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probe devices which, when inserted into liquids and 

gases, record measurements such as temperature and 

pressure. With these tools, says Lorraine, “The comput- 

er does the repetitive part of collecting the data. So the 

students can concentrate on the higher-order concept.” 

Using a modem, Lorraine’s Macintosh is also connected 

to a number of on-line services. With a few simple key- 

strokes, she now has access to a world of resources, 

including grant information and question-and-answer

Lorraine Bratcher’s chemistry 
class is a lot more exciting because 

she’s always blowing tilings up.
ways to make molecules—and lots of other subjects -  forums, where teachers from all over the country share

more meaningful and engaging than ever before. For knowledge on numerous scientific topics. All in all,

example, Lorraine is now able to transform ordinary Lorraine considers the Macintosh an
ANev

molecular diagrams into rotating 3-D models, which 1:1' H  invaluable teaching tool and credits it with

are projected onto the screen behind her—as shown helping her class achieve a remarkable

here. The result: presentations that are more interac- 0% failure rate. To see how Macintosh
video, which shows how

r «. י(י> 1 11 ■ Macintosh can work in 1 1 r T . 11tive, enjoyable and effective. Lorraine also stores vol- your classroom, worked tor Lorraine — and how ך . 1 • 

umes of science-related QuickTime' footage on her it can work for you—call 1-800-446-3000 (ext. 575)

Mac'׳ so students can learn by watching video clips of to receive our free video, A New School o f Thought.

the specific subjects they’re studying. For experiments, And discover the most important power any .  *

the computers in Lorraine’s lab are connected to special teacher can have. The power to be your best:

Motivation. Inspiration. Just plain fun. Not properties 

you generally find in a carbon molecule. Not, that is, 

unless you’re a student in Lorraine 

Bratcher’s class. The reason? 

Lorraine is a special teacher, 

with a special kind of

Equipped with special probe teaching tool! Macintosh
devices, the Macintosh computers in Lorraine’s

lab can instantly tabulate scientific data such as , rT .
temperature, pressure and pH levels. perSOlial COm pUterS. USUlg

Macintosh, Lorraine has discovered all kinds of new

School shown: James Madison High School, San Antonio, Texas. ©  1994Apple Computer. Inc. All rights reserved. Apple, the Apple logo. Mac. Macintosh. QuickTime and  "The power to be your best" are registered trademarks o f Apple Computer. Inc. One tideo per person. Allow 4-6 weeksfor 
deliiery. Offer good only in the U.S. (including the 50 states aruJ the District ofColumbia), while supplies last. Offer expires December31,1994. "A New School o f Thought" is a  registered service mark o f Education Alternatives. Inc



The Technology & Learning 
Professional Development Institute

i n B R R n

announces

Course Offerings for 1994-95
a Tapping the Power of Today’s Technology”
This program appeared with great success in the pages of Technology & 
Learning magazine from January through May, 1994. If you missed it 
then, it’s been re-offered and it’s ready for you to begin now. It helps 
educators do the step-by-step planning needed to acquire technology and 
integrate it successfully into their classrooms, schools, and districts.

“What Every Teacher Needs to Know About 
Technology’’
Beginning in January 1995, this program will appear in five consecutive 
issues of Technology & Learning magazine. It has been designed specifi- 
cally for teachers and administrators who need to develop and review 
the skills for using technology effectively in the classroom curriculum, 
and who want to learn how other schools are using technology.

How It Works
You set up your own discussion group in your school or district and choose one 
participant— administrator or teacher— as discussion leader. And you determine 
your own meeting times. We provide complete course materials.

Earn CEUs
Complete either of these courses and earn a Certificate of Successful Completion 
from The University of Connecticut and Technology & Learning, which may be 
submitted to your state or district for a Continuing Education Unit (CEU).

Information
For details, including registration forms, contact the Technology & Learning 
Professional Development Institute, P.O. Box 49579, Dayton, OH 45449-0579, 
or call toll-free:

Z :  i Z t o r  1-800-523-4625
your course.

S U P E R B !"



W h a t  e x t r a c u r r i c u l a r  a c t i v i t i e s  
a r e  y o u r  k i d s  i n v o l v e d  i n?

understand the risks involved. To help, we’ve 

created a series of free information kits called 

“ Have you talked yet?” Please start ta lk ing  
soon. Because talking to children about drink- 

ing is an activity you have to participate in.
Call 1-800-SEAGRAM .

Children today have the opportunity to get 

involved in all kinds of after-school activities. 

And drinking may be one of them .

We at Seagram  do no t endorse underage 

drinking. T hat is why we encourage you to 

talk  to kids about alcohol now. So they will

Sometimes drinking responsibly means not dr inking a t all.

©  1994 J o s e p h  E. S eag ram  & S ons, In c .,  NY, N Y



The New ASVAB Program  
C an Show \6 u  How A  S tu d en ts  

In terest In Music C ould 
Lead To A  C aree r In Graphic A rt.

Seeing that a s tuden t’s pass ion  for music is really a 
love of creativity, art, and  self-expression is the 
kind of insight that can  give a counse lo r’s gu idance 
new  direction.

That’s  w hy the Self-Directed Search" h as  been  
a d d ed  to this year’s  Armed Services Vocational 
Aptitude Battery (ASVAB) program. It gives ad d ed  
insight into your s tu d en ts ’ likes and  interests, 
which ad d s  new  d im ensions to ASVAB aptitude test 
sco res .  Together they provide the kind of infor- 
mation and  understanding  you need  to help guide 
each  student.

Meeting your s tu d en ts ’ career  gu idance  n e e d s  
can  be  difficult, at best. Your n eed  for a clear 
picture of your s tu d en ts ’ ap titudes and  abilities has  
m ade  ASVAB the m ost widely u se d  aptitude test 
in America. ASVAB is designed , adm inistered, and  
sco red  by top testing professionals  to a s su re  the 
m ost reliable and  relevant information. Best of all, 
the ASVAB program is available to your school or 
educational district at no cost. And with the ad d ed  
dim ension of the Self-Directed S earch r  the program 
is an unrivaled and  indispensable  gu idance tool.

Call l -800-323-0513 and  talk with an ASVAB 
Education Services Specialist, or contact your local 
military recruiter.

After all, there’s no telling w here  your s tu d en ts ’ 
interests will lead -  so, m ake sure ASVAB with the 
Self-Directed Search '“ is a basic  part of your guid- 
an ce  and  counseling services.

ASVAB
THE MOST WIDELY USED  

APTITUDE TEST IN AMERICA

Self-Directed Search is a trademark of Psychological Assessment Resources, Inc.
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Sc h o o l  Refo rm : G etting  It  R ig h t  1 2
A Special 3-part Section on Standards

■  M a k in g  Standards C o u n t  1 4
By Albert Shanker
No m atter how good and ivell-intentioned our new curriculum and assessment 
reforms are, they w on ’t make a difference unless there are real-world 
consequences that m otivate students to work hard in school.

■  M a k in g  Standards G o o d  1 5
Prepared by the AFT’s Educational Issues D epartm ent
Because so much else will flow  from  the standards states adopt, it is critical that 
they be o f  very high quality. Here are ten criteria we consider essential.

■  A n d  B ring in g  T hem to  the C lassroom  1 5
By Paul Gagnon
The author takes the mystery out o f  terms like “content standard” and  
“curriculum framework" by giving us concrete—and inspiring—examples of 
w hat those might look, like in two subject areas, World History and English, and  
how an im aginative teacher might translate them into engaging lessons.

3 6

L e a r n in g  B y  D o in g  W h a t  3 4
By Drew H. Gitomer
Hands-on science, m anipulatives in math, writing workshop, and an emphasis on 
production in the arts are now firm ly established in the mainstream o f educa tional 
practice. But to really experience a discipline in its fu ll sense, one must go a lot 
deeper than these surface activities.

T he So u t h  A frican  Elec tio n : M a k in g  D em ocracy  V isible
By Foster Stringer
South Africa could have chosen the high-tech route to conduct its election, with  
machines tallying votes electronically. It d idn ’t and the result was not only a fa ir  
election bu t also a democratic process that people could see and touch—and trust.

A  T eacher a n d  H is C reatures 4 1
By Joseph Berger
Richard Plass o f Stuyvesant High School in Manhattan has helped produce more 
than 200 Westinghouse semifinalists, nurturing more successful science research 
projects than probably any other teacher in the United States.
Here’s a look a t how he does it.
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It meets the 

standards of 

the NCTM and 

allows students 

from kinder- 

garter! through 

third grade to 

interact in 

group situations.

ActionMath
is the n e w e s t

a d di ti on to the

L e a r n i n g  First

p r o g r a m .

To teach children 

how to use 

math in our world, 

sometimes we 

must approach 

them from theirs.



E v e r y  J o s t e n s

L e a r n i n g

p r o g r a m  is

d e s i g n e d  to

e a s i I y

i n t e g r a t e

w i t h  t e x t b o o k

p r o g r a m s  or

s u p p  L e m e n t a L

r e s o u r c e s  .

b a c k e d  by

an e x t e n s i v e

s e r v i c e  and

s u p p o r t  p l a n

A c t i o n M a t h  b r i n g s  f u l l - s c r e e n ,  f u l l - m a t i : > n ,  d i g i t a l  

v i d e o  i n t o  t h e  c l a s s r o o m ,  b e c a u s e  h o l d i n g  t h e  a t t e n t i o n  

o f  a 7 - y e a r - o l d  ^

\ - ׳  \  t N <,  Vc a n b e t o u g h .  W- , * /  \

T h a t ' s  why 

J o s t e n s  L e a r n i n g  

d e v e l o p e d  20 u n i t s  

o f  t h e m a t i c  

i n s t r u c t i o n  i n  

whi ch s t u d e n t s  

a c t u a l l y  l e a r n  

by d o i n g .  The y  

wor k  t h r o u g h  

p r ob  I ems t h a t  t h e y  

wo u l d  e n c o u n t e r  

i n  t h e  r e a l  w o r l d .  

T h i s  ma k e s  t h e  

i n t r o d u c t i o n  a nd  

r e i n f o r c e m e n t  of  

new o r  h a r d - t o -  

t e a c h  c o n c e p t s  

e a s y .  I t  a l s o  

a l l o w s  you  t h e  

t i m e  t o  g i v e  

e x t r a  a t t e n t i o n  

t o  t h o s e  who 

n e e d  i t .

I f  you would Like more in fo rm a t i o n ,  call

1 9 ־־ 8 0 0 — 4 2 2 ־־־ 4 3 3  . And we ' l l  show you
Lear ni ng in our wDrld - the real world.

2 8 L

Jostens Learning
Together, Making A Difference



LETTERS
disrespectful interpersonal behavior 
following the sexual involvement of 
the people whose anecdotes were 
used.

I believe that many (perhaps most) 
adolescents have had sexual inter- 
course before they were “ready” to 
do so with the maturity and respon- 
sib ility  re q u ire d  to  p rev e n t the  
unwanted physical and psychosocial 
effects. But let us be clear in recog- 
nizing that there is nothing magical 
about waiting for marriage (to having 
sex) that removes the barriers to 
m utually respectful in terpersonal 
behavior. Fully half of the negative 
consequences Lickona described  
(“shaken trust,” “rage over betrayal,” 
“d e p ress io n ,” “s tu n te d  p e rso n a l 
development,” and “ruined relation- 
ships”) occur f  requently within the 
m arriages of many p eo p le , even 
when they are well beyond their ado- 
lescence.

In closing, I’d like to hypothesize a 
reaction I’m pretty sure many adoles- 
cents would have after reading and 
discussing the contents of Dr. Lick- 
ona’s article. I can imagine them  
thinking...“Okay, I hear you. Flaving 
sexual intercourse with someone can 
be risky in a number of ways. So my 
question is: How can I know when I 
have passed the point in my relation- 
ship (w ith my partner) w hen sex 
would NOT be premature?”

Perhaps the editors would consid- 
er inviting Am erican Educator read- 
ers interested in continuing this dia- 
logue to send in their responses to 
this important question.

— W illiam  Se c h r ist

H e a l t h  D e p a r t m e n t  

S t a t e  U n i v e r s i t y  o f  N e w  Y o r k , C o r t l a n d

“The Neglected Heart” by Thomas 
Lickona (Summer 1994) is a timely 
piece. It seems incredible to me that 
while many sexually transmitted dis- 
eases are preventable, we allow the 
movies and television shows to con- 
vince us that sexual contact is a nec- 
essary part of a young person's mean- 
ingful relationship with others. We 
are talking about a national crisis of

(Continued on page 48)

I’m writing in reference to the sum- 
mer edition of Am erican Educator. I 
was so pleased to see the article “The 
Neglected Heart” by Thomas Lick- 
ona. The article was well written and 
added new insight to teenage sexual- 
ity. The article addressed the emo- 
tional issues of teenage sexuality 
rather than the mechanics of a sexu- 
al relationship. It was so good to see 
fragile self-esteem and sensitive emo- 
tions of teenagers included in this 
article. Teenagers are feeling and 
thinking beings. Sexuality as a func- 
tion cannot be addressed apart from 
the emotional context.

I also appreciated the references to 
waiting for a sexual relationship and 
the im portance of a total commit- 
ment of two people. The commit- 
m ent of m arriage and abstinence 
before marriage are concepts that 
also need to be represented.

— C h a r l e e n  B u r g h a r d t  
H o l l y w o o d , F L

In his a rtic le  “The N eg lected  
Heart" (Summer 1994), Dr. T. Lickona 
listed “10 negative psychological 
consequences of premature sexual 
involvement.” I agree with him that 
most parents and teachers could do a 
far better job of educating children 
and adolescents about the psycho- 
logical consequences of early sexual 
in te rco u rse . I com m end him for 
offering his article for us to use to 
improve upon the status quo.

