my average down,” the 
battle is lost before it has begun.

One solution—though it’s by no m eans the only one— 
is for American businesses to link getting jobs to high 
school achievem ent and for colleges to do the same thing 
in setting  adm ission standards. E lem entary and sec- 
ondary schools w ould then  have back-up for upholding 
standards. Parents and teachers w ould have back-up 
w hen they say, “Unless you turn  off the television set and 
w ork harder, you’re not going to make it.” Also our stu
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trading floor technology. “I w orked as a research ana- 
lyst,” Yuman says. “It’s not really an entry-level job. You 
had to  produce stock reports  for people w ho deal w ith 
millions of shares for clients. The analyst uses the  infor- 
m ation I gave him to p red ic t stock m ovem ents. These 
reports  are very im portant to  clients, and w e only get a 
w eek to  produce them . My m anager p u t my nam e on a 
couple of them .”

Moss looks at Yuman as a future colleague as well as a 
present one; indeed, Moss w orks across from a 1982 
intern. “I regard internships as the start of som ething . . .  
[and assume] this person will be around for a long time,” 
he says.

He tries to  thoughtfully expose the in tern  to  the busi- 
ness, “so he understands w hy w hat w e are doing is 
im portant to  the firm and to  our clients. W orking w ith  
in terns is very rew arding . . .  [because m entors] ten d  to  
get involved in their lives. W e’ll help  Yuman decide 
w hich  colleges to  apply to, how  to present him self at 
interview s and on  his application form. These are skills 
you develop in this contex t that becom e valuable later, 
since p resen ta tion  skills are very im portan t in busi- 
ness.”

O ne fo rm er in te rn  know s w h a t he  m eans. Moss 
encouraged David Seidman to  try and becom e the Acade- 
my o f F inance’s 1990 v a led ic to rian —a title  ea rn ed  
through a public speaking com petition and carrying a 
hefty scholarship. His judges w ould be Baruch College 
professors w hom  he had never m et before. And he knew  
nothing about his topic: forecasting real estate values in 
the 1990s.

David, then  a senior at Jamaica High School, prepared 
by playing hooky for a day at the city’s research library. 
He delved further into articles at Shearson’s library. And 
Moss and o ther supervisors coached him.

“We grilled him severely for th ree days to prepare him 
to face the hostile questions he could expect from the 
professors,” Moss recalls. “It’s just as if he w ere working 
for m e and had to make a presentation to the bosses.”

David, now  entering his sophom ore year at the Uni- 
versity of Pennsylvania, was chosen valedictorian.

“Now I’m very confident that David could make a pre- 
sentation to any of my clients,” Moss says.

seven-year veteran  from  Fort Ham ilton High School, 
admits that before he volunteered to start the program 
three years ago, “I just taught my classes and w ent home; 
it was just a job. Now the academy is the reason I do n ’t 
retire. To not be able to  finish my lesson because the kids 
have so many questions—it’s fantastic. The kids benefit 
and I really benefit.”

“I’ve had to go out in the sum m ertim e and learn about 
the jobs. I’ve met people that I never w ould have,” O ’Con- 
nor says. Primerica CEO “Sanford Weill probably makes 
m ore m oney in a day than I’ll make in my entire life, but 
w e had dinner w ith  him and I w ound up sitting w ith  him 
and [NAF chairm an and civil rights leader] Vernon Jor- 
dan. I’m an econom ics teacher from Brooklyn and I was 
at a loss about w hat to talk about. So I said to Sanford 
Weill, ‘H ow ’s business?’ And he told me! W hat a feeling 
to be able to learn from him.” □

T h e  C a r e e r  C o n n e c t io n
(Continued fro m  page 29)
they’re applying, to look for motivation,” O ’Connor says. 
“Some students are only interested in the jobs [for sum- 
m er incom e], bu t w e try  to  get students w ho are inter- 
ested in a career.”

He says th ere’s no attem pt at “cream ing” the best stu- 
den ts—“this is for average students”—although the high 
m otivation of the academy students often sets them  apart 
and explains why only a small num ber quit the demand- 
ing two-year program. The academy reflects the diversi- 
ty of Fort Hamilton High School, w here students com e 
from 112 countries; a large contingent are from Spanish- 
speaking countries and a rising num ber are Asians. Many 
academy students are still perfecting their English.

