




Three who make a difference: 
Announcing the 1992 winners of the 

McGraw Prize in Education.

The Harold W. McGraw. Jr. prize 
was established in 1988, in cele
bration of McGraw-Hill's 100th 
anniversary and in honor o f our 
chairman emeritus.

Each year, up to three $25,000 
prizes are awarded to people who 
have made a difference in 
education.

For 1992, the Board o f Judges 
selected these three individuals 
for distinguished contributions to 
the advancement o f education.

Dr. Shirley A. H ill

The way math traditionally has 
been taught — through m em oriza
tion, drill and practice — has 
failed to arm students with the 
understanding they need for 
success in a world increasingly 
reliant on science and technology. 
Challenged to revitalize and 
restore American student 
achievement. Shirley Hill, as 
president o f the National Council 
o f Teachers o f Mathematics in 
the 1980s, developed a blueprint 
for reform.

The mathem atics-curriculum  
standards she helped to formulate 
stress reasoning and creativity, 
the use o f com puters and prob
lems that reflect students’ inter
ests. Designed to help all students 
build broad-based m athematical 
power, the plan is today accepted 
across the nation.

Dr. Hill, Curators’ Professor o f 
Education and M athematics at 
the University o f  Missouri-Kan- 
sas City, has rallied public sup
port for m athematics education, 
which is key to scientific com pe
tency and econom ic growth in the 
1990s and beyond.

As superintendent o f San Diego 
City Schools, Thom as W. Payzant 
runs America's eighth-largest 
urban system and one of its most 
ethnically diverse. Students speak 
more than 60 different native lan
guages. One in ten requires spe
cial education courses and many 
come from disadvantaged 
families.

For a decade. Dr. Payzant has 
met the needs o f San Diego stu
dents, parents and teachers while 
coping with increasingly difficult 
budgetary demands. He instituted 
a rigorous college-preparatory 
curriculum , helped schools take 
on a larger role in their gover
nance and strengthened the dis
trict’s com m itm ent to raising the 
scholastic achievement of all 
children. He was instrumental 
in initiating a program linking 
schools directly with public agen
cies that provide services for 
students and their families.

National school reform

m

requires vision, innovation and 
superintendents like Dr. Payzant 
who focus on better use o f 
resources and forge workable 
coalitions.

Dr. E dward Zigler

Edward Zigler was co-founder o f 
Head Start, the federally funded 
program that has helped ensure 
greater numbers o f children enter 
school ready to learn. That pro
gram has improved the self-es
teem , nutrition and socialization 
skills o f 12 million youngsters 
from poor families since 1965.

Now, Dr. Zigler. Sterling 
Professor o f Psychology at Yale 
University, has created a program 
that includes the needs o f elem en
tary-school-age children as well. 
His Schools o f the Twenty-First 
Century, using existing public 
schools year-round, provide 
early childhood education, along 
with sound nutrition, parent 
education, and before- and after
school activities for elem entary- 
school students. Children 
enrolled in these schools have a 
more positive attitude toward 
learning, a reduced need for 
special education and a better 
attendance record.

For 30 years, Dr. Zigler has 
been instrum ental in helping chil
dren from all backgrounds receive 
the care and learning experiences 
essential for success in school, 
and in life.

For more inform ation, write to 
The Harold W. McGraw, Jr. Prize 
in Education, McGraw-Hill, inc., 
1221 Avenue of the Americas,
New York, NY 10020.

McGraw Prize Board of Judges
Ernest L. Boyer, Joseph L. Dionne. Hanna H olborn Gray, Fred Hechinger, Harold Howe II, Dan Lacy. W illiam  J. M cGill, 

Harold W. McGraw, Jr., Robert P. McGraw, Alan Pifer, Lois D ickson Rice and R M ichael Timpane.



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

It’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.
With over $15 billion in assets, VALIC 
ranks in the top 1% of America’s life insur
ance companies. We carry the highest 
ratings from AM. Best — A++ (Superior), 
Duff & Phelps — AAA and Standard & 
Poor’s — AAA (Superior). We have also 
been assigned an insurance rating of Aa2 
(Excellent) from Moody’s Investors Service.

The strongest numbers of all — 
one on one.
There’s a VALIC representative ready to 
meet with you, one on one, to develop 
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.

America’s Retirement Plan Specialists

BVALIC
★  An American General Company

©1992 The Variable Annuity Life Insurance Company, 
Houston, Texas. VALIC is a registered service mark of 
The Variable Annuity life  Insurance Company.
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Letters

A H istory O f U s 6
By Joy Hakim
The history o f  this country contains all the natural elements that kids ju s t  love— 
adventure and  civil war, heroes and  villains, majesty a nd  tragedy, happy 
endings. But the dull, weighted-down pages o f  textbooks steal the life fro m  the 
stoiy. Noiv a new series o f  history books fo r  kids m ay change all that.

C urriculum as a M oral Educator 2 0
By Edward A. Wynne and Kevin Ryan
Learning to know  ancl do and  love the right things is the work o f  a lifetime, say 
the authors, and  schools m ust be part o f  that effort. Here is a fram ew ork fo r  
thinking about the moral culture o f  yo u r school.

2 5
J apanese U niversity Entrance Examination 
P roblems in  Mathematics 
Translated By Ling-Erl Eileen T. Wu
This translation o f  the m ath tests that college-bound Japanese students have to 
take provides a dramatic first-hand view o f  their perform ance—a nd  o f  the 
im pact o f  having tests that, in contrast to our SATs, are tightly tied to w hat is 
taught in school.

A W a r A g a in s t C h ild re n  36
By David N. Dorn
An extraordinary semi-clandestine school system has arisen in Kosova, a region 
o f  the form er Yugoslavia Republic, where official schools have been closed and  
teachers persecuted as p a rt o f  an “ethnic cleansing” campaign to drive out the 
ethnic-Albanian population.

T obacco Industry Seeks N ew Recruits 4 2
/I.s' its older customers die o ff  the tobacco industry needs a steady supply o f  new  
recruits. These hard-hitting cartoons will m ake yo u r  students more aware o f  the 
campaign to snare them.

© American Federation of Teachers, 1993.



LETTERS
N o  C h il d  W r it t e n  O ff

In his article “Reach High” (W inter 
1992), John E. Jacob discusses many 
factors concerning building a move
m ent for excellence in education. I 
agree w ith Mr. Jacob w hen he states:

■  Every African-A merican child 
should  graduate from  high school 
w ith  the ability to do calculus;

■  Every African-American child  
shou ld  be fluen t in a foreign  lan
guage;

■  Every African-American child 
should be able to research, organize, 
and w rite a twenty-five-page essay on 
a challenging topic;

■  Every African-American child 
should live by strict, high ethical stan
dards.

However, he finishes off by stating 
that w e “are writing off African-Amer
ican children.” This is simply not true.

During my fifteen years as an edu
cator in the New York State school sys
tem , teach ing  in a p red o m in an tly  
black district, I honestly can say w e 
have many excellent programs for our 
children. The so-called w ritten-off 
children have at their disposal: m en
toring programs; tutorial programs; 
p a rtn e rsh ip  progam s; and private- 
industry programs. One of the private- 
industry programs even guarantees a 
certain num ber of minority students a 
free four-year college education. I do 
not feel w e have w ritten off anyone.

Let’s go back to Mr. Jacob’s fourth 
p o in t—high eth ical standards, not 
just for African Americans, bu t for 
everyone (students, teachers, admin
istrators of all races). Here is w here I 
believe Mr. Jacob has hit the nail on 
the head. We are all in this together, 
and either w e all stand together or we 
have confusion.

Self-respect, morality, and pride 
have gradually been  eroded in our 
society over the past few decades, 
and it shows in our schools. Teachers, 
parents, and all school officials must 
m onitor w hat our children w atch and 
listen to on radio and television. Pro
grams that w ere once rated “R” or “X” 
years ago can be seen any time of the 
day, thanks to the “progress” called 
cable television.

The family unit m ust work, play,

and, yes, pray together if our educa
tional system is going to work. We 
m ust build up all our children’s self
esteem , pride, and self-worth. All the 
programs in the world cannot help if 
our love for one another isn’t true and 
g e n u in e . A d u lts  th ro u g h o u t  th e  
nation  m ust w rite  to  various n e t
works stating our disgust over w hat 
is show n over the airwaves.

— Lu c ia n  T. D u r so
C o m m a c k , N e w  Y o r k

R. D a h l — G u i l t y  a s  
C h a r g e d  . . .

I w ish to com plim ent you on your 
publication of M ichele Landsberg’s 
artic le  “L iberating L augh ter” (Fall
1992). This article brought out sev
eral unstated them es in children’s lit
erature. The specific one that I am 
writing about is anti-semitism.

On page 47, Landsberg discusses 
the story Charlie and  the Chocolate 
Factory by Roald Dahl. There are five 
children at the factory. One is Charlie, 
the hero of the story. The other four 
children are to be severely punished 
during the factory tour. This is w here 
Landsberg points out an anti-Jewish 
stereotype in the story. One of the chil
dren is described as the daughter of a 
rich  A m erican-sounding capitalist. 
Her father smokes cigars and tries to 
buy everything he sees, and her m oth
er is grossly fat. Willy Wonka threat
ens to make a beard and m ustache 
grow on the girl. He doesn’t, but he 
drops her dow n a garbage chute and 
she is on her way to  the incinerator.

Landsberg po in ts  ou t that Holo
caust images are hinted at throughout 
the book. She gives an example of the 
facton7 itself w ith huge iron gates and 
smoke steaming from the chimneys. 
In the story, Willie W onka’s chief com 
petitor is named Fickelgruber. What a 
coincidence that this sounds very sim
ilar to Hitler’s birth name Shickelgru- 
ber. Toward the end of the story, the 
girl’s parents follow her dow n the 
garbage chute to “the furnace.” Willie 
Wonka is now  chanting that he saw 
his task through by “polishing off her 
parents too.” At the end of the book 
they are not dead, but they reappear 
covered in garbage. The end is w here

w e can truly see some violence that 
seems to parallel the Holocaust.

R ead ing  th is  a r tic le  has really  
o p en e d  my eyes to  looking m ore 
carefully at unstated them es in chil
d ren ’s books. Anti-semitism should 
not be encouraged in any part of our 
society. Thank you for publishing this 
article. As a parent and a future teach
er I see that it is my duty to carefully 
examine the children’s literature that 
I prom ote to my ow n children and to 
my students.

— T a m m y  K lassen

O r  T erribly  M is u n d e r s t o o d ?

I enjoyed most of Michele Landsberg’s 
article “Liberating Laughter”—until I 
got to the part w here she decided to 
“analyze” Roald D ahl’s un ique and 
delig h tfu l b o oks in an  in cred ib ly  
len g th y  se c tio n  (a lm o st tw o  full 
pages!) that resemble rather the venti
lation of a personal grudge than an 
objective piece of literary criticism. To 
say that Ms. Landsberg m issed the 
p o in t of D ahl’s w ork  w ould be an 
u n d ers ta tem en t. For instance , his 
book The Witches won the 1983 Whit
bread Award, and was described by 
the judges as “funny wise, deliciously 
disgusting, a real book for children. 
From the first paragraph to the last, w e 
felt w e w ere in the hands of a master.”

. . . Dahl's books are so masterfully 
funny, his humanism, thinly disguised 
under gruesom e stories (that m ost 
kids enjoy infinitely m ore than some 
honey-sweet moralizing pseudo-sto- 
ries) is so apparent, that one is simply 
appalled to see that an award-win- 
ning author and journalist can fail to 
see it. We have here yet another proof 
of the fact that often children are far 
w iser than many adults!

I w ant to say this to the (probably 
very few) readers w ho haven’t still 
read Dahl’s books but did read Ms. 
Landsberg’s “analysis”: Please ignore 
her poor account of Charlie and  the 
Chocolate Factory (one full page of 
bigotry!) or The Witches (an o th e r 
page!), get hold of the delightful orig
inals, read them , and judge by your
selves. —J u a n  T o l o s a  

S to c k to n  S tate  C o lleg e  
P o m o n a , N e w J e r s e y
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T he N e w  ASVAB P r o g r a m  
C a n  S h o w  \ 6 u  H o w  A  S t u d e n t s  

I n t e r e s t  In M u sic  C o u ld  
L e a d  To A  C a r e e r  In G ra p h ic  A r t .

S ee in g  that a s tu d e n t ’s  p a s s io n  for m usic  is really a 
love of creativity, art, a n d  se lf -express ion  is the  
kind of insight that c a n  give a c o u n s e lo r ’s  g u id a n c e  
n e w  direction.

T ha t’s  w h y  the  Self-Directed Search™ h a s  b e e n  
a d d e d  to this y e a r ’s  A rm ed  S e rv ices  Vocational 
A ptitude Battery (ASVAB) p rogram , it g ives  a d d e d  
insight into your s tu d e n ts '  likes a n d  in terests ,  
w h ich  a d d s  n e w  d im e n s io n s  to ASVAB ap ti tude  tes t  
s c o re s .  T ogether  they  p rov ide  the kind of infor
m ation  a n d  u n d e rs ta n d in g  you  n e e d  to he lp  gu ide  
e a c h  s tuden t .

M eeting your s tu d e n t s ’ c a re e r  g u id a n c e  n e e d s  
c a n  b e  difficult, at bes t .  Your n e e d  for a c lear 
p ic ture  of your s tu d e n t s ’ a p t i tu d e s  a n d  abilities h a s  
m a d e  ASVAB the m o s t  w idely  u s e d  ap ti tude  tes t  
in Am erica. ASVAB is d e s ig n e d ,  a d m in is te red , an d  
s c o re d  by  top  tes t ing  p ro fe s s io n a ls  to a s s u r e  the 
m o s t  reliable a n d  re levan t information. B est  of all, 
the  ASVAB prog ram  is availab le  to your sc h o o l  or 
e d u ca t io n a l  district at no  cos t.  And with the  a d d e d  
d im e n s io n  of the  Self-Directed Search?' the  p rog ram  
is an  unrivaled  a n d  in d isp e n sa b le  g u id a n c e  tool.

Call l -800-323-0513 a n d  talk with an  ASVAB 
E duca tion  S e rv ices  Specialist,  or co n ta c t  your local 
military recruiter.

After all, th e re ’s  no  telling w h e re  your s tu d e n t s ’ 
in te res ts  will lead  -  so , m ak e  s u re  ASVAB with the 
Self-Directed Search™ is a b a s ic  part of your gu id 
a n c e  a n d  c o u n se l in g  se rv ices .

ASVAB
THE M OST WIDELY USED 

APTITUDE TE ST  IN AMERICA

Self-Directed Search is a trademark of Psychological Assessment Resources, Inc.



A History of Us
B y  J oy  H akim
Introduction

I
s th ere  any sto ry  qu ite  as com pelling  as th e  h istory  o f this 
co u n try —this im perfect bu t great ex p erim en t in dem ocracy? And 
is th e re  any sto ry  that has m ore o f th e  natu ral e lem en ts tha t kids 
just love—adventure, exploration , revolution, and civil w ar; great heroes, terrib le  villains, and 
assorted  oddballs; m ajesty and  tragedy, righ t and w rong, h ap p y  endings? By all counts, o u r s tuden ts 
shou ld  be  falling in love w ith  A m erican h isto ry— reading ab o u t it, talking abou t it, debating , questioning, 

asking for m ore. And yet w e  know  th ey ’re not. Why?
O ne o f the  m ajor reasons is that, typically, ch ild ren ’s en c o u n te r w ith  h isto ry  com es th ro u g h  the  dull, 

lifeless pages o f a tex tbook . As som eone on ce  q u ipped , no  one has ever caught a child  sneaking a few  m ore 
m inu tes o f reading a tex tb o o k  u n d er the  covers at night. W ho can blam e them ? W ho o f us rem em bers 
o p en ing  a tex tb o o k  w ith  anything bu t a groan? T heir very leng th  and w eigh t are overw helm ing  to  a child. 
W ritten  by a com m ittee, o r  a panel o f ed itors, try ing  to  p lease everyone, and packed  to  th e  breaking poin t, 
th e  story  gets lost. R ecent ed itions may be  glitzy and colorful, b u t th e  co n ten ts  are still boring.

T here have b een  calls in the  past to  “th ro w  ou t th e  texts.” But th a t’s easier said than  done. W hat’s a busy 
teach e r to  d o —find tim e in b e tw een  classes and grading p ap e rs  to  create  an en tire , start-from -scratch 
sequen tia l h istory  cu rricu lu m  covering even ts from  th e  first crossing o f the Bering Strait to  the 
co n tem p o rary  civil righ ts m ovem ent and the  fall o f C om m unism  in Eastern Europe? Teachers n eed  good 
basic m aterials, w h ich  th ey  can su p p lem en t o r d raw  from  as needed , and around w h ich  they  can build 
discussions, activities, and assignm ents.

Soon w e w ill have som e. Having ex p e rien ced  first-hand the  p rob lem s w ith  h isto ry  texts. Joy Hakim, a 
fo rm er teach er and journalist, has w ritten  a n ew  ten-volum e h isto ry  o f th e  U.S., called A History o f  Us. The 
books, w h ich  are being  pub lished  by O xford U niversity Press, are each  abou t 160 pages long, available in 
p aperback  o r hardcover, and  divided in to  short, m anageable chap ters. T hese books m ake h isto ry  com e alive. 
They are intelligent, com prehensive, w itty — and hard  to  p u t dow n. T hey n o t only give studen ts  a firm 
ground ing  in A m erican history, th ey  also help  them  develop  th e  good hab it o f trying to  u n d erstan d  w hy  
th ings h ap p e n ed  the  w ay th ey  did.

To give you a first-hand view  o f th is n ew  series, w e are p leased  to  be  able to  p rin t an  ex ce rp t from  Book 
Six, w h ich  is ab o u t th e  Civil W ar and  en titled  War, Terrible War.

In general, the  books are geared to  a fifth-grade au d ien ce—th e  usual year w h e n  A m erican h isto ry  is 
taught. Ideally, th e  au th o r envisions th em  used  in a tw o-year seq u en ce  o f A m erican h isto ry  (perh ap s 
com bined  w ith  state history), in th e  fou rth  and fifth o r fifth and six th  grades (w ith  a m ore sophisticated  
version  o f A m erican h isto ry  during  the  high school years, leaving m iddle school for w orld  h istory) instead 
of, as m ost states no w  do, trying to  cram  th e  en tire  A m erican chron ic le  in to  a one-year course, taught th ree  
tim es (usually fifth, e ighth , and eleven th  grades), w h ich  typically m eans that ch ild ren —th ree  d ifferent 
tim es—never get past W orld W ar I.

T he first b o o k  in th e  ten-volum e A H istory o f  Us series will be available at th e  end  o f this m o n th  (April
1993). T he o th ers  will th en  be  pub lished  at the  rate o f roughly  one  a m onth . Because Book Six is n o t yet in 
its final form , w h a t you see on  the  follow ing pages is a close approx im ation . Some o f th e  a rtw ork  may be 
different. And to  keep  costs dow n, p re sen t plans are to  p rin t th e  books in black and w hite , w ith  co lo r only 
on  th e  covers and possibly a sec tion  o f co lo r inserts. O rdering  inform ation is on p. 19.

We ow e Joy Hakim a great d eb t o f gratitude. T hese books have th e  po ten tia l to  change the w ay teach ers 
and  s tuden ts  ex p e rien ce  o u r co u n try ’s history. And w h o  know s, m aybe som e day soon, w e  m ay even ca tch  a 
kid sneaking one  o f th em  u n d er th e  covers at night. — E d i t o r

P.S. N ow  w h o ’s going to  take up  th e  challenge and do the  sam e for science textbooks?

The excerpt that follows is taken from the book Wat; Terrible War, Book Six in the series A History o f  Us by Joy Hakim. Copyright 
1993 bv Joy Hakim. To be published Fall 1993 by' Oxford University Press, Inc. Reprinted by permission.
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War, Terrible War
Preface: A Divided Nation

The  Time: April 13, 1830  
Th e  P lace: B row n’s Ind ian  Queen Hotel, Washington, D.C.

The  Occasion: A  d in n er to celebrate Thom as Jefferson’s birthday. (Jefferson had  
been dead fo r  fo u r  years, b u t po litic ians like d inners a n d  celebrations.)

The  M a i n  Characters: Vice President John C. Calhoun a n d  
President A ndrew  Jackson

A preface is an expla
nation that comes 
before a book gets 
started and tells what 
it is about. This book 
is about war—civil 
war—which is war 
inside a nation, and 
that takes some pow
erful explaining.

T he nation  w as in trouble. Only a few  p eo p le  could  
see that, bu t P resident A ndrew  Jackson w as one  o f those 
w h o  w as alarm ed. T he co u n try —w h ich  he and every
one  else called “th e  Union,” o r the  “Federal U nion”— 
w as being  divided in half, right along its belt line. It was 
being divided in to  N orth  and  South, and those term s 
had to  do w ith  m uch m ore th an  geography. People in 
th e  N orth  and South w ere  beginning  to  dislike each 
o th e r and say so w ith  angry w ords.

T here w as th a t old p rob lem  o f w ha t S outherners 
called  th e ir  “p ecu lia r in s titu tio n ,” and  o th e rs  

called “slavery.” Slavery w as m aking p eo p le  in 
th e  N orth  and South th ink  and  ac t differently.

T here w ere  o th e r problem s. T he old  South
ern  states, like South Carolina, w ere  having 
eco n o m ic  p rob lem s. T h eir land  w as w o rn  
out. South Carolina blam ed th e  N orth , and 

som e o f C ongress’s laws, for its problem s. 
Jo h n  C alhoun —South C arolina’s handsom e 

b u t unsm iling po litical lead er—said each state 
had  th e  righ t to  dec ide  if C ongress’s laws w ere  co n 

stitu tional o r  not. That m ean t each state could  dec ide  w h ich  laws to  obey, and w hich  
not. (You can  see, the  nation w o u ld n 't last long if each  state m ade its ow n  rules.)

South Carolina w as used  to  having its way. It w as the  state that, 43 years earlier, 
had insisted  tha t slavery be allow ed in the  n ew  n a tio n ’s C onstitu tion. N ow  
South Carolina w as insisting on  w ha t w ere  called “sta tes’ rights.”
And that w as w h a t m ost o f the  toasts w ere  abou t at that 
d in n er at B row n’s Indian Q ueen  Hotel.