After describing the 10th “conse- 
quence,” and in his concluding para- 
graph, Lickona wrote that, while sex 
could be “a source of great pleasure 
and joy.. .sex also can be the source of 
d eep  w o u n d s  and su ffe rin g .” It 
sounded  as though  Lickona may 
a tt r ib u te  d e e p  p sy c h o lo g ica l 
“wounds and suffering” to the act of 
intercourse itself. It is very important 
to note that at least 7 of the 10 nega- 
tive consequences he discusses have 
more to do with poor interpersonal 
in te rac tio n  b e tw een  th e  p eo p le  
involved than with the fact that they 
had sexual in tercourse. A careful 
reading of the vignettes he employed 
in his article reveals multiple forms of

T h a n k s !

As an educator for 25 years, I con- 
tinue to be impressed by the won- 
derful and informative articles you 
have published. The articles I read 
inspire and captivate me. In particu- 
lar, I was impressed by the articles 
describing conditions in Bosnia and 
the one most recently w ritten  by 
Melba Beals (“Warriors Don’t Cry,” 
Summer 1994).

I have often read portions of the 
articles to my students, so that they 
will know what strides we have made 
in education and w hat the future 
holds for them. These articles must 
be shared not only among profes- 
sionals but among the children who 
are truly “our tomorrow.” Our school 
is going to participate in the exchang- 
ing of information and letters with 
schools in a foreign country this year, 
another service of the AFT.

Please continue your magnificent 
work. Despite all the talk about the 
sorry state of education in America, 
your efforts to inform give us all hope 
and inspiration. Bravo, A m erican  
Educator\

— P ru W a rren

F r a n k l i n  S q u a r e , N Y

T h e  N eg lected  H eart

I would like to offer you my con- 
gratu lations for p rin ting  Thom as 
Likona’s timely article, “The Neglect- 
ed Heart—The Emotional Dangers of 
P rem atu re  Sexual In v o lv em en t” 
(Summer 1994).

In my opinion we would be doing 
our young people a great favor if we 
m ade this article  a part of every 
health and sex education course—to 
be studied yearly from middle school 
through high school—to cover the 
developmental stages of adolescence 
and to provide for reinforcement of 
the valuable ideas and information 
included in the article.

— D o r o t h y  K r y st o c k

S c h o o l  P s y c h o l o g is t  

M e r id e n , C T

Fall 1 9 9 48  A m er ic a n  Ed u c a t o r
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WHAT’S LOVE GOT
TO DO wn*1T 1218007
THE B0DYT3 l£RD 1105907

ACE VENTURA: 
PET DETECTIVE

J r O

1242908
ANGIE 1273309
BLINK 1262203
THE CHASE 1268507
THE GETAWAY (1994) 1260405
HOUSE PARTY 3 1260504
MAJOR LEAGUE 2 1269406
MY FATHER THE HERO 1268200
ON DEADLY GROUND 1251909
REALITY BITES 1260900
SHAD0WLANDS 1239201

110790302143702 DENNIS THE MENACE 1145705 MALCOLM X
ALL DOGS GO 
TO HEAVEN

1149301
1213305 THE WIZARD OF OZ 00014041237809 GETTYSBURG

1189109BEVERLY HILLBILLIES 1208305 A PERFECT W0RL3 1237205 THE SOUND OF MUSIC 0003905 DANCES WITH WOLVES 0805200 SCENT OF A WOMAN 1121300 POETIC JUSTICE

For fastest s ervice, use your credit card 1- 800 - 544-4431  Dept
(For New Video Club Members Only.)

Advance Selections
M O RE GREAT S A V IN G S - 

HAVE LESS TO  BUY LATER!
You may order one or two more movies now 
for $6.95 earh—and have less to buy later! And 
each discount purchase reduces your membership 
obligation by one!
□  Also send my first selection for $ 6 .9 5  plus 
$1.75 shipping/handling which I’m adding to my 
$11.34 payment (total $20.04). I then need buy only 5 
more (instead of 6) in 3 years, I

and our toll-free num ber. Call 24 h « u rs  a day.HERE'S HOW TO GET YOUR 6 MOVIES FOR 29(EACH!

□  Also send still one m ore selection for an 
additional $ 6 .95  plus $1.75 shipping/handling (total 
$28.74). I then need buy only 4 [־^  I 
more (instead of 6) in 3 years. 1----------------------------1

Columbia House Video Club Dept. LH1 
P.O. Box 1112, T e rre  Haute, IN 47811-1112 
Yes, p lease  en ro ll m e  u n d e r th e  te rm s  ou tlined  in th is  
a d v e rtis e m e n t As a m em ber, I n ee d  bu y  ju s t six  m ore  
m ovies a t re g u la r  C lub  p rice s  w ith in  th e  n ex t th re e  yea rs.

S e n d  m e  t h e s e  6  m o v ie s  f o r  2 9  C e a c h  
plus $1.60 ea rh  shipping and handling ia total o f $11.34).

# #
# #
# #

B U /B L M /B L Q

. C ity _  

_ ) _
. A p t______

.  P h o n e ( _

Please check how paying: □  My check is  enclosed. BLH/BLL/BLP
□  Charge my introductory movies and future Club purchases to:
□  MasterCard □ D inersC lub  □A M EX  □V ISA  □ D iscover

A c co u n t # ------------------------------------------------------------------------

E xp . D a te  _

N a m e -------

A d d r e s s __

S ta te _____

. S ig n a tu re  _

. Z ip-
D o  a n y  o f  th e  fo llo w in g  a p p ly  to  y o u ?  (41)
□  I  ow n a P erso n a l C o m p u te r (1) □  I ow n a  PC w ith  a  CD-ROM  (2) □  I p lan  to  b u y  a  PC w ith  a  CD-ROM  (3) 
Note: Columbia House Video Club reserves the right to reject any application or cancel any membership. Canadian residents will be ser- 
viced from Toronto. Offer limited to residents of :he contiguous United States. Residents of Alaska, Hawaii, Puerto Rico, U.S. territories, 
APO and FPO addresses please write foi separate offer. Applicable sales tax added to all orders. 1400 N. Fruitridge Avenue, Terre 
Haute. IN 47811-1112 1 4 1 3 /F 9 4

nothing— it will be sent automat- 
fcally. If you’d prefer an alternate 
selection, or none at all, just mail the 
response card always provided by 
the date specified. And you’ll always 
have 14 days to decide; if not, you 
may return  the selection at our 
expense.
M oney Saving B onus P lan. If you
continue your membership after 
fulfilling your obligation, you’ll be 
eligible for our generous bonus 
plan. It enables you to enjoy great 
savings on the movies you want— 
for as long as you decide to remain 
a member!
10-D ay  R isk -F ree  T ria l. We’ll 
send details of the Club’s operation 
with your introductory package. If 
not satisfied, return  everything 
within 10 days for a full refund and 
no farther obligation.

E n te rta in in g  
America... 
O n e  Person 
at a Time.®

VIDEO CLUB

G ot so m e m ovie fan s  on  yo u r 
C hristm as list? Then do your holi- 
day shopping with the Columbia 
House Video Club. You can choose 
any six movies for 29C each (plus 
shipping and handling), when you 
join the Club. In exchange, you 
agree to buy just six m ore movies 
in the next three years, at our regu- 
lar Club prices (which currently 
s ta rt as low as $19.95, plus ship- 
ping/handling)—and you may 
cancel m em bership at any time 
after doing so. W hat’s  more, you 
can get two more movies for the low 
price of $6.95 each and have much 
less to buy later (see complete details 
in coupon).
F ree  V ideo M agazine sent every 
four weeks (up to 13 times a year), 
reviewing our Director’s Selection — 
plus scores of alternate movies, 
including many lower-priced cas- 
settes, down to $14.95. And you may 
receive Special Selection mailings 
up to four times a year (a total of up 
to 17 buying opportunities).
Buy only w ha t you w ant! If you 
want the Director’s Selection, do



Introducing Portfolio Director fromVALIC.
Proven performance. 

Proven fund managers. 
Proven service.

Nine asset classes.
Portfolio Director options allows 

investors to select from nine asset 
classes ranging from international 
stocks and bonds to fixed accounts.
A world of investment 
choices.

Many investors no longer limit 
their investments to domestic 
stocks and bonds. That’s why 
Portfolio Director offers foreign 
and global, as well as domestic 
investment options.

A choice of active or passive 
management.

Only VALIC offers a variable 
annuity with a choice of four pas- 
sive (indexed) fund options as well 
as actively managed funds for more 
aggressive investing.

Personal service to help 
them meet their goals.

There’s a local VALIC represen- 
tative ready to meet with you and 
your employees, one-on-one, when 
it’s most convenient. We’ll help 
develop a retirement plan that suits 
each individual’s needs.
Portfolio Director is just 
a phone call away.

Why not call VALIC today at 
1-800-22-VALIC. We’l! show you 
how an investment in the right 
options pays the greatest interest -  
peace of mind.

P O R T FO LIO  DIRECTOR 
IN V ES T M EN T  O P TIO N S

G r o w t h  O p t i o n s

Four index equity funds
Stock Index Fund 

(Subadvised by Bankers Trust) 
MidCap Index Fund 

(Subadvised by Bankers Trust) 
Small Cap Index Fund 

(Subadvised by Bankers Trust) 
International Equities Fund 

Four actively managed equity funds 
Templeton International Fund 
Dreyfus Small Cap Fund 
Growth Fund 

(Subadvised by T. Rowe Price) 
Growth & Income Fund 

(Subadvised by Value Line)
Two specialty funds 

Science & Technology Fund 
(Subadvised by T. Rowe Price) 

Social Awareness Fund 
Two tactical asset allocation funds 

Templeton Asset Allocation Fund 
Timed Opportunity Fund 

(Bankers Trust -  consultant)

I I n c o m e  O p t i o n s  I
Three income funds

Capital Conservation Fund 
Government Securities Fund 
International Government 
Bond Fund

S t a b i l i t y  O p t i o n s

Two fixed accounts
Fixed Account Plus 
Short-Term Fixed Account 

One stability fund 
Money Market Fund

BVALIC
★ An American General Company

Everyone has a different idea about 
how to finance their retirement. So 
how can you have a retirement plan 
that offers both the number and the 
types of investment options that 
will work for your employees?

Talk to your local representative 
about Portfolio Director, VALIC’s 
new tax-deferred annuity. It com- 
bines a broad array of investment 
options, access to leading fund 
managers and advisers, and the 
personal service you can only get 
from VALIC.

Portfolio Director gives you 
more of what you are looking for 
in a retirement plan.

Proven fund performance.
You’ll find new equity funds that 

have performance records that rank 
them among the highest in their 
categories.
Widely recognized fund 
managers and subadvisers.

Portfolio Director options are 
managed or subadvised by some of 
the nation’s leading investment and 
retirement planning organizations: 
Bankers Trust, Dreyfus, T. Rowe 
Price, Templeton, Value Line 
and VALIC.
A choice of eight different 
investment objectives.

Portfolio Director offers 
investors a full spectrum of fund 
objectives, from aggressive interna- 
tional to domestic stability options.

S P E C I A L I S T SP L A NR E T I R E M E N TC  AA M E  R

F o r  m o r e  c o m p le t e  in f o r m a tio n  a b o u t P o r t fo lio  D ir e c t o r , in c l u d in g  c h a r g e s  a n d  e x p e n s e s , p le a s e  ca ll f o r  a  p r o s p e c t u s . P le a s e  re a d  it c a r e fu lly  b e fo r e  in v e s tin g . A n  in v e s tm e n t 
in th e  M o n e y  M a r k e t  F u n d  is n e ith e r  in s u r e d  n o r  g u a r a n te e d  b y  th e  U S  G o v e r n m e n t . T h e r e  is n o  a s s u r a n c e  th a t th e  F u n d  w ill  b e  a b le  to  m a in t a in  a  s ta b le  n e t a s s e t v a lu e  o f  $ 1  
p e r  s h a r e . P o r t fo lio  D i r e c t o r  is d is t r ib u t e d  b y  T h e  V a r ia b le  A n n u i t y  M a r k e ti n g  C o m p a n y  ( V A M C O ) .  © 1 9 9 4  T h e  V a r ia b le  A n n u i t y  L i f e  In s u r a n c e  C o m p a n y , H o u s t o n , T e x a s . 
P o r t fo lio  D i r e c t o r  m a y  n o t  b e  c u r r e n tly  a v a ila b le  in a ll s ta te s .



IT GETS HIGH MARKS IN BAD WEATHER. 
AND W Airil YOU SEE 

HOW IT GRADES ON A CURVE
O f course, the All-Wheel Drive Subaru Legacy is a car that 

also scores high when it comes to passive safety features. Features

such as dual 

airbags'

A h, the joys o f  a new fa ll term. The temperature falls. 

The leaves fall. And sooner or later the rain, sleet and snow 

will be coming down, too. I f  anybody needs 

a reliable car now, it’s a teacher.

And if  there’s any car a 

teacher can rely 

on, i t ’s the

energy-absorbing crumple zones andside-impact door beams. 

All o f which come standard.

Best o f all, you get the safety and reliability o f a new 

Legacy Station Wagon with A 11-Wheel Drive for as little as 

$15,999"—around the same price yo u ’d pay for a compara- 

ble car without it. Which makes the Subaru Legacy the 

smartest value in its class.

So call 1-800-WANT-A WD today to learn more. Or 

better yet, stop by your nearest Subaru Dealer and put the 

all-new, All-Wheel Drive Legacy to the test.

We think you ’11 like how we’ve done our homework.

The New All-Wheel Drive Legacy®
LS Station Wagon

all-new, All-Wheel Drive Subaru Legacy Station Wagon. 