They learn about business m ethods first hand. For 
instance, Elizabeth Durney, 18, participates in a quality 
c irc le  to  d iscu ss  w ith  re p re se n ta tiv e s  from  o th e r  
academ ies ways in w hich to improve the academy pro- 
gram.

The program  expands the students’ contacts w ith  the 
world. Popi Angelos learned how  to com m ute during her 
internship: a subway from Brooklyn to Wall Street, a walk 
to  the  World Financial Center, and a ferry across the  Hud- 
son River to Newjersey, w here she w orked in Paine Web- 
b e r’s m utual funds departm ent.

The m ost popular part of the program  is the  intern- 
ship. Last sum m er som e tw o hundred students w orked 
for sixty sponsors in New York City’s financial commu- 
nity, earning up to $9 an hour. Students agree that the 
internships m ade them  grow  and gave them  self-confi- 
dence.

“I was the only person  there my age,” recalls Popi, 17. 
“I was balancing client accounts on the ‘scopes’—basi- 
cally the same w ork as adults w ere doing. I’d w orked for 
a dentist for tw o years before, but this was different 
because I was expected  to  be an adult.” Among the  enjoy- 
able differences: “I had to dress up  in business clothes.” 

Spiros Georgedakis, 17, w ho interned at C oopers and 
Lybrand, a major accounting firm, says the attitude of his 
co-workers was a m ajor factor in his decision to pursue 
a business career. “They treated you like an adult, not like 
a teenager.”

Some are there to explore career options. “You w ant 
to  be m ore educated about possibilities before college,” 
Bridget Sullivan, 16, says. O ne th ing  she learned  at 
Solomon Brothers is that “accounting is boring, but there 
are interesting jobs that deal w ith  it—financial analysts 
w ho predict the future.”

Students believe that the internship and the classwork 
provide a head start. “No one else can say they  w orked 
on Wall Street at 16,” says Rhonda Abdinoor. “W hen it 
com es time to get a job, they’ll see w e have experience 
and hire us before som eone that doesn’t.”

After his in ternsh ip  ended, Yuman Chan, 16, w ho 
in tends to  study m anagem ent and com pu ter science in 
college this fall, has continued  w orking for Shearson 
corporate  vice presiden t Steven Moss, w ho  oversees

W a n t  T o  K n o w  M o r e ?

For m ore information, w rite to the National Acade- 
my Foundation at 660 Madison Ave., Suite 1804, 
New York, N.Y. 10021.
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instead on successfully managing a highly structured set 
of activities. This restricted even the questions and ideas 
that could occur to students, for thought is created, not 
merely expressed, in social interactions. Mrs. O employed 
a curriculum  that sought to teach math for understanding, 
but she kept evidence about w hat students understood 
from entering the classroom discourse. The discourse 
remained smooth partly because so m uch possible rough- 
ness was choked off at the source.

A nother reason for the lesson’s sm oothness lay in Mrs. 
O ’s know ledge of m athem atics. T hough she plainly 
w anted her students to understand this subject, she did 
not know  m athem atics deeply or extensively. She had 
taken one or tw o courses in college, and reported  that 
she had liked them; but she had not pursued the subject 
further. Moreover, Mrs. O knew  m athem atics as a fixed 
body of truths, rather than as a particular way of framing 
and solving prob lem s. Q uestion ing , argum ent, and 
explanation seem ed quite foreign to her. She worked 
hard to make the fixed tru ths accessible to her students,

M athem atically she w as  
on thin ice.

using a new  curriculum  that prom ised to  em body math- 
ematical ideas and operations in concrete materials and 
physical activities. This struck  h e r (and m any o th er 
teachers today) as a great im provem ent on w ords and 
sheets of num bers. But neither Mrs. O nor M ath Their 
Way saw m athem atics as a source of puzzles, as a terrain 
for argument, or as a subject in w hich questioning and 
explanation w ere key elem ents of learning—all ideas 
that are plainly featured in the Framework (CSDE, 1985, 
pp. 13-14). Lacking a sense of im portance of explanation 
in mathem atics, she simply slipped over many opportu- 
nities to elicit it, unaware that they existed. Because her 
conception of m athematical understanding was so lim- 
ited, she could “teach for understanding,” w ith  little 
sense of how  m uch rem ained to be understood, how  
m uch m ight be incom pletely or naively understood, and 
how  m uch m ight still remain to be taught. Working as 
she did near the surface of the subject, many elem ents of 
u n d e rs ta n d in g  and  m any p ed ag o g ica l p o ssib ilitie s  
rem ained invisible. Mathematically she was on thin ice. 
But she did not know  it and so skated sm oothly on w ith 
great confidence.