T here w ere  24 toasts tha t evening before 
th ey  got to  A ndrew  Jackson. People could  
see th a t he  w as fum ing over th e  ideas 
being  toasted . T he P resident rose to  
h is  f e e t— a n d  so  d id  e v e ry o n e  
e ls e — M artin  Van B uren  (w h o  
w ould  soon  be p residen t) clim bed 
on  a chair so he  could  see. T hen  
P re s id e n t  J a c k s o n , th e  m an  
th e y  c a l le d  “O ld  H ic k o ry ,” 
raised his glass high above his sil
ver hair, g lared at Jo h n  Calhoun 
and said,

President 
Andrew 
Jackson 
(above) 
and South 
Carolina’s 
John C. 
Calhoun
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Toasts are little 
speeches that people 
sometimes give before 
drinking wine. They 
have nothing to do 
with burned bread. 
Well, that is not quite 
true. In Shakespeare’s 
day a small piece of 
toasted bread was 
often put in a wine
glass; it was a way of 
collecting all the 

impurities at the 
bottom of the
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“O ur U nion—it m u st  be  p reserved .”
T hey say C alhoun’s han d  shook and that som e w ine trick led  d o w n  his arm, bu t 

he  w as undaun ted . He gave his toast,
“T he U nion— n ex t to o u r  liberty, m ost dear.”
W hat h ap p en ed  next? People in th e  N orth  heard  Jackson’s m essage, b u t in the  

South th ey  listened  to  Jo h n  Calhoun. C alhoun to ld  th em  tha t slavery w as a “posi
tive g o o d ” and that a belief in “s ta tes’ rig h ts” w as a belief in liberty.

T hat conflic t o f ideas w ou ld  help  create  th e  w o rs t w ar in all o f o u r history. Keep 
reading for som e m ore background. You’ll need  it. T h e re ’s m uch  adventure, tu r
moil, and  b loodshed  ahead o f you in this book.

sf: sfc sjs

Ending Slavery: 
We Haven’t

England was the first government to pass a law abol
ishing slavery. That was in 1772. In 1777, Vermont, then 
a republic, wrote a constitution prohibiting slavery.
Soon some of the states followed.

France's revolutionary Convention abolished slavery 
in 1794. When Napoleon attempted to bring it back to 
the French colonies, former slaves on the island of Haiti 
led a bloody rebellion and blocked the French effort.

European serfdom ended in Prussia in 1806, in the 
Hapsburg empire in 1848, in Russia in 1861, and in 
Rumania in 1864. (Serfs had some rights, but, like slaves, 
they were not free to move from the land where they 
worked.)

Brazil remained a slaveholding country until 1888 
when slavery was 
peacefully ended.

Historian Wil
liam McNeil says 
that “as many as 
17 million Afri
cans entered 
Islamic slavery7 
between A.D. 650 
and 1920.”

For the most 
part, the slave 
trade ended in Arab lands when Britain intervened and 
stopped it on the island of Zanzibar in 1898.

Until well into the 20th century, some Indians (from 
British-ruled India) worked as indentured laborers in 
British-controlled possessions in Africa and Asia. They 
endured conditions as bad as those of many slaves.

Chinese indentured laborers worked in the Australian 
gold rush (1851-1856), helped build the first railroads in 
America (1860s) and western Canada (1880s), and 
worked on labor-scarce projects around the world.

Indian and Chinese indentured laborers, carried to 
work in foreign lands around the world, numbered three 
times more than those who left Africa in slave ships.

According to a 1993 report from a division of the 
United Nation’s International Labor Organization, mil
lions of people are still working in bondage today. Some 
are captured and sold into servitude by slave raiders; 
others are held as forced laborers by their own repres
sive governments.

“We hold  these tru ths to be self-evident, th a t all 
m en are created equal, tha t they are endow ed by 
their creator w ith  certain una lienab le  rights, 
th a t a m ong  these are life, liberty, a n d  the p u rsu it  
o f  happiness.”

T he tim e w as I860 , and A m ericans had  a problem *. 
It w a sn ’t a n ew  problem , th ey ’d b een  living w ith  it since 
the  nation  began. T here w ere  those  w ords in the  D ec
laration o f In d e p en d en c e— “all m en  are crea ted  equal.” 
It had tu rn ed  o u t that n o t all p eo p le  w ere  equal in the  
U nited  States. O ne large g roup  o f p eo p le  w as no t even 
free.

Slavery had  com e to  th e  land w ith  th e  earliest Span
ish and English 

s e t t l e r s .  It 
w as an  evil 
b u t  c o m 
m o n  p r a c 
tice—across 

the world. There 
were jobs that no  

o n e  w a n te d  to  d o  an d , in  th o s e  days 
befo re  m achinery , slaves seem ed  an answ er. So if you 
w e re  on  th e  losing side o f a war, o r  w e re  k id n ap p ed  
by  a rival trib e , o r  by  a th ie f—you m igh t en d  u p  as a 
slave.

In early Am erica, som e Indian nations p rac ticed  slav
ery. In colonial tim es, th e re  w as slavery in b o th  N orth  
and  South. But slavery7 d id n ’t m ake m uch  sense in the  
N orth: farm s w ere  small, and th e  farm er and  his family 
could  o ften  handle th e  farm  w ork  them selves. Slavery 
w as soon ou tlaw ed  in m ost N o rth ern  states. T he situa
tion  w as d ifferent in th e  S ou th . T he crops that g rew  w ell 
th e re —tobacco , co tto n , rice, and  sugar—d em anded  
large num b ers o f field w orkers. But th e re  w e re  few  
w o rk e rs  to  b e  h a d — u n til a D u tch  sh ip  a rriv ed  at

T h is  section is just a brief recap of the major issues that lay behind 
the war. Students will already have read Volume 5, entitled Liber
ty fo r  All?, which covers the pre-war period and contains many 
chapters about the evolution of slavery and the development of 
the abolitionist movement.

Transatlantic slave ship
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Jam estow n in 1619 w ith  a boatload  o f Africans. At first the 
Africans w ere  inden tu red  servants. T hen  th ey  becam e slaves. 
It solved an econom ic p rob lem  for the  p lan ters: slaves p ro 

vided a cheap , easy source o f labor.
T here w ere  tw o  o th e r issues besides econom ics. O ne w as 
racial. In Am erica, the  slaves w ere  all p eo p le  o f color: e ith e r 

Indians o r blacks. And th ere  w as the  issue o f right and 
w rong. Some N ortherners , and som e S outherners, 
th o u g h t slavery morally w rong. Yet few  o f them  
w ere  w illing to  do anything abou t it. T he South
e rn e rs  w h o  o p p o sed  slavery did  no t speak  up 
loudly and, as long as slavery stayed in  the  South, 
m ost N orth ern ers  w ere  h ap p y  to  forget ab o u t it.

But th ere  w ere  w este rn  lands com ing into the 
co u n try — and that is w h ere  p rob lem s developed. 
S o u th e rn e rs  w a n te d  slavery  to  ex p a n d . T hey  

w an ted  the  n ew  territo ries in the  W est to  be  slave 
territo ries. N o rth e rn ers  d id n ’t.

As you just learned , m ost o f th e  w h ite  p eo p le  w h o  
d id n ’t like slavery k ep t quiet. T hey d id n ’t  do  anything 
abou t it. Was tha t w rong? W hy d id n ’t th ey  speak  out? 
It w asn ’t easy to  attack  slavery. Those w h o  did speak 

o u t w e re n ’t very  popular. T hey w ere  called abolition
ists because  th ey  w an ted  to  abo lish—or e n d —slavery. 
Today w e know  that th e  abolitionists w an ted  to  do 
th e  righ t thing. But rem em ber, if you w an t to  u nder
stand history'—to  und erstan d  w hy th ings h ap p en ed  
th e  w ay th ey  d id—you have to  try  and th ink  as p e o 
ple did in the  past. Slavery had  b een  around  for a long 

tim e. People w ere  just beg inning  to  realize h o w  te rr i
ble it was. Actually, m ost N o rth e rn ers  d id n ’t know  any 
slaves, and  m any S ou therners fooled them selves into 
th inking slaves w ere  happy.

Many p eo p le  argued  that if slavery w ere  abolished  it 
w ould  w reck  the  South. Many businesses—in th e  N orth  as 

w ell as the  S outh—w ould be hurt. C hange can  be  frightening. Some p eo p le  said 
the  abolitionists w ere  troublem akers, and dangerous.

In th e  South, ex trem ists said slavery had to  go in to  th e  territo ries. Some South
ern  slaveow ners w an ted  to  bring  th e ir slaves w ith  th em  w h en  th ey  w en t visiting 
in the  N orth. T hey said the  w h o le  nation  n eed ed  to  allow  slavery.

A few  p eo p le  tried  to  find ways to  end  slavery w ith o u t destroying the  Southern  
econom y. Some suggested tha t the  governm ent pay th e  slave ow ners for th e ir slaves 
and th en  set them  free.

Both sides re jec ted  tha t idea. In the  South th e  extrem ists becam e th e  political 
leaders. T hey took  con tro l o f th e  state governm ents. T hey created  a slave nation. 
T hey said that slavery w as a w onderfu l G od-inspired system —good for slaves and 
good for th e  nation. Some p eo p le  w ere  foolish enough  to  believe them . O thers, 
like A braham  Lincoln, saw  clearly tha t slavery w as evil and could  only b reed  evil.

“We began,” said A braham  Lincoln, “by declaring that all m en are crea ted  equal; 
b u t n o w  from  that beginning  w e have ru n  dow n  to the  o th e r declaration, that for 
som e m en  to  enslave o th ers  is a ‘sacred  righ t o f governm ent.’ T hese p rin c ip les can
no t stand together.”

“As I would not be a 
slave, so I would not 
be a m aster. This 
expresses my idea of 
democracy. Whatever 
differs from this, to 
the extent o f the 
difference, is no 
democracy.”

—A b r a h a m  L in c o ln

Sp r in g  1 9 9 3 A  H isto ry  o f  U s 9



CU
LV

IiR
 

PI
C

TU
RE

S,
 I

N
C

.

1 Civil War Means 
Americans Were 
Fighting Americans

It w as th e  w o rst w ar in  A m erican history. It w as called 
th e  Civil War, o r th e  W ar B etw een the  States, and  som e
tim es b ro th e r fough t b ro th e r and  fa ther fough t son. 
M ore th a n  6 2 0 ,0 0 0  A m e ric a n s  d ie d , c i t ie s  w e re  
destroyed, farm s bu rned , hom es leveled and, on one 
bloody day at a p lace called A ntietam , m ore m en  w ere  
killed th an  on any o th e r day in  all ou r history. T he total 
Civil W ar deaths w ere  alm ost as m any as in all o f our 
o th e r w ars com bined . If th e  sam e p ercen tag e  o f today ’s 

p o p u la tio n  w ere  killed, it w ould  m ean  five m illion deaths.
It w as th e  South against th e  N orth  and, although the  N orth  w on, n e ith e r side 

cam e ou t ahead. T he South, w h ich  had on ce  b een  p rosperous, w as in  ruins. T he 
N orth  w as left w ith  huge w ar debts. And b o th  N orth  and South had  th e  graves of 
fathers, sons, and husbands to  w e ep  over.

W hat w as it all about? W hy w ere  A m ericans fighting Am ericans?
W hen the  w ar began, p eo p le  on  b o th  sides claim ed th ey  w e re n ’t fighting over 

slavery. But th ey  w ere  fooling them selves. Before th e  end  o f th e  w ar it w as c lear— 
slavery w as th e  m ain issue. M ost w h ite  S ou therners w an ted  to  keep  slavery because 
th ey  th o u g h t th e ir  w ay o f life d ep en d ed  u p o n  it. M ost N o rth e rn ers  th o u g h t slavery 
w ro n g  and, as A braham  Lincoln said, th e  nation  cou ld  n o t exist half slave and half 
free.

T here w ere  o th e r issues, too: the  Southerners, w h o  w ere  also called Rebels, 
believed in “s ta tes’ rights.” T hey th o u g h t any state should  have th e  righ t to  pull ou t 
o f  th e  U nited  States (th ey  usually called it th e  U nion). T hey said it w as tyranny to  
ho ld  states in th e  U nion against th e ir w ishes. T hey  said they  w ere  doing th e  sam e 
th ing  tha t George W ashington and  Jo h n  Adams and  the  o th e r revolu tionaries had  
do n e  against King George: fighting for th e ir freedom . But it was w h ite  freedom  they  
w ere  fighting for. T hey  d id n ’t w an t to  consider th e  fact tha t th ey  w ere  tyrannizing 
black peop le .

W hat th ey  did w as form  th e ir ow n  nation. Eleven S outhern  states seceded  from  
th e  Union. They crea ted  the  C onfederate States o f Am erica and e lec ted  a p residen t 
and a congress. T hey said all th ey  w ish ed  w as to  go peacefully  from  the  Union.

The N orth  w o u ld n ’t let them . R evolution is only right, said P resident A braham  
Lincoln, “for a morally justified cause.” But th e  South had  no  just cause. So, said Lin
coln, secession  w as “sim ply a w icked  exercise o f physical pow er.”

This w as an im p o rtan t issue th ey  w ere  deciding. T he A m erican nation  w as still 
considered  an experim en t. W ould a p e o p le ’s governm ent survive? Lincoln said 
A m ericans n eed ed  to  prove “that p o p u la r governm ent is n o t an absurdity.” T hen  he 
added, “We m ust settle  this question  now, w h e th e r  in a free governm ent the  m inor
ity have th e  righ t to  break up  the  governm ent w h en ev er they  choose.”

The N ortherners, w h o  w ere  also called Yankees, o r Federals, w ere  w illing to  fight 
for th e  A m erican form  o f g o v ern m en t—for the  C onstitu tion , for th e  Union. T hey 
said w h e n  the  states jo ined  th e  U nion th ey  agreed to  u p h o ld  the  C onstitu tion  and 
th ey  co u ld n ’t just pull ou t anytim e th ey  w anted . If that w ere  allow ed, soon  th ere  
w ou ld  be  no U nion at all.

To secede means to 
break away or with
draw from something, 
especially from a polit

ical organiza
tion or 
nation.

1860 , a
New 
York 
City

man wrote a 
secret letter saying, 
“when secession is 
fairly inaugurated at 
the South, we mean to 
do a little of the same 
business here and cut 
loose from the fanatics 
of New England and 
of the North generally, 
including most of our 
own state.”
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10-year-old drummer 
boy John Clem

Most p eo p le  tho u g h t the  
w a r  w o u ld  la s t  a fe w  
m o n th s. T he S o u th e rn e rs  
liked the  idea o f soldiering.
It seem ed adven tu rous and 
h e r o ic .  M any  S o u th e rn  
leaders w ere  g raduates o f 
th e  m ili ta ry  a c a d e m y  at 
W est Point. B esides, th ey  
w ere  sure th e  Yankees w ere  
all cow ards. Just w ait until 

th ey  m et on th e  battlefield, they  ’d  scare the  w its ou t of 
th o se  Yankees. O r so th ey  boasted  to  th e ir w ives and 
girlfriends as th ey  m arched  off in th e ir handsom e gray 
uniform s.

T he N o rth e rn  m en  w ere  just as confident. O ne big 
battle, th ey  said, and the  w ar w ould  be over. T hey knew
th e  N orth  had  m any advantages: m ore m en, m ore industry, m ore money. But that 
w a sn ’t w h a t m ade th em  confident. T hey w ere  sure the  Southern  soldiers w ere  lazy. 
Why, w ith o u t th e ir slaves th ey  w o u ld n ’t be able to  do a thing. T hey’d ru n  for the  
hills at th e  first shots, o r so the  N o rth e rn ers  boasted  to  th e ir w ives and girlfriends 
as th ey  m arched  off in th e ir handsom e blue uniform s.

It d id n ’t qu ite  tu rn  ou t th e  w ay they  expected . M en on  b o th  sides w ere  brave, 
very brave, and w illing to  die for th e ir beliefs. A generation  o f m en w ould  die. But 
no  one realized tha t in the  sum m er o f 1861.

T he w ar began  w h e n  S outhern  guns fired on  U.S. tro o p s stationed  at a small island 
fort in th e  harb o r at C harleston, South Carolina. That fo rt—Fort Sum ter—w as a 
U nited  States governm en t fort, and those shots an n o u n ced  tha t South Carolina was 
serious abou t leaving the  U nited  States. T he Sou therners m eant to  cap tu re  the  fort, 
and th ey  did. A few  South C arolinians w ere  dism ayed, b u t m any cam e to  the  
C harleston w ate rfron t in  party  c lo thes and  ch eered  w h en  the  cannons blasted. 
T hey w ere  rebels—eager 
to  b a ttle  w h a t had  b ee n  
th e ir ow n  g o v ern m en t— 
and th ey  w ere  excited  by 
w h a t  th e y  w e re  d o in g .
Som e o f th e  young  m en  
w h o  app lauded  the  firing 
w ere  afraid the  w ar w ould  
be  over before they  got a 
chance to  fight. A political 
leader said he w ould  use 
his h andkerch ief to  w ipe 
u p  all th e  Southern  blood 
th a t w o u ld  b e  s p ille d — 
and p eo p le  believed him.

The first big battle  was
fo u g h t at a p lace  ca lled  , _

The 8th New York State Militia Engineer Company.

Confederate forces 
bombard Fort Sumter.

“We were all afraid it 
would be over and we 
not in the fight.”

—Sam  W atkins,
C o n f e d e r a t e  s o l d ie r

The War
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What They Said about Bull Run
The scene from the hills was grand 
. . . regiment after regiment was 
seen coming along the road and 
across the Long Bridge, their arms 
gleaming in the sun . . . cheer after 
cheer was heard as regiment 
greeted regiment, and . . . with the 
martial music and sharp clear 
orders of commanding officers, [it] 
made a combination of sounds very 
pleasant to the ear of a Union man.

—The W ashington S ta r

We . . . fired a volley, and saw the 
Rebels running . . . The boys were 
saying . . . “We’ll hang Jeff Davis to 
a sour apple tree.” “They are 
running.” “The war is over.”

—P r iv a te  Ja m e s  T in k h a m , 
M a s s a c h u s e t t s  V o l u n t e e r

Before the full advance of the 
Confederate ranks the enemy’s 
whole line . . . broke, fleeing across 
Bull Run by every available 
direction.

—C onfederate G en era l 
P.G. B e a u r e g a r d

They plunged through Bull Run 
[Creek] wherever they came to it, 
regardless of fords or bridges, and 
there many drowned . . . We found 
. . . along the road, parasols and 

y dainty shawls lost in their flight by 
5 the fair, fair ones who had seats in 
5 most of the carriages . . .

—Lt. Col. W.W. B la c k fo r d  
1 1 s t  C av alry , V irg in ia

Napoleon, who died 
in 1821, was Emperor 
of France. He tried to 
conquer all 
of
Europe— 
and almost 
did it.

THE BETTMAXX A RCHIVE

Manassas, Virginia, no t far from  th e  
city  o f W ashington. It w as fought 
near a m uddy stream  k n o w n  as Bull 
Run. So som e p eo p le  call it th e  Bat
tle o f Bull Run, and o thers, th e  Bat
tle o f Manassas.

M anassas was a logical p lace  to  
have a battle. It w as a railroad ju n c
tion: th e  p lace w h e re  tw o  railroad 
lines m et. This w o u ld  be  th e  first 
w ar w h e re  m o d ern  transporta tion  
w as used. Again and again, th e  rail
ro a d s  w o u ld  m ak e  a d iffe re n c e . 
T hey  w ould  help  dec ide this Battle 
o f Manassas.

T he N o rth e rn  generals th o u g h t 
th ey  w ould  take M anassas and th en  
m arch  so u th , to  th e  C o n fed e ra te  
capital at R ichm ond, Virginia.

H ere is h o w  Bruce C atto n —one 
o f th e  best o f th e  m any w rite rs  on 
the  Civil W ar—described  th e  battle: 
“T here is no th ing  in A m erican mili
tary  h isto ry  qu ite  like th e  sto ry  of 
Bull Run. It w as th e  m o m en to u s  
fig h t o f th e  am a te u rs , th e  b a ttle  
w h ere  every th ing  w e n t w rong, th e  
g re a t  day  o f  a w a k e n in g  fo r  th e  

w h o le  nation , N orth  and  South together. I t . . . en d ed  th e  rosy tim e in w h ich  m en 
w ou ld  dream  that th e  w ar w ould  be  short, g lorious and bloodless. After Bull Run 
th e  nation  got d o w n  to business.”

W hen  th a t July day began, in 1861, w ar seem ed  a b it like a show. And h u ndreds 
o f W ashingtonians d id n ’t w an t to  m iss th a t sh o w  (After all, th ey  co u ld n ’t w a tch  it 
on  TV) T hey  dec ided  to  go to  M anassas w ith  th e ir p icn ic  baskets, settle  d o w n  near 
Bull Run stream , and  w atch  th e  fighting. T hey  cam e on ho rseback  and  by  carriage 
and w agon, and th ey  sp read  ou t in th e  fields and listened  to  th e  guns and  w atched  
a sm oky haze form  above the  noisy cannons.

But th ey  d id n ’t see w h a t th ey  expected . It w a sn ’t a p icture-book battle; it was 
real, and  disorderly. T hey w ere  all u n tra ined  beg inners o u t th e re — soldiers and offi

c e rs—and th ey  d id n 't k n o w  w h a t th ey  w ere  doing.
T he officers w ere  trying to  fight w ar as N apoleon  had, for N apoleon was 
considered  the  m ilitary genius o f th e  age. But N apoleon  had  a trained  arm y 

able to  follow  com plicated  m ilitary orders. Besides, guns had  changed  
since N ap o leo n ’s day—th ey  w ere  m ore deadly and accu ra te—it w ould  

take tim e for th e  officers to  realize that th e  old tactics n eed ed  to  be th ro w n  
out. Besides, A m erican soldiers w e ren 't like Europeans. The A m erican sol

d ier w as an in d ep en d en t kind o f fellow, he d id n ’t take o rders well. But he 
could  fight like fury, as everyone w ould  soon  find out.

Both sides fought all day. T hey  fought hard, and  even th o u g h  th ere  
was m uch  confusion, th ere  w as also m uch  bravery. O ne o f the  bravest 

o f the  fighters w as a C onfederate general, T.J. Jackson. “T here is Jackson 
standing like a s tone wall,” sh o u ted  a S outhern  officer w h e n  he saw  Jack

son and  his m en  holding firm  against the  enemy. Jackson  w ould , from  that 
m om ent, always be k now n  as Stonewall Jackson.
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T he battle raged, over m eadow s and w o o d ed  hills and 
on  the  s teep  banks o f Bull Run Creek. It w as a hot, very 
hot, hum id  sum m er day. Most o f the  m en  w ore  heavy 
w ool uniform s, as w as custom ary  then . T hose uniform s 
w ere  anything b u t “uniform .” Some w ere  official South
ern  gray o r N o rth ern  blue. But m any m en  w ore the  un i
form s o f th e ir state militias (som e Southern  militias had 
blue uniform s). Some m en  had b o rro w ed  old Revolu
tionary  W ar uniform s. Some w ore fancy w ide p an ts  and 
colorful sashes cop ied  from  French Zouave soldiers.
Some just w ore  th e ir regular clothes. It was confusing, 
and m ore than  a few  soldiers w ere  killed by bullets shot 
from  th e ir ow n  side.

By afte rn o o n  everyone w as exhausted , bod ies lit
te red  th e  ground, the  ea rth  w as bloody and beginning 
to  smell, and n e ith e r side seem ed  to  be w inning . T hen  fresh S outhern  troops arrived 
by train. That m ade th e  difference. It gave n ew  energy  to  th e  rebels. G eneral Jack
so n —Stonew all—told  th em  to “yell like furies.” T hey did. T hey attacked  w ith  b lood
curdling sh o u ts—th ey  called it the  “rebel yell.” And tha t w as too  m u ch  for th e  Yan
kees. T hey  d ro p p ed  th e ir guns and fled. Some co u ld n ’t run  fast enough.