Unlike front- and rear-wheel drive, Subaru All-Wheel 

Drive figures all four wheels into 

every driving equation.

The unique system distributes 

power evenly under normal 

driving conditions. But the 

instant conditions change, it

automatically shifts power 

from the wheels that slip to 

the wheels that grip. Add 

to that available ABS 

and 4-wheel disc brakes, 

and you have a car with maximum  

traction and control. We call it Subaru “active safety.”

S U B A R U  _
The Beauty of All-Wheel Drive:

'Always wear seat belts. “MSRP o f  Legacy Brighton AWD M /T  Wagon not including inland transportation, taxes, license and title fees. Dealer’s actual price may vary. Pictured is AWD  
Legacy LS Station Wagon. MSRP is $21,820. Certain items shown are optional equipment available at an additional charge.



A Special 
3'part 
Section 

on
Standards

School Reform:
education I w antfor my child. 
This is where I want my child 
to be.”

Students are period ica lly  
te s ted  on w h eth er th e y ’re 
reaching the standards, and if  
th e y ’re not, the sys tem  
responds w ith  appropria te  
assistance and intervention. 
Until students meet the stan- 

dards, they w on’t be able to graduate 
from  high school or to enter college; and  
they w o n ’t have an easy o u t—even  
McDonald’s w on’t hire them until they 
meet some version o f the standards. Since 
learning now “counts,”parents no longer 
complain about too much homework or 
too strict teachers. Instead, they support 
teachers’ efforts to elicit hard work from  
their children. The relationship between 
tea ch ers  a n d  th e ir  s tu d e n ts  has  
improved, too; it has become similar to 
that o f  a coach to his team. Students 
know that much depends on their success 
in reaching certain, clearly defined goals, 
and they see themselves aligned with  
their teachers in that jo in t effort.

Teachers’ roles are fu rth er strength- 
ened because all com ponents o f  the 
school system  are devoted to student 
achievement o f the standards and, there- 
fore, are all working together: The cur- 
riculum that teachers use is based on 
these standards and so are the assess- 
ments (instruction is no longer distorted 
by the drive to produce high scores on 
multiple choice, basic-skills tests); teach- 
er education and professional develop- 
ment programs are focused on preparing 
teachers to help students meet the stan- 
dards (instead o f one-shot workshops on 
generic teaching skills or the latest fads);

Fall 1 9 9 4

Rigorous 
Standards, 

a Core 
Curriculum, 

and 
Incentives for 
Students To 
Work Hard

״  magine it is 10 years 
from  now. Instead of 
endless news stories 
decrying the low qual- 
i ty  o f  A m erica n  

» sch oo ls , in s te a d  o f  
constant proposals fo r  pri- 
va te  school vouchers a n d  
other form s o f privatization, 
and instead o f school bond 
votes sinking because voters feel they are 
pouring good money after bad, Ameri- 
ca’s public schools have turned them- 
selves around.

Teachers, parents, taxpayers—and the 
students themselves—all know what we 
expect our children to know and be able 
to do, because states have adopted and  
publicized clearly defined academic stan- 
dards and translated them into curricu- 
lum frameworks that guide instruction. 
What our students study is no longer del- 
egated to a handful o f textbook publish- 
ers. The s ta n d a rd s a n d  curricu lu m  
frameworks ensure that all youngsters—  

whether in wealthy or poor districts—are 
studying a challenging core curriculum. 
The expectations for students are high—  

as demanding as the standards m et by 
students in other in du stria lized  
countries. And the belief that all stu- 
dents can do challenging work has 
p u t an end to the watered down cur- 

ricula that so many kids— espe- 
daily  those in the inner city—  

used to receive. Inspired by 
the descriptions they read of 
what their children will be 
learning, and the work they 
see them doing, parents say, 

“Yes, this is the k ind  o f
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Getting It Right
achievement; and a plethora of well-inten- 
tioned reform efforts that have done little 
to raise student achievement. Until you 
know  w here you ’re going, you w o n ’t 
know when you’ve arrived. Goals 2000 
gives us a destination—high standards for 
all students—but lets states and localities 
choose the path they want to take to get 
there.”

The three articles that follow sketch out 
how we might—beginning with the devel- 
opment of high quality standards—bring 
all our children the kind of education that, 
in this great country, should be their 
birthright. The first essay, based on a 
speech Mr. Shanker gave at the Brookings 
Institution this past May, describes how  
and why students in other industrialized 
countries are achieving at such higher lev- 
els than ours are. The two key ingredients 
missing from our system are a common 
core curriculum and real-world conse- 
quences that motivate students to work 
and learn. The second article, prepared by 
the AFT’s Educational Issues Department, 
explains how  the Goals 2000 process 
works and makes compelling arguments 
for ten essential criteria that strong stan- 
dards must meet. And the third one, by his- 
torian Paul Gagnon, takes the mystery out 
of terms like “content standard” and “cur- 
riculum frameworks,” by giving us con- 
crete—and inspiring—examples of what 
those might look like in two subject areas, 
World History and English, and how an 
imaginative teacher might translate them 
into engaging lessons. As you read his 
descriptions, also envision parents reading 
them. And then try to imagine those par- 
ents wanting their children to be anyplace 
other than the schools in which such an 
education would be offered.

A m er ic a n  F ed er a tio n  o f  T eachers  1 3

and textbooks and other instructional 
materials are tailored to the content of 
the curriculum frameworks.

And the federal government, the state 
education agency, and school district—  

which are now able to monitor school 
progress based on student achievement, 
as m easured by sophisticated assess- 
ments—have greatly loosened the rules 
and regulations that have smothered 
innovation in the past. Schools and teach- 
ers arefreed up to fin d  and devise the best 
means for helping students meet the stan- 
dards.

•k •k •k

This may sound like a fantasy, but it is the 
way school systems in most other indus- 
trialized countries function, which is a 
major reason their students consistently 
outperform ours on international assess- 
ments. It is also the vision that undergirds 
the newly passed Goals 2000 legislation, 
signed by President Clinton this past 
spring. The law creates a framework for 
each state to construct a reform strategy 
based on three principles: rigorous aca- 
demic standards; the alignment of cur- 
riculum, assessm ents, textbooks, and 
teacher education; and clear incentives for 
students to work hard.

In a recent column, AFT President Albert 
Shanker described what the new legisla- 
tion could mean: “Goals 2000 offers us an 
unprecedented opportunity as a nation to 
decide what w e want our students to 
know and be able to do as a result of their 
schooling. We have managed to evade this 
basic decision throughout our history and 
the results have been disastrous—a prolif- 
eration of meaningless courses on subjects 
like life management and self-esteem; stu- 
dent promotions based on ‘seat-time,’ not

Fall 1 9 9 4
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Makin 
Standard 
Count

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

A t
of

1C־
He

T THE celebration for the passage 
of the Goals 2000: Educate Amer- 
ica Act, there were signs at the White 
louse calling for “World Class Stan- 

dards.” This was always the hope behind Goals 
2000—that we would set and try to help stu- 
dents meet world class academic standards.

But I can tell you what could easily happen: 
Each state could come up with standards that 
are one slight peg above what they are doing 
now, and each one could call this new level a 
“world class” standard.

How do we make sure the term “world class 
standards” does not become just an empty slo- 
gan? By finding out w hat o ther countries 
expect of their students academically and mak- 
ing sure this type of information informs our 
standards-setting efforts here at home. Earlier 
this year, the AFT launched a new series of pub- 
lications—the D efin ing  World Class Stan- 
dards series—designed to do just that.

The first book in the series, What College- 
B o u n d  S tuden ts A broad  Are Expected To 
Know A bout Biology, includes exams taken by 
college-bound students in England and Wales, 
France, Germany, and Japan. (See abridged ver- 
sion in Spring ’94 issue of Am erican Educa- 
tor.) These exams are very, very tough. Most of 
our college graduates couldn’t pass them —let 
alone our high school graduates. The exams 
require a great deal of factual knowledge. But 
they also demand thought and analysis. Except 
for the Japanese exam, none of the  tests 
includes multiple choice questions. And every 
high school student in England. Wales, France, 
Japan, and Germany who wants to go to college 
must take them or comparably difficult ones— 
and they must pass them.

(Continued on page 16)
Albert Shanker is president o f  the American  
Federa tion o f  Teachers.
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Making And 
Standards Bringing 

Good Them to the 
Classroom

By  Paul G a g n o n

HHOW DO we get from a content stan- 
dard to something we can teach in 
the classroom? In three steps, if 
things are working the way they 
ought to. First, w e—subject-matter teachers 

and scholars working together and under pub- 
lie review—set the standard itself, respecting 
sensible criteria for its integrity and usefulness. 
Next, we build it into a state curriculum frame- 
work. Third, we turn it into engaging lesson 
plans.

The right kind of content standards—out- 
lines of what is m ost worth knowing from each 
core sub ject—m ust be brief, scrupulously 
selected. W hether issued as “national” or state 
standards, they have but a single function: to 
lay before the students, the parents, the teach- 
ers, and the teachers of teachers the essential 
common core of learning that all high school 
graduates in a m odern democracy have the 
right to confront.

More detailed will be the document at Step 
Two: the state curriculum framework must say 
in w hich grades, and in w hat courses, the 
essentials called “standards” are to be taught. 
As its scholar/teacher authors decide how they 
want to incorporate each standard into a teach- 
able curriculum, they—or their counterparts 
at the local district level—may offer their own 

(Continued on page 28)
Paul Gagnon taught history fo r  m any years  
a t the University o f  Massachusetts, was chief 
o f  s ta ff fo r  the Bradley Commission on His- 
tory in Schools, and  was one o f  the founders  
o f  the National Council fo r  History Educa- 
tion. He has also served as historian-in-resi- 
dence fo r  the AFT’s Education fo r  Democra- 
cy Project, fo r  which he wrote Democracy’s 
Untold Story and  Democracy’s Half-Told 
Story, two widely acclaimed critiques o f  
high school history textbooks.

G!G OALS 2000 is a new kind of federal 
education law, a new  approach. 
Unlike its predecessors, which tar- 
geted federal dollars on discrete 

problems—educating the poor or the disabled, 
for example—this law urges states to overhaul 
their education efforts entirely, and provides 
funds to help them get started. States that par- 
ticipate in Goals 2000 are asked to establish 
clear standards for student achievement and to 
refocus all of their educational efforts around 
these standards. They are asked to develop 
assessments to measure progress toward these 
standards and strategies to help students meet 
them. The law’s basic premise is that once 
these standards and monitoring practices are 
up and running, there will be little need for fed- 
eral regulation. Indeed, state regulation itself 
will be less necessary, which means local dis- 
tricts and schools will be given the flexibility 
to determine the best ways to help their stu- 
dents achieve. Goals 2000 advocates hope that 
the many state and local efforts sparked by the 
new legislation will add up to a national effort 
to dramatically improve education.

This means Goals 2000 is not really a single 
reform plan, but a strategy' for catalyzing more 
than 50 separate reform movements. It has the 
po ten tia l to succeed  or fail in 50 places, 
depending on the quality of states’ plans and 
their ability to carry them out.

The first and most important step states will 
take is to set academic standards that will drive 
the rest of their Goals 2000 strategies. Because 
so much else will flow from these standards, it 
is critical that they be of very high quality. They 
must be designed to challenge every child to 

(Continued on page 20)

This piece was prepared by the Educational 
Issues Department o f  the Am erican Federa- 
tion o f  Teachers.
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work they would do leading up to these exam- 
inations? On w hether they would turn their 
television sets off? Any effect on w hether 
teachers would take their time in class seri- 
ously or spend more of it on other things that 
d o n ’t relate to the  exams? Any effect on 
w hether parents and principals would tolerate 
chronic student discipline problems? You bet 
it would.

Without stakes for students, the education 
reforms that are proposed in Goals 2000 will 
not work. Without stakes, nobody has to take 
education seriously. Nobody has to be geared 
up to doing anything. When I taught, when- 
ever I gave an examination or a quiz or told kids 
to bring in an essay, the whole class shouted 
out, “Does it count? Does it count?”

We have an educational system in this coun- 
try in which nothing counts. As long as it 
doesn't count, the kids are very smart: They 
will do the least that they need to do in order 
to get what does count. And what does count 
is a piece of paper—the diploma. Grades don’t 
count, except for the small proportion of stu- 
dents who want to go to an elite institution; 
these kids work hard, but they are a very small 
group.

All of the standards, all of the other measures 
called for in Goals 2000—curriculum devel- 
opm ent, assessment, professional develop- 
ment, parental involvement—will not mean a 
thing unless we attach stakes to students’ 
achievement of the standards, as represented 
by passing assessments similar to those taken 
by students in other high achieving countries.

Right now the issue of stakes is not part of 
the public debate. But the absence of stakes 
threatens to make the effect of the Goals 2000 
reform s — and all o f ou r efforts on th e ir  
behalf—trivial. Without genuine world class 
standards and stakes, we will continue to have 
an elitist education system—in contrast to the 
more democratic systems that are emerging 
abroad.

tism. Europeans and Asians don’t really under- 
stand it. John Dewey and William James and 
Charles Sanders Pierce were never popular 
anywhere else. And yet, when it comes to try- 
ing to change our schools, we are the most 
unpragmatic and I would say the most unin- 
telligent. We should look at how other demo- 
cratic, industrialized countries organize their 
more successful school systems.