In a sense, then, the tensions that I observed w ere not 
there. Though real enough in my view, they did not en ter 
the public arena of the class. For they w ere kept hidden 
by the nature of the class itself. Mrs. O ’s m odest grasp of 
mathem atics, her limited conception of mathematical 
understanding, and her close m anagem ent of classroom 
discourse simply obliterated many potential sources of 
roughness in the lessons. Had Mrs. O know n m ore math 
and constructed  a som ew hat more open  discourse, her

R e v o l u t io n  in  O n e  C l a ssr o o m

(Continued fro m  page 23)
bit of m athematics.

But Mrs. O used the groups only to call on individual 
children. She asked individuals from each group to  com e 
to the front and put their entry under the “Yes” o r “N o” 
column, exhausting one group before going on to the 
next. The groups w ere used in a socially meaningful way, 
but there was no m athematical discourse w ithin them.

Was this teaching for understanding? Mrs. O did use a 
new  form of classroom organization that was designed 
to  prom ote collaborative w ork and broader discourse 
about academ ic work. She did em ploy the  small groups 
consistently during my visits. The children seem ed quite 
familiar w ith  procedures and w orked easily in this orga- 
nization. She also used the groups to  distribute and col- 
lect instructional materials and to dismiss the class for 
lunch and recess (she let the quietest and tidiest group 
go first). Moreover, she referred  to  h e r classw ork as 
“cooperative learn ing” and used the  organization for 
som e regular features of classroom work. W hen I men- 
tally com pared her class w ith  others I had observed in 
w hich  students sat in rows and in w hich there was only 
w hole group or individual work, her class seem ed really 
different. But she filled the new  social organization with 
old discourse processes that effectively frustrated the 
so rt o f co o p e ra tiv e  learn in g  th a t th e  F ram ew ork ’s 
authors had envisioned. I asked if she ever used the 
groups for discussions and that sort of thing; she said that 
mostly she w orked in the ways I had observed.

REPRISE
I have em phasized certain tensions w ithin Mrs. O ’s 

classes, b u t th ese  cam e in to  v iew  partly  because  I 
crouched in h er class w ith  one eye on the Framework. 
O ther observers m ight no t have noticed them , for Mrs. 
O ’s lessons w ent quite smoothly. She and her students 
w ere well used to each other, and the contrary elem ents 
of instruction that I have highlighted did not jar the class. 
On the contrary, students and teacher acted as though 
these lessons made perfect sense. Features of instruction 
that seem ed at odds analytically appeared to co-exist 
nicely in practice.

O ne reason for this lay in the classroom discourse. Mrs. 
O never invited or perm itted  broad participation in math- 
ematical discussion. She held most exchanges w ithin a 
recitation format; she initiated nearly every interaction, 
and the students responded. They com plied. After all, 
m ost second graders w ant to please their teacher, and 
com pliance is easier than initiation. In consequence, the 
discourse was very familiar to m em bers of the class, 
almost ritually so. The calendar exercises that I observed 
w ere so familiar that students often gave the answers 
before she asked the questions. Most of the class parti- 
cipated, but they did so on a narrow  track in w hich she 
m aintained control of direction, content, and pace.

In contrast, the Framework argued that children need 
to express and discuss their ideas in order to understand 
the material on w hich they are working (CSDE, 1985, pp. 
14, 16). But the discourse in Mrs. O ’s class discouraged 
students from reflecting on mathematical ideas or from 
sharing their puzzles w ith the class. A ttention was focused
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Is Mrs. O’s m athem atical 
revolution a  sign o f  

p ro g re ss  o r  confusion?

school. I asked all three of them  w hether clinical teach- 
ing worked well w ith the Framework. None saw any 
inconsistency, saying emphatically that the tw o innova- 
tions w ere “complementary.” Yet as ITIP was realized in 
Mrs. O ’s class, it cut across the grain of the Framework. 
For she took clinical teaching as a license to rigidly limit 
discourse, to closely control social interaction, to focus 
the classroom on herself, and to hold instruction to rel- 
atively simple objectives.