T he South w o n  tha t battle o f Bull Run. T he N orthern  soldiers, w h o  had  p lanned  
to  fight on  to  R ichm ond, no w  re treated , back to  W ashington. T hey h ad n ’t ex p ec t
ed  to  do that. T he congressm en and th e  citizens w h o  had  com e to w atch  the  bat
tle h a d n ’t ex p ec ted  it either.

T roops and  civilians w ere  all on  the  road back to  W ashington w h en  a stray shell 
exp lo d ed  and u pse t a w agon  and th a t b locked  a bridge. W ounded soldiers, caval
ry, frigh tened  troops, and families in th e ir carriages w ere  all stuck. Som eone sh o u t
ed  tha t th e  S outhern  cavalry w as attacking. (It w asn ’t really.) That w as like yelling 
“fire” in a c ro w d ed  theater. It started  a p an ic—a shoving, pushing, scream ing panic.

By this tim e p eo p le  began  to  realize that w ar is no  picnic. A lthough, even then , 
no one d ream ed tha t th e  w ar w ould  be  as long, hard, and bloody as it tu rn ed  out 
to  be.

H ow  did that terrib le  w ar actually com e about? W hat caused  all th e  anger? H ow  
did good p eo p le  in the  N orth  and good p eo p le  in the  South com e to hate  each 
other? Could a civil w ar h ap p en  again? Could slavery have b een  ended  w ith o u t war? 
W hat can  a nation  learn  from  its history?

Flash back in tim e w ith  us. Perhaps w e can find som e answ ers. We'll start w ith  
th e  stories o f tw o  m en  and tw o  w o m en —four A m ericans w h o  w ere  caugh t in their 
tim es and fought for th e ir beliefs.

Each o f th e  w o m en  w as nam ed H arriet. Each w as 
small o f size, yet each  w as a giant in streng th  and d e ter
m ination. Each becam e an Am erican heroine.

T he tw o  m en  w ere  b o rn  in Kentucky. Both w ere  m en 
o f in tegrity—w hich  m eans they  could  be tru sted  to  do 
w h a t th ey  tho u g h t w as right. But w ha t w as righ t for one 
seem ed  w ro n g  to  the  other. That d ifferent w ay o f look
ing at th ings w as w h a t the  w ar w as all about. T he tw o 
m en  w ere  enem ies. Read on, y o u ’ll find th e ir stories 
interesting.*

Stonewall Jackson at 
the First Battle of 
Bull Run on July 21, 
1861.

‘Space limitations keep us from reprinting the chapter about the 
other Harriet—Harriet Tubman, the brave and tough slave who led 
hundreds of blacks along the Underground Railroad to their free
dom; and the chapters about the two men from Kentucky who 
would play such fateful roles in their nation’s history—Abraham Lin
coln and Jefferson Davis.
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 Harriet and 
Uncle Tom

L'XCLK TOMS CABIN, 

LIFE AMONG THE LOWLY.

IUSR1CT BDniEK SWKK

THE GRANGER COLLECTION

H arriet B eecher grew  u p  in C onnecticu t in a house  
full o f  children: seven boys and four girls. H er father, 
Lyman Beecher, w as a C ongregational m inister, know n 
th ro u g h o u t N ew  England for his fine serm ons. T he Con- 
gregationalists w ere  d escendan ts o f th e  Puritans: seri
ous and m oral in th e ir religion. All o f Lyman B eecher’s 
boys w ould  b eco m e m inisters. O ne o f them , H enry 
Ward Beecher, w as said to  be th e  greatest p reach e r o f 
his day. T housands o f p eo p le  packed  his ch u rch  w h e n  
he spoke. A nother son, Edward, w as a college presi
dent.

C atherine and Isabella, tw o  B eecher daughters, w ere  
p io n eers  in the  fight for w o m en ’s rights.

H arriet w as th e  sm allest o f Lyman’s children. She 
never g rew  to be  m ore than  5 feet tall. But size has 

no th ing  to  do  w ith  ability: she w as the  sister 
everyone d ep en d ed  upon; she had a w ay of 

getting  th ings done. She becam e th e  m ost 
fam ous B eec h e r o f  all. In  fact, H a rrie t 

Beecher, w h o  m arried  Calvin Stow e and 
th en  w as H arriet B eecher Stowe, was 

the  m ost fam ous A m erican w om an  of 
h e r day. And all because o f a book  she 
w ro te , a book  tha t changed  history. 

You can  see tha t th e  B eecher fam
ily w asn ’t o rd in ary  T he Rev. Lyman 
B e e c h e r  p lay ed  th e  v io lin , sang  
hym ns, and w as k n o w n  to  dance 
around  the  house  in his stocking 
feet. He w as very  religious; h e  also 
had  a good  sen se  o f hum or. He 
liked to  ask his ch ild ren  questions 
and  m ake th em  th ink . If a ch ild  
co u ld n ’t beat him  in an argum ent, 
Lyman w ould  give ou t clues to  help  
sh arp en  the  debate.

Finding ideas w as easy for Lyman 
B eech er; it w as h is w a tc h  th a t he 

could  never find. He w as always losing 
things: one day it w as his serm on, the  

n ex t day his hat. W hen  h e  d id n ’t lose 
things, h e  gave them  away. Like his n ew  

coa t, w h ich  h e  gave to  a p o o r  m an  w h o  
d id n ’t have one.
O n c e ,  o n  a S u n d ay , th e  Rev. B e e c h e r  

exchanged  churches w ith  an o th er m inister. It w as 
just for one day and seem ed  a good idea. But, w hile  the 

o th e r m in ister was p reach ing , the  B eecher dog en te red  the

1 4  A m erica n  E d u c a to r Sp r in g  1 9 9 3



c h u r c h .  N o w  th e  d o g  
o f te n  d id  th a t ,  b u t th is  
tim e he saw  a strange m an 
in th e  pulpit. So h e  w alked 
right u p  th ere  and started  
b a rk in g . T h a t w a s  b a d  
enough, b u t th en  one o f 
th e  B e e c h e r  c h i ld r e n  
began  giggling. And th en  
a n o th e r  o n e . S o o n  th e  
w h o le  family w as shaking 
w ith  laughter. Finally th ey  
all h ad  to  m a rc h  o u t o f 
c h u r c h — c h ild re n , dog , 
and m o th e r too.

W hen  H arrie t w as 13, 
h e r sister C atherine, w h o  
w as 24, o p en ed  a school 
for girls. H arriet w e n t as a 
studen t, b u t soon  she w as teaching  too. Teaching is a good way to  learn. H arriet 
learned  m any th ings as a young teacher: she learned  to  speak w ell, and she began 
to  care ab o u t good w riting . T hen  Lyman B eecher m oved to  C incinnati, Ohio, w h ere  
he becam e head  o f a college to  train  m inisters. He w an ted  his family w ith  him , so 
C atherine and H arriet becam e m idw esterners.

In N ew  England, slavery had  seem ed far away. Now, it w as close by. O hio w as a 
free state: th e re  w as no  slavery there . But Kentucky7, just across th e  O hio River, was 
a slave state. H arriet stood  on  the  banks o f the  river and w atch ed  boats filled w ith  
slaves in chains w h o  w ere  being  sh ip p ed  so u th  to  be  sold at slave m arkets. O ne day 
she saw  a baby pulled  from  its chained  m o th e r’s arms. She saw  a look o f anguish 
on  tha t m o th e r’s face. She never forgot th a t look.

She w as invited to  Kentucky' to  visit a friend w h o  lived on  a p lan tation  and ow ned  
slaves. The friend and h e r family w ere  kind peo p le , and H arriet saw  slavery at its 
best. H arriet and h e r friend  rode horses to  a neighboring  p lan tation  w h e re  they  
saw  a cruel overseer abusing blacks. H arriet rem em bered  th e  k indness and th e  c ru 
elty', for she w as becom ing  a w rite r and so  she observed  and rem em bered .

She w ro te  stories and essays and poem s. Then, w h en  she m arried  Calvin Stowe 
and h ad  babies, th ere  never seem ed  to  be enough  m o n ey  Calvin w as a teach e r in 
h e r fa ther’s college and n o t paid  a high salary. So H arriet w ro te  stories to  earn  
money.

Calvin got a job teaching  at Bow doin College in Maine. Back th ey  w en t to  N ew  
England. By this tim e H arriet had  learned  a lot abou t slavery, and it m ade h e r very 
angry'. H er b ro th e r E dw ard’s w ife said to  her, “if I could  w rite  as you do I w ould  
w rite  som eth ing  to  m ake this w ho le  nation  feel w ha t an accursed  th ing  slavery is.” 
And that is just w ha t H arriet B eecher S tow e did. She w ro te  Uncle Tom ’s Cabin.

It w as the  m ost im p o rtan t book  w ritten  in the  19th century'. It m ay be the  m ost 
influential book  ever w ritten  in Am erica. W ithin a w eek  it sold 10,000 copies, w ith 
in a year 300 ,000—and it w as just getting  started . Uncle Tom ’s Cabin  w as trans
lated  into at least 23 languages; a m illion and a half cop ies sold in England alone. 
T he Q ueen  o f England read it and liked it. H istorians say it probably  kep t England 
from  help ing  the  South during  the  Civil War.

It is a very  exciting  book. M ost critics say it is no t great literature, as are the  w rit
ings o f 19th cen tu ry  au thors like H erm an Melville o r N athaniel H aw thorne. But 
Uncle Tom’s Cabin  is good reading, and no t difficult, ex cep t that it is full o f  dialect, 
th e  everyday talk o f blacks in th e  old South. If you can handle th e  dialect y'ou will

A Richmond, Virginia 
slave auction.

“My mother and 
myself begged Mr. 
Carter not to sell this 
child (his eight-year- 
old sister Judy) . . .  he 
gave us his word of 
honor that he would 
not, but as soon as we 
left him he sold the 
child.” (The family
never saw Judy again.)

—Ja m e s  C arter
SLAVE TO LANDON CARTER IN

V i r g in i a ,  J u l y  16, 1807

Anguish means sor
row and horror.

t o b e s o l d & l e t
BV P l B L I t  A l  C T IO W

On M ONDAY the I S//, j f  M i l .

91ALK awlFKM Vtfi
S L J lV E  s , •

At*o fbrN ali-, n t Kl. .e *  sH  lo rh , ..
Fine Rice, Gram, Paddy. Books, Musliita, 

Needles, Pins, Ribhoivs,&t\ &c.
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In Maryland. Samuel 
Green, a free black 
n an , was sentenced 
to 10 years in priso n 
for having a copy of 
Uncle Tom's Cabin 
a id  some other anti
slavery works.

For the nex t hundred-and-som e-odd  
pages, the reader is in troduced to m a n y  
o f  the great stories, seldom -told details, 
s in g u la r  p e r so n a li tie s , a n d  e th ic a l  

d ilem m as o f  this tragic a n d  m ajestic period: H arriet Tubm an a n d  the Under
g ro u n d  Railroad; Lincoln as a  child reading  T he Life o f G eorge W ashington by  
candlelight;Boston shops “draped in b lack”a n d  “m obs how ling ‘sham e, sh a m e ’” 
the day A n thony  Burns, a fu g itiv e  slave, is captured a n d  p u t  on a boa t headed  
south; the people o f  western Virginia, loyal to the Union, seceding fro m  Virginia 
to becom e the 35th  state; Lincoln resisting those who urged h im  to let the South  
go; his problem s f in d in g  good  generals, u n til he “looked o u t west a n d  fo u n d  one  
w ho was w in n in g  battles”; w hy Stonew all Ja ckso n ’s troops were in aw e o f  him ; 
w hy Lee, w ho h a d  fre e d  his ow n slaves long before the w ar began, chose the South
ern cause; the difference betw een changing laws a n d  changing p eo p le ’s ideas 
a n d  habits; the soldiers—young, incredibly brave, 620,000 dead; the agony o f  
the fam ilies: the letters hom e tha t m ake  one weep; the battlefield slaughter— 
A ntietam , the massacre a t Gettysburg; the e loquent voice o f  Frederick Douglass; 
Lincoln w orrying th a t h is Gettysburg Address w as a failure; his son Willie’s death  
a t the age o f  12 fro m  typhoid  fever; the siege o f  R ichm ond; Sherm a n ’s m arch; the 
fa l l  o f  A tlanta; a n d  finally, finally, the w ar w inds down, a n d  we com e now  , 
a lm ost to the end  o f  War, Terrible W ar— the official surrender o f  Robert E. Lee, 
w hich took place in W ibner M cLean’s house in  the sm all village o f  A ppom attox  
C ourt House in the state o f  Virginia.

— Editor

like th e  b o o k —a lot. Anyone w h o  reads 
Uncle Tom s Cabin  and d o esn ’t c ry  at the  
end  has a hard  heart. It w as the  first A m er
ican novel to  m ake slaves seem  like real 
peop le , and it m ade p eo p le  care. H arriet 
B eecher Stow e tried  to  be fair w h en  she 
w ro te  th e  book. She m ade the  horrib le  
overseer, S im on Legree, a N orth ern er. 
Legree is th e  villain in th e  story. Uncle 
Tom, a saintly slave, is strong  and heroic , 
th e  finest p erso n  in the  book. Tw o black 
m en  w h o  beat him  are evil. Some w h ite  
p lan tation  o w n ers  are good peop le . Har
rie t w as try ing  to  sh o w  tha t co lo r has 
no th ing  to  do w ith  w h e th e r  a p e rso n  is 
good o r bad. W hat she show ed  very  w ell 
was tha t th e  system  o f slavery w as evil 
and tha t even good p eo p le  did evil things 
w h e n  th ey  w ere  p art o f tha t system .

Uncle Tom ’s Cabin  changed  p e o p le ’s 
ideas abou t slavery. It m ade p eo p le  in the  
N orth  angry. It m ade th em  w illing to  fight 
a w ar to  end  slavery. In m uch  o f th e  South 
it w as against the  law  to buy o r sell the  
book. W hen  P resident A braham  Lincoln 
m et H arrie t B eecher S tow e du rin g  th e  
Civil W ar he  said to  her, “So this is th e  lit
tle lady w h o  w ro te  th e  book  that m ade 
this great war.”

* * *
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Wilmer McLean’s 
farmhouse near 
Manassas Junction,H if  t* /r t  •) Manassas junction,Mr. McLean s

Parlor tox Court House.

W ilm er McLean d id n ’t like to  be hassled. So w h en  he 
re tired  from  business he b o u g h t a com fortab le farm  
w ith  p leasant fields, w oods, and a stream . He p lanned  
to  live th ere  quietly  w ith  his family. M cLean’s farm  w as 
in Virginia, bu t n o t far from  
W ashington. It w as near an 
im p o r ta n t  ra ilro a d  ju n c 
t io n .  T h e  s t r e a m  th a t  
crossed th e  farm  w as called

Robert E. Lee, 
photographed shortly 
after his surrender to 
Grant.

“Bull Run.”
Do you th ink  you know  

w h a t  h a p p e n e d  o n  h is  
farm? Well, you d o n ’t know  
all o f it. L e t’s go b ack  in 
t im e — to  1861. In A pril, 
y o u  re m e m b e r , th e  w a r  
began  w h e n  C onfederates 
in C harleston, South Caroli
na, fired  th e ir  can n o n s  at 

Fort Sumter. N ow  it is July 1861. As yet th ere  have been  
no  big battles.

The tw o  arm ies— N orth  and  S ou th—are gath ered  
n ea r M anassas Junction . The C onfederates are using 
W ilm er M cLean’s farm  as a m eeting  place. O ne day 
som e Southern  officers are abou t to  have lu n ch  w ith  
th e  McLeans w h e n  th e  U nion artillery zoom s a can n o n  
ball at th e  house. It goes straight th ro u g h  th e  roo f and 
lands in a kettle  o f stew. T he shell explodes, so does the  
kettle, and  stew  is sp a tte red  all over the  room!

That is just th e  beginning  o f farm er M cLean’s tro u 
bles. B ecause o f its railroad lines, M anassas is a strategic 
spot. N either arm y w ants th e  o th e r to  con tro l it. After 
the  Battle o f Bull Run, soldiers stay around, and, a year

When the Constitution was written back in 1787, 
it had a terrible flaw. (What was that terrible flaw?) 
After the Civil War three amendments to the 
Constitution—the 13th, 14th, 15th—were passed. 
They corrected the flaw and did something else, too. 
The amendments added more of the spirit of the 
Declaration of Independence to the Constitution.

The 13th Amendment, adopted in 1865, prohibited 
slavery.

The 14th Amendment, adopted in 1868, gave equal 
protection of the law to ALL Americans.

The 15th Amendment, passed in 1870, said all 
citizens have the right to vote. Are women citizens? 
This amendment didn't say “yes” and it didn't say 
“no,” which was too bad. It would take another 
amendment to make that clear.
Passage o f Constitutional amendment 
prohibiting slavery.

Sp r in g  1 9 9 3
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Robert E. Lee’s sword

General Lee surren
ders to General Grant 
in Wilmer McLean’s 
parlor.

later, an o th er battle  is fought there . W ilm er McLean has had enough. He dec ides to 
m ove som eplace very  quiet. He w ants to  be  as far from  th e  w ar as possible. So he

m oves to  a tiny out-of-the-way village called A ppom attox
C ourt House.

Maybe W ilm er McLean had 
m agnets in his blood: he  seem ed to  attract h istoric occasions. In 1865 th e  tw o  
arm ies—N orth  and S outh—w ere gathered  at A ppom attox  C ourt H ouse. A C on
federate  officer w as looking for a p lace to  have an im portan t m eeting. W ilm er 
McLean show ed  him  an em pty  building. It w o u ld n 't do. So McLean took  him  to his 
com fortab le red  b rick  house. That tu rn ed  o u t to  be  just fine. It w as in W ilm er 
M cLean’s front parlo r that R obert E. Lee officially su rren d ered  to  Ulysses S. Grant. 
In la ter years McLean is su p p o sed  to  have said, “th e  w ar began  in my dining room  
and en d ed  in m y parlor.”

O n April 9th , 1865, R obert E. Lee—proud , erect, and  w earing  his handsom est 
un ifo rm —w alked in to  W ilm er M cLean’s parlor. S trapped to  his side w as a gorgeous, 
shining sw ord w ith  a handle shaped  like a lion’s head. The sw ord w as d eco rated  
w ith  carvings and held  in a fine lea ther scabbard.

G eneral G rant and his aides co u ld n ’t help  looking at the  beautiful sw ord. T hey 
all k n ew  that, accord ing  to  th e  ru les o f war, the  defeated  general m ust give his sw ord 
to  th e  w inner.

G eneral Lee k n ew  that too. But he  w as no t the  kind o f p e rso n  w h o  w ould  bring  
an old  sw ord to  give away. He had  b rough t his m ost p rec ious sw ord. He had  w o rn  
his b est uniform . He held  his head  high. He k n ew  he had  fought as hard  as he  could. 
He had lost th e  w a r—fair and sq u are—b ut he  had n o t lost p ride  in h im self and his 
m en. R obert E. Lee’s dignity and courage w ould  be an exam ple to  his m en w h en  
they  re tu rn ed  to  th e ir hom es. T hey  d id n ’t need  to  apologize for them selves, th ey  
had  fought as w ell as m en  can fight.

G eneral G rant u n d ers to o d  that. Later he  d escribed  his feelings on  th a t day, “I felt 
. . . sad at th e  dow nfall o f a foe w h o  had  fought so long and  so valiantly, and had suf
fered so m uch  for a cause, though  tha t cause was, I believe, one  o f th e  w o rst for 
w h ich  p eo p le  ever fought.”

But w h a t should  G rant do  w ith  Lee’s sword? Keep it as a treasure to  give to  his 
ch ild ren  and grandchildren? Turn it over to  th e  co u n try  to  p u t in a m useum ?
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Ely Parker’s real name was Donehogawa, and he was Keeper of the 
Western Door of the Long House of the Iroquois. As a boy, Donehogawa 
decided that he wanted to be successful in the world of the white men 
and women. So he chose a white man's name for himself and studied law. 
But when it came time to be admitted to the bar and become a lawy er, he 

was told that only white males were acceptable. Parker/Donehogawa was 
not the kind of person who gave up. He decided to try another 

profession. He went to college, became an engineer, and helped 
supervise the building of the Erie Canal. His work took him to 
Galena, Illinois, where he became friends with a clerk in a harness 

shop. The clerk was named Ulysses S. Grant. When Grant became 
General Grant and needed an engineer, he turned to his friend 
Ely Parker.

After the war, Parker/Donehogawa became a Brigadier General 
and then Commissioner of Indian Affairs for the United States 

government. He tried his best to help his people. U.S. citizens were 
pushing west and taking the Indian lands. No one seemed able to stop 

them or to honor the treaties made with the Indians. Parker resigned from his job, 
moved to New York City, and became wealthy as a Wall Street investor.

Ulysses S. G rant d id n ’t 
do  e ith e r o f those  things.
He w ro te  ou t th e  official 
su rre n d e r  te rm s. T hey  
w ere  k inder th an  any
one had ex p ec t
ed. T he South
e rn  s o ld ie rs  J  
c o u ld  go  
h o m e an d — 
as lo n g  as 
th e y  g av e  th e i r  
p r o m is e  n o t  to  
fight against the  co u n try  
again—th ey  w ould  n o t be 
p ro s e c u te d  fo r tre a so n .
T hey m ust su rren d er their 
guns, b u t could  take their 
h o r s e s .  G e n e ra l  G ra n t
in serted  a ph rase  in  th e  docum ent: th e  su rren d er did n o t include “the  side arm s of 
th e  officers.” No one in  th e  room  said anything abou t it, b u t th ey  all knew : Lee’s 
sw ord  w ou ld  stay s trap p ed  to  his side.

But th e re  is som eth ing  m ore im p o rtan t th an  a sw ord to  rem em ber abou t tha t ce r
em ony in  M cLean’s parlor. T here w ere  im p o rtan t w ords said there , and General 
G rant d id n ’t say them , n o r did G eneral Lee. They cam e after the  signing o f th e  
papers, w h e n  th ere  w ere  handshakes all around. G eneral Lee w as in tro d u ced  to  
G eneral G ran t’s staff. O ne o f G ran t’s aides w as copper-sk inned  L ieutenant Colonel 
El}’ Parker. R obert E. Lee looked  at him  for a m om en t and said, “I am glad to  see one 
real A m erican here.” Parker—a Seneca Iroquo is—rep lied  firmly, “We are all Am er
icans.”

R obert E. Lee—brave and hero ic  as he  w as—still d id n 't seem  to u n d erstan d  w hy 
so m any m en  and w o m en  had b een  w illing to  fight and sacrifice and die in this te r
rible war. “We are all A m ericans.” It w as in those w ords.

Ely Parker k n ew  th a t w e a ren ’t all th e  same. O ur skins are different colors, our 
religions are different, o u r abilities are different, o u r backgrounds may be different. 
So w h a t is it tha t m akes us the  same? W hat is it tha t m akes us "all A m ericans”?