Many of these coun tries  have becom e 
demographically diverse in recent years. Like 
our schools, theirs are accommodating grow- 
ing numbers of new immigrants. These coun- 
tries are not identical to us—or to each other; 
but neither are they so dissimilar. If these soci- 
eties can produce school systems in which 25 
percent to 36 percent of the youngsters can
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In England and Wales, 31 percent take the 
A-level exam; in France, 43 percent take the 
Baccalaureat; in Germany, 37 percent take 
the Abitur; and in Japan, well over 40 percent 
take the university entrance exams. And as for 
the pass rate, it’s 25 percent of the age cohort 
in England and Wales, 32 percent in France, 36 
percent in Germany, and 36 percent in Japan.

Moreover, students in these countries must 
pass exams in more than one subject in order 
to qualify for college. In Britain, it takes an aver- 
age of three exams; in France, seven to eight; 
in Germany, four; in Japan, three to four.

The exam used in our country that comes 
closest to these foreign exams in terms of rigor 
is the Advanced Placement test. Yet only 7 per- 
cent of American 18-year-olds take it, and only
4 percent pass it. It is not required for college 
entrance.

Now, if I were to ask you which of these five 
nations is elitist, what would be your answer? 
Which system would you say provides a top- 
rate education to a sliver of its population? And 
which to a substantial portion? In which coun- 
try is there more likelihood that a broad range 
of students receive a top-notch education? 
And in which is it likely that just a few—prob- 
ably the children of the nation’s elite—will get 
such an education? Despite common myths to 
the contrary, the kids in our country who get 
a top-rate education are a small group who 
have a lot going for them. They are the ones 
who are making it, not the rest. In this group 
of countries, we are the elitists.

What do you think would happen in Japan 
or G erm any or Britain or France if they  
announced next year that youngsters could 

get into college without passing any 
of these examinations? Would that 
have any effect on the number of stu- 
dents who would take them and pre- 
pare for them and study for them? 
Would it have any effect on how 

m uch  h o m e 
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have to come to grips with this.
And the curriculum will have to be fairly 

descriptive—which is also rare now. As one 
example: When I was teaching in New York 
City, I got big fat books of thirty or fifty or sixty 
different topics and was told to teach whichev- 
er topics the kids liked or I liked, or if I didn't 
like any of them, I was to make up my own list. 
That was the curriculum. That w on’t do. Edu- 
cation involves building blocks, continuity, 
and articulation.

We have to deal with this issue or we will 
never provide our students with the education 
they deserve.

Second, if you want people to do certain 
things, you have to provide incentives. If you 
want students to buckle down and study and 
really work at school, you have to connect that 
work to the things youngsters want.

The last great experiment with a system that 
dismissed incentives—and instead relied on 
people’s goodness—recently went down in 
flames across a good part of the world. I once 
hoped for such a world—one that didn’t rely 
on crass incentives. I would prefer a world 
where you didn’t have to force people to do 
things—where they would pick up a book by 
Shakespeare and say, “Gee, I’d love to read 
this." But unfortunately, the vast majority of 
young people w on’t do this—unless they have 
to. Once they ’ve had to read difficult but 
rewarding material, many of them will do it 
again, on their own, for the joy of it. But if we 
don’t require them to wrestle through it the 
first time, most will never discover the joy 
that’s there.

What are we really saying to our youngsters 
when we offer no incentives? It is the equiva- 
lent of saying to people: “From now on you 
don’t have to come to work. This has been a 
very oppressive system—we realize that many 
of you have done this work and resented it. 
From now on you’ll be paid and get your health 
insurance and pension w hether or not you 
come to work.” What would be the result? A 
few people who love their jobs—and there are 
such people and such jobs—would continue 
to come. (And there would be a handful of 
compulsives; they would either continue to 
come to work, or they would seek psychiatric 
help!) The rest of the system would descend 
into chaos. This is what we have visited on our 
youngsters. They can get their pay, their pen- 
sion, and their health plan, but they don’t have 
to work. They don’t have to learn; they barely 
have to show up; they don’t have to do any- 
thing.

In such a system, how much they learn 
becomes a function of how much the teacher 
is forcing them to learn. The onus is on the 
teacher. As a teacher, if I assign students home- 
work, if I give difficult tests, or assign papers, 
their response is, “Mr. Shanker, you’re mean! 
You give us so much work. My sister—down

pass exams of this caliber, there is no good rea- 
son why we can’t.

Moreover, while producing large numbers 
of w ell-educated college-bound students, 
these school systems also tend to do better by 
their non-college-bound students than we do. 
In each of the foreign countries represented in 
our first volume of Defining World Class Stan- 
dards, all children receive essentially the same 
quality curriculum in common schools until at 
least fifth grade (in the case of Germany); and, 
more commonly, until age 15 or 16. Young chil- 
dren in these countries are not siphoned off 
into tracked groups at early ages. And, in these 
countries, non-college-bound students gener- 
ally have access to high-quality work prepara- 
tion, along with an academic program that is 
substantially more rigorous than we typically 
offer to our work-bound youth. These coun- 
tries show that tracking, provided it doesn’t 
happen too early or too permanently, doesn’t 
have to be evil. It isn't tracking that’s evil; it’s 
what you do with kids once they are on a track. 
Tracking can be evil, or it can be good.

NOW, HOW would each of us behave if 
after being very successful in a particular 
business for a number of years, suddenly our 

sales dropped and our competitors shot far 
ahead of us. I think the first thing each of us 
would do is look at what our competitors were 
doing. We would think about how we could 
co p y  th em  or leap fro g  over th em . We 
wouldn’t copy everything, but we would try 
to learn as much as possible from them.

The reaction of all of us to the high standards 
met by students overseas should be to look at 
these other systems. What are these educa- 
tional systems doing that we should be doing? 
This kind of benchmarking is exactly what 
industry does. Companies hire people from 
their competitors; they investigate what their 
competitors do. If you look at these systems, 
you’ll see that they all do a number of things 
we don’t. I want to concentrate on two of their 
practices.

First, they have a common curriculum. You 
don’t prepare a student to pass an exam at this 
high level w ithout using every m inute in 
school and out of school to prepare. This is 
serious stuff. If you have fifty different educa- 
tional system s—as we do in each of our 
states—and if each of these systems is so dif- 
ferent that, as your kids move from one to 
another, the teachers can never be sure of 
what students studied before, the teachers will 
do exactly what ours are doing now—which 
is to spend about 30 percent of the time going 
over everything the student should have 
learned before entering the class because they 
are not sure what the students have already 
learned. So we start with about a 30 percent 
waste of tim e.O ur citizens are terrifically 
mobile—and that’s not likely to change. We
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schools and high schools.
And what about the youngsters who are 

unable to pass such an exam and who thus 
would be excluded from going to college? This 
is very tough. Going to college in America is 
now regarded as an entitlement. Any effort to 
say that one needs any knowledge or skills to 
get into college will be viewed as a way of cut- 
ting off access and opportunity. But the truth 
is a huge number of our students who enter 
college don’t graduate. They drop out because 
they’re not prepared to do college work. In 
countries where college students have to pass 
rigorous exams, you don’t have a 50 percent 
college dropout rate, as we do. In Germany for 
example, 83 percent of those who enter col- 
lege graduate. More of our kids enter college— 
but many don’t survive it. We’re not doing our 
kids any favor by pretending that they are pre- 
pared for college.

could prod them to work hard and do well in 
school? In many other countries, these stu- 
dents can study for special certificates that will 
entitle them to some sort of further technical 
training or facilitate their getting a good job. 
Or their school grades will count when they 
leave school and apply for jobs and for special 
job training. The connections between school 
achievement—and school effort—and what 
the students want are very direct and very well 
known.

Consider the effect such connections could 
have here. Suppose Roy Rogers and McDon- 
aids and every one of these outfits that hire 
high school students said that from now on 
they’re going to hire kids on the basis of some 
sort of standard; they are going to hire the best 
students first. There would be two immediate 
problems: First, they couldn’t tell which stu- 
dents genuinely achieved more and worked 
harder because every teacher marks different- 
ly. Unless you have some sort of national cur- 
rency—a national standard—a grade has little 
meaning outside the walls of an individual 
teacher’s classroom. Second, high schools are 
not accustomed to getting the transcripts out 
quickly It would take about six months for the 
school to send out the transcripts, and the 
employers would need it to take a few days.

But suppose we solved these problems. Sup- 
pose every high school student knew that get- 
ting a job depended on being a good student. 
Would that have an effect on students’ work- 
ing hard in school? I don’t think there’s any 
question about it. But employers don't do it.

Why don’t they do it? One reason may be 
that they worry about civil rights laws that can 
prohibit employers from using hiring criteria 
that are not directly related to the job some- 
one is being hired for. It’s pretty hard to argue 
that high grades in school are necessary for a

the hall in Miss So-and-So’s class—she doesn’t 
have to do any work at all.”

When there are no stakes, the teacher has to 
negotiate with the students because the stu- 
dents know that no one in the outside world 
requires them to have learned anything seri- 
ous. It’s the kids versus the teacher, and it’s a 
negotiation. This whole story has been told 
well in The Shopping Mall High School. It’s all 
there; it’s very clear.

This unhealthy situation does not exist in 
Japan, Britain, France or Germany. In each of 
these countries, the teachers are all assigning 
similar work because all the students are head- 
ing for similar assessments. And when the kids 
say, “You’re mean,’’ the answer is, “Look, I’m 
just giving you the same work that all the other 
teachers in the state and country are giving 
. . . .  And, I know you can do it. All the fifth 
grade kids did it last year, and the year before, 
and the year before that.”

The teacher in these countries is seen as the 
coach. It’s like the Olympics. There’s an exter- 
nal standard that students need to meet, and 
the teacher is there to help the student make 
it. The existence of an external standard entire- 
Iy changes the relationship of teachers and 
youngsters, and it changes the relationship of 
children and parents.

When parents today tell their kids to work 
hard, the kids say, “Why? I don’t care if I go to 
Harvard, and most of the other colleges will 
take me even without top grades. Some will 
take me no matter how poor my grades are. 
W hat’s bugging you? The school doesn’t care. 
Why should I work hard when I don’t need to?”

When colleges dropped entry standards— 
and when a high school diploma became little 
more than an attendance certificate—our chil- 
dren lost the benefit of an external standard. 
And w hen we lost the external standard, we 
took away parental authority and we took 
away teachers’ authority. Now all of us have to 
plead and beg. With a system of stakes, teach- 
ers and parents would regain that authority.

What do students want? One thing they 
want is to go to college. So we need to make 
going to college dependent on high achieve- 
ment in high school. Is there any doubt that if 
one-third of French and Japanese and German 
students can pass an exam similar to the 
Advanced Placement that at least one-third of 
American students have the potential to do so 
as well? And is there any doubt that it would 
be worthwhile to have them do so? Would it 
make a difference to those youngsters and to 
the nation? Would it make a difference to high- 
er education? There is no question but that it 
would.

Of course, we will need to phase in the high- 
er entry standard. If we established a world 
class entry level tomorrow, we would have to 
shut down nearly all of our institutions of high- 
er education and turn them all into junior high
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aligned everything is. Right now, what stu- 
dents want—college admissions, jobs, and job 
training—is disconnected from their school 
work. And so long as it stays disconnected, our 
educational system will not work.
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job at McDonalds where the employee simply 
punches a cash register with pictures of Big 
Macs. So the employer who tries to reward 
hard-working students m ight find himself 
liable for civil rights violations. None of these 
other countries has to grapple with anything 
like this.

But there’s also a more intangible reason at 
work. In other countries, employers deliber- 
ately seek high-achieving students because 
they feel that’s part of their social responsibil- 
ity. It’s how they help make the school system 
work.

In the U.S., kids know that whether they do 
well or don’t do well, no good company hires 
anybody who is just 18 or 19 years of age. If 
you ask these com panies they say, “Why 
should we? These are young kids and they’re 
irresponsible. Let somebody else hire them, 
and w hen they’re 24 or 25 w e’ll see how 
they’re doing.” So the kids who work hard in 
school and really do well graduate and end up 
getting the same poor jobs as the kids who 
weren’t doing any school work at all! And then 
guess which kid looks at which kid and says, 
“You’re a sucker.”

So stakes are essential. Our kids must have 
incentives. None of these proposed reforms is 
going to work in any large way unless there are 
stakes. Stakes change everything. They change 
the teacher’s relationship with the student and 
the parents’ relationship with the student. 
School boards would be much less likely to 
uncritically promote new educational fads if 
they knew that what mattered to the public— 
and what would be known to the public—was 
student achievement. And, if everyone under- 
stood that his own kid’s ability to enter col- 
lege or get a job depended on how well 
the system functioned, there would 
be a lo t less to le ra n c e  for 
schools’ dysfunctionality— 
for the way we keep dis 
ruptive students in the 
c lassroom , fo r the  
way we turn teachers 
into social workers, 
and so on. T here  
would be more mobi- 
lization of public con- 
cern and public sup- 
p o rt and participa- 
tion.

W hen you have a 
system that basically 
says, “It doesn’t count”—a 
system where it doesn’t make any difference 
w hether your kid passes or doesn’t pass; 
where he can go to college regardless; where 
no em ployer will ever look at his school 
record—you have a system that will not work. 
And it will not work no matter how good and 
well intentioned our new  curriculum  and 
assessment reforms are, no matter how well-
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(NESIC) is charged with “certifying” standards 
that states submit to it in terms of criteria that 
it will develop. But this is strictly voluntary; no 
state has to submit its standards to NESIC for 
approval. NESIC also can “certify” national 
standards in each discipline. This, of course, 
will not mandate that any state adopt such 
standards, but—if done well—it will provide 
so rt of a “G ood H o u sek eep in g  Seal of 
Approval.” Both the criteria NESIC develops 
and the standards it ultimately certifies could 
serve as models for states.