If Mrs. O ’s past affected the changes in her practice, it 
also affected how  she saw them. In the spring of 1989 ,1 
asked w here her m ath teaching stood. She thought that 
her revolution was over. H er teaching  had changed 
definitively: She had arrived  at th e  o th e r shore . In 
response to  further queries, Mrs. O evinced no sense that 
th ere  w ere areas in h e r m ath teaching  tha t need ed  
im provem ent. Nor did she seem to w ant guidance about 
how  well she was doing or how  far she had come.

There is an arresting contrast here. From an observer’s 
perspective, especially one w ho had the new  Framework 
in mind, Mrs. O looked like a teacher in transition. On 
this view, she might be imagined near the beginning of 
g row th  tow ard  new  m ath  teaching . But th e  m atte r 
looked quite different to Mrs. O, w ho considered things 
in light of her past w ork . She saw herself as a teacher w ho 
had made a great transition and m astered a new  practice.

W hich perspective is m ost appropriate—Mrs. O ’s or 
the hypothetical observer’s? This is a terrific puzzle. One 
w ants to honor this teacher, w ho has made a serious and 
sincere effort to  change, and w ho has changed. But one 
also w ants to honor efforts to achieve greater intelligence 
and hum anity in mathem atics instruction.

We might begin by noticing that Mrs. O had only one 
perspective available. No one had asked how  she saw her 
m ath teaching, in light of the Framework, nor had she 
been offered opportunities to view o ther sorts of teach- 
ing. If no one in California education had seen fit to ask 
her the question and help her to figure out answers, 
could we expect her to have asked and answ ered it all 
alone?

If m ath teaching is half as deficient as reform ers say, 
then  few teachers w ould know  enough to raise many 
fruitful questions about their practice. Mrs. O ’s ow n 
lessons quite effectively p ro tected  her from experiences 
that might have provoked such questions. But even if 
such questions w ere som ehow  raised for Mrs. O and 
o ther teachers, w ould they know  enough to frame appro- 
priate  answers? How could teachers be expected  to 
assess their ow n progress in inventing a new  sort of 
instruction if their teaching is half as dismal as reform ers 
suggest?

One can imagine arrangem ents that w ould help teach

class w ould not have run so smoothly. Some of the ten- 
sions that I noticed w ould have becom e audible and vis- 
ible. Things w ould have been rougher, potentially m ore 
fruitful, and vastly m ore difficult.

PRACTICE AND PROGRESS
Is Mrs. O ’s m athematical revolution a sign of progress 

or confusion? Does it signal an advance or a setback for 
the latest new  math? It probably is unwise to sharply dis- 
tinguish progress from  confusion w hen  considering 
such deep change in instruction as reform ers press today. 
For the teachers and students w ho try to carry out such 
change cannot simply shed their old ideas and practices 
like a shabby coat and slip on som ething new. Inherited 
ideas and practices are all that teachers and students 
know, even as they begin to know  som ething else. As 
they reach out tow ard a new  instruction, they do so w ith 
their old instructional practices. Their past is their only 
path to the future. Mixed practice and confusion, there- 
fore, seem  essential to  progress.

This point often goes unnoticed by those in the throes 
of change, as well as by those w ho prom ote it. The 
changes in Mrs. O ’s teaching that seem ed paradoxical to 
m e seem ed revolutionary to  her, and I do not think she 
was deluded. She saw certain crucial limits of her early 
em phasis on com putation and mem orization and was 
convinced that her classes have greatly improved. She 
co n ten d e d  th a t h e r s tu d en ts  now  u n d e rs to o d  and 
learned m uch m ore m ath than their predecessors had a 
few years ago. She even asserts that this has been reflect- 
ed in their achievem ent test scores. I have no direct evi- 
dence of these claims. But w hen I mentally com pared 
this class w ith  others that I have seen, in w hich instruc- 
tion consisted only of rote exercises in manipulating 
num bers, her claims seem ed entirely plausible. Many tra- 
ditional teachers viewing her classes today w ould also 
think they w ere revolutionary.

But all revolutions preserve large elem ents of the old 
order as they invent new  ones, if only because everything 
cannot change at once. One continuing elem ent in Mrs. 
O ’s practice was a conception of m athem atics as a fixed 
body of knowledge. A nother was a view of learning math- 
em atics as getting the right answers. She said that math 
had not been a favorite subject in school and that she had 
only learned to do well at it in college. W hen I asked her 
how  that had happened, she said, “. . . I found that if I 
just d idn’t ask so many ‘w hy’s ’ about things that it all start- 
ed fitting into p lace .. . .” Mrs. O learned to do well at math 
by avoiding exactly the sort of questions that the Frame- 
w ork associates w ith understanding mathematics. She 
noted that her view of math has not changed since col- 
lege.