An idea. We share an  idea. T h at’s w h a t m akes us alike. O th er nations d id n ’t begin  
w ith  ideas, m ost began  w ith  barons and kings.

We s tarted  w ith  a D eclaration th a t said "all m en  are created  equal.” T hat n ew  
and  pow erfu l idea excited  p eo p le  all over th e  w orld. But ou r C onstitu tion  had 
n o t guaran teed  that equal-

Ordering Inform ation
There will be a total of ten books in the Histo

ry o f  Us series. The first one— The First Am eri
cans—w ill be available at the end of April; 
the others will then  be published at the rate of 
roughly one a m onth.

The books are priced at $9-95 paperback 
and $19.95 hardcover. Interested parties may 
call 1-800-451-7556 w ith  credit card orders, or 
w rite to Children’s D epartm ent, A History of 
Us, Oxford University Press, New York, New 
York 10016 for m ore information. For information 
about special bulk orders, call Charles Gibbs at 
Oxford Press—(212) 679-7300, ext. 7353.

ity. This Civil W ar—terr i
b le  as it  w a s — w o u ld  
cause the  C onstitu tion  to  
b e  changed  for th e  better. 
T h re e  C o n s t i tu t io n a l  
a m e n d m e n ts — th e  13th, 
1 4 th , an d  1 5 th —w o u ld  
s o o n  b e  p a s s e d .  T h e y  
w ou ld  m ake sure th a t “w e 
are all Americans.” T hey  
w ou ld  give the  nation  “a 
n ew  b irth  o f freedom .”
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C urriculum
ASA

M oral Ed u ca to r

B y  E d w a r d  A . W y n n e  a n d  K e v in  R y a n

.4.s' Aristotle taught, people do no t naturally or sponta
neously grow  up to be morally excellent or practically 
wise. They become so, i f  a t all, only as the result o f  a life
long personal a n d  com m unity  effort.

—Jon Moline

A SCHOOL or classroom ’s curriculum  should be the 
com m unity’s reply to  the prim e educational ques
tion, “W hat is m ost w orth  knowing?” Children are born 

into an endless universe of facts and figures, theories and 
opinions, current events and classic stories. Given this 
array, the curriculum  plays the essential role of identify
ing w hat of this mass of inform ation should be selected 
and taught to children in school. The curriculum  literal
ly aims to  bring order out of chaos.

Planning a curriculum  requires us to recognize and 
resolve a variety of questions. W hat does a child need to 
live a good life? To be a contributing citizen? To be a pro
ductive worker? To be a good spouse and parent? To be 

a fulfilled hum an  being? Fur
therm ore, w e m ust confront 
these vexing questions in a 

period of finite time.
Curriculum  is one of educa

tion’s biggest, sloppiest, and
* slipperiest concep ts . We 

are using it here in its broad- > 
e s t  s e n se : c u r r ic u lu m  
includes all

of the events and activities experienced by the students 
(as students) during their school years. One way to make 
discussion of curriculum  m ore manageable is to make 
some distinctions. An obvious distinction is betw een  the 
formal curriculum  and the hidden curriculum .

In contem porary usage, the formal curriculum  covers 
the academic experiences schools deliberately provide 
for students. These experiences include the knowledge 
and skills the school or class will teach. Usually, this cur
riculum  is w ritten  and available for examination by con
cerned persons. It is also called the overt curriculum , 
since it is out in the open  for public inspection.

The hidden curricu-
lu m  is w h a t  p u p ils  
le a rn  in  and  a ro u n d  

schools in  add ition  to 
the formal curriculum . 
It is all the learnings, per-
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is our answ er to some of our most im portant hum an ques
tions. This may appear obvious. But there is little evi
dence that the moral m ission of our school’s curriculum  
(w ith the possible exceptions of our sex- and drug-edu- 
cation curricula) is currently the subject of public dis
cussion or scholarly debate.

MORAL EDUCATION and character form ation in 
schools aim to transm it to pupils the com m unity’s 

best values and ethical ideals. An anthropologist might 
describe this effort as socializing the young into tribal 
morality. It seems to be an innate reflex for adults to try 
to instill in their young the moral values and habits they 
believe children need to sustain them selves (i.e., to  “live 
a good life.”) Likewise, the larger com m unity w ants to 
instill in the young the values the m em bers believe will 
sustain the community. To do less is beyond being fool
ish. It is irresponsible.

From w here should the conten t of ethical and charac
te r education come? W here can we turn  for this m ost crit
ical curricular material? W hat do w e as Americans, part 
of a relatively new  society, possess that nearly all of us 

share and are ready to have the school pass on to our 
young? And how  can schools serving the racial, e th

nic, and religious mix that is America find core 
materials to  fit the needs of children from all these 
backgrounds?

The late C.S. Lewis provides a useful po int of 
focus for any discussion of traditional 
A m erican  ideals. Lewis sp e n t years 
searching the writings of past civiliza- 

and seeking th e ir co re  ideas. 
Gradually, he saw patterns of thought 
connecting  the  great civilizations. 
These ideas or p recep ts  co n n ect 
civilizations, but they may also act 

a com m on core. Lewis called 
w hat he found the Tao.

The Tao is not som ething w e can 
take or leave as w e choose, says 

Lewis. It is simply there in the 
nature of reality. At the end of 

his book, The Abolition  
o f  M an, Lewis p ro v id es  

readers w ith  several pages of 
examples of the ancient 
w ritings w h ich  reflect 

Tao. He claims the 
Tao is p re sen t in and 

reflected through Baby
lo n ia n , a n c ie n t  

E g y p tian , o ld  
Norse, Greek, 

R om an , C h i
n e s e , A n c ie n t 

Indian, Christian,

sonal and social, intellectual and physical, that the stu
dent gains from being in a particular school and class
room. It is called hidden because it appears to be unseen. 
However, the hidden curriculum  is very real. It can have 
a major im pact on the lives of students. As a result of 
being in a particular classroom, a student thinks of him
self as a w inner or a loser, a com m unity m em ber or an 
alien. He defines him self in a distinctive m anner and 
relates to teachers and fellow students in particular ways.

The hidden curriculum  is intertw ined w ith the ethos 
of the school and classroom. If bullying is the rule on the 
playground, it is part of the school’s hidden curriculum . 
If civility reigns on the playground, it becom es a major 
result of schooling. If teachers ridicule students w ho, as 
a result, lose confidence in themselves or interest in their 
academic work, this is an outcom e of the hidden cur
riculum.

There is yet another term  that aids our understanding 
of the curriculum : the null curriculum. The term  refers 
to all that is left out of a curriculum . Think w hat a vast 
concep t this is: the hundreds of languages that exist and 
the literature and tales of each; m ost of the immense 
recorded history of humanity; almost all of our num era
cy, only a tiny fraction of w hich is taught in schools; 
and most of our physical and social sciences. The 
curriculum  of our schools is—and must be, since 
life is finite and knowledge infinite—a thin layer from 
the surface of the known.

Many of the questions driving the 
curriculum , such as “How can 
people live in harm ony w ith  one 
another?” and “W hat is a good way 
to  spend o n e ’s life?” have strong 
m o ra l c o m p o n e n ts .  T he 
answ ers to  these  questions 
quickly move us into the 
realm of ethics, morals, 
and character formation.
O ur curricu lum , by 
its very nature, then,
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Hebrew, Anglo-Saxon, and American writings, to m en
tion only som e of the cultures.

Many different lists of ideas and precepts m ight guide 
the developm ent of curriculum  for the moral domain. 
Lewis’s approach, w ith its truly multicultural emphasis, 
seems particularly appropriate for our schools. Drawing 
on Lewis’s illustrations of the Tao and o ther materials, we 
have identified the following list of moral facts of life:

■  Human kindness is essential to a fully functioning 
society.

■  We ow e a special love, loyalty, and support to  our 
parents and our families.

■  We have a special responsibility to posterity, espe
cially our ow n children.

■  Married people have certain dem ands on each other 
that extend to specific rights and responsibilities.

■  Some degree of honesty is needed for a society to 
function.

■  We are obliged to help the poor, sick, and less for
tunate.

■  Basic property  rights must exist in any organized 
society.

■  Some things exist that are w orse than death, e.g., 
treachery, murder, betrayal, and torturing another per
son.

■  O ur ow n inevitable death colors how  w e view life 
and, coupled w ith  the nature of m an’s posterity, gives the 
continuum  of life its meaning.

We should add to this list a warning: w e cannot assume 
these precepts will be reflexively applied by all the m em 
bers of any society, especially the young. Still, these 
moral facts of life appear to be crucial in order to live in 
harm ony w ith  ourselves and those around us. But they 
are no t enough in themselves. They represent w hat the 
wisdom  of our species tells us w e “ought" to  do to be in 
consonance w ith  the realities of life. There are o ther 
things hum anity has learned that go beyond these facts 
of life and lead us to excellence. These we call ethical 
ideals.

The United States, at present, is overwhelmingly com 
posed of persons explicitly com m itted  to Judeo- 
Christian values. Even the majority of recent Asian immi

grants share such traditional beliefs along w ith already 
established Americans such as German-Americans and 
Irish-Americans. And, African-Americans are an ethnic 
group deeply invested in the Christian tradition.

Relying on this cohesion, w e have selected eight eth
ical ideals tied to (a) this heritage; and (b) the antecedent

Greco-Roman tradition that enriched theJudeo-Christian 
tradition. The ideals can serve as a basis for analysis of 
our formal or hidden curriculum . They represent w hat 
some of our great thinkers believe are the p roper goals 
of hum anity (We w ere helped in the formulation of this 
section by Thomas Masty.) The first four ideals com e 
from the Greeks. They are called the cardinal virtues, 
because they  are like hinges (the Latin root m eaning of 
the w ord cardinal) on w hich depend our hopes to reach 
a higher moral state.

■  Prudence is the habit of acting w ith discretion and 
deliberation. It is hum an wisdom  applied to the practi
cal. George W ashington said, “It would be the point of 
p rudence to defer the forming of o n e’s ultimate irrevo
cable decision so long as new  data might be offered.”

M Justice is the quality of being righteous and fair. One 
w ho  possesses justice is honest, impartial, and even- 
handed. Jose Garcia Oliver has w ritten, “Justice is so sub
tle a thing, to interpret it one has only need of a heart.” 
While injustice will always be w ith  us, it is im portant that 
we thirst for justice.

■  Temperance is the state of being self-restrained in 
conduct, being under o n e’s ow n control. It is having in 
check  o n e ’s ap p e tites  for life’s p leasures. Benjamin 
Franklin w rote, “Tem perance puts w ood on the fire, meal 
in the barrel, flour in the tub, m oney in the purse, cred
it in the country, conten tm ent in the house, clothes on 
the children, vigor in the body, intelligence in the brain, 
and spirit in the w hole constitution.” It should be noted 
that tem perance does not necessarily mean abstinence 
from alcohol.

■  Fortitude is the capacity to w ithstand m isfortune 
w ith  bravery. It is an ability to endure pain w ithout break
ing or to persist patiently in the face of hardship. Of for
titude, Joseph  Addison w ro te , “In itself an essential 
virtue, it is a guard to even ' o ther virtue.”

The next three moral ideals are the three virtues of 
faith, hope, and charity, ideals found in many of the 
w orld’s religions.

Edward A. Wynne is a professor in the college o f  edu
cation a t the University o f  Illinois a t Chicago and  the 
author o f  num erous articles on character develop
ment. His m ost recent book is A Year in the Life of an 
Excellent Elementary School (Technomics, 1992). Kevin 
Ryan is professor o f  education at Boston College, where 
he is also director o f  the Center fo r  the Advancem ent o f  
Ethics and  Character. This article is adapted, with the 
perm ission o f  Macmillan Publishing Company, from  
their recently published book, Reclaiming Our Schools: 
A Handbook on Teaching Character, Academics, and Dis
cipline. Copyright 1993 by Macmillan Publishing Com- 
-pany.------------------------- ------------------------

■  Faith has tw o meanings. The original is 
the capacity to  pu t trust and reliance in God 
and the confidence that com es from that trust. 
Faith can also m ean the trust and confidence we put 
in another person or institution. The Bible says, 
“Now faith is the substance of things to be hoped 
for.” (Hebrews 11:1)

■  Hope is the habit of desiring the good, 
but w ith, at least, a slight expecta
tion of obtaining it, or the belief that 
it is indeed obtainable. It is confidence 
in the future. An old Irish proverb goes,
“Hope is the physician of each misery.” 
A le x a n d e r  P o p e  p e n n e d  th e  
fam ous lines, “H ope sp rin g s  
eternal in the hum an 
Man ever is, but always to 
be blest.”

■  Charity is a habit of the 
h ea rt, a d isp o sitio n  to  th ink  
favorably of o ther people. It is 
the habit of acting, too, w ith  
affection and goodwill toward

FAITH

PRUPENCE
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Learning to love the right things is 
the w ork o f  a lifetime.

•  «

others. Roger Bacon w ro te , “In charity  th e re  is n o t 
excess.”

■  D uty  is a disposition to  be loyal to those, above us 
and below  us, to w hom  we have an obligation. It involves 
our sense of responsibility to  som ething outside our
selves. William Corbett stated, “From a very early age, I 
had im bibed the opinion that it was everym an’s duty to 
do all that lay in his pow er to leave his country  as good 
as he had found it." Duty does not m ean blind obedience. 
It means, though, giving w hat is expected  to those w ho 
have a just claim on us. It sometimes means helping those 
in authority, such as governm ent officials, live up to their 
obligations.

These, then, are a selection of ethical ideals. The moral 
facts of life, as identified by Lewis, seem  to reside in the 
hum an condition and are universal. However, ethical ide
als exist in a different form. Philosophers w ould claim 
that ethical ideals, such as those above, are a part of the 
very nature of humans. In individual people, these ethi
cal ideals exist in varied form, from shadow}' potential to 
guiding lights for everyday behavior.

Philosophers and others, of course, may express dif
ferent preferences regarding the moral facts of life and 
moral ideals. One should not be preoccupied w ith devel
oping a perfect list. In the preceding inventory, certain 
virtues, such as forbearance and humility, w hich are con
sidered essential to some, are not included. Others, such 
as hope, w hich are not considered fundamental by some 
individuals, are included. The aim of our selection is to 
focus on these facts of life and ideals as exemplars of our 
moral heritage, a heritage our society ignores at great risk.

It is true that efforts to identify or evolve com m on 
moral principles to guide the curriculum  will be stress
ful and involve a com plex pattern  of negotiation and 
com prom ise. But this process of developm ent has too 
long been deadlocked by insensitivity and lack of chari
ty. Relatively small, articulate, aggressive m inorities— 
usually secularly oriented and /o r stressing highly indi
vidualistic values—have exercised too m uch influence 
in this elaborate negotiation. Their energies have been 
mobilized in court cases, particularistic legislation and 
regulatory rules, and the constraints created by many 
interest groups.

The inhibitions on the articulation of a protradition 
curriculum  should be rem oved or, at least, m oderated. 
Schools (and their immediate constituencies) should for
mulate m ore coherent statem ents of moral principles 
and ideals, from w hich educators can develop morally 
vital curricula. For Americans about to en ter the 21st cen
tury, the moral facts of life and ethical ideas w e discussed 
are the fram ew ork w e recom m end for this purpose. 
Schools should be given freedom  to put these principles 
into effect in their programs and activities. Tliese p rin
ciples should appear early in stories and games in kinder
garten and be developed and elaborated as the child 
grows. If these are our Tao and our moral ideals, it is 
imperative that w e teach them  thoroughly.

I
N OUR book, Reclaiming Our Schools, w e devote con
siderable attention to the critical im portance of adults 
establishing rules and procedures w ith the clear expec

tation that the young will follow these rules. Through 
such mimicry, students will acquire self-discipline and

JUSTICE

•  m- •  •
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cultivate virtuous habits. We stress the duty of the older 
generation to indoctrinate the young w ith w hat they are 
convinced are the essential moral realities and ethical 
tru ths the young will need to live well. Such measures 
are im portant. But they hardly represent all of moral edu
cation or character developm ent. W ith equal vigor and 
skill, w e need to teach the young to think about issues of 
right and w rong, good and bad. It is essential for the 
school continually to engage the child in reflection about 
moral principles.

Teachers should not aim to produce students w ho are 
solely rule-followers. Instead, teachers should help stu
dents tow ard moral autonom y appropriate to their age 
level. By moral autonomy, w e are not suggesting the typ
ical 20th-century antihero, a moral Lone Ranger, a soli
tary person  w ho is either ignorant of our ethical heritage 
or has rejected it. Rather, w e are talking about a student 
w ho know s and understands our moral heritage and is 
capable of applying that tradition to various situations. 
For instance, w e w ant a student w ho knows how  to 
respond to the com m on classroom situation of several 
s tuden ts picking on a classm ate. O ur m oral student 
should have learned certain principles: ganging up on 
the w eak is unfair; w e must be tolerant of the new  and 
the different; and that good people p ro tect innocents 
th reatened  by others. These principles derive directly 
from our moral facts of life, w hich should be firmly set 
in each student ’s memory. The studen t’s total experience 
in school—the rules of the classroom, the events in the 
lunchroom , stories read for hom ew ork—should be his 
moral curriculum . The student m ust be able to think 
through these issues.

An im portant part of education, then, is regularly pos
ing to students the question, “What is the right thing to 
do?” This is a central question in any society, and asking 
it should begin early and continue through to graduation. 
W hen people lose the habit and the capacity to ask that 
question, in the words of Yeats, “things fall apart.” Specif
ically, then, students need to learn the skills of ethical 
thinking. Like the scientific m ethod or certain m athe
matical formulae, these skills can be learned and applied. 
In particular, students, making allowances for age capa
bilities, should be skillful w ith the following:

1. Students m ust be able to  identify behavior that is 
good and contributes to the general good.

2. Students m ust be able to identify7 behavior that is 
wrong, violates social and moral norm s and unjustifiably 
harm s others.

3. Students m ust know  how  to think through the ques
tion, “What is the right thing to do about this issue going 
on right now  in my class or in this story?”

4. Students m ust be able to sort out the facts of w hat 
is going on and discover w ho is doing w hat to  w hom  and 
why. They must learn w hat evidence is, how  to get it, and 
how  to apply it.

5. Students must be able to recall similar incidents or 
principles that apply to the situations in front of them.

6. Students must be able to think through various solu
tions to the problem  or issue in  front of them.

7. Student m ust be able to select the best (most ethi
cal) solution, based on the solutions they came up with.

L
earning the good is not enough—w e m ust strive to 
live it. It is a bedrock responsibility of our schools.

W hen asked, “How do you make som eone virtuous?” 
Aristotle responded, “A m an becom es kind by doing kind 
acts. He becom es brave by perform ing brave acts.” A cur
riculum that aims to form the good student must, then, 
give students occasions for moral action. However, our 
youth lack opportunities to becom e moral actors.

In an influential book, Youth: Transition into Adult
hood, the sociologist James Coleman described how  the 
ex p e rien ce  o f you th  in A m erica has b een  radically 
altered. The change was caused by many forces: by shifts 
in the m eans of production, the distribution of food and 
other goods, and the size and structure of the American 
family. The m odern w orld has fundamentally revised the 
way w e prepare children for adult life. Among the major 
changes is that youth has little role in the econom ic sur
vival of the family. The typical child no longer lives on a 
farm or helps parents w ith  a small business. He has little 
to contribute. Because of smaller families, there is less 
opportunity  to be responsible for younger siblings. W hat 
responsibilities youth has, such as making the bed, doing 
the dishes, and folding laundry, are not the kinds of tasks 
that help forge a sense of self-worth and com petence. At 
the same time, today’s young people exist in a world that 
urges them  tow ards a self-focused mentality'. They are 
surrounded by cultural forces vying to capture them  as 
consum ers of passive pleasures and luxuries. Many chil
dren becom e captives of such systems, unable to satisfy 
even the minimal expectations of hom e and school.

Today’s youth is caught up in a world of m ediated 
sounds and pictures. Much of this w orld plays on their 
curiosity for the  new  and different. W hile they  may 
“k n o w ” m uch m ore than  their predecessors, it is an 
eccen tric  know ledge. Colem an describes A m erican 
youth as “inform ation rich and experience poor.” Cer
tainly many young people learn self-discipline through 
academics and athletic programs, activities that stress 
the capacity to persist at difficult tasks and o ther virtues. 
But many students do not participate in such activities. 
Their physical and intellectual capabilities do not m esh 
w ith  these particular endeavors. Because such activities 
are a source of failure, they avoid them.

It is here, though, that educators can provide experi
ences of fundamental im portance to  those youth w ho 
need to break out of their envelope of self-interest or 
escapism and develop as m ature adults. Educators can 
give pupils opportunities and training to be moral actors 
by creating an appropriate mix of prosocial activities. In 
individual classrooms, this can include activities such as 
directly helping teachers as aides, messengers, and dur
ing clean-up; and directly helping o ther pupils as tutors, 
hom ew ork  con tac ts , p artic ip an ts  in w ell-conceived 
cooperative projects, or in team games, dramatic per
formances, or singing (w here the pupil's engagem ent 
assists the group activity). School-wide activities that lift 
youngsters beyond them selves include well-structured 
service programs; com petitive sports, especially those 
involving teamwork; m em bership in perform ing groups, 
such as band, choir, or forensics, w hich require students 
to accept certain dem ands and make sacrifices on behalf 
of the whole; and fund-raising for w orthy causes.

(Continued on page 44)
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J apanese U niversity  
E n tra n ce  Ex a m in a tio n

P roblems 
in  M athematics

T r a n s l a t e d  b y  L in g - E r l  E i le e n  T. W u

*

I n t r o d u c t io n

HOW DOES the perform ance of Ameri
can students com pare w ith  that of stu

dents in o th er industrialized countries?
This has been  a topic of considerable discussion 
and debate in the last few  years, and it is som e
times difficult for the layperson to penetrate 
the m ounds of statistics that are brought to 
bear on the argument. Two years ago, Lynne 
Cheney, w ho then  headed the National Endow
m ent for the Humanities, thought of a simple 
yet pow erful way to illuminate the issue. She 
gathered together excerp ts from the tests 
tak en  by s tu d e n ts  in  G erm any, England,
France, Japan, and the European Community
w ho aspired to go on to college. Not only did the tests
show  a dramatic difference betw een w hat is expected  of

students here and students abroad, they  also drew  
attention to a central reason for our poorer perfor

mance. Unlike our SAT tests, w hose producers 
brag about their curriculum -neutral quality, 

the exams given to college-bound students in the coun
tries surveyed are tightly tied to w hat is taught in 

^ s c h o o l .  And since all of the countries either have a 
national curricu lum  or carefully coord ina ted  
state or regional curricula, every student is guar
anteed the opportunity  to be taught the appro

priate subject matter.
Students in these countries know  that if they don’t 

master their high school work, they w o n ’t do 
well on these exams. These are exams that one 
can study for; the study consists of hard work 

each year of elem entary and secondary school. 
The second thing that students abroad know  is that 

their perform ance on these exams has a very significant
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im pact on their fate. The clear com bination of these 
th ree elem ents—the tests are anchored to  the curricu
lum; ever)r child has the opportunity  to learn that cur
riculum; and how  one does on the tests m atters a lo t— 
does w onders to focus both  schools and students. W hen 
the incentives are securely in place, most students give 
their best effort.