A few years ago, before Goals 2000 became 
law, the U.S. Department of Education made 
grants available for teams of educators and 
scholars to develop national standards in each 
of the core academic subjects, and many have 
been closely watching the work of these vari- 
ous national standards projects. The goal was 
to bring some of the most knowledgeable and 
respected professionals in each discipline 
together to hammer out what is most impor- 
tant for students to learn, and for their work to 
be used or even adopted outright by states. 
Soon to be issued are standards for civics, geog- 
raphy, U.S. history, and world history. Stan- 
dards for the arts and m athem atics have 
already appeared. English, economics, foreign 
languages, and science are to follow in 1995 
or 1996. It was never intended that these 
national standards would be mandated. The 
idea was that states would voluntarily use 
them because they would be of such high qual- 
ity.

Early returns on how well these national 
standards groups have fulfilled their mandate 
are mixed. Some of them clearly tried to cover 
too much ground, and their work will have to 
be pared down, and, in some cases, substan- 
tially recast. That job might be done by the 
national standards groups themselves, as they 
reflect upon their work or as they respond to 
NESIC’s initiatives, as described above. In the 
meantime, states or other groups might come 
up with something even better. No one at this 
point can say with any certainty exactly how 
this whole process will unfold or precisely 
what will be the interplay between state and 
national efforts.

States that do an excellent job in setting stan- 
dards should be recognized for their work and 
held up as models for other states to follow. 
Parents—hearing about w hat students in 
o ther states are learning—can be a strong 
lobby for quality. Textbook and assessment 
publishers can play a role by basing their prod- 
ucts on the best state standards and curricu- 
lum frameworks. Colleges and universities can 
also put pressure on states by raising and tight- 
ening their admissions standards to reflect the 
most demanding state standards. And busi- 
nesses as well can lean on states to adopt 
stronger, clearer standards.

Whatever the dynamic, the great hope, of
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the maximum of his or her ability. As described 
in the introduction to this series of articles, 
strong academic standards could lead to dra- 
matic im provem ents in the quality of our 
schools and, at the same time, strengthen their 
capacity to offer equal opportunity to all chil- 
dren. If standards are set too low, however, 
nothing will change, and student achievement 
will remain flat. If standards are too vague, or 
not firmly rooted in academics, they can’t pro- 
vide a firm basis for curriculum, assessment, 
or professional development. Moreover, many 
states have recently found that vague stan- 
dards that wander away from academics alien- 
ate the public and leave the schools vulnera- 
ble to attacks from right-wing groups interest- 
ed in defeating reform efforts.

Finally, if the standards that emerge in each 
state are too different from each other, it will 
be harder for textbook publishers, assessment 
developers, and teacher educators to create 
products and programs that are aligned to 
them. Publishers will still feel obliged to pro- 
duce 10-pound tomes, stuffing their textbooks 
with every point covered in fifty separate state 
curriculum guides, instead of producing lean, 
coherent, interesting texts that cover the 
essentials well. Standardized assessments will 
remain focused on broad, generic skills, with 
no direct link to the curriculum, thus forcing 
teachers to divert valuable time from their 
planned lessons. Teacher education programs 
will con tinue to veer away from  con ten t 
knowledge, since the knowledge teachers 
require will be so different from state to state. 
And many of the students in those states that 
fail to outline an essential core—or that sue- 
cumb to pressures to keep standards low— 
will be denied the opportunity to be exposed 
to the central learnings of each discipline.

But how, out of fifty separate plans, can a 
common core curriculum emerge? It is possi- 
ble that, over time, a set of standards will 
emerge that are of such obvious high quality 
that a consensus will form around them. This 
will not happen over night. It took other coun- 
tries a long time to arrive at useable descrip- 
tions of the essential knowledge and skills they 
want their students to learn. We are not like- 

ly to be any different, although we can 
learn from their efforts. We should be 
prepared for a number of rounds, an 
evolution of revision and refinement— 
and a lot of hard work.

An update on where the process cur- 
rently stands might be useful: Under 
Goals 2000, a National Education 
Standards and Improvement Council
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sition prom pted the state to significantly 
amend its draft “Student Learning Outcomes”:

All students understand and appreciate their 
worth as unique and capable individuals and 
exhibit self-esteem. (Pennsylvania's Student 
Learning Outcomes, Draft 1991)

All students demonstrate caregiving skills and 
evaluate, in all settings, appropriate child care 
practices necessary to nurture children based 
on child development theory. (Pennsylvania’s 
Student Learning Outcomes, Draft 1991)

[A] student who is becoming a fulfilled individ- 
ual uses the fundam ental skills of thinking, 
problem solving, communicating, quantifying, 
and  c o lla b o ra t in g .. .to  ana lyze p e rso n a l 
strengths and limitations to improve behaviors, 
capabilities, and plans. (Virginia’s Common 
Core o f  !.earning—Draft 1992)

In contrast, the following excerpt from the 
National History Standards is clearly grounded 
in academic content and represents the type 
of information standards ought to convey:

Students would be able to demonstrate under- 
standing of the causes of the American Revolt!- 
tion by:

□ C om paring th e  argum en ts advanced by 
defenders and opponents of the new  imperi- 
al policy on the traditional rights of English 
peop le  and the legitim acy of asking the 
colonies to pay a share of the costs of empire.

□ Reconstructing the chronology of the critical 
events leading to the outbreak of armed con- 
flict between the American colonies and Eng- 
land.

□ Analyzing the connection betw een political 
ideas and economic interests and comparing 
the ideas and interests of different groups.

□ Reconstructing the arguments among patri- 
ots and loyalists about independence and 
drawing conclusions about how the decision 
to declare independence was reached.

(This is followed by examples of how the stan- 
dard can be taught at different grade levels.)

As noted above, the program most respon- 
sible for giving standards a bad name is called 
“o u tco m es-b ased  e d u c a t io n ” o r OBE. 
Although it makes sense to organize our edu- 
cation system around the results—or out- 
comes—we hope it will produce, OBE’s treat- 
ment of academic knowledge as a low priori- 
ty doesn’t sit well with most teachers and par- 
ents. OBE proponents have served as key con- 
sultants to several state education depart- 
ments, and in each case the so called “reform” 
proposal that resulted was met with signif icant 
opposition largely because of the non-aca- 
demic and controversial nature of the stan- 
dards. Now, in a num ber of states, those 
opposed to any kind of standards development 
are trying to pin the “OBE” label on whatever 
effort is underway in an attempt to taint it. In 
reaction, states have begun to avoid using 
terms like “outcomes" and “OBE” to describe 
what they’re doing. Terminology, however, is 
not at the heart of the matter. In the end, it’s

course, is that for the first time in our history 
we eventually shall have not a national cur- 
riculum but wide, voluntary agreement across 
the country on the essential academic core 
that all children have the right to learn. So, 
what would a strong set of state—or nation- 
al—standards look like? We would like to con- 
tribute to that discussion by proposing a list of 
what we consider to be ten essential criteria. 
We welcome your comments. We all have 
much to learn in this new —and long over- 
due—undertaking.

Criteria for 
High Quality Standards*
1) Standards must focus on academics.

This may seem obvious to many people, but 
it is the most important point we can make. 
The purpose of setting standards is to improve 
students’ academic performance. This should 
be the central mission of all our educational 
arrangements. Forging agreement around the 
academic content of the curriculum and the 
expectations we have for our children is the 
essential first step. If we can agree on what all 
students deserve to learn, we can focus our 
energies and resources on giving all kids the 
opportunities they need to read and write bet- 
ter; reach greater heights in math and science; 
and learn more about history, geography, lit- 
erature, and the arts. These are the things that 
will make a difference in students’ lives, and 
they are w hat parents care most about.

But there are some who would rather have 
standards focus on social and behavioral issues 
than on academics. Across the country, w e’ve 
watched debates and legislative battles unfold 
around proposed education standards or “out- 
comes” that stray from or avoid academics. 
These efforts, frequently referred to as “out- 
comes based education,” or “OBE,” are being 
challenged and defeated, and not only by reli- 
gious fundamentalists but also by concerned 
parents, business people, educators, and other 
public school supporters who have raised seri- 
ous questions about some of the standards that 
have been developed.

In several states the intense negative reac- 
tion to non-academic standards resulted in the 
substantial revision or defeat of the entire stan- 
dards reform package. Here are a few exam- 
pies from Virginia—where in 1992 Governor 
Douglas Wilder abandoned the complete draft 
set of “Common Core of Learning” standards; 
and from Pennsylvania—where strong oppo

*Some states may express their standards in separate 
standards documents that then must be translated into 
curriculum frameworks; others, like California, may 
incorporate their standards directly into year-by-year 
frameworks.
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local or school community, coming together 
to find common ground in their hopes for their 
children.

2) Standards must be grounded in the 
core disciplines.

Some educators have thought it best to 
move away from traditional subject areas and 
create “interdisciplinary'’ expectations for stu- 
dents. “Human growth and developm ent,” 
“environmental stewardship,” and “cultural 
and creative endeavors” are just some “subject 
areas” that have replaced math, science, his- 
tory, and English. Proponents of this approach 
argue that solutions to “real world” problems 
and issues cannot be based on one or another 
discipline, so, therefore, neither should stan- 
dards.

This argument belies the purpose of stan- 
dards, which is to focus our educational sys- 
tems on what is most essential for students to 
learn, no t to p rescribe  how  the m aterial 
should be taught. At its best, interdisciplinary 
education can be an effective approach to 
teaching the knowledge and skills that arise 
from the disciplines. In the hands of imagina- 
tive and well-educated teachers, it can be use- 
ful and engaging. But its value depends on a 
firm grounding in the subjects themselves. 
Strong standards in each of the core disciplines 
will ensure that interdisciplinary approaches 
reflect the depth and integrity of the disci- 
plines involved.

When standards-setters abandon the disci- 
plines, conten t suffers. Standards becom e 
vaguely worded and loosely connected, mak- 
ing the job of curriculum designers, assess- 
ment developers, and teachers all but impos- 
sible.

the content of the standards that must be kept 
center stage.

One final note: Schools certainly have a role 
to play in helping students develop those traits 
essential to good behavior and strong charac- 
ter, such as compassion, honesty, self-disci- 
pline, and perseverance. And the standards- 
setting process can contribute to that mission 
by ensuring that all students have access to a 
solid academic curriculum, because moral 
education is a natural by-product of a good cur- 
riculum. As students weigh the dilemmas and 
compromises of history, and learn about its 
heroes and villains; as they re-visit the great 
debates that have stirred mankind over the 
centuries; and as they confront the ethical 
issues that lie at the heart of so much of our 
great literature, their moral understandings 
will be greatly enriched. (See, for example, 
“Curriculum as a Moral Educator” in the Spring
1993 issue of Am erican Educator; “The Moral 
Power of Good Stories” in the Summer 1993 
issue; and Paul Gagnon's descriptions of cur- 
ricula and lesson plans in World History and 
English that start on p. 15 of this issue.)

In addition, of course, schools can con- 
tribute to the moral education of the young in 
other ways—for example, through their disci- 
pline policies; through their decisions about 
what to award and recognize; and by the exam- 
pie they set as a community in which the 
virtues are both expected and honored. These 
are not matters, however, that lend themselves 
well to the standards-setting mechanism. They 
are best taken up by teachers, parents, and the

3) Standards must be specific enough 
to assure the development of a common 
core curriculum.

We have already established that good stan- 
dards are based in the academic disciplines, 
but being academic and subject-based is not 
enough. A good set of standards should also 
outline the essential knowledge and skills that 
all students should learn in each subject area.

Such standards would guarantee that all stu- 
dents, regardless of background or neighbor- 
hood, are exposed to a common core of learn- 
ing. This means putting an end to the unequal, 
uninspiring curricula that many disadvan- 
taged kids get locked into from an early age. A 
strong common core also would enable us to 
continue to forge a strong common culture, to 
preserve what unites us without diminishing 
the unique strength that flows from our diver- 
sity.

Requiring a common core would not, of 
course, limit students who chose to go beyond 
it to advanced-level high school courses in any 
of the academic subjects. Nor would it prevent 

a fruitful integration of the academic core
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that relate to the rights and responsibilities 
of citizens in a democracy.

2.16 Students observe, analyze, and interpret 
human behaviors, social groupings, and 
institutions to better understand people 
and the relationships among individuals 
and among groups.

2.17 Students in teract effectively and w ork 
cooperatively with the many ethnic and 
cultural groups of our nation and world.

2.18 Students understand economic principles 
and are able to make economic decisions 
that have consequences in daily living.

2.19 Students recognize and understand the 
relationship between people and geogra- 
phy and apply their knowledge in real-life 
situations.

2.20 Students understand, analyze, and inter- 
pret historical events, conditions, trends 
and issues to develop historical perspec- 
tive.

In contrast, California provides its standards 
in terms of grade-by-grade curriculum frame- 
works, thus providing substantial, common, 
clear guidance to all the players in the educa- 
tional system. Here, for example, is an excerpt 
from the California History/Social Science 
Framework describing w hat 11th graders 
should understand about the Great Depres- 
sion:

Students should assess the likely causes of the 
Depression and examine its effects on ordinary 
people in different parts of the nation through 
use of historical materials. They should recog- 
nize the way in which natural drought com- 
bined w ith unw ise agricultural practices to 
cause the Dust Bowl, a major factor in the eco- 
nomic and cultural chaos of the 1930s. They 
should see the linkage betw een severe eco- 
nomic distress and social turmoil. Photographs, 
films, new spaper accounts, interviews with 
persons who lived in the period, as well as paint- 
ings and novels (such as John S teinbeck’s 
Grapes o f Wrath) will help students understand 
this critical era.

The administration of Franklin D. Roosevelt and 
his New Deal should be studied as an example 
of the government’s response to economic cri- 
sis. The efforts of the Roosevelt Administration 
to alleviate the crisis through the creation of 
social welfare programs, regulatory agencies, 
and economic planning bureaus should be care- 
fully assessed.