A nother persistent elem ent in her practice was “clin- 
ical teaching,’’ that is, the California version of Madeline 
H unter’s Instructional Theory Into Practice (ITIP). This 
approach stresses the im portance of structure in lessons 
and is associated w ith  a rigid, sonata-form pedagogy, 
close teacher control, brisk pacing, and highly structured 
recitations. ITIP appears to have played an im portant 
part in Mrs. O ’s ow n education as a teacher, and she has 
been  encouraged to persist w ith it. Both her principal 
and assistant principal at the time w ere devotees of 
H u n te r’s m ethod  and vigorously p rom oted  it in the
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though their authors believed that students and teachers 
w ould change if they simply w ere told to do so. New 
goals are articulated, and exhortations to pursue them  
are issued. Som etim es new  m aterials are provided. 
A nother reason to notice the paradox is that the instruc- 
tional changes reform ers seek are immense. If the recent 
reforms are to succeed, students and teachers m ust not 
simply absorb a new  “body” of knowledge. Rather, they 
must acquire a new  way of thinking about knowledge 
and a new  practice of acquiring it. They m ust cultivate 
strategies of problem  solving that seem to be quite unusu- 
al am ong adult Americans. They m ust learn to  treat 
k now ledge  as so m eth in g  th ey  co n s tru c t, te s t, and 
explore, rather than as som ething they absorb and accu- 
mulate. Additionally, and in order to do all of the above, 
they must un-learn m uch of w hat they know, w hether 
they are second graders or veteran teachers. Their extant 
knowledge may be naive, but it often works. A few can 
learn these things easily, and some even seem to pick it 
up on their own. But many very able learners have great 
difficulty, and so prefer the traditional sorts of learning 
that reform ers reject.

Learning a new  m athem atics is m uch m ore formidable 
for teachers than students, for they m ust learn how  to 
teach anew  w hile relearning w hat to  teach. And they 
must un-learn the m athem atics and teaching practices 
that they have used for decades.

Mrs. O was not taught about the new  Framework in a 
way that recognized these difficulties. Instead, the Cali- 
fornia state education departm ent taught her about the 
new  math using roughly the same traditional pedagogy 
that it criticized in the Framework. Like students in many 
traditional m ath classrooms, she was told to do some- 
thing. She was told that it was im portant. And a synop- 
sis of w hat she was to  learn was provided in a text. The 
state advanced an instructional revolution, bu t it used an 
old pedagogy to do so. If, as the Framework argues, it is 
implausible to expect students to  understand m ath sim- 
ply from telling it to them , why is it any less implausible 
to expect changes in teaching to  result simply from 
telling teachers to change? From this perspective, Mrs. 
O ’s progress seems remarkable.

W hat more might it take to support major instructional 
change? It is no answer to the question, but I note that 
few people in Mrs. O ’s vicinity seem ed to be asking that 
question, let alone taking action based on some answers.

This is no argum ent against the changes that reform- 
ers press. The revised California M athematics Frame- 
w ork offers a bold and ambitious vision of m athem atics 
instruction, one that took im agination to  devise and 
courage to pursue. Yet this admirable initiative has done 
little to augm ent teachers’ capacities to realize the vision. 
The new  Fram ew ork, for instance, had barely been  
announced in her school. She knew  that it existed but 
was not sure that she ever had read it. She knew  that the 
principal had a copy and that the new  text series had 
been w ritten  in light of the Framework. She had attend- 
ed a publisher’s w orkshop on the new  text and found it 
informative. She also had studied the text and the teach- 
e r’s guide. But like many teachers in her district, she used 
the new  book only a little, preferring M ath Their Way. 
The state education departm ent also supported  a net- 
w ork of teacher developm ent projects, mostly in uni- 
versities, that offered math w orkshops for teachers. But

ers to learn m ore about math teaching and how  to think 
about it. But California’s budget for professional devel- 
opm ent is painfully m odest just now. Lacking such assis- 
tance, could teachers assess their progress as though 
they had access to  thoughtful commentary, w hen in fact 
m ost had none?