The test excerpts published by the National Endow
m ent for the  H um anities w ere lim ited to  traditional 
hum anities subjects—history, geography, literature and 
culture, philosophy. Now, the M athematical Association 
of America (MAA) has taken the initiative to translate and 
make available another series of key docum ents—the 
m athem atics sections from several university entrance 
exams in Japan, along w ith  the student perform ance 
results and com m entary by Japanese high school teach
ers. We are pleased to be able to reprin t substantial 
excerpts from these docum ents.

I
N JAPAN, it is generally the public universities, both 
national and local, that are the most prestigious and the 

m ost difficult to get into. All applicants to four-year pub
lic u n iv ers ities  are req u ired  to  take th e  U niversity  
Entrance C enter Examination (UECE), w hich is adminis
tered by a governm ent agency and based on the high 
school curriculum  set forth by Japan’s Ministry of Edu
cation. In addition to the UECE, each public university 
requires its ow n entrance exam. These vary departm ent 
by departm ent, and are prepared by the faculty of the 
individual university. These university exams are regard
ed as more rigorous than the UECE and are accorded 
equal or m ore w eight in acceptance decisions.

In fairness, it needs to be pointed out that only approx
imately 25 percen t of Japanese university' undergradu
ates attend public universities; the remaining 75 percent 
attend private universities. However, a rapidly growing 
num ber of the  private schools are also beginning to 
require the UECE. This year, the test is m andatory at 
about one-sixth of the private universities, up  from only
5 p ercen t just th ree years ago. In addition, students 
applying to university programs, both public and private, 
that have a substantial m ath com ponent—such as sci
ence, engineering, and econom ics—have to take a math 
exam as part of the entrance exam to that university 
Again, tha t individual exam is as rigorous or m ore rigor
ous than the UECE.

Some have argued that it is unfair to com pare our col
lege entrance exams to those of o ther countries, on the 
grounds that only the academic elite aspire to college in 
these countries, w hile w e are m uch more inclusive. The 
figures do not support that theory. According to the MAA 
report, the United States, as com pared to Japan, does no t 
send a significantly higher percentage of its eighteen- 
year-olds to college.

The chart on p. 29 shows how  students did on the
1990 UECE. The UECE is divided into tw o parts—Math
em atics I and M athematics II. The average score on the 
first p a rt—M athematics I—was 73.37 percent. The aver
age score on M athem atics II was 64.27 p ercen t. Of 
course, w e do not have the cut-off points em ployed by 
individual universities that use the UECE as a screening 
device to  decide w ho th en  qualifies to take the individ
ual university exam. Nor do w e know  the weighing ratio 
of the UECE score to  the individual university exam

score. We do know, though, that com petition is stiff, 
especially for the public universities. According to the 
MAA report, “the overall acceptance rate at four-year 
institutions in recen t years has been  [slightly] above 60 
percent,” while only one in four applicants has been 
accepted at public universities.

WHAT DO Japanese students w ho  take the UECE 
think of it? Space lim itations p reven t us from 
printing the full range of their answers (they are includ

ed in the MAA report), but a few responses will capture 
the general sentim ent: Of the hum anities m ajors sur
veyed, 23.6 percent found the problem s in M athematics 
I to  be  “e a s ie r” th an  th e  p ro b lem s th ey  ro u tin e ly  
encounter in their high school textbooks, while 53-4 p er
cent found them  to be at “about the same level.” Rough
ly three-quarters of the students thought the num ber of 
p roblem s in M athem atics I “just rig h t” for the  tim e 
allowed, w hile about two-thirds felt that way about Math
em atics II.

Be sure to take a look at the com m entary on the exam 
content by a select group of Japanese high school math 
teachers. Their com m ents show  how  strongly the exam 
is tied to w hat actually goes on in the classroom. Pro
ceeding problem  by problem , they examine the quality 
of each question, its degree of difficulty, and w hether the 
curriculum  would have properly prepared the students 
to answ er it.

Finally, w e reprin t the m ath section of tw o entrance 
exams from an individual university—Shiga University. 
As noted  above, the UECE is often used as a first-stage 
exam; both  public and private universities then  follow 
w ith  their ow n exams. Shiga University is a small nation
al (public) university w hich has tw o m ajor divisions— 
the Division of Education, w hich prepares prim ary and 
secondary school teachers, and the  Division o f Eco
nomics, w hich offers specializations in econom ics, man
agement, accounting, and inform ation sciences. Shiga is 
considered an u p p er middle level university, not too easy, 
no t too  difficult, roughly in the  top  third am ong all 
schools. (The MAA report also includes the exams of 
Tokyo University w hich is the m ost prestigious univer
sity in the country, and tw o others.)

The MAA report was translated and edited by Ling-Erl 
Eileen T. Wu, chairm an of the com puter science depart
m ent at Menlo College, A therton, California. The project 
was supported  by the Alfred P Sloan Foundation.

We are extrem ely grateful to the Mathematical Associ
ation of America: first, for thinking of and undertaking 
this project and, second, for allowing us to share the doc
um ents w ith  our readers. In particular, we w ould like to 
thank Don Albers, the MAA associate executive director 
and director of its publications, and Professor Wu for 
their invaluable help in making this possible. Those w ish
ing additional inform ation abou t the  MAA rep o rt or 
wanting to order the full report (single copies, $7.50; 
bulk rates available) can w rite the MAA at 1529 Eigh
teenth  Street, N.W., W ashington, DC 20036. In addition, 
teachers wanting m ore inform ation about nationwide 
efforts to change m athem atics assessment in this coun
try  can w rite  the  M athem atical Sciences Education 
Board, 2101 Constitution Avenue, N.W., HA 476, Wash
ington, DC 20418.

— E d it o r
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(D) Given real numbers a, b, and c,

1990 UECE in Mathematics

Directions: Each problem contains several blanks. Blanks are 
represented by bracketed, underlined numbers. Each blank must 
be filled with a single digit or sign. See the method shown in the 
following examples and answer in the specified space on the 
answer sheet:

|a +  b + c\ =  |a| +  |6| +  |c| 

is {17} for ab +  bc + ca > 0.

[1] a necessary and sufficient condition
[2] a necessary but not sufficient condition
[3] a sufficient but not necessary condition
[4] neither a sufficient nor a necessary condition

1. {1 }, {2 }, {3 }, { 4 } , . . .  each represent values between 0 and 
9 or +  or -  signs. For example, to indicate - 8  as the answer to 
{1 }{2 } , mark

{1 } ©  +  0 1 2 3 4 5 6 7  8 9 

{ 2}  — +  0 1 2 3 4 5 6 7 0 9

2 . If the answer is a fraction, reduce the fraction to its lowest 
terms and indicate the sign in the numerator. For example, to indi
cate -2 /9  as the answer to {3 } {4 } /{5 } ,  mark

{3 } ©  + 0 1 2 3 4 5 6 7 8 9

{4 } -  + 0 1 © 3 4 5 6 7 8 9

{5 } -  + 0 1 2 3 4 5 6 7 8 ©

Mathematics A [Mathematics I]* 
(100 points, 60 minutes)

Section 1 (30 points)

1. Suppose the polynomial P(x)  with integer coefficients satis
fies the following conditions:

(A) If P(x)  is divided by x2 -  Ax +  3, the remainder is 65z -  68.

(B) If P(x)  is divided by x 2 +  6x -  7, the remainder is - 5 x  +  a. 

Then we know that a =  {1}.
Let us find the remainder bx + c when P(x)  is divided by x2 +  

4x — 21.
Condition (A) implies that {2} b + c — {3 } {4 } {5 }  and a = {1}. 

Condition (B) implies that {6 }{7 } b +  c =  {8 }{9 }. It follows that 
b = {10} and c =  {11} {12} {13}.

2 . Fill in the blanks in statements (A) through (D) with the appro
priate phrase [1], [2], [3] or [4] listed below:

(A) Given sets A, B, A U B  =  A is {14} for A n  B = B.
(B) For some integer n, n2 being some multiple of 12 is {15} for 

n  being a multiple of 12.

(C) The center of the circle inscribed in triangle T  coinciding with 
the center of the circle which circumscribes triangle T  is {16} 
for triangle T  to be an equilateral triangle.

' The 1990 UECE is divided into two sections. Everyone takes Mathe
matics A (Mathematics I). Mathematics B consists of either Mathe
matics II, Industrial Mathematics, or Accounting/Statistics I, II. 
Depending on the student's area of study, he or she will select the 
appropriate examination. Of the 327,543 applicants who took Math
ematics B in 1990, 327,034 took Mathematics II, 52 took Industrial 
Mathematics, and 457 took Accounting/Statistics I, II. Thus, only Math 
II will be presented here.

Section 2 (35 points)

Let a be a constant. Consider the parabola

Ca : y = —x 2 + ax + a2.

1. Since the coordinates of the vertex of Ca are

( ± -  
V {1 } ’ {3 } 

the vertex is on the curve y =  {4 }x 2.

2 . Let (. be the line joining two points A ( -1 ,1 )  and B  (2,4). For 
the parabola Ca and the line i  to have a common point, the value 
of a must be

a<{5}{6} or a > g i .

The coordinates of the common point of parabola Ca and the line 
i  are

and
({9 }{10 }, {1 1 }), when a = {5 }{6 }

mf M M )  when a =
V {13} ’ {15} )  ' Whena {8 } '

Also, in order for the parabola Ca and the line segment A B  to have
two distinct points of intersection,

{16}
{II}

<  a < {18}.

Section 3 (35 points)

Consider the triangle ABC  with coordinates A (0,3), B  ( -1 ,0 )  
and C  (2,1).

1. The center of the circumscribed circle is

and the radius is

Also,

0 }  i l l '  
{2} ’ {4} y ’

{ 5} /{ 6 }  
{1} '

sin Z.4BC jg j ,

and the area of triangle A B C  is {10}.
From these conditions, we know that the radius of the inscribed 

circle is
s / g l i m }  -  

{14}

2 . If point P  moves along the sides of triangle ABC,  the max
imum value of the distance between the origin O and point P  is
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{15} and the minimum value is

1
v m m

Answers to M athem atics A 
[M athem atics I] (100 points)

Section 1
1. a =  { l }  a = 2

{2}6 +  c =  {3 } {4 } {5 }  36 +  c =  127

{6 } {7}6 +  c =  {8 } {9 } —76 -+ c =  37

6 =  {10} 6 =  9

c =  { i i } { 1 2 } {1 3 }  c =  100

2. {14} 1

{15} 2

{16} 1

{17} 3

Section 2

i  /  _a_ {2} 2 
V { 1 } ’ {3}

a 5 2 
2 ’ 4°

{4 }x 2 5x

2. a < {5}{6} a < - 1

a >  {I}/{8} a >  7/5

( { 9 } { io } ,{ n } ) ( - L 1 )

( {12} {14} A
V {13} ’ {15} ) \ 5 ’ 5 J
{16}/{!!} <  a < {18} 7/5 < a <

Section 3

1. (I\ {2} ’ {4} / V 4 ’ 4 /
myle} 5%/2

{1} 4

{8} 4
{9} 5

{IQ} 4

v/{U }{!2} -  \ J {13} V W - y / 2
{14} 2

2. {15} 3

1 1
\/{i6}{n} n/TO

2 8  A m er ic a n  E d u c a to r

M athem atics B [M athem atics II] 
(100 points, 60 minutes)

Choose two of the following three sections:

Section 1 (50 points)

1. In a circle with radius 2 and its center at the origin O, let the 
vertices of an inscribed hexagon be A B C D E F , with the coordi
nates of A  at (2,0), and with B  in the first quadrant.

(1) The components of the vector

A B  + 2D E  -  3F l  

are ( { I } { 2 } , { 3 } { 4 } \ / { 5 } ) .
(2) If £ is a real number, the magnitude of the vector

A B  + tE F

is a minimum when the value of t is 

{§}
®

and the minimum magnitude is ^ { 8 } .

2. Let A B C D  be a quadrilateral with

B d  = 2AD  

A B  =  CD  =  D A  =  2 

A D  =  ~a 

B l  = ~b

(1) Let M  be the midpoint of CD. Since Z B C M  =  {9 }{10 }°;

Also

B M  = V t i l H l I } .

{1 3 }_> {15} —r*
B M = t e i  “  + M  4 (1)

(2) Let P  be a point on AB. and let Q be the point of intersection 
of PC  and BM.  Suppose PQ : QC =  1 : 2 .  Let us find 
A P : P B  and BQ •. QM. If we set

we have

B P  = t t f A ,

(2)

Therefore, from (1) and (2),

t = {19}
{20}'

It follows that AP  : P B  =  {21} : {22}, BQ : QM =  {23} : 
{24} and

BQ = {1} ^ {—}{—}-

Section 2 (50 points)

1. The function f (x )  =  x3 +  ax2 +  bx has the local minimum 
value —(2 \/3 )/9  at x — l / V i .  Then,
(1) a =  {1}, 6 =  {2 }{3 } and the local maximum value of the 

function / ( x) is

{ 4 } ^
{§}
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(2) The value of the slope m  of the tangent line at point P  on the 2- {9 }{10 } 60
curve y = f{x)  is greater than or equal to {7 } {8}. If m = tan 6

V {11}{12}(0° < 8 < 180°), then the range of values for 9 is 0° <  0 <
{9 }{10 }° or { i l } {1 2 } {1 3 } °  <  6 <  180°.

m t + m - 3 _> 1
— CL +  —(3) The volume of the solid generated by revolving the region b T

bounded by the x-axis and the curve y = f (x )  about the x- {14} {16} 2 2

axis is

{M }{1 5 }
3 . { ! ! } / {18} 2/3

{16 }{17 }{18 } ' {1 9 }/{2 0 } 1/3

2. 1, 1/2, 1/2, 1/4, 1/4, 1/4, 1/4, . . .  is a sequence where 
1 /2 * " ' appears 2^’~1 times successively (k = 1, 2, 3, . . .).

{21} : {22} 2 : 1

{23} : {24} 4 : 5

(1) Then the sum of the first 1000 terms is
S \ / { 2 7 } { 2 8 }

A ___
-  VT3

{26} 9

(2) If the sum of the first n terms is 100, then because Section 2

n  =  -  {27}, 1- {1} 0

n is a {28}{29} digit number provided that iog10 2 =  0.3010.
©  {2}

{4 J v 'W

-1

2%/3

Section 3 (50 points) {6} 9

The numbers 1 through 9 are written individually on nine cards.
{7 }{8 } -1

Choose three cards from the nine, letting x, y, and z denote the {9 }{10 } 90
numbers of the cards arranged in increasing order.

{11}{12}{13} 135
1 . There are {1 } {2 }  such x, y, and 2 combinations. {14}{15} 16

2. The probability of having x, y, and z all even is
{16}{17}{18} 105

{3 } 2. {19} 9
{4 }{5 } {20}{21}{22}

2(23}
489
29

3. The probability of having x, y , and 2 be consecutive numbers 
is

n _  2{24}{25}{26} -  {27} n = 2100 -  1

{6} {28}{29} 31
{7 }{8 }

Section 3
4 . The probability of having x = 4 is 1- {1 }{2 } 84

{9}
{ 1 0 } { i l } ' 2 {3} 

{4 }{5 }
1

21
5. Possible values of x range from {12} to {13}. If k is an integer
such that {12} <  k < {13}, the probability of x = k is 3. 1

({14} -  fe)({15} -  k)
{7 }{8 } 12

{16}{17}{18} '

The expected value of x is Results of Performance on 1990 UECE
{19}
{2 0 }'

Number of Standard
EXAMINATION Participants Average High Low Deviation

Answers to M athem atics B MATHEMATICS A

[M athem atics II] (100 points) Mathematics I 353,010 73.37 100 0 23.43

Section 1 MATHEMATICS B

1. ( { 1} {2 } , {3 } {4 } \ / { 5 } )  ( -4 ,  -4%/3) Mathematics II 327,034 64.27 100 0 22.62

{6 } / {7 }  1/2
Industrial Math. 52 40.87 91 0 23.69

i—*
-̂1 Accounting/Stat. I, II 457 62.42 99 11 17.84
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42
Analysis of the Exam Problems

5. {12}, {13} 1, 7

({14} ~ fc)({15} -  k) (9 — fc)(8 — k) Qr (8 — <r)(9 -  k) 
{16 }{ iZ } {18} 168 168

{19} 5
{20} 2

Evaluation of the 1990 University 
Entrance Center Examination 
(Direct translation of the text)
Opinions of and Evaluations by 
Senior High School Teachers

Preface
Discussions and research into establishing a more suitable univer
sity entrance examination to accommodate a great increase in the 
number and diversity of university applicants have allowed private 
universities to participate along with the national universities.

Accordingly, we revised the contents of the examinations. Orig
inally, Math I and Math II combined were 100 minutes, 200 points; 
the UECE in mathematics is currently divided into two groups: 
Math A [Math I] and Math B [Math II], each exam being 60 minutes 
long and worth 100 points.

The purpose of the UECE is, as before, to assess the degree 
of mastery of the general fundamental learning established for the 
senior high schools. Considering the various ways the UECE is 
utilized in selecting university entrants, fairness to the exam par
ticipants was emphasized by posing the following questions:

(1) whether exam problems (content, questions, score distribu
tions, format, etc.) accurately assess the level of fundamental 
learning;

(2) whether there is a wide difference in the degree of difficulty 
between the main exam and the make-up exam;

(3) whether there is a great difference in the degree of difficulty 
among optional problem sections.

With these criteria in mind, we will analyze the 1990 exam problems 
from the following points of view:

(1) whether the exam problems fulfill the purpose of the UECE 
exam;

(2) whether Math I, Math II are consistent with the guidelines set 
forth by the senior high schools;

(3) whether the content of exam problems tends to be esoteric;

(4) whether the degree of difficulty of optional problem sections 
for Math II is uniform in the three sections;

(5) whether the problems provide sufficient information to evalu
ate the student’s mathematical thinking ability and ability to 
perform calculations;

(6) whether, for each problem, the level of difficulty, the method of 
questioning, the distribution of points, format, and so forth are 
appropriate;

(7) whether the problems reflect an improvement resulting from 
reviewing the past JFSAT and the Trial Center Exam adminis
tered in 1988.

M athem atics I 

Section 1
1. This basic problem using the remainder theorem is typical for 
a university entrance exam. If one knows the remainder theorem, it 
is unthinkable that one should miss this problem, aside from errors 
in calculations. This problem is suitable for testing the level of the 
basic learning established for senior high schools.

2. The format for this problem on expressions and proofs is 
multiple-choice because it was assumed that more participants 
could answer the problems intuitively.

(1) In set theory, (A u  B) D B and A d  (A n  B) are basic knowl
edge, but the senior high school textbooks do not cover this 
in detail. We think that many answered hastily without consid
ering the proof.

(2) If n  is a multiple of 12, then n2 is a multiple of 12. This is obvi
ous. To disprove the converse is not too difficult.

(3) If T  is an equilateral triangle, then the center of the inscribed 
circle and that of the circumscribed circle coincide. This can 
be proven with the knowledge gained from junior high school 
mathematics. We think many chose the answer [A] without 
considering the proof.

(4) Perhaps it did not occur to the students to square both sides 
of

|o +  b +  c\ =  |a | +  |b| +  |c| 

and even if it had occurred to them, it would have appeared 
that finding a counterexample to the converse required too 
much time and work. We feel that more students considered 
the problem intuitively.

In these types of multiple-choice questions, it is difficult to see 
the logical thinking process. We would like to see an improvement 
made in the problem format; one which emphasizes the thought 
process that leads to the conclusion, rather than a format that en
courages guessing the answer to the problem. We assume that 
this type of theorem-proof problem develops logical thinking.

Section 2
1. This is a basic problem. We think that the short questions in 
the first part were easy and not confusing. The coordinates of the 
vertex can be obtained from the standard second-degree form. 
The equation of the locus can be found easily by eliminating the 
parameter a. This problem expresses the parabola by Ca, a nota
tion rarely used in textbooks.

2. Parts {1} through {15} are textbook-level basic questions 
which are considered easy to solve. For the remaining parts, it 
is important to keep in mind that

x2 -  (a -  l ) x  -  a2 + 2 =  0 and -  1 < x < 2

in order to have two distinct real solutions. This is a good question 
to test graphing ability and mathematical thinking. We feel partici
pants were unfamiliar with this type of problem; they either thought 
that they did not have enough conditions or miscalculated some
where. Overall, the number of questions and the distribution of 
points are well-balanced. These are good standard questions.

Section 3
1. In order to find the center of the circumscribed circle of A  ABC. 
solve a system of simultaneous equations by setting the equation 
of the circumscribed circle to be
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x 2 + y2 + ax +  by +  c =  0,

or solve for the intersecting point of two perpendicular bisectors of 
the sides. We suspect that there were students who did not follow 
the proper order in these questions and who used sm £ A B C  in 
the next part to solve for the radius of the circumscribed circle. The 
radius of the inscribed circle can be obtained by the formula

S =  rs.
Depending on the textbook, the exact specification of this formula 
varies.

2. The shortest distance between the origin O and the point P 
can be found simply by using the formula for the distance between 
a point and a line. Since the forms of the formula vary depending 
on the textbook, this problem requires some work. Overall, it is 
a good question. There is no objection to its level, distribution of 
points, or format.

M athem atics II 

Section 1
1. (1) The positions of the vertices of the regular hexagon can 

be obtained by using the trigonometric ratios or symmetric 
points. We think it might have been better to ask the partic
ipants to find the coordinates of point B  or point F  before 
asking (1).

(2) Expressing the components of the vector 

AB  +  tEF,
the minimum value of the magnitude of this vector can be 
found from a second-degree function in t. Because there is 
another way to solve the problem using the inner product, the 
problem should be designed to ensure fairness to all partici
pants.

2. (1) B M  can be obtained by the law of cosines or the Pythag
orean theorem. Considering

B M
as the midpoint vector of CD, B M  can be found easily. Stu
dents easily solved this problem.

(2) From

BQ = 1/3 ^2B P  + BC^J ,

one can find
{11}

{1 8 }'
Setting

B M  = kBQ,
from the fact that T  and b are linearly independent, one can 
find the value of t. From this fact, {21}, {22}, {23}, and {24} 
can be found. In particular, when making use of equation (1) to 
find BQ, we think some students gave up in the middle of the 
process due to lack of graphic observation. Although it was 
stated in the problem that

W l = ~b,
it might have been clearer if it had been specified that

A B  =  ~b because AD = ~a.
Section 1 is a set of good questions which tie the graphs to the vec
tors. In terms of the level of difficulty, distribution of points, and for

mat, they are well-constructed questions which determine whether 
basic concepts are well understood.

Section 2
1. (1) All are basic problems.

(2) We can see that an effort was made to demonstrate the steps 
in a general problem dealing with differentiation and trigono
metric functions.