How specific should standards be? There is 
no perfect formula. But it helps to keep in mind 
why we are setting standards in the first place 
and how they will be used. Here are some 
questions worth asking about the standards in 
your state: Are the standards organized by 
grade levels or age bands, or do they in some 
way clearly delineate the differences in expec- 
tations for students at different levels? If not, 
how could one use them to develop curricula 
or instructional materials for students of dif- 
ferent ages or levels? Are the standards clear 
and specific enough to guide the development 
o f c u rr icu lu m  fram ew orks th a t w o u ld

with vocational or technical education at the 
upper secondary level. But to the extent that 
a common core was established through most 
of the high school years—which is the prac- 
tice abroad—we would ensure that all stu- 
den ts  are given a m ore equal chance to 
become well-educated citizens.

In addition, teachers would have a much 
clearer idea of what their students learned the 
year before, so they would not have to waste 
so much class time reteaching previously cov- 
ered material. And it would make life much 
easier on students who move from one school 
to another and often find themselves either 
way ahead or way behind the rest of the class.

If standards are to set forth the content of a 
common core, and if they are to be used by 
teachers, curriculum and assessment devel- 
opers, textbook publishers, and others, they 
must be specific enough to guide these people 
in their activities. With a common core in 
hand, we could—as other industrialized coun- 
tries have done—end the need for every teach- 
er to have to re-invent the wheel. Like other 
professions, we could begin to accrue a more 
focused body of knowledge, a portfolio of 
good practice, of materials and options that 
teachers and teacher educators could draw 
from, adapt, add to, polish, and refine. But this 
is only possible if there is broad agreement on 
what is most essential to learn.

Unfortunately, many states’ standards seem 
to be falling short in this regard, offering the 
barest guidance as to what should be covered. 
For example, New York state, in a draft of its 
social studies standards, m entions that stu- 
dents should learn about the concept of “war 
and its many repercussions,” but never speci- 
lies which wars are most important for them 
to learn about. Such a guideline could lead to 
textbooks that cover the U.S. Revolution and 
the Civil War, assessments that cover World 
War I and World War II, and professional devel- 
opm ent and teacher education that stress 
World War II, Korea, and Vietnam. Some of the 
standards w e’ve seen fit entire subjects on a 
single page. Others don’t make any distinc- 
tions betw een  w hat elem entary  and sec- 
ondary students should learn.

Though it has received a lot of attention for 
its many recent reform efforts, Kentucky is an 
example of a state whose standards are not spe- 
cific enough to guide local districts toward a 
core curriculum and matching, content-based 
assessments. There are only 5-10 standards in 
each subject area, and many are vague and vac- 
uous. Here, for example, is the complete list of 
Kentucky’s social studies standards:

2.14 Students understand the democratic prin- 
ciples of justice, equality, responsibility, 
and freedom and apply them to real-life sit- 
uations.

2.15 Students can accurately describe various 
forms of government and analyze issues
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time. According to Prisoners o f  Tim e , the
1994 report by the National Education Com- 
mission on Time and Learning, American 
schools spend about half as much time on aca- 
demies as their counterparts overseas. The 
average U.S. high school graduate spends only 
40 percent of his or her time studying core aca- 
demic subjects in his school career. There is 
no reason why these figures should be so low, 
and standards are the first necessary step 
tow ard initiating some changes in school 
schedules.

Nevertheless, as states begin to adopt stan- 
dards, there undoubtedly will be competing 
demands for time in the curriculum —both 
within and among the disciplines. Standards- 
setters will need to exhibit restraint in the face 
of these pressures. Their job is to determine 
what is essential for students to learn. A laun- 
dry list that satisfies everyone will be self- 
defeating, leaving teachers right back where 
they are now —facing the impossible task of 
trying to rush through overstuffed textbooks 
and ridiculously long sets of curriculum objec- 
tives.

5) Standards must be rigorous and 
world class.

When President Clinton signed Goals 2000

describe the core units to be covered in every 
grade? If a state were to adopt these standards 
but give districts the responsibility for fleshing 
them  out into a curriculum , w hat are the 
chances that students across the state would 
be learning the same core curriculum? If a stu- 
dent moved from one district to another or 
from school to school within a district, would 
these standards ease the move to a new grade 
in a new school without putting him or her too 
far ahead or behind the other students? If a 
textbook publisher and an assessment devel- 
oper were to use the standards in their work, 
is it likely that the text and the test would be 
well-aligned?

4) Standards must be manageable given 
the constraints of time.

Neither standards nor the resulting com- 
m on core curriculum  should try to cover 
everything to be taught. A core curriculum 
shou ld  p robab ly  c o n s titu te  som ew here  
between 60 and 80 percent of the academic 
curriculum; the exact amount is open for dis- 
cussion. The rest can be filled in by local dis- 
tricts, schools, and teachers.

It’s important not to draw the wrong con- 
elusion here. There is nothing sacred about 
the ways schools presently apportion their

National Center for Mathematical Sciences Educa- 
tion, University' of Wisconsin at Madison; ph (608) 
263-4285.

Science
What College-Bounci Students Abroad Are 

Expected To Know A bout Biology, Vol. I of the 
“Defining World Class Standards” series, available 
from the American Federation of Teachers, 555 New 
Jersey Ave., NW, Washington, DC 20001; ph (202) 
879-4400.

Basic Biological Concepts: What, Should the 
World’s Children Know?, available from the National 
Association of Biology Teachers, 11250 Roger Bacon 
Drive, #19, Reston, VA 22090; ph (703) 471-1134.

History/Social Studies
National Tests: W hat Other Countries Expect 

Their Students to Know, National Endowment for 
the Humanities, Washington, DC 20506.

Multiple Subjects
The International Baccalaureate Program sub- 

jec tgu ides and  exam inations, International Bac- 
calaureate of North America, 200 Madison Avenue, 
Suite 2007, New York, NY 10016; ph (212) 696- 
4464.

Secondary School Examinations: In ternational 
Perspectives on Policies and  Practice, by Harold Noah 
and Max Eckstein, Yale University Press, 92A Yale Sta- 
tion, New Haven, CT 06529•

World-Class Resources
To help get more useful information into the 

hands o f  standards-setters, the AFT launched the 
Defining World-Class Standards series earlier this 
year. The fir s t volum e—What College-Bound Stu- 
dents Abroad Are Expected To Know About Biology 
(see abridged version in the Spring ‘94 issue o f  
American Educator) —published translated biology 
exams taken by college-bound students in England 
and  Wales, France, Germany, and  fapan. Other use- 
f i l l  translations o f  foreign curricula and exams 
have also been published and  are available to those 
working on standards in this country. Following is 
a list o f  the materials we know  exist today. Though 
it is a good start, we wish it were much, much 
longer, and  we intend to help m ake it so.

Math
Translations o f  Japanese (grades 7-9) and  Rus- 

sian (grades 1-3) m ath textbooks, available from 
die University of Chicago Math and Science Project, 
Department of Education, University of Chicago, 
5835 S. Kimbark Ave., Chicago, IL 60637; ph (312) 
702-9770.

Japanese University Entrance Exam ination  
Problems in Mathematics, available from the Mathe- 
matical Association of America, 1529 18th St., NW, 
Washington, DC 20036; ph (202) 387-5200.

School M athematics Expectations: A Comparison 
o f  Curricular Documents o f  Eight Countries with  
the NCTM Standards o f  the U.S., available from the
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p erfo rm an ce  is n ever dealt w ith  in the  
abstract. For example, Indy racers are not sim- 
ply told that “very fast driving” will qualify 
them for the big race. They know exactly what 
times they need to beat, and they plan their 
strategies accordingly.

It should be the same for education stan- 
dards. An influential report recently commis- 
sioned by the National Education Goals Panel* 
asserted that a com plete set of standards 
should describe both what students should 
know and be able to do and  how well they 
must know and do it. The report separated 
these functions into two distinct categories— 
content standards and performance standards. 
Content standards should define the knowl- 
edge (the most important and enduring ideas, 
concepts, issues, dilemmas, and information) 
and skills (the ways of thinking, working, com- 
m unicating, reasoning, and investigating) 
essential to each discipline. Perform ance  
standards should specify “how good is good 
enough.” They should indicate how compe- 
tent a student demonstration must be to indi- 
cate attainment of the content standards.

It is safe to say that none of the standards 
documents w e’ve seen—w hether from the 
national standards groups, states, or other pro- 
fessional associations—fully incorporates per- 
formance standards as defined in the Goals 
Panel report. States will find this a particular 
problem  w hen they try to develop assess- 
ments, because performance standards are 
essential to gauging whether the content stan- 
dards are met.

A few states may be on the right track. Col- 
orado, for example, has created a good set of 
content standards, better than most of the 
other state standards w e’ve seen so far. And its 
next step will be to develop “performance lev- 
els” and assessments for each content stan- 
dard. So, not only will Colorado have a history 
standard  tha t requ ires fou rth  graders to 
“understand the difference between a democ- 
racy and an autocracy,” but the state will fol- 
low that with a performance standard that 
establishes how well students must under- 
stand  tha t d ifference and how  they  can 
dem onstrate that understanding. This will 
probably require showing examples of stu- 
dent work that meets the various performance 
levels Colorado sets, or possibly creating sam- 
pie assessment questions or exercises and the 
rubrics that would be used to grade them. It 
will be interesting to watch this work develop.

7) Standards must include multiple per- 
formance levels.

W hen we speak of our students all being

*Promises to Keep: Creating High Standards fo r  
American Students, a report to the National Educa- 
tion Goals Panel by the Technical Planning Group on 
the Review of Education Standards, November 15, 
1993.

into law, he was flanked by huge signs bearing 
the  ph rase  “w orld-class s tandards.” The 
national education goals call for American stu- 
dents to be first in the world in math and sci- 
ence by the turn of the century. And states and 
professional associations that are setting stan- 
dards often repeat the mantra “world class,” 
“rigorous,” and “challenging” to describe what 
they are doing.

But what do these words really mean? When 
some people talk too easily about world-class 
standards, they seem to forget there is a real 
world out there. If standards truly are rigorous 
and world class, they should stand up to some 
tough but sensible questions. Do they reflect 
various levels of knowledge and skills compa- 
rable to what students in high-achieving coun- 
tries are expected to master? Which countries 
did the standards-setters use as a basis for com- 
parison, and what documents did they look at 
to determine their standards? Will the stan- 
dards lead to a core curriculum for all stu- 
dents—those headed for college and those 
headed for work—as demanding as in France 
or Japan? Will they result in assessments for the 
college-bound as rigorous as the German 
Abitur, the French baccalaureat exams, the 
British A-levels, or the Japanese university 
entrance exams? Did the standards-setters 
refer to internationally benchmarked curricu- 
la and exams such as those of the Internation- 
al Baccalaureate program? What about the best 
programs and resources available in the U.S., 
such as the College Board’s Advanced Place- 
ment exams and Achievement tests, or the cur- 
riculum frameworks used in California?

Everyone involved in developing standards, 
whether at the national, state, or local level, 
must take these questions seriously. Informa- 
tion on other countries is not easy to get hold 
of, but then nobody ever said setting standards 
would be easy. One thing is certain, though. 
Nothing will be accomplished by setting stan- 
dards that are too low. And without honest 
international benchmarking, we will be cap- 
tives of our own parochial notions of what stu- 
dents can accomplish, and low standards will 
be the result.

6) Standards must include “perfor- 
mance standards.”

W hen polled earlier this year, most AFT 
teachers agreed that students across the board 
are capable of doing better work and master- 
ing more demanding material than they cur- 
rently are doing. Teachers also cited the lack 
of student motivation as one of the biggest 
problems they face in their classrooms. In any 
profession, specific standards are developed 
in order to motivate and m easure perfor- 
mance. W hether you look at the medical 
boards that prospective doctors must pass, the 
bar exams for lawyers, or the time trials for 
drivers to qualify for the Indianapolis 500—
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person will really need in the “real world” any- 
way?

Of course this is overstated, but not by 
much. At the root of this myth is a false dichoto- 
my between knowledge and skills. And what 
it is leading to are standards that neglect the 
subject m atter (the facts, ideas, concepts, 
issues, and information) of the traditional aca- 
demic disciplines that is needed to develop the 
skills in the first place. Consider the following 
very general “skills” standards:

...A student will demonstrate the ability to think 
critically, creatively and reflectively in making 
decisions and solving problems. (Oregon’s Cer- 
tificate o f  Initial Mastery!, 1991)

While performing individual and group tasks, 
students organize and intellectually process 
symbols, pictures, objects and information in a 
way which permits the mind to generate the 
reality of what is being represented. (Florida’s 
Blueprint 2000, 1 9 9 2 )

[Students should] have skills that enhance their 
personal well-being [including] decision-mak- 
ing ability, interpersonal skills, critical thinking 
and problem-solving skills... (M aine’s Com- 
mon Core o f  Learning, 1990)

Students [should] make sense of the various 
messages to w hich they listen. (Ke?1tu cky’s 
Learning Outcomes, 1994)

T h ese  ex am p les  may seem  h arm less  
enough, but they leave unanswered just what 
students are to solve, decide or think about. 
What is the subject? W here is reality? The 
unyielding facts and ideas? And how are stu- 
dents to learn how to learn without learning 
something concrete first? Let’s turn the issue 
around: Is it possible to name a problem to be 
solved, a decision to be made, or a thing to be 
thought about that is not tied to subject mat- 
ter?