Even if Mrs. O had had such assistance, she w ould still 
have had to build on her past practices as she changed, 
like any practitioner. Hence her view of how  m uch she 
had accom plished w ould be tied to  her subjective expe- 
rience of change. Teachers w hose practice is very tradi- 
tional w ould most likely think that their first steps—that 
would seem small to an observer—w ere quite large. For 
from a perspective still rooted  mostly in a traditional 
practice, such m odest changes w ould be immense. Such 
teachers might com e to  regard them  as small only if they

From th is p ersp ec tive , Mrs. O’s 
p ro g re ss  seem s rem arkable.

took some larger steps later on and consequently gained 
a different perspective. Of course, w e m ight expect 
m ore from teachers w ho had a good deal of help in think- 
ing about teaching in some active discourse about their 
work, in w hich questions w ere asked and answ ered from 
a variety of perspectives. For those teachers w ould have 
m ore resources for change, unlike colleagues w ho had 
been  left to figure things out for themselves.

What w ould it take to make such assistance available 
to teachers? And to  help teachers pay constructive atten- 
tion to it? N either query has been given m uch attention, 
either in efforts to change instruction or in efforts to 
understand such change. But w ithout such help, it is dif- 
ficult to imagine how  Mrs. O and many o ther teachers 
could make the changes that reform ers now  invite.

POLICY AND PRACTICE
Mrs. O ’s math classes suggest a paradox. On the one 

hand, policy is the key to changing practice. For new  
instructional policies illuminate deficiencies in teaching 
and learning and provide im petus for change. From this 
perspective, teachers are the  problem , for it is their 
m echanical and m odest knowledge of mathem atics that 
im pedes progress. But teachers also are the chief agents 
of any new  instruction, because few students will learn 
a new  mathem atics unless teachers teach it. The new  pol- 
icy seeks great changes in know ledge, learning, and 
teaching, yet these are intimately held hum an construc- 
tions. They cannot be changed unless the people w ho 
know, teach, and learn w ant to  change, take an active 
part in changing, and have the resources to  change.

How can practice be im proved if the  chief change 
agents are also are the problem  to be corrected? This puz- 
zle is w orth  noticing partly because so m uch instruc- 
tional policy making seems to ignore it. Many policies 
th a t seek  fundam en tal in stru c tio n a l reform  look as
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there are only a handful of these pro- 
jects com pared w ith the tens of thou- 
sands of teachers in California, and 
m ost w orkshop sessions are brief. A 
few pro ject staffers follow teachers 
back into school and offer support for 
change, but most do not. To the extent 
that there was support or guidance for 
change in Mrs. O ’s practice, it was 
local, but there was precious little of 
that.

Hence the changes in Mrs. O ’s prac- 
tice w ere at best weakly guided and 
supported  by the new  policy. From 
one angle, this seems admirable. Mrs. 
O has had considerable discretion to 
change her teaching, and she has done 
so in ways that seem well adapted to 
her school. Though I call attention to 
the m ixed quality of her teaching, her 
superiors celebrate her work. But if 
w e take seriously  re fo rm ers’ argu- 
m ents about the im portance of math- 
ematics and the need for a new  math- 
ematical pedagogy, then  Mrs. O ’s situ- 
a t io n  is t ro u b le s o m e . W h e n  I 
observed w hat I repo rt here, there 
seem ed little chance that she w ould 
be helped  to  struggle th rough to  a 
m ore com plex knowledge of mathe- 
matics and a more com plex practice 
of teaching mathematics. And if she 
cannot struggle through, how  can she 
better help her students to do so? The 
recen t reform  m ovem ent has vastly 
e x p a n d e d  Mrs. O ’s o b lig a tio n s in  
teaching m athematics, w ithout m uch 
increasing her resources for m eeting 
th o s e  o b lig a tio n s . A m b itio n s  fo r 
reform have continued to escalate as 
state and local budgets contract.

That collision betw een  am bitions 
and resources may turn  out to be crip- 
pling. R esearchers and o th e r com- 
m entators on education have begun 
to  appreciate how  difficult it is for 
many students to achieve deep under- 
standing of a subject. This apprecia- 
tion is at least occasionally evident in 
the rhetoric of reform. But so far, there 
is little appreciation of how  difficult 
and costly it will be for teachers to 
learn new  practices in w hich  students 
are com petently guided tow ard deep- 
er understanding. 0
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DC 20001. Specify Caribbean, Mexico, Hawaii, or 
cruise information.

O r better yet, let AFT Travel find it for you. 
Because nobody knows the hideaways and quiet 
corners o f the globe the way we do. So if this looks 
like your idea o f a dream vacation, give us a call.
We’ve got a niche with your name on it.
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