(3) Here is a basic problem with calculations that are not very 
complex. Overall, (3) is a good question. However, if (1) is not 
solved, then (2) and (3) cannot be solved, and the motive for 
asking (2) and (3) is lost. We hope to see a modification in the 
problem format.

2. (1) The steps for these problems were very difficult for the 
students. We would like to have first asked a more concrete 
question such as “find the sum of the first 10 terms” to demon
strate the pattern. Eight points are assigned for answers {20} 
through {23}. In order to give credit for steps in the solving 
process, we would have preferred to assign 4 points to the 
numerator and 4 points to the denominator.

(2) If one observes that there are 2h~1 terms of l / ( 2 fc—1) and that 
these terms sum to 1 , the problem can be easily solved; how
ever, it was probably a very hard question for those who were 
unaccustomed to this concept. Also, regarding the problems 
on the number of the digits, if one had not observed that

log(2100- l ) « l o g 2 100,

or if one were not accustomed to dealing with logarithms, we 
think this problem would be difficult to solve. Part 2 is a good 
application problem involving progressions and testing math
ematical thinking ability; however, we think the problem is be
yond the scope of textbooks, and we would have liked to have 
seen a concrete example leading step-by-step to the solution.

Section 3
1. Basic problem. Because of the nature of probability, the an
swer to (1) is related to all parts in (2) and all parts thereafter. It is 
an appropriate question.

2. Basic problem.

3. If one observes that once x  is determined, y, z are deter
mined, then it is a simple and basic problem.

4. Selecting y and 2 is the same as finding the combination of 
selecting 2 cards from 5 cards which are marked 5, 6, 7, 8, and 9. 
This is also a basic problem.

5. From {12}, {13}, one can solve the problem if one under
stands the point of the question. To find the probability of x =  k, 
one can generalize the method for 4. Since the students might 
not have been accustomed to calculating combinations involving 
a letter (rather than a number), we consider this a bad problem.

Section 3 is a set of good questions overall.

Summary

A summary of those points we felt strongly about on this year's 
Center Examination and a record of our suggestions follows:

1. This year's averages are 73 for Math I and 64 for Math II, 
higher than the target scores of 60%. It has won much approval 
from senior high school teachers. Overall, there are many good,
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standard problems with well-researched content. The problems 
were appropriate for testing the degree of achievement in the se
nior high schools.

2. The content of Math I was sufficiently consistent with the con
tent in the learning guidelines for the senior high schools. In Math
II, the content of Sections 1 and 2 were adequate, but the level of 
Section 2.2 on grouped progressions was beyond the scope of 
the textbooks used. However, this type of application problem is 
useful in determining the student's innovative mathematical think
ing ability. It is hoped that an improved form of the question can 
be developed.

3. The problem on progressions crosses the entire range of Math 
I and Math II. There were many good questions testing the stu
dent’s ability to integrate their mathematical knowledge. We do 
not consider the content obscure, but rather well-balanced.

4. The optional problem sections in Math II were all expected to 
have been of the same level of difficulty, but Section 2.2 included 
a progression which students were not used to, making the prob
lem difficult. There is considerable disparity between the levels of 
difficulty in Sections 1 and 2. For a higher level problem like 2.2, 
we would have liked to have seen more attention devoted to the 
questioning method and to suggest such approaches as giving a 
concrete example and asking the question in parts.

5. The 1990 exam problems are consistently appropriate for eval
uating basic mathematical thinking and calculation ability. We see 
the intent of the UECE as testing the student's mastery of essen
tial mathematical material. For Math I, Section 1.2, we would like to 
see an additional true-false section, more testing of the problem
solving thought process, and the elimination of ambiguous ques
tions.

6. For JFSAT, the exam time for both Math I and Math II com
bined was 100 minutes. For UECE, though the time allotted for 
simple problems was transferred to harder problems within each 
exam, it seemed that 60 minutes each for Math I and Math II was 
not sufficient. In order to determine more accurately the student’s 
mathematical ability, we wonder if it is possible to cover the same 
material and shorten the rest period in order to lengthen each test
ing period to 80 minutes.

7. As for topics covered, the exam has been improved by the in
clusion of problems on progressions, reflecting efforts to respond 
to earlier criticisms and suggestions. To devise fair, valid problems 
is a difficult task, but we hope that efforts toward this goal will be 
continued.

SHIGA UNIVERSITY* 

Examination A 
Education Division: Science, Math, and 
Technology Fields, Elementary and 
Secondary
Date: February 25, 1991 
Time: 90 minutes
Subjects: Math I, Algebra, Geometry, Basic Analysis 
Number of exam takers: 1438 
Number of those accepted: 388

* S ee  introduction for a  description of this university. 

3 2  A m er ic a n  E d u c a to r

1. Let a, 0  be two solutions of the second-degree equation

x 2 — px + 1 = 0.
Let a', 0 ’ be two solutions of the second-degree equation

x2 — x + q =  0.

Express

(a -  a){a1 -  0)(0’ -  a)(0‘ -  0)
in terms of p, q.

2 . Let

A =

If (^4 +  B )2 =  A2 +  2A B  +  B 2, determine the values of a and b.

3. Graph the region bounded by the simultaneous inequalities

x — 2y2 >  0

1 — ar — |s/| > 0.
Find the area of this region.

4 . Sequence {a „ }  satisfies

77. H-  1
ai -F 2a2 4- 3d3 H-------F na„ =  ------- (re >  1).re + 2

Find the sum

S n  = OLl -|- d2 +  03 "F ’ * * 4~ CLn .

5. Let a, b, c be the sides of A A B C  and S  be the area. From 
an interior point P, draw the line perpendicular to each side with 
lengths x, y, and z, respectively, as is shown below:

(1) Express S  in terms of a, b, c, x, y, and z.
(2) Let P'(x, y, z ) be a point corresponding to point P. Prove that 

as P  moves within A  ABC,  the graph of P'(x, y, z) describes 
a triangle.

(3) Prove that if P  is the center of gravity of A  ABC,  then P' is 
also the center of gravity of the triangle obtained in (2).

Examination B 
Economics Division
Date: March 5,1991 
Time: 100 minutes
Subject: Math I, Algebra/Geometry, Basic Analysis 
Number of exam takers: 2803 
Number of those accepted: 686

1. Consider the graphs of the function

y =  \J1x — 1 

and the straight line y =  x + k.
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Discuss the number of points of intersection versus the change 
in the value of k.

2. In A ABC, Q is a point on AC  such that AQ : QC =  3 : 4 . P 
is a point on BQ  such that B P  : PQ = 7 : 2. Let O be any point. 
Answer the following questions.
(1) Express

0 3  =  a O l  +  p o d ,  
where a  and P are rational numbers.

(2) Express

OP = l o l  +  m O B  +  nO<5. 
where I, m, and n are rational numbers.

3. Let Z C  be the 90° angle in the right triangle ABC. Set the 
hypotenuse A B  equal to a.
(1) If D is the point of tangency of the inscribed circle and the 

hypotenuse AB, prove that

AD  =  ^ (A B  +  AC -  BC).

(2) If 9 is \/-A,  express the radius r of the inscribed circle in terms 
of a and 9.

(3) Find the maximum value of r.

4 . For each x , let f (x)  be equal to the smaller of the two values 
(x  — a)2 and (x — a — 2)2. Let

F(a) = f  f (x)dx.
Jo

Find the maximum and the minimum of F(a)  with - 2  < a < 2.

AB = BA

1 -1 
2 3

a b 
1 - 2

a b 
1 - 2

1 -1

i.e.

a — 1 =  a +  2b

6 +  2 — —o ~f- 36

2a +  3 =  —3

26 -  6 =  - 7

<1>*6 — 1

(3) => a = —3 
(5) and (6) satisfy (2) and (4).

3. The intersecting points of the boundary curves 

x  — 2 y2 =  0

1 — x  — jj/| =  0

are

l l
2 ’ 2

1 _1
2 ’ 2

Since the graph is symmetric with respect to the x-axis,

(1)

(2)

(3)

(4)

(5)

(6)

SOLUTIONS TO 
SHIGA UNIVERSITY EXAMS

Examination A 
Education Division: Science, Math, and 
Technology Fields, Elementary and 
Secondary

1. Since a' and P' are the roots of x2 -  x +  q =  0,

x 2 — x +  q = (x — q ')(x  -  p').
When we substitute x = a, P,

a 2 — a  + q = (a -  a ') (a  -  P') =  (a ' -  a)(P' -  a)

p2 - p  + q = ( p -  a')(P -  P') =  (a ' -  P)(P' -  p). 
Multiplying the two equations above, we have

(a ' -  a)(P' -  a)(a -  P){0 -  P)

=  (a 2 -  a  +  q)(P2 -  P + q)

= q +  [(a +  P)2 -  2aP -  (a +  P)\ q

+  aP [ap -  (a +  P) + 1]

=  q2 +  (p2 -  2 — p )g +  1(1 -  p +  1)

=  q2 +  p2q -  2<j -  pq -  p + 2 answer 
since a + p  =  p, ap  =  1.

2. The condition {A + B)2 =  A2 + 2AB + B 2 is equivalent to 

Spring 1993

3 z-1/2 7
= - - 2  Jo 2y dy = — .12'

4 . First note that a „ =  Sn -  Sn- 1 for n >  2.

71+ 1
For 7i >  1, a\ +  2ci2 ■ • ■ ~h Tian =

n +  2

answer

(i)

For ?i >  2, ol\  -\- 2 a ,2  •+• • • • +  (77. — l ) a n_ i  = --------  (2)
n +  1

Subtracting (2) from (1) we have

n + 1  n 1
71 +  2 71+ 1 (7 l+ 2 ) (? l+ l)
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1
n(n  +  l)(n +  2) 

1
n(n + 1) (n + l)(n + 2) n >  2 .

However, <n =  § from (1),

H------ I-

J ._____1_\ / _ t_____1_
2 -3  3 - 4 / +  V 3 4 4 -5

1

2 1
~  3 +  2

n(n + 1) (n + l)(n + 2) 

1 1
2 -3  (n +  l) (n  +  2)

3 n +  9 n +  4 
4(n +  l) (n  +  2)'

answer

5. (1)

A  A BC  =  A  PBC  +  A  PC A +  A  PA B

= ax + by +  cz). answer

(2) From (1), point P' (x, y ,«) is on the plane

ax +  by + cz =  25.

Here x >  0, y >  0, z > 0, and P' moves inside of the 
A  A'B'C'.

secting point between y =  x +  k and the parabola y2 =  2x -  1. 
Therefore, 2x - 1  =  (x + k)2 has one solution and the discriminant 
D of x2 +  2(k -  l ) x  +  k2 + 1 =  0 is zero.

{k -  l ) 2 -  (fc2 +  1) =  0 

.-. k = 0.

\\y = x + k passes through the vertex ( | , 0) of y =  %/2x -  1, then

- 4  '

If k > 0, there is no point of intersection. If fc =  0 or fc <  — §, there 
is one point of intersection. If <  fc <  0, there are two points of 
intersection.

2. (1) AQ : QC = 3 : 4 implies that

A O l  + 3 0 ^
o 3  = 3 +  4 

7 7
answer

(3) If P  is the center of gravity of A ABC ,  the extension of AP  
meets the midpoint, M , of BC.

A  A B P  = A  ACP

A A B P  = A  BCP

.'. ax = by = cz.
By taking this, together with (1), we have 

2 S  25
x = -z-, y

_  2Ss
3a' y 3b' 3c '

which are the coordinates of the center of gravity of A A 'B 'C '.

Examination B 
Economics Division

1. When y = x + k is tangent to y = >/2x -  1, there is exactly 
one point of intersection between them and also exactly one inter-

(2) OP = 70Q  +  2 OB 
2 +  7

7 ( | o 3 +  |0 C )  +  2 0 S

= i o A + l m + l m . answer

3. (1) Let E. F  be points of tangency of the inscribed circle I  on 
side BC, CA, respectively. Then

Using the above relations
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2(AB +

a + 1

ra+1 rl
F(a) = (x — a)2dx +  /  (x — a 

Jo Ja+l
— a — 2) dx

(2) Since I D  _L AD, I D  =  A D  tan  9. Also A C  = A B  cos ‘29, 
B C  =  A B  sin 29;

=  A D
tan  9

(x — a)3 (x — a — 2)3

2 ,1  =  - a  - a + -

o+l

=  -  (a +  a  cos 26 — a sin 29) 

r = ^  (1 +  cos 29 — sin 29) tan  9. answer 

(3) Using the double angle formula for the result of (2), we have

r = — (2 cos2 9 — 2 sin 9 cos 9) ■ S‘n ^
2 ’ cos 9

=  a(sin  9 cos 9 — sin2 9)

=  ^[sin  29 — (1 — cos 2 9)\

= ^ s i n  (20n M -
29 = ZA  is an interior angle of right triangle A B C , so 0 < 
29 < 7t/2 and hence 7r/4 <29 + -n/A < It follows that the 
maximum value of r is

(iii) When - 2  < a < — 1,

^ 2 - 1 ) . answer

4 . The graph of f (x)  is shown below with the solid line. At x =  
a +  1, /  has a relative maximum.

F(a) = j  (x — a — 2)2dx 
Jo

_  (x — a — 2)3 !

— CL -f- +  —

= (a+ )̂ + ^ -  

From (i), (ii), (iii) we have the graph of y = F(a) as shown below. 
It follows that the maximum value is

F(2) =

(i) When 0 <  a < 2,

F(a) = j \ x - a ) 2 d x = (- - ^ a)3\l0

2 I 1 \ 1= a — a -\—  =  ( a ---- ) H-------.
3 V 2 12

(ii) When - l  <  a < 0, 
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A  W ar  
A g ain st  C h ild ren

Schools closed, teachers persecuted as part 
o f ‘ethnic cleansing’ in Kosova

B y  D a v id  N . D o r n

The Am erican Federation o f  Teachers has a history 
o f  solidarity w ith teachers and  teachers organizations 
that have fo u g h t fo r  freedom  and  free  trade union  
rights in m any parts o f  the world. The AFT supported 
the Polish independent trade union movement, Soli- 
darnosc, and  its teachers section, when it fir s t emerged 
in the early 1980s. Later in the decade, the AFT worked 
extensively with the national teachers union o f  Chile 
in its struggle against the m ilitary dictatorship o f  
Augusto Pinochet. We also stood with black teachers in 
South Africa to oppose apartheid and  the racist edu
cation system it wrought.

More recently, the AFT has focused its international 
solidarity efforts on programs with the new democrat
ic teachers organizations in the emerging democracies 
o f  Eastern and  Central Europe. During the past three 
years, the union has provided technical and  financia l 
assistance to independent teachers unions in Hungary, 
Poland, Romania, and  Bulgaria.

Through our activities with teachers in these form er  
C om m unist countries o f  Eastern Europe, the AFT 
became aware o f  the terrible conditions o f  teachers 
and  schools in parts o f  old Yugoslavia. A t a 1992 con
ference o f  teachers unions fro m  Eastern Europe, AFT 
representatives f ir s t m et with leaders o f  an indepen
dent teachers union fro m  a little-known region o f  the 
fo rm er Yugoslavia Republic called Kosovo (or Kosova, 
as it is spelled by its A lbanian population). These teach
ers described the dire conditions o f  life there today and  
the repression by Serbian authorities who are con
ducting a fo rm  o f “low-intensity ethnic cleansing” that, 
in large part, is going unnoticed by the outside world. 
The teachers urged unions in the West to help publicize  
their p ligh t a n d  to visit Kosova to witness Serbian 
“cleansing” tactics against children and  education  
used in their war to drive the Albanian-ethnicpopula- 
tion ou t o f  Kosova.

The plight o f  Kosova, although overshadowed by the 
conflict in Bosnia-Hercegovina, has not been com 
pletely overlooked. After the AFT fir s t m et with the Koso
van teachers, the International Confederation o f  Free 
Trade Unions published a report entitled “Dismissals 
a nd  Ethnic Cleansing in Kosovo.” A January 1993 Wall 
Street Journal article called the situation there “this
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Below: A semi-clandestine 
secondary school class is 
held in a fo rm er private  
hom e in Pristina, A t left: 
By A lbanian custom, 
guests leave their shoes a t 
the doorstep o f  homes; 
the students honor that 
tradition.



year's im pend ing  crisis a n d  tragedy.” W hen the AFL-CIO 
recently decided to send  a  sm all delegation to Kosova 
to m ake  its ow n fir s th a n d  investigation, AFT in terna 
tiona l affairs director D avid  Dorn was p a r t  o f  tha t 
group.

The fo llow ing  excerpts are fr o m  his report o f  th a t trip, 
w hich took p lace the f ir s t  w eek o f  February. The Amer
ican Educator is p r in tin g  this report in response to the 
p leas fr o m  o u r colleagues in  Kosova to expose Serb ia ’s 
cynical po licy o f  using children to p u rsu e  ethn ic cleans
ing. As' the w ar in Bosnia-H ercegovina w inds down, by  
treaty or attrition, Kosova could  become, as the U.S. 
S e n a te  F o re ig n  R e la t io n s  C o m m it te e  r e c e n t ly  
described, “the fla sh p o in t” fo r  a broader w ar in  the 
Balkans.

E TRAVELED by car from Sofia through Macedo
nia to Pristina, the capital of Kosova. This entire 

region of the form er Yugoslavia is tense. Although open 
warfare and shelling have not broken out in the south, 
there is concern  that Serbia m ight strike at the republic 
of Macedonia, w hich only recently has declared inde
pendence from the form er Yugoslavian republic. United 
Nations troops are stationed in Macedonia and have an 
arm ored personnel carrier at the border shared w ith Ser
bia.

Kosova itself has the feel of an occupied state. Koso
va’s ethnic Albanians, w ho represent 90 percen t of its 2.2 
million population, once enjoyed autonom y w ithin Ser
bia. But in 1989, the Serbian National Assembly voted to 
dissolve the Albanian-dominated Kosovan parliam ent 
and, backed by troops and tanks, took direct adminis
trative control of all governm ent bodies and the police 
force. W hat followed was a campaign to force the eth- 
nic-Albanian population to submit to Serbian control or 
to  flee Kosova.

In an  a tte m p t to  gain  c o n tro l o f th e  ec o n o m ic  
resources of the province and to starve out Albanian 
w orkers, Serbian au tho rities  d isenfranchised  e thn ic  
Albanians of their rights to self-government and educa
tion and arbitrarily fired thousands from their jobs. The 
Serbs banned the only Albanian daily new spaper, Rilind- 
ja , and took over the Pristina radio and television chan
nels, replacing all Albanian-language new s and en ter
tainm ent program s w ith  material prepared in the Serbian 
language. Since 1990, more than 100,000 ethnic Albani
ans have been  fired from their jobs, and Serbians from 
o ther areas of the country  are being lured to Kosova by 
offers of jobs and o ther benefits at the expense of ethnic 
Albanians living in the province. Although our delega
tion was not overly concerned for our personal safety 
(o ther observ er delegations had recently visited Kosova 
w ithou t incident), w e w ere aw are that thousands of 
Kosovan citizens had been arbitrarily arrested and many 
beaten and tortured at the hands of the Serbian militia.

W hen w e arrived in Pristina, w e w ere m et by our 
hosts—teachers and o ther representatives of the Inde
penden t Trade Union of Kosova (BSPK). Our itinerary, 
arranged by the BSPK, included meetings w ith  ethnic- 
Albanian teachers and educators, w orker represen ta
tives, h u m an  righ ts  activ ists, and  po litica l leaders.

D avid  N. Dorn is the in tern a tio n a l affairs director o f  the 
A m erican  Federation o f  Teachers.

Because the education issue is at the cen ter of m uch of 
the struggle betw een the Kosovans and Serbs, w e began 
our program  by m eeting w ith  teachers and visiting 
schools in the semi-clandestine system.

Much of the publicity7 about the plight o f Albanian eth
nics in Kosova has been centered on Serbian destruction 
of their public school system and creation of semi-clan
destine, A lbanian-language schools. In the  past tw o 
years, several E uropean  and U.S. pub lications have 
show n photographs of Kosovan schoolchildren huddled 
in stark, bare room s in private hom es and unfinished 
structures. These are the  images of the  “alternative” 
school system of Kosova.

As seen from afar, the story is moving, but still distant, 
unreal, almost bizarre. It is difficult for W estern observers 
to com prehend that, am ong the many tactics used to 
repress and terro rize , Serbs are using ch ild ren  as a 
w eapon  of w ar to force ethnic Albanians from their 
homeland.

THE SERBIAN assault on education began at the Uni
versity of Pristina. The font of the Albanian-language 
school system, this university was founded in 1969 as an 

Albanian and Serbian language university, the only one 
of its kind in Yugoslavia. Prior to its establishm ent, Koso
van Albanians had few avenues for postsecondary edu
cation.

Many Serbs consider Albanians to be ethnically inferi
or, and during previous periods of Serbian dom ination of 
Kosova, the Serbs fought against the establishm ent o f an 
Albanian-language education system. It was only w hen 
Tito, th e  Com m unist head of the form er Yugoslavia 
Republic, moved to grant recognition and autonom y to 
the majority population of Kosova that ethnic Albanians 
w ere perm itted  to establish a com prehensive education 
system in their ow n language.

For the past twenty-five years, access to an Albanian- 
language university and secondary education system lias 
brought about remarkable intellectual, professional, and 
econom ic developm ent in the province. The education 
system produced a new, m ore self-confident class of Alba
nians w ho now  had the ability to examine and under
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stand historical and socioeconom ic developm ents. It 
was these individuals w ho formed the vanguard of Alba
nian nationalism in Kosova.

The most recent wave o f Serbian governm ent repres
sion of the Albanian-language school system dates back 
to 1981, following a series of pro-independence dem on
strations organized by Albanian students. In our first 
meeting, leaders o f the Trade Union of Education, Sci
ence and Culture of Kosova described the restrictions on 
Albanian-language instruction and on Albanian profes
sors and students in the university. Harassment, impris
o n m en t, and to r tu re  o f ethnic-A lbanian p ro fesso rs 
increased throughout the 1980s, reaching a peak in 1989 
w hen 238 professors and o ther intellectuals w ere arrest
ed. Serb authorities also cut the num ber of Albanian stu
dents enrolled by more than 50 percen t during this peri
od, while at the same time increasing the num ber of Ser
bian students by 82 percent.

In 1990 and 1991, during w hat is referred to as the 
“period of special laws,” Serb authorities codified repres
sion of ethnic Albanians and increasingly harassed pro
fessors and students to such a point that, for all practical 
purposes, the university was closed to them . The Serbs 
also closed the m edical school to Albanian students. The 
Albanian deans, heads of departm ents, and other heads 
w ere expelled from their jobs, and Serbian staffs w ere 
appointed in their place. Today, only six or seven ethnic 
Albanians remain at the university, all in nonteaching 
positions.

The chronicle o f the Serb assault on Albanian-language 
secondary schools is similar, but even m ore frightening 
for its brutality. During our visit to Kosova, Albanians 
described w hat they called a “campaign of poisonings” 
of Albanian high school students that began in 1989 in 
the Luigj Gurakuqi secondary school and was used on a 
m ore massive scale in 1990 in many secondary schools 
in the  tow ns of Podujeva, Pristina, Gjilan, and o ther 
school centers w ith concentrations of ethnic-Albanian 
students.