And w hat kind of guidance do skills exam- 
pies such as the ones cited above give to teach- 
ers and others in education? “Critical think- 
ing” cannot be taught in the abstract. Howev- 
er, it can be developed, for example, by hav- 
ing s tu d e n ts  analyze th e  c o n tra d ic tio n  
between the principle expressed in the Dec- 
laration of Independence that “all men are ere- 
ated equal” and the existence of slavery at the 
time. But a skill that is cut free from content 
and context is meaningless—and impossible 
to teach or assess.

Good standards will ensure that students 
develop the intellectual powers of observa- 
tion, communication, reasoning, reflection, 
judgment, perspective, and synthesis that are 
often lumped under vague phrases like “high- 
er order” or “critical thinking.” But they must 
pursue these skills through the content of the 
subject areas.

An overemphasis on generic skills and pro- 
cesses seems to be a particular trend in states 
which allow local control of the entire cur- 
riculum. In essence, this is a way for states to

held to world class standards, does that mean 
we should expect them all to achieve at the 
levels reached by the top students in other 
countries? Of course not. France and Germany 
have high standards for all their students, but 
they don’t expect all to meet the sam e  stan- 
dard. Nor do all Japanese students go to Tokyo 
University. Some standards are for those who 
plan to attend universities; others are for those 
whose intentions are technical or vocational. 
It’s just not realistic to expect the same from 
everyone. Some students are able to master 
more challenging material than others.

There is nothing wrong with admitting this, 
and students know it very well. We need mul- 
tiple standards that set expectations to match 
different aspirations and achievements. A sin- 
gle standard would either have to be set low 
enough for most to pass, which does nothing 
to raise student achievement, or too high for 
many to reach, which only turns students off 
to the idea of hard work. The trick is to set stan- 
dards that are within reach, but still require 
dedication and hard work—to stretch all kids 
to their maximum potential.

We can establish challenging standards 
without sacrificing rigor, by developing multi- 
pie performance standards, or multiple levels 
of achievement for each content standard. For 
example, students could work to reach “pro- 
ficient,” “advanced,” or “expert” levels in a 
given standard, proficient being the minimum. 
This is how the National Assessment of Edu- 
cational Progress (NAEP) reports its findings, 
and it is also how California’s Golden State 
Exams are scored.

Another approach could be to require all 
students to meet a common standard before 
they can graduate from high school, but also 
to create higher standards for students to pur- 
sue if they attain that initial level earlier in their 
high school years or wish to qualify for more 
selective higher education. This is similar to 
the way the education systems in some foreign 
countries operate.

8) Standards must combine knowledge 
and skills, not pursue one at the 
expense of the other.

There is a terrible myth in education that has 
a tendency to confuse important decisions 
affecting curriculum and which is threatening 
to strangle the standards movement. The the- 
ory goes something like this: Knowledge is 
dynamic, transient, always changing, whereas 
the need to apply knowledge is constant. What 
is most important for students to learn are 
skills such as problem-solving, decision-mak- 
ing, and higher order thinking, so that they can 
react to any situation, gain and use whatever 
knowledge they need, and not waste their 
time learning facts and theories that may turn 
out to be irrelevant in their lives. Who can be 
sure of how much specific knowledge each
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Do the standards send a coherent message to 
employers and colleges as to what students 
will know and be able to do when they leave 
high school? What about the students them- 
selves? Will they be able to read the standards 
and get a clear idea of what is expected of 
them?

If the answer to any of these questions is 
“no,” your work is not done. If a standard 
seems confusing to lay people, it needs to be 
re-thought and re-written. Examples of what 
to avoid:

All students understand human development 
theories across the lifespan and value individu- 
al uniqueness in the contex t of family life. 
(Pennsylvania’s Student Learning Outcomes, 
Draft 1991)
[A high school graduate] understands and 
describes ways that a specified culture shapes 
p a tte rn s  o f in te rac tio n  of individuals and 
groups. (Minnesota’s High School Standards, 
Draft 1994)

A student who is becoming a self-directed learn- 
er uses...information, organizations, and per- 
sons as learning resources. (Virginia’s Com- 
mon Core o f Learning—Draft 1992)

* * *
Subject matter standards and a common 

core to the curriculum are new concepts in 
American education, and people—including 
many educators—are automatically skeptical 
of new ideas in the field. Considering the fads 
and failures of the past, this skepticism is cer- 
tainly healthy. But the AFT and others believe 
that if we develop rigorous and useable stan- 
dards and shape intelligent Goals 2000 plans, 
we have a real opportunity to turn things 
around in our schools. Such an effort is cer- 
tainly a more palatable and responsible strate- 
gy than turning the schools over to the whim 
of the market. □

For more in form ation or to com m ent on 
these criteria, contact M att Gandal in the AFT 
Educational Issues Department.

avoid making judgments about the core con- 
tent of the curriculum. But as discussed earli- 
er, vague, content-free standards accomplish 
nothing. They do not ensure that all kids are 
given a challenging curriculum, nor can they 
lead to assessments that reveal the depth and 
breadth of student knowledge.

9) Standards must not dictate how the 
material should be taught.

Good standards are designed to guide not to 
limit instruction. They are intended to com- 
municate to teachers and other school staff 
what is most important for students to learn, 
but not how the ideas or information should 
be taught. If, for example, a set of standards 
includes teaching activities, they should be 
there for illustrative purposes only. It is impor- 
tant that standards not be allowed to infringe 
on teachers’ professional responsibilities, 
their ability to choose their particular methods 
and to design their lessons and courses in ways 
that reflect the best available current research 
and that are best suited to their students’ needs 
and to their own strengths and teaching styles.

Fora more practical look a t how standards 
can provide guidance fo r  curriculum devel- 
opers and  classroom teachers, while giving  
teachers broad latitude to choose their mate- 
ria ls a n d  design the ir  lessons, see Paul 
Gagnon’s article on p. 15■
10) Standards must be written clearly 
enough for all stakeholders to under- 
stand.

Part of the challenge states will face with 
Goals 2000 and standards is how to generate 
broad public support. It is important, there- 
fore, that standards not be written solely for an 
education audience. The standards must be 
written clearly enough for parents, students, 
and interested community members to under- 
stand—indeed, to be inspired by. Otherwise, 
they will risk alienating the very people whose 
trust and support they need.

We’ve already pointed out a number of ways 
that standards can go astray and cause friction. 
Non-academic or interdisciplinary standards 
aren’t clear to the public and often engender 
mistrust. Vague standards do not communi- 
cate anything and usually raise more questions 
than they answer. Standards that emphasize 
skills at the expense of content knowledge are 
treated with deserved skepticism by parents. 
The list goes on. Sometimes, something as sim- 
pie as a word or phrase that has no meaning to 
parents can cause a problem.

Our best advice to writers of standards is to 
consider what the language of each standard 
will mean to everyone who will be reading 
them, and avoid jargon. Are the standards clear 
enough for teachers to understand what is 
required of them and their students? For par- 
ents to understand what is expected of their 
children and to keep an eye on their progress?
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by summer 1914: the economic, the social, the 
intellectual, ideological, and political, the 
technological and the military, and—not 
least—in peop le’s memories, resentments, 
hopes and fears.

Students should distinguish between long- 
range sources of hostility (as well as contrary 
forces that could have worked for peace) and 
the short-term actions following upon the 
assassination of the Austrian archduke in Sara- 
jevo in June of 1914. They should grasp the 
relations between the long-range causes and 
the immediate events of July, the role of indi- 
viduals, the effects of chance, accident, and 
misinformation. From the study of this stan- 
dard, students should be ready to think criti- 
cally abou t questions  such  as the  w a r’s 
“inevitability” or the warnings (as distinct 
from “lessons”) we might heed from the out- 
break of World War I.

Step Two, a state curriculum frame- 
work that incorporates the standard  
m ight read as follow's:

1. World history will be the required course 
of study for all students in ninth- and tenth- 
grade Social Studies.

2. The tenth-grade course will address mod- 
ern World History, from 1750 to the present, 
with the second semester devoted to the 20th 
century. Whenever possible, this course will 
be taught in tandem  with the tenth-grade 
course in modern World Literature.

3• One major unit of the tenth-grade course 
will address the causes, course, and conse- 
quences of World War I. It will take up the fol- 
lowing topics. Others maybe added at the dis- 
trict and school levels.

□ The Great War of 1914-18 and Its Human 
Costs

□ Russia in Revolution
□ Upheaval in China
□ Japanese Power in the Pacific
□ Colonial Rebellions
□ The Problems of Peacemaking
□ World War and the World Economy
4. Under “The Great War,” students should 

first examine the reasons and responsibilities 
for the w ar’s outbreak in 1914. They should be 
able to describe the long-developing sources 
of fear and tension commonly referred to by 
historians:

a. national “justified” aims and interests, in 
conflict (m ap w ork is ind ispensab le  
here);

b. imperialism, its own causes and effects;
c. commercial rivalry, economic national- 

ism;
d. militarism and military planning;
e. arms races, technology, munitions-mak-

ers;
f. nationalism, ethnic hatred, Social Dar- 

winism;

And Bringing Them 
To the Classroom
(Continued fro m  page 15) 
rationale for its importance and will add vital 
topics, themes, and questions around which 
to teach it, at the grade level they choose.

Step Three is what to do with the standard 
on Monday morning—the teacher’s own way 
of bringing students to understand not only 
the standard itself but why it is worth under- 
standing.

Each step is indispensable to greater com- 
petence and equity, quality and equality, in 
American schools. Here is how the three steps 
might look, in hypothetical examples from 
World History and English:

Step One, a World History standard: 
‘Students Should Understand the  
Causes o f  World War I.’

In a h isto ry  standards docum en t, th is 
“essential” would be linked to a wider goal: 
student understanding of historical cause in 
general, its complexity and unpredictability. 
The argument for this goal could appear in 
either the standards booklet or in the curricu- 
Ium framework, or in both, as something like 
this:

What or who caused the fall of Rome? The 
Reformation? Revolutions, depressions, and 
wars? The citizen needs to observe, again and 
again, that single answers and quick blame are 
rarely justified, often cruel and dangerous, but 
usually popular. Why focus on the cause of 
war? Because its human consequences are 
beyond measure, which in turn proves the 
need for political history—the actions or inac- 
tions of the few (not always the “elite”) that 
shape the social and economic conditions of 
the many, or determine whether they live or 
die.

Why stress World War I? Because genuine 
understanding of causes and consequences 
cannot be reached in the abstract. Honest sto- 
ries of real wars reveal that each war is differ- 
ent, that seeing general ־׳lessons” from any sin- 
gle outbreak is not sensible and has led to trag- 
ic mistakes in later years. World War I must be 
among several wars examined because it was 
a human catastrophe whose consequences 
shook all the earth and did more to shape our 
lives as Americans, for most of the 20th cen- 
tury, than any other event here at home or any- 
where else in the world.

Either the standards document or the state 
curriculum framework, or both, may add spe- 
cific “shoulds” around the causes of World War 
One:

Students should see many reasons for con- 
flict among, and inside, the major European 
powers in the different spheres of human life

Fall 1 9 9 42 8  A m erica n  E d u c a to r



And 
Bringing 
Them 
To the 
Classroom

social, economic, cultural, and political 
life th rough  the  1920s, not least for 
women and African Americans;

b. its large part in bringing on the Great 
Depression;

c. in stirring the Communist revolution in 
Russia;

d. in the rise of Fascism in Italy and Nazism 
in Germany;

e. in Japan’s surge of power in the Pacific;
f. in the origins of World War II, and the loss- 

es, costs, and consequences of that war 
for us;

g. in the forty-year struggle of the Cold War, 
forcing global American commitments in 
wealth and human lives, from NATO and 
the Marshall Plan in Europe to the Kore- 
an and Vietnam wars in Asia;

h. and in the other domestic effects of the 
Depression, World War II, and the Cold 
War on our entire society, culture, and 
views of ourselves, good and bad. In 
1914, the bell tolled for us.

3• In tandem with their World Literature 
course, students will read substantial portions 
of Erich Maria Remarque’s All Quiet on the 
Western Front. They will focus on the soldiers’ 
questions: Why? How could such horror come 
to be? Has the world gone mad?

Students will bear the responsibility of 
answering these boys, their peers, either in 
speech or in writing once they have finished 
their study of the war’s outbreak.

4. Starting with the “spark” that sets off great 
explosions, and then  looking back at the 
longer buildup of explosives, is more dramat- 
ic than memorizing lists of causes. In small- 
group projects, students (as “foreign corre- 
spondents,” each with an assignment) will 
explore, and then put together in class, the 
haunting story of Franz Ferdinand’s assassina- 
tion on June 28, 1914, in Sarajevo: who, why, 
how, the plans, the errors, the role of chance, 
accident, coincidence, the passions and obses- 
sions on all sides.

5. But did one man's murder have to push 
all Europe into war? Again in small teams, stu- 
dents will follow the day-by-day crisis of July. 
Each team will focus upon its chosen Euro- 
pean political or military leader, his back- 
ground and character, his actions during the 
fatal month, and ask:

How were his reactions and choices shaped 
by that familiar list of long-range forces? For 
examples, the alliance system or his military 
plans? Or by short-term  pressures on him from 
family, friends, the press, public opinion? By 
his own country’s inner problems? By his char- 
acter and temperament? By accident or misin- 
formation? Or by any other factors the stu- 
dents can think of?

This exercise should present the class with 
a tangle of forces that cut down the number of

g. the alliance system;
h. Balkan nationalism vs. Austrian conser- 

vatism;
i. human nature?
5. Students should see the connections 

b e tw een  the  long-range forces ready to 
explode and the short-term causes for the 
w ar’s outbreak—the events and conditions in 
July 1914. For example:

a. Why and how was the Austrian archduke 
assassinated?

b. Why did the leaders and diplomats fail to 
keep one man’s murder from turning into 
a general war?

c. What forces were working on them, foil- 
ing their efforts to keep the peace?

d. Did past actions, or inactions, limit their 
choices?

e. What about public opinion, the popular 
press, the divided authority in key capi- 
tals, the cries of demagogues, the effects 
of earlier military plans, the illusions 
about war, the absence of excuses for 
delay, the feelings of inevitability, old 
resentments, and notions about war as 
the “way out” of domestic problems?