By Albanian accounts, the Serbian secret service used 
chemical or biological w eapons on more than eight thou
sand schoolchildren. According to Kosovan doctors w ho 
treated the students, the poison was a nonlethal airborne 
su b s tan ce  th a t a ttack ed  th e  re sp ira to ry  system . It 
appears to have been designed to scare parents into 
believing that the schools w ere unsafe.

Although the incident was not widely reported  to  the 
outside world, it was well know n w ithin Yugoslavia. The 
Albanian union representative for secondary teachers 
claims that the poisoning was adm itted by Dr. Stripe 
Mesic, the form er president of Yugoslavia, and that the 
action was organized by the military secret service of Ser
bia and Yugoslavia. We heard personal reports of the inci
dent from ethnic-Albanian doctors w ho treated many of 
the stricken children and from several of the teachers w e 
met. It is a shocking exam ple of Serb atrocity.

The campaign to close dow n the Albanian secondary 
school system and many of the prim ary schools has been 
extensively docum ented by W estern observers. The Serb 
authorities first dem anded that all instruction be in the 
Serbian language and that teachers follow a Serbian- 
im posed curriculum . The militia then used force—beat
ings and arrests—to block teachers attem pting to enter 
the schools. In 1990, the Serbs cut school financing for

certain regions of the province, and beginning January
1991 they eliminated all financing of Albanian-language 
secondary schools throughout Kosova.

The prim ary schools w ere not disrupted during the 
early stages of the campaign. Serb authorities first tar
geted the secondary schools, using the excuse that sec
ondary education is not m andatory under Serbian law. In 
the last several m onths, m ore and m ore prim ary schools 
have been closed to Albanian-language instruction . Many 
have been shut dow n entirely. In others, ethnic-Albani- 
an students and teachers are allowed to use the facilities, 
but the teachers are unpaid.

The determ ination o f Kosova’s Albanian population to 
resist Serbian repression by nonviolent m eans is best 
exemplified by its response to the closing of the Albani
an-language school system. In defiance of Serb authori
ties, the independent Albanian m ovem ent of Kosova, in 
cooperation w ith the independent union of Albanian 
teachers and fired school authorities, established a semi- 
clandestine education  system. Nearly the  en tire  sec
ondary, a large part of the university, and a significant por
tion of the prim ary school systems for Albanian students 
w ere  reorganized  in p rivate  hom es th ro u g h o u t the 
province.

DURING OUR stay in Kosova, w e visited several of 
these schools in and around Pristina and Peje, a 
major industrial cen ter to the w est of the capital. One 

school was held in tw o private hom es in Pristina ow ned 
by tw o brothers w ho now  live and work in the Bronx, 
New York. A nother school was held in a large private 
hom e that was turned over for this purpose. The ow ners 
moved in w ith relatives to make the house available. 
O ther schools have been established in unfinished build
ings or in shops closed by the Serbian militia.

The level of organization in th e  sem i-clandestine 
schools is remarkable. When possible, entire schools are 
kept intact, squeezed into small rooms in private homes. 
With some necessary modifications, school organizers 
try to maintain the curriculum  that existed in the form er 
schools. For example, one high school having an enroll
m ent of 1,461 was transferred to tw o large houses on the 
outer rim of the city. Thirty-two classes, grades nine, ten, 
and twelve, are held in one house that an extended fam
ily of twenty-three m em bers turned over for use as a 
school. The eleventh grade classes are held in a nearby 
building. Sixty-eight teachers w ork from 8:00 a . m .  to 6:00 
p .m .  Classes are shortened from sixty to thirty m inutes per 
period, and there are three school shifts p e r day.

Classes are held in unfinished room s w here thirty to 
forty students sit on bare floors or foam m attresses. 
Teaching supplies are inadequate. The rooms typically 
are equipped only w ith a piece of a blackboard and a 
w oodburning stove to w arm  the room s in the harsh w in
ter. One prim ary school in Peje was equipped w ith  rudi
m entary desks made by parents.

Schools are staffed by the fired teachers w ho began 
the 1991 school year w ith no prospect of any salary. They 
now  receive a wage of sorts, approxim ately $ 13 a m onth, 
contributed by Kosovan Albanians living outside the for
m er Yugoslavia.

The clandestine system also succeeds because of the 
cooperation of the schoolchildren. Students have devel
oped an esprit de corps as co-conspirators w ith their
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teachers and parents. Considering their environm ent, 
the classes w e observed w ere exceptionally  orderly. 
Im agine the  atm osphere  if you took  th irty  o r m ore 
teenage students and cram m ed them  together on  the 
floor. We w ere im pressed that learning was taking place 
despite the difficulties. In one English-language class, 
several students read letters they had w ritten  to imagi
nary pen-pals explaining their conditions. The quality of 
the w ork was as impressive as the letters w ere touching.

The Independent Union of (Albanian) Students and 
the Independent University Trade Union Branch began 
alternative classes in Pristina in February 1992. They 
however, w ere not entirely successful in reproducing the 
full scope of university instruction. Certain subject areas, 
such as m edicine and the sciences, w ere m ost affected 
by the lack of facilities. It was reported  that in m edicine, 
for example, the curriculum  had to be reduced by 30 per
cen t and that practical training, in particular, suffered.

CREATION OF the alternative school system did not 
go unnoticed by Serbian police. They responded by 
raiding schools and the private hom es of teachers and 

school administrators. Police confiscated the stamps and 
seals needed to certify students’ attendance and com 
p le tion  o f courses, and they destroyed Albanian-lan- 
guage teaching materials. Searches w ere accom panied 
by beatings and arrests. A 1992 delegation of represen
tatives from  the  In ternational C onfederation of Free 
Trade Unions (ICFTU) to Kosova com piled a long list of 
specific incidents. The following exam ples are taken 
from that report:

On 10, June, 1992, the police arrived in force, 
together w ith arm oured vehicles to surround the 
hom e of Meta Shala, headm aster of the school in 
Terstenik, a village in the Peje region. After search
ing his house, the police took Mr. Shala and four 
m em bers of his family away; they w ere released 
after violently beaten.

On 22, June, 1992, police raided the hom e of 
Malush Haxhiu. Three students from Malisheve— 
Skender, Ali, and Ramiz K astrati—w ere bea ten  
senseless because they refused to tell the police 
w here the examinations w ere being held for the 
Albanian students following the alternative educa
tion program m e set up by dismissed teachers.

On 27, June, 1992, in Pristina, fifty Albanian stu
dents at the teacher training college, w ho had just 
finished sitting their examinations, w ere arrested 
and beaten for tw o hours.

Our delegation heard dozens of personal accounts of 
such incidents. In Peje w e m et tw o w om en teachers w ho 
described w hat they suffered at the start of the 1992 
school year during w hat w ere to have been peaceful 
dem onstrations throughout the province. In Peje, teach
ers and students assembled at and attem pted to en ter and 
start classes in a num ber of schools previously closed by 
Serb officials. The first teacher described how  a Serb mili
tiam an grabbed h e r by the th roat, th rew  h e r to the 
ground, and beat her. W hen another teacher came to her 
defense, he too was beaten. W hen she finally was taken 
to a hospital, police told doctors she had been  in an auto
mobile accident.

(From left to right) Agim  Hyseni—president o f  the 
Kosovan independent teachers union, a nd  D avid Dorn 
o f  the AFT meet with elem entary school teachers a t a 
sent i-cla ndestin e school.

The second teacher told a similar story. She described 
how, fleeing from the dem onstration, she turned, was hit 
by a policem an, and lost consciousness. At this point in 
our conversation, she pulled back her hair to show  us 
that the police had ripped  off m ost of h er left ear. She dis
covered the injury only after she reached the hospital. 
The delegation also met w ith  the family of a prom inent 
prim ary school principal w ho had been dragged from his 
office and beaten to death at the local police station. (In 
each of these cases, the delegation was given perm ission 
to use the names of these individuals bu t chose not to 
publish them .)

As m entioned earlier, the Serbs are fully aware of the 
existence of the alternative schools. Police and students 
play som ething of a cat-and-mouse game. The police 
occasionally harass students going to and from classes 
and invade the alternative classrooms to arrest students 
and teachers alike. To afford som e protection, teachers 
post sentries to m onitor the m ovem ent of police patrols 
At one school, our departure was delayed w hen our Alba
nian hosts, by listening in on the police radio band, w ere 
w arned of the police’s presence. A police car passed by 
three times before w e w ere able to leave the area. It is 
impossible, however, to conceal the location of all the 
schools from the police. Their patrols easily can spot stu 
dents as they go to their classes.

During the 1991-92 school year, m ore than 80,000 p ri
mary and secondary students and 30,000 university stu 
dents attended sem i-clandestine schools. R epresenta
tives of the Trade Union of Education, Science and Cul
ture of Kosova claim that 8,516 teachers have been p e r
secuted, im prisoned, or killed during the past th ree 
years. Twenty-two thousand students and 1,130 teachers 
have left Kosova during the  same period. Following the 
clashes w ith militia at the start of the 1992 school year 
in secondary schools throughout the country and at the 
University of Pristina, Albanian leaders m et w ith officials 
o f the Yugoslavian and Serbian governm ents to dem and 
that the formal schools be reopened. These talks w ere 
unproductive, and students returned to their unofficial 
classes.
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SERB REPRESSION and attacks on the Albanian-lan
guage school system are only one facet of the ethnic- 
cleansing cam paign. The Council for the Defense of 

Human Rights and Freedoms in Pristina, the major Koso
van organization that m onitors hum an rights violations, 
claims that at least 800,000 people (almost half of the 
population of Kosova) have “passed through the hands 
of the police.” A large num ber of those detained have 
been beaten or tortured. In a recent report on Kosova, 
Amnesty International characterized this police violence 
as “systematic torture.”

T h e  e th n ic -A lb an ian  p o p u la tio n  o f K osova has 
responded to police violence by adopting a nonviolent 
strategy of resistance. Under w hat is a virtual state of 
occupation, Kosova’s ethnic Albanians have boycotted 
Serbian political structures and have set up their own 
institutions. In May 1992, risking Serbian army and police 
intervention, ethnic Albanians held an election to choose 
representatives to  the “national parliam ent” and a presi
dent of the independent Kosova republic. The Demo
cratic League of Kosova (LDK) w on ninety-six of one hun
dred seats in parliament; and Ibrahim Rugova, the LDK 
party leader, was elected president in an uncontested 
race. Rugova is the real leader of the Albanian population 
of Kosova and an im portant defender of the nonviolent 
strategy vis-a-vis the Serbs. The newly elected parlia
m ent has been  blocked from m eeting, and the president 
has no control over the Serbian police and administra
tors that occupy Kosova.

During our February visit, w e m et in Pristina w ith Pres
ident Rugova in his office at the W riters Association of 
Kosova. Rugova was a w riter and a form er professor of 
literature at Pristina University. President Rugova began 
by describ ing the May 1992 elections and the  w ide 
tu rnout of voters despite the potential for Serbian inter
vention. He told us that in recent days the Serbs were 
accelerating their arms-collection campaign to create a 
public percep tion  that the Albanians w ere receiving 
arms. W hen asked, he said that a realistic solution for 
Kosova’s dilemma w ould be to  create a “neutral, inde
pendent state like Macedonia.”

Rugova said he thinks that, to date, U.S. policy toward 
Kosova has been “correct,” but added that he would like 
to see m ore support from the new  administration. He did 
say the Clinton adm inistration has had several contacts 
w ith  the Kosovan com m unity in the United States. Rugo
va said his governm ent has requested that NATO or Unit
ed Nations troops be deployed to Kosova, bu t no official 
response has been made to this request. President Rugo
va explained his vision for an independent Kosova as an 
“open country, dem ocratic and liberal, w ith  a free mar
ket and investments for mutual profit.”

IT WAS evident to the AFL-CIO delegation, and to o ther 
labor and hum an rights groups that have visited Koso
va in the past few m onths, that the Serbian governm ent 

is conducting  a cam paign of ethn ic cleansing in the 
province. The campaign appears to have several objec
tives, w hich are bolstered by historical and current evi
dence: to  elim inate any autonom y for the province, to 
take control of the most productive industries and other 
resources in the province, and to  encourage Serbian col
onization of Kosova and pressure ethnic Albanians to 
emigrate.
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The Serbs are conducting econom ic and social warfare 
and using violence and repression to achieve their objec
tives. Attacks on children and teachers and the massive 
firing of workers described in this report provide clear 
examples of the tactics being used. The Serbs have not 
yet launched a military campaign to drive ethnic Albani
ans from large areas of the province as they have done in 
Bosnia-Hercegovina, b u t th is cou ld  change quickly. 
There is evidence that the Serbs are trying to build a case 
for taking m ore extensive military actions against Koso
van Albanians. The propaganda regarding Albanian arms 
is one exam ple of this strategy. There are also stories that 
the Serbs are trying to provoke the Albanians to  violence.

Ironically, a truce and consequent settlem ent of the 
w ar in Bosnia-Hercegovina could spark the acceleration 
of ethnic cleansing in Kosova. The end o f fighting in the 
north  would produce new  pressure to colonize the south 
(Kosova) w ith Serbian refugees from that war. It also 
w ould free up thousands of regular and irregular troops 
for service in Kosova.

Until now, a vast majority of the Albanian population 
of Kosova has backed the LDK’s strategy for nonviolent 
resistance to Serbian repression. The organization of the 
Albanian Kosovars, as dem onstrated by the alternative 
schools and the extensive welfare assistance netw ork, is 
impressive. The question remains as to how  long this 
nonviolent opposition can be sustained w ithout greater 
outside assistance and pressure on the Serbian govern
ment.

K osova and  its  v a rio u s  d e m o c ra tic  in s titu tio n s  
deserve support from the West. The United States and 
o ther nations have expressed concern  over the repres
sion in Kosova, and the Geneva International Confer
ence on the Form er Yugoslavia has established a special 
group on Kosova w ithin its working group on ethnic 
m inorities. However, as m ade evident by the w ar in 
Bosnia-Hercegovina, general warnings against further 
ethnic cleansing in Kosova will be useless w ithou t spe
cific and credible U.S. or U.N. plans for actions against 
Serbia. Kosova’s pred icam ent is fu rther com plicated  
because it is not recognized as an independent repub
lic. This, however, should not stop or delay a response 
from the West. War in Kosova m ight not be the spring
board for an expanded Balkan war, as som e predict. But, 
the W est’s response, or lack thereof, to  fu rther killing, 
terrorism , and repression in Kosova will set the  standard 
throughout the w orld for the degree to  w hich hum an 
rights violations will be overlooked in the new  interna
tional order.

Before leaving Kosova, w e had a personal taste of w hat 
life in an occupied country  is like. On our return  from 
the tow n of Peje, tw o machine-gun-wielding Serb militi
amen pulled our car over to the side of the road. After a 
search of our car revealed docum ents detailing Serbian 
hum an rights violations, w e w ere taken to  the local 
police station. There, w e w ere questioned about the pur
pose of our visit to Kosova. I am still not certain as to w hat 
real danger we w ere in; however, after spending the bet
ter part of the day listening to  teachers w ho had been 
beaten at the hands of the police, the situation was fright
ening. We w ere released after about thirty7 m inutes. As 
we left, the head of the militia forces at the station told 
our Kosovan colleague, “They’re leaving the country, but 
you’re not, and w e know  w here you live.”
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T o ba cco  Industry  
Seeks N ew  R ecruits

&

CIGARETTE SMOKING is a habit 
w hich, if no t begun in youth, is 
usually never begun at all. Nearly 

nine out of ten  people w ho smoke 
becam e regular smokers before they 
tu rned  2 1.1 This fact has not been 
lost on the tobacco industry. As its 
oldest and most reliable custom ers 
die off, it needs a steady supply of 
new  recruits. And the best time to 
hook them  is w hen  they are 
teenagers.

“In the U.S., the tobacco industry 
spends $3-6 billion each year on 
product advertising and prom otion,” 
reports Surgeon General Antonia 
Novello in a recent article published 
by the American Cancer Society.2 
Although the cigarette com panies 
claim they do not m arket to chil
dren, num erous studies have show n 
that their ads do reach and influ
ence youngsters. “For example,” 
says Novello, “one study found that

1 “Youth: An Urgent Challenge for Tobacco 
Control,” by  Antonia Novello. In World 
S m o k in g  a n d  H ealth  (Vol. 17, No. 3, 1992), 
published by the  Am erican C ancer Society. 
-Ibid.

This one m ay need some expla
nation: In all bu t three states, a 
person m ust be eighteen to buy  
cigarettes. Younger teens circum
vent the law by using vending 
machines, where they d o n ’t have 
to come face-to-face with an  
adult. The tobacco industry— 
although claiming not to encour
age or w ant kids to sm oke—has 
opposed ordinances tha t would  
reduce availability o f  the 
machines.

six-year-olds are as familiar w ith 
‘Old Joe’ as w ith Mickey Mouse. 
A nother recent study show ed that, 
in some com m unities, one-fourth or 
m ore of young sm okers are now  
buying Camels, while surveys 
before 1988—the year the Old Joe 

^ campaign began—indicated little 
■S preference for Camels among young 

people. The proportion  of smokers 
5 under eighteen w ho choose Camels 

has risen from 0.5 percen t before 
§  1988 to 32 percen t by 1992; profits 
•2 have soared from $6 million to §476 

million.”
E Marlboro, of course, has been 
|T using its rugged, independent cow 

boy imagery to attract teenagers for 
a long time (independence is a big 
issue at that age). And w ith stunning 
success: More than half of all young 
sm okers choose Marlboro.

The cartoons on these two 
pages—by some of the country’s 
best cartoonists—take aim at the 
tobacco industry’s disingenuous 
claims. Share them  w ith your stu
dents; they need to be aware of the 
deadly campaign directed their way.

— E d i t o r
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M o r a l  E d u c a t o r

(Continued fro m  page 24)

MUCH IS know n about “know ing the good” and 
abou t “doing the  good.” However, w e seem  to 
know  m uch less about “loving the good.” Love is like fire, 

a consum ing energy—dangerous, vital, difficult to con
tain. But life w ithout love is shrunken and impoverished. 
Love out of control endangers life. Thus, like fire, love 
m ust be harnessed.

Learning to love the right things is the w ork of a life
time . As parents w e know  how  im portant it is for our chil
dren to love good people and good ideas. We anguish 
over their self-indulgent friends or the way they w ant to 
spend their free time (i.e., the things they love to do). We 
w orry  most about the idealized image of themselves they 
construc t—the self they are trying to become.

The educational response to the perceived values cri
sis in the 1960s and 1970s was to  create and adopt new  
“values curriculum .” These materials typically w ere p er
m eated w ith the moral neutrality of tw o seriously defi
c ien t approaches: values clarification and cognitive 
developm ental moral education. The approaches had 
som ew hat different em phases. However, many of the dif
ferences required considerable subtlety to  identify, and 
most laypersons, and many practicing teachers, treated 
the approaches as interchangeable. This considerably 
enhanced the short-term  effects of each approach. It 
seem ed as if all serious concerns about moral education 
w ere to be treated w ith  one uniform  prescription.

The approaches dram atically con trasted  w ith  our 
schools’ traditional moral curriculum . That curriculum  
aimed to engage the young in the most im portant ideas 
and conten t of our mainstream culture. (Again the ques
tion, “W hat is most w orth  knowing?”) Out of this quest 
came the conten t of schooling. Out of it came the m ath
ematical and scientific material students m ust master. 
O ut of it came the knowledge of their w orld that future 
citizens m ust possess. Out of it, too, came our great nar
ratives, the stories and histories that carry w ithin them  
the moral facts of life; and ideals that the young need to 
know  to order their ow n lives and participate in civic life.

But our curriculum  m ust also touch the heart. To be 
morally educated and ethically disposed to life involves 
m ore than just our minds. As W arren Nord has recently 
w ritten, “The relationship betw een feeling and reason in 
ethics is com plex and controversial, but certainly moral
ity is grounded to some considerable extent in the moral 
feelings—com passion , guilt, hope, despair, dignity, 
mercy, and love, for example. W hen ethics is stripped of 
its em otional dimension, it becom es artificial, abstract, 
and lifeless.”

Our great narratives and literature fulfill an im portant 
need here. Through encounters w ith  these materials, 
students learn

■  to have both  an intellectual and em otional under
standing of the lives of good and evil people and w hat 
drove them  to do w hat they did;

■  to acquire an incarnate sense of justice and com 
passion and of greed and cruelty, learned through the 
study of the narrative’s characters;

■  to  be  em otionally  to u c h e d  by som e lives and 
repelled by others;

■  to continually be deepening their understanding of

and feeling for moral facts of life and ideals by seeing 
them  lived out in the narrative’s heroes and villains;

■  to enhance their moral imagination and moral sen
sibility as they vicariously experience lives of characters;

■  to have greater insight into the lives and stories 
depicted in literature and history;

■  to have a storehouse of moral m odels to guide them  
w hen they act.

As students encounter the story of a civilization in his
tory and literature, they com e to know  Julius Caesar and 
Marc Antony, Henry the Eighth and Macbeth, Joan of Arc 
and Elizabeth Bennett, Adolf Hitler and Willie Stark. Mar
tin Luther King J r .  and Atticus Finch, Thomas Edison and 
Huck Finn, Walter R euther and Hester Prynne. In them , 
the young see abstractions, such as loyalty, compassion, 
and betrayal, com e alive. For younger pupils, the m es
sage will also be transm itted by mythology and stories in 
readers. From Aesop’s "The Hare and the Tortoise,” they 
see the dangers of self-indulgence and the im portance of 
staying the course. Patriotic tales, like Horatio at the 
Bridge, tell the young that life was not always the way 
they are experiencing it, and that others should alert 
them  that they, too, may need to make extraordinary sac
rifices for their neighbors, fellow Americans, and others 
in need. Our pupils live the experiences of real and imag
inary people from our past. They m easure them selves 
against their motives and accom plishm ents, challenge 
themselves to reach their levels of excellence, and warn 
them selves against their w eaknesses and mistakes. These 
figures becom e their models or their caution signs. O r so 
it ought to be.

THE 20TH century philosopher Alfred N orth W hite
head argued strongly for the place of heroes in our 
education . “A sense of greatness,” he w ro te , “is the  

groundwork of morals.” To W hitehead, it is impossible to 
have a moral order apart from “the habitual vision of 
greatness.” Our young, therefore, need to be enveloped 
by heroic individuals and images.

William Bennett, the form er U.S. Secretary of Educa
tion, grew up  in Brooklyn in the 1940s and 1950s. He has 
w ritten  engagingly about his boyhood heroes. There was 
Gary Cooper as Marshal Will Kane in High Noon  and 
ballplayers Lou Gehrig and Roy Campanella. But there 
was also Sir Edmund Hillary, Esther, Odysseus, and Abra
ham Lincoln. These latter heroes w ere consciously p re
sented to him by parents and teachers. Referring to the 
heroes of his youth, Bennett writes,

In all of them , it is fair to say that there was a cer
tain nobility, a largeness of soul, a hitching up of 
o n e’s ow n purposes beyond the self, to som ething 
that dem anded endurance or sacrifice or courage 
o r resolution or com passion; it was to n u rtu re  
so m eth in g  b ec au se  one had  a sen se  o f w h a t 
deserved to be loved and preserved.

But w ho  are our ch ild ren’s cu rren t heroes? Three 
times during the 1980s, the World Atlas conducted  a 
large-scale study of students from eighth to twelfth grade. 
The question was simple: “W ho is your hero?” Among 
the 30 designated by the respondents, there is no Jeffer
son, Washington, or Lincoln; no Churchill or FDR; no 
Eleanor Roosevelt, Jane Addams or M other Teresa; no 
Edison or Jonas Salk or Madame Curie; no Henry Ford or
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Who are our children’s current 
heroes? Eddie Murphy, Arnold 

Schwarzenneger, Prince, Michael 
Jackson, Burt Reynolds, and a 

sm attering o f  sports stars.

W alter Reuther; no Abigail Adams o r Annie Sullivan. 
Instead there was Eddie Murphy, Arnold Schwarzen
neger, Prince, Michael Jackson, Burt Reynolds, and a 
sm attering of sports stars. Individual parents w ere fre
quently m entioned. But w hat em erges from these sur
veys is a picture of children confusing celebrity w ith the
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virtue and enduring fame that are the accom panim ents 
of heroism.

During the last four years of the 1980s, one of the 
authors routinely surveyed his undergraduate and grad
uate students. All of them  w ere preparing for careers in 
teaching. They w ere asked tw o questions, “W ho is your 
hero?” and “W ho (o ther than Hitler) do you consider 
evil?” Some students had difficulty identifying a hero. 
Approximately 15% m entioned their parents or grand
parents. A smaller percentage (5 to 6%) designated Jesus 
Christ. Close behind w ere Martin Luther King, Jr. and 
M other Teresa. At that point the list of heroes breaks 
dow n and becom es quite particular (e.g., my fifth grade 
teacher, Mr. Masty). However, 55 to  60% of these young 
adults nam ed popular and contem porary personalities, 
the type of “heroes” w ho fill the pages of People maga
zine.

These same students had even m ore trouble w ith the 
q u es tio n  ab o u t w h o m  th ey  c o n s id e red  evil. Many 
answered, “No one is evil.” The most frequently m en
tioned evildoers w ere people in the new s w hen the ques
tion was asked. As a result, one class w ould have 20% 
identifying Jimmy Swaggart and the year after an equal 
percentage w ould have Jim and Tammy Bakker. (And 
Jimmy Swaggart w ould go unm entioned, as w ould the 
Bakkers the following year.) Saddam Hussein was quite 
evident in the period of the Gulf War. Khadclafi and the 
Ayatollah Khomeini had smaller percentages, but they 
show ed up each time the survey was given. Television 
serials w ere the source of imaginary evil individuals for 
some, though the question asked for real ones.

These tw o separate surveys, one of high school age 
youth and a private one of future teachers, have relatively 
co n s is te n t th em es. T hey  p ro v id e  se rio u s food for 
thought. Suffice it to  say that our traditional heroes and 
heroines, our Jeffersons and Jane Addamses, are not large 
in the minds and hearts of our young or tom orrow ’s 
teachers. The findings are m ore than simply a curious 
artifact of contem porary life. The inability of our culture 
to project its best and brightest as m odels—or its w orst 
and m ost heinous as villains—should be a source of 
alarm.

ANOTHER PATTERN of denigrating heroism  was dis
covered in the research of Paul Vitz. He surveyed 
hundreds of school teachers, literature anthologies, and 

history and social science texts used in American schools 
during the late 1970s and early 80s. As educators know, 
such books often contain stories and portraits aimed at 
identify ing role m odels for pup ils. Vitz statistically  
dem onstrated that such materials had high proportions 
of recen t figures, liberal po litic ians, and im p o rtan t 
female personalities. There w ere very few “traditional” 
leaders, heroes, or persons in business or industry. Again, 
three-quarters of the array m ight have been  lifted from 
People magazine. These deficiencies provide a partial 
explanation for the limited and shallow perspectives dis
played in the student surveys. The s tuden t’s curriculum , 
riddled w ith transparent and naive ideology, failed to sup
ply most of them  w ith v ita l, relevant heroes. And so they 
turned to rock stars and TV personalities.

Some, however, might com plain that in a democracy, 
there is no need for heroes, that such concerns are eli
tist. T he G erm an  p lay w rig h t B erto ld  B rech t said,
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“U n h ap p y  is th e  land  th a t n eed s 
heroes.” A nother line of reasoning 
states that heroes feed elitism, and 
elitism is contrary to the egalitarian 
spirit of democracy. In fact, nothing 
co u ld  be fu r th e r  from  th e  tru th . 
Democracy requires heroes and hero- 
ines. T hom as Je ffe rso n  sp o k e  o f 
dem ocracy’s need for a natural aris
tocracy, a class of persons w ho would 
lead the nation and inspire others to 
think about and work for the com 
m on good. In p articu la r, society, 
through the appeal of heroic models, 
m ust arouse in the young a vision of 
the w orthy life and a love for the ide
als of democracy. The British poet 
Stephen Spender has written:

I think continually o f those who 
were truly great 

The names o f those who in their 
lives fought fo r  life,

Who wore at their hearts the fire's 
centre.

Sophie Barat, the founder of a reli
gious com m unity of teachers, once 
said, “Youth is not built for pleasure, 
but for heroism.” But to call out the 
best in an individual usually takes 
strong stuff. It involves teachers mak
ing p o w e rfu l d em an d s  on  th e m 
se lv e s , in  o rd e r  to  m ak e  s u c h  
dem ands on others. And even w hat 
seem ed  to be  o u r individual best 
efforts may not be enough for life’s 
challenges. The poet May Sarton has 
w r i t te n ,  “O ne m u st th in k  like a 
hero/in  order/to  behave like a m ere
ly hum an being”—another justifica
tion  for su rround ing  o u r studen ts  
w ith our best.

TEACHERS ARE responsib le  for 
feeding their pupils’ moral imag
ination, for ensuring that our young 

truly en co u n te r m odels of hum an 
excellence and frailty. Such figures 
should no t sim ply be the  focus of 
examination questions. Some of the 
things teachers can do to ensure stu
dents com e to know  these characters 
are

■  assign students biographies and 
biographical sketches of great con
tributors to society.

■  give students individual projects 
to report on the lives of significant, 
w holesom e m em bers of their family, 
community, religion or ethnic group.

■  display pictures of heroes (or 
te x ts  a s s o c ia te d  w ith  th e m ) on  
school and classroom walls and bul
letin boards and make them  part of 
the curriculum , regularly calling stu-
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La presidencia del 
democrata Bill Clinton

C l i n t o n  ha d e fin id o  su  
proyecto econ6mico como al
go innovador. C alifico  de  
fallida la estrategia republi- 
cana y renego d e  la polfti- 
ca dem6crata del pasado de 
"gravar con  im p u esto s y 
gastar". A p esa r  d e  se r un 
dem 6crata  de lfnea mode- 
rad a , Clinton ha otorgado  
al G obierno un p ap el im- 
po rtan te  en la  creaci6n de 
empleos para la recuperaci6n 
econ6mica. Propone adem&s 
renovar la  a lic a id a  infra- 
estructura del pafs.
Hillary encargada de 
elaborar un plan de 
reforma sanitaria

B u i  Clinton ha puesto a 
seis miembros de su Gabi- 
n e te  ba jo  las  6 rd e n e s  de 
Hillary. Ella ha sido en car
gada de elaborar un plan 
de refo rm a sa n ita r ia , uno 
de los m ayores d e s a f io s  
del presidente.

H illary  Rodham  C linton 
es una de las abogadas m&s 
c o t iz a d a s  del pafs y selec- 
cionada en tre  las cien m£s
l n f l m / p n f p c  m j l o w  r n n f r n -

Mexico y cinco paises de Centroamerica crearon 
un marco de libre comercio

L o s  m in is tro s  de  Econom fa de  M exico, N ic a ra g u a , 
G uatem ala, Honduras, El Salvador y Costa Rica acorda- 
ron en M anagua la creaci6n de un nuevo mercado de libre 
comercio. E ste perm itir£  a esos pafses d isp o n er  de un 
mercado de 110 millones de consumidores potenciales. La 
nueva alianza nacio una sem ana despu6s de que M6xico 
firm ara  con C anada y E stad o s U nidos el T r a ta d o  de 
L ibre C om ercio . E ste nuevo a c u e r d o  de M6xico con 
Centroamerica le configura en el eje de un futuro bloque 
comerrial continental. Este bloque ya tiene bases s61idas 
con C hile y con los otros dos in te g r a n te s  del llam ado 
Grupo de los Tres (G3) {Vea P e rsp e c tiv a  agosto de 1992}. 
Tambi6n refuerza a Centroam erica en su lu ch a  contra  
el proteccionismo europeo.

Guerra, en los 
Ba.lca.nes

v o a  p a g / n a  4

%. El agu jero  en
. M  I o  r a n a  H a  r» 7 rla capa de ozono

H j I agujero en la capa de 
o zo n o  sobre la  Ant& rtida 
ha  a u m e n ta d o  15 por
ciento este  afio. O cupa ya 
u n a  ex te n s i6 n  s im ila r  al 
ta m a n o  de toda  A m erica 
del Norte, segu n  la NASA.

El auraento ha sido muy 
r&pido en los ultimos 5 anos. 
Los cientfficos creen  que el 
principal factor en la forma - 
ci6n de e s te  agu jero  es la 
liberaci6n a la atm 6sfera de 
clorofluorocarbonos (CFC) 
presentes en aerosoles, sis-

,yp f r i  p p r a  p i  f i n

G l o s a r i o  b i l i n g i i e
This glossary defines words only 
in the context as they appear in 
b o l d  in th is issue. The symbol 0 
indicates an idiomatic phrase.

a  p e s a r  d e  0 in spite of; despite 
a g u je ro  nm. hole 
a l ic a id o /a  adj. weak 
a c o rd a r  v. to agree on 
a c u e rd o  nm. agreem ent 
a rm a s  p e s a d a s  0 heavy arm s 
a u m e n ta r  v. to get bigger 
a u m e n to  nm. increase 
c a l i f ic a r  d e  fa l l id a  0 to assess

as  unsuccessful 
c a p a  d e  o zo n o  0 ozone layer 
c r e e r  q u e  0 to  believe th a t 
c o n f ig u ra r  v. to shape; to  form 
c o tiz a d o /a  adj. in dem and 
d esa ffo  nm. challenge 
d i s p a r a r  v. to  shoot 
d is p o n e r  d e  0 to have available 
e je  nm. (Pol) axis; core 
e l a b o r a r  v. to work out 
e n c a rg a d o /a  d e  0 in  charge of 
g a s ta r  v. to  spend 
g r a v a r  co n  im p u e s to s  0 to 

burden  w ith taxes

in t e g r a n t e  nm/f. m em ber 
lu c h a  c o n tra  0 struggle against 
m e jo r a r  v. to im prove 
m u e s t r a n  (m ostrar) v. show 
n a c e r  v. to be bom ; to originate 
o to r g a r  v. to give 
p a p e l  nm. role 
re fu e rz a  (reforzar) v. strengthens 
r e n e g a r  d e  0 to  renounce 
s e g u n  prep, according to 
ta m a n o  nm. size 
T ra ta d o  d e  L ib re  C o m erc io  0 
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d en ts’ atten tion  to  them  and their 
contributions.

■  have students role play and dra
matize crucial m om ents in the lives of 
great people.

■  in social s tud ies and h isto ry  
lessons, linger over the hum an fac
tors involved: identify the negative 
and positive results that flow  from 
hum an desires and actions. Do not 
leave students w ith  the im pression 
that foolish wars or cruel despotism s 
are simply the p roduct of im personal 
fo rces . T his w id e s p re a d  v iew  is 
another flawed intellectual attitude. 
Historian Richard Hunt has labeled it 
our “no-fault theo ry  of history.” In 
contrast, earlier societies preferred 
to emphasize, perhaps even overem
phasize, the role of individual choice. 
A c la s s ic  e x a m p le  o f  s u c h  an 
approach is P lutarch’s Parallel Lives 
o f  the A ncien t Greeks a n d  Noble 
Ronums. The book stresses the dif
fe ren c e  th a t h u m an  w isd o m  and 
determ ination can make in com plex 
situations. Com posed in the first cen
tury B.C., it is still engaging reading.

■  in read in g , te a c h e rs  sh o u ld  
stress “the heart of the matter.” It is 
im portant to read literature for lan
guage and plot. However, the moti
vations and m oral struggles of the 
characters also need to be highlight
ed and analyzed. Richard the Third’s 
treachery should not be sacrificed in 
favor of Shakespeare’s language. Nor 
should Huck Finn’s ethical anguish 
over helping the slave Jim escape be 
lost to a study of Twain’s symbolic use 
of the river or the steam boat’s con
tribu tion  to  opening  up  the  West. 
Teachers should try  to bring these 
hero ic  and villainous ac tions into 
sh arp  re lie f  fo r s tu d en ts , asking, 
“W h a t h as  H u ck  d o n e  th a t  you  
admire, that you w ould w ant to imi
tate?”

THE EFFORT to surround students 
w ith heroes and heroines, and to 
help them  acquire a sense of altruism, 

should not be confined to history and 
literature. Science, arts, and music 
classes should study the lives and con
tr ib u tio n s  o f g rea t sc ien tis ts  and 
artists. The disciplined toil and per
sistence involved in creativity should 
be an integral part of the study of 
these fields.

The formal curriculum  is not the 
only  so u rce  o f e th ica l m odels  or 
moral stories. Teachers should not 
ignore events in the w orld around

them . Each day brings reports of peo
p le  d o in g  h e ro ic  an d  v illa in o u s  
things: a bystander dives into a frozen 
river to  save drow ning passengers 
after an air disaster; an engineer per
sists in the face of repeated failure and 
finally develops an im portant safety 
device; a businesswom an gives up a 
lucrative career to w ork among the 
poor (or, conversely, a politician uses 
his p re s tig e  to  h id e  th e  crim inal 
behavior of a group of bankers; or a 
researcher distorts her data to justify 
a desired  conclusion ). We should  
always be careful about canonizing 
the living. Still, w e should point out 
to  the young that there are heroic 
people among us, such as ex-Vietnam 
P.O.W. Jam es S tockdale and Rosa 
Parks. And, at a m ore proxim ate level, 
there are individuals in every com 
m unity w ho w ork heroically for the 
good of others, either in business, ser
vice activities, or com m unity affairs. 
These p eo p le  and th e ir w orks are 
legitimate subjects for exam ination 
by our young. As William Damon has 
suggested in The Moral Child, per
haps these virtuous people can be 
encouraged  to visit classroom s or 
o ther school activities, telling their 
stories to pupils and being available 
for conversation—and, w e hope, for 
emulation.

Alexander Pope said it best: “The 
p ro p e r  study o f m ankind is m an.” 
T here are hero es  and h ero in es  in 
e v e ry  c o m m u n ity . Im a g in a tiv e  
adm inistrators and teachers can find 
ways to weave these people into stu
den ts’ lives.

In conclusion, there are currently 
great pressures for the curriculum  to 
include m ore and m ore material (e.g., 
environm ental education, studies in 
pluralism) and m ore and more goals 
(e.g., students’ self-esteem, m edia lit
eracy). One of the growing voices is 
for greater em phasis on moral educa
tion  and ch a rac te r fo rm ation . We 
believe that, rather than a new  voice, 
this em phasis is a rediscovery of the 
curriculum ’s core intention.

C u rricu lu m  is th e  k n o w led g e , 
skills, and attitudes w e transm it and 
p rom ote in school. The aim of the 
curriculum  is to forge the “good stu
dent.” Teachers and adm inistrators 
should not look for special programs 
o r im ported  panaceas to  im prove 
moral instruction. Instead, they can 
find their m ost po ten t instrum ent in 
the form and substance of their cur
riculum.
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Audio 24.00 12.00
Automobile 18.00 11.95
Autoweek [35 iss] 18.85 11.50
Backpacker 24.00 16.97
Baseball Digest 22.00 17.96
Basketball Digest 22.00 11.97
Better Homes 1 yr 17.00 13.00
& Gardens 2 yrs 17.00

Bicycling 19.97 11.97
Black Enterprise 15.00 7.50
Bon Appetit 18.00 15.00
Boys Life 15.60 15.60
Business Week 44.95 37.95
Car Craft 19.94 11.97
Car & Driver 19.94 11.97
Cat Fancy 23.97 18.97
Child Life (ages 7-9) 13.95 9.97
Children's Dig (pre-teen 13.95 9.97
Compute 19.94 9.97
ComputerCraft 18.97 14.97
Consumer Reports 22.00 22.00
Consumers Digest 16.00 9.95
Creative Classroom 19.95 16.97
Discover 27.00 14.98
Dog Fancy 23.97 18.97
Down Beat 26.00 14.95
Ebony or Ebony Man 16.00 10.97

Save up to 50% on

Hundreds of Great
Choices •  Toll-Free Ordering

Call 1-800-877-7238

Enjoy New Subscriptions, Renewals & Gift Subscriptions - All from YOUR Union's Program

Publication Usual
Price

Your
Price

Economist 10.00 75.00
Elle 26.00 18.97
Ellery Queen Mystery 31.97 24.30
Entertainment Weekly 51.48 25.74
Esquire 15.94 9.95
Essence 16.00 12.96
Field & Stream 15.94 8.97
Financial World [18 iss] 27.00 19.95
Food & Wine 24.00 17.00
Football Digest 22.00 14.96

Forbes 52.00 33.00
Fortune 52.95 26.50
Glamour 15.00 11.97
Golf Digest 23.94 15.00
Golf Magazine 19.94 11.97
Gourmet 18.00 15.00
GQ 20.00 18.00
Harper's Magazine 18.00 11.97
Health 18.00 11.97
Hitchcock Mysteries 31.97 24.30
Hockey Digest 22.00 11.97
Home Mechanix 13.94 9.97
Home Office Canputfrig 19.97 11.97
Humpty Dumpty (age 4-6)13.95 9.97
InCider (Apple II) 27.97 21.97
Inside Sports 22.00 11.97
Instructor 19.95 14.95
Jack and Jill (ages 7-10) 13.95 9.97
Jet Magazine 36.00 26.00
Kid City (ages 6-9) 15.97 15.97
Kpihger's Personal Finance 18.00 13.97
Ladies Home Journal 19.95 9.99
LEAR’S 24.00 12.00
Learning '93 20.00 13.96
Life 35.00 17.50

Publication Usual
Price

Your
Price

MacUser 27.00 14.97
MacWorld 30.00 17.97
Mademoiselle 15.00 11.97
Metropolitan Home 16.00 9.00
Mirabel la 24.00 13.95
Money 35.95 18.75
Motor Trend 19.94 9.97
Nation [24 issues] 24.00 13.95
Nation's Business 22.00 12.97
New Choices 21.56 12.97
New Woman 17.00 12.97
New York 40.00 25.97
New Yorker 32.00 16.00
Newsweek 1 yr 41.08 27.45

2 yrs 52.00
Omni 24.00 16.96
Organic Gardening 25.00 16.94
Outside Magazine 18.00 12.00
Parenting 18.00 12.00
Parents 20.00 12.97
PC Computing 24.97 14.97
PC Magazine 44.97 24.97

PC Sources 16.97 12.97
Petersen's Photographic 19.94 9.97
Popular Photography 19.94 9.97
Popular Science 13.94 11.97
Practical Homeowner 18.95 14.97
Premiere 18.00 11.95
Prevention 19.97 17.94
Redbook 14.97 9.97
Road & Track 19.94 11.97
Rolling Stone 25.95 17.95
Runner's World 24.00 17.97
Sassy 14.97 9.97
Self 15.00 11.97

Publication Usual
Price

Your
Price

Sesame Street (ages 2-6) 16.97 16.97
Seventeen 15.95 14.95
Ski or Skiing 11.94 9.97
Skin Diver 21.94 12.95
Sport 17.94 9.97
Sports Illustrated 69.66 35.90
Sports llustrated for Kids 18.95 18.95
Stereo Review 15.94 7.97
Success 14.97 9.97
3-2-1 Contact (ages 8-14) 16.97 16.97
Teaching Pre K-8 19.77 9.89
Technology & Learning 24.00 12.00
Teen 15.95 12.95
Tennis 19.94 9.97
Time 1 yr - 52 iss. 61.88 30.94

100 iss. 59.95
Travel & Leisure 30.00 15.00
U.S. News 1 yr 39.75 19.89

2 yrs 39.78
US Magazine 23.95 12.97
Vanity Fair 15.00 11.97
Video 15.00 7.50
Video Review 15.97 7.99
Village Voice [39 iss] 39.95 19.97
Vogue 28.00 17.97
Weight Watchers 15.97 13.97
Working Mother 9.97 7.97
Working Woman 18.00 9.97
Worth 15.00 9.97
YM (Young & Modern) 18.00 9.00
All subs, are for 1 year unless noted. 

*Can only be sent to teachers and 
college students at our reduced rates.

AFTSS - Box 258, 9 Northern Blvd. 
Greenvale, N.Y. 11548

AFT SUBSCRIPnON SERVICES, Box 258
9 Northern Blvd. Greenvale, N.Y. 11548

To save on your magazines, mail this coupon or call us. 
Our office is open M-Th, 9-7 EST and Fri until 5. 

1-800-877-7238

Name

Address

City_______

^Jfour School_

State

Publication Name Years Price

__Check enclosed (payable to AFTSS) or Total

M/Ctt
, New orders: Publishers take  60 to 90 days to  start a subscription.
, Renewals: Please send us the address label from  your m agazine at least 

8 weeks before the  expiration date S9304



Achieving High 
Standards: 
The Task Before Us

AFT QuEST ‘93 
July 8-11, 1993 
Washington, D.C.

r
his year’s QuEST 
conference theme 
clearly lays out the task 
before us: to transform 
our schools into places where all 
students reach high standards. This 

demands a total approach to 
education reform in which every 
piece of the system is aligned to 
help our students meet those 
standards. And that’s the focus of 
this year’s QuEST. Join thousands 
of your colleagues from across the 
country at one of the nation’s best 
education conferences.

Special features:

■  Nationally recognized speakers 
on achievement standards, the 
school-to-work transition, research 
on teaching and learning, 
challenges to public education, and 
initiatives from the Clinton 
administration.

■  Roundtable discussion on how 
schools should cope with the social 
and health problems of students.

■  Special clusters of workshops on 
such issues as standards, 
assessment, special education, staff 
development, children in crisis, 
theories of learning, and school 
safety.

■  An opportunity for union leaders 
to bring along state- or district-level 
teams of key
players who, 
together, can 
make reform 
happen.

For information/registration 
materials, write:

quest ‘93
AFT Educational Issues 

Department 
555 New Jersey Avenue, N. W. 
Washington, DC 20001
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