6. In sum, students should achieve a sophis- 
ticated grasp of the complexity of causes in 
1914, the difficulty (although not the impos- 
sibility) of allocating blame to nations or lead- 
ers, and the danger of assuming that such 
things could not happen again, or that they 
would happen in the same way. Not least, stu- 
dents should see that only after the war was it 
clear how high the stakes had been in the sum- 
mer of 1914 and take in the immense human 
tragedy that followed upon the failure of poli- 
tics and diplomacy.

7. Further topics, themes, or questions may 
be added at the local district or school level.

In Step Three, teachers—perhaps 
w orking w ith  other colleagues at 
the school or district level—w ill see  
and choose among many different 
ways to engage their students in  the  
tragedy o f 1914  and to th in k  about 
causes and responsib ilities for 
World War I. These are only a few:

1. For a first look at World War I, its origins, 
course, and effects, students will read Chapter 
X of textbook Y and prepare a single written 
paragraph for an opening class discussion of 
the question: “So what? What does it have to 
do with me? Why bother to study somebody 
else’s war so long ago?”

2. After small-group review of these para- 
graphs, the class should see most of the fol- 
lowing consequences of World War I for Amer- 
icans until nearly the end of the 20th century:

a. the changes it precipitated in American
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consequences of World War I and the Ver- 
sailles Treaty?

In the 1930s, what lessons did people think 
they had learned from what they thought had 
happened in 1914?

Which of these lessons fit the circumstances 
of the 1930s?

What was the same, and what was different, 
about the coming of the Second World War?

So, if history does not hand us foolproof 
lessons on how to avoid war, do we at least get 
warnings, or cautions? Name some.

* * *

Step One, an English standard: ‘Stu- 
dents Should Understand How Lan- 
guage Can Hide or Falsify Reality.’

In an English standards docum ent, this 
“essential” would be part of a wider goal: stu- 
dent master)' of written and spoken English. 
One aspect of mastery is a quick sensitivity to 
other people’s abuse of language, to mislead 
or manipulate. So the rationale for this partic- 
ular standard could run as follows:

We all know that language can be used to lie, 
to hide or falsify facts so that readers or listen- 
ers will be stirred to a particular emotion or 
action, to the profit of the liar. Against the out- 
right lie, a democratic society has certain safe- 
guards: freedom of information, laws on libel 
and slander, widespread general education, 
and the habit of publicly debating vital issues. 
In time, the direct lie can very often be detect- 
ed, in public matters at least.

The indirect lie is harder to perceive and pin 
down. Here the writer/speaker uses language 
to soften or obscure reality that, if clearly pic- 
tured, could stir the reader/listener to some 
unwanted emotion or action. The words used 
are imprecise, fuzzy. The mind clouds over; 
reality fades from view. Against this abuse, 
well-informed citizens and alternate sources 
of fact once again may help. But we need some- 
tiling more that only a good education in lan- 
guage and literature can provide: a sharp eye 
and ear for the choice and use of words—a sen- 
sitivity that sets off warning signals at the sight 
or sound of the cloudy, the abstract, the windy, 
the jargon-stuffed.

To develop sensitivity, K-l 2 courses must be 
designed so that, at least most of the time, chil- 
dren and adolescents read, hear, write, and 
speak language free of vagueness and cant. 
The responsibility for choosing what is to be 
read in school (or heard, in this electronic age) 
rests with all teachers in every field, not only 
English. The goal is uninterrupted exposure to 
excellent literature and lean, clear, candid Ian- 
guage in all other subjects.

There are no shortcuts, or theories to be 
memorized, that can take the place of succes- 
sive years of reading outstanding authors, 
whatever their subjects or cultural roots.
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acceptable options open to the actors and that 
tied the hands of even those statesmen most 
devoted to peace. Do students think other 
kinds of leaders might have done better in the 
“fog of crisis”? Would they themselves have 
done better? On the other hand, are they ready 
to let everybody off the hook of responsibili- 
ty?

6. As exercises in critical thought, students 
could then look at some of the following ques- 
tions, to prepare answers for debate:

W hich c o u n try  w ould  you ho ld  m ost 
responsible for war?

The next most responsible? And next?
Does the order change, depending upon 

whether you focus on the long- or short-range 
causes?

Which statesmen deserve the most blame? 
In what order?

Was the war inevitable?
Which of its causes—long-range and short- 

range—are now eliminated from the interna- 
tional arena, or less dangerous?

Which are still with us? Are any more dan- 
gerous now than in 1914?

W hat n ew  p o ss ib le  cau ses  fo r war, 
unknown or irrevelant in 1914, do we con- 
front today?

7. The teacher may relate the study of cause 
to the study of peacemaking and have students 
work on the following questions:

Now that you know so much about causes, 
what do you think of Wilson’s 14 Points as the 
“cures” for the dangerous forces at work? Did 
he cover them all? What would you add to the 
14 Points?

W hat causes did the  Paris conference  
address? Which not?

8. The teacher may wish to make a single 
unit of the two World Wars and offer exercis- 
es and questions such as these:

Which causes for World War II do you see as
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clarity and candor, is The Elements o f  Style by 
William Strunk, Jr. and E. B. White.

6. Whenever possible, students should be 
assigned to the same class groups for world lit- 
erature  and w orld history, w h e th e r each 
course has its own teacher or (highly recom- 
mended) one teacher is responsible for both 
courses. It is vital that school schedules allow 
for extended time—morning or afternoon—at 
least once a week for extensive discussion of 
ideas and their expression. Along with writing 
across the curriculum, it is equally important 
to carry on critical reading and listening across 
the curriculum , accom panied by effective 
speech. Longer periods are indispensable 
here.

7. Further topics, examples, and approach- 
es may be added at the local district or school 
level.

In Step Three, English teachers w ill 
have numberless options—some per- 
haps suggested by their local district 
or by school colleagues—from which  
to choose their own materials and 
build their lessons. The following are 
only a few possible approaches:

1. Each student in tenth-grade history and 
literature classes may be given a copy of Strunk 
and White’s The Elements o f  Style. From this 
inexpensive little book, many active learning 
exercises may be devised. For example, under 
the sections called “Elem entary Rules of 
Usage” and “Principles of Composition,” stu- 
dent teams may compete in thinking up the 
most horrible or hilarious examples of bad 
practice. Then the teams exchange their work, 
w ith each team responsible for composing 
correct, clear, and lively versions of the ideas 
struggling to be expressed.

2. Or, out of Strunk and White, students 
working in pairs may be asked to demonstrate, 
in paragraphs of their own devising, how to 
violate the following principles of composi- 
tion in order to cloud over some unhappy fact 
they don’t want readers to perceive:

#14 Use the active voice.
#15 Put statements in positive form.
#16 Use definite, specific, concrete lan- 

guage.
#17 Omit needless words.
Partners then exchange paragraphs and 

rewrite them in ways that honor these princi- 
pies.

3. Students in groups may regularly be asked 
to apply Strunk’s most-often-repeated law— 
om it needless words— to short pieces of their 
ow n w ritin g , c la ssm a tes’ w ritin g s , and 
excerpts from whatever books they are read- 
ing at the time. To enliven the exercise, one 
student may act as the Rescuer of Words

Finally, good writers are more likely to rec- 
ognize bad or dishonest writers. Most of us 
now agree that writing can be taught well only 
by the collaborative efforts of the whole teach- 
ing staff and that we must encourage creative 
self-expression by students. But the acute sen- 
sitivity to language that enables them to per- 
ceive its sloppy or abusive use by others 
re q u ire s  still m ore  th an  th e se  fam iliar 
approaches. Teachers m ust help students 
acquire the power to write and speak effec- 
tively for audiences other than classmates, on 
topics not of their own choosing, and with lim- 
ited time to get ready. They must grow confi- 
dent in their ability to be understood and 
respected by educated people of all sorts and 
temperaments.

Step Two, a state curriculum frame- 
work that incorporates the standard 
m ight read as follows. Although a 
framework would say som ething for 
all grades, th is example is  for one 
grade only:

1. World Literature in Modern Times will be 
the required course in English for all students 
in the tenth grade. It will present works of 
excellence—essays, fiction, poetry, drama— 
produced since the mid- 18th century. Selec- 
tions will include writings by men and women 
from several major civilizations.

2. To provide a worldwide context for Amer- 
ican students, works by American authors 
should be included, especially those lending 
themselves to international comparisons and 
showing the interplay of different societies 
and cultures.

3• Whenever feasible, entire works should 
be read, with particularly thoughtful or stylish 
passages often read aloud by students. Read- 
ing aloud, in class or alone, one’s own work or 
others’, develops an “ear” for language and 
good habits of speech.

4. W herever possible, w orld literature 
should be taught in close relation with the 
times and themes treated in the tenth-grade 
world history course. For examples, Dickens’ 
Hard Times with the early Industrial Revolu- 
tion; Turgenev’s Fathers and  Sons with pre- 
revolutionary czarist Russia; Achebe’s Things 
Fall A part with European colonialism; Vir- 
ginia Woolf’Sv4 Room o f  One’s Own with 20th- 
century feminism.

5. Among the literary works assigned should 
be some that deal explicitly with how lan- 
guage is abused to control people’s thought 
and action. Familiar examples are Aldous Hux- 
ley’s Brave New World, George Orwell’s novel 
1984, and his brief essay “Politics and the 
English Language.” Less concerned with inten- 
tional abuse of the language, but excellent on
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“A mass of Latin words falls upon the 
facts like soft snow, blurring the outlines 
and covering up all the details. The great 
enemy of clear language is insincerity. 
When there is a gap between one’s real 
and one’s declared aims, one turns as it 
were instinctively to long words and 
exhausted idioms, like a cuttlefish squirt- 
ing out ink.”

7. Students may be assigned several kinds of 
exercises to explore problems that arise not 
from the inflation of language but from its 
brevity. For example, history textbooks by 
their nature must compress their descriptions 
of people, ideas, events, and conditions into 
the fewest possible words. Authors are not 
usually intent on misleading the reader, but the 
words are often so few and abstract that the 
mind does not stop to picture the reality, much 
less to reflect upon it. Reading biographies, 
good journalism, or historical literature can 
offer the depth and immediacy missing in text- 
books. There are numberless choices, from 
Anatole France’s novel, The Gods Are Athirst, 
about the reign of terror in the French Revo- 
lution; to Athol Fugard’s play, “My Children! 
My Africa!” about apartheid in South Africa. 
There is Wiesel’s Night, about the Holocaust; 
Ellison’s Invisible Man, about race in Ameri- 
ca; Hersey’s Hiroshima, on the atomic bomb; 
S ilo n e ’s B re a d  a n d  W ine, on Fascism ; 
Kcestler’s Darkness a t Noon, about Stalinism.

8. In each case above, the account in the 
textbooks should be compared with the stu- 
d en ts’ deeper im pressions received from 
other readings, and relevant questions dis- 
cussed, in writing or seminar:

W hat did you learn, beyond the te x t’s 
account?

Would you say the text was wrong? Or mis- 
leading? How?

Is there anything in the text that suggests 
that the other, longer account was wrong or 
misleading? How?

If they seem to contradict each other, on 
what basis would you decide to trust one more 
than the other?

If they are not in conflict, how would you 
improve on the text’s language to a.) preserve 
its integrity, but b.) present a clearer, more 
gripping story—in the same number of words?

k״ * *

Three steps like these, from content stan- 
dards to the classroom, are at the heart of what 
is called “systemic” school reform. This is not 
a mysterious process. Each step can be very 
well crafted by seasoned subject-matter teach- 
ers and scholars w ho are ready to  w ork 
together because they find joy in teaching 
each o ther and teaching their studen ts— 
kindergarten through college—about the sub- 
jects they love. □

Unjustly Banished, charged w ith  finding 
instances when more is better.

4. Students may be asked to read George 
Orwell’s essay “Politics and the English Lan- 
guage.” If not already done as an exercise from 
Strunk and White, they will choose a para- 
graph from literature that is a special favorite 
of theirs, for its drama and clarity. They will 
then compose a paragraph showing just how 
dull and unclear the same passage could 
become when expressed in other words. They 
may look at Orwell's famous example, which 
starts with language from Ecclesiastes:

“I returned and saw under the sun, that 
the race is not to the swift, nor the battle 
to the strong, neither yet bread to the 
wise, nor yet riches to men of under- 
standing, nor yet favour to men of skill; 
but time and chance happeneth to them 
all.”

Orwell turns this into what he decries as 
“modern English”:

“Objective consideration of contem- 
porary phenomena compels the conclu- 
sion that success or failure in competi- 
tive activities exhibits no tendency to be 
commensurate with innate capacity, but 
that a considerable element of the unpre- 
dictable must invariably be taken into 
account.”

5. Still on Orwell’s essay, students may think 
about his verdict on public affairs of his time 
(the 1930s): “political speech and writing are 
largely the defence of the indefensible,” and to 
consider his example:

“Consider, for instance, some com- 
fortable English professor defending 
Russian totalitarianism. He cannot say 
outright, ‘I believe in killing off your 
o p p o n en ts  w hen  you can get good 
results by doing so.’ Probably, therefore, 
he will say something like this:

‘While freely conceding that the Sovi- 
et regime exhibits certain features which 
the hum anitarian may be inclined to 
deplore, we must, I think, agree that a 
certain curtailment of the right to politi- 
cal opposition is an unavoidable con- 
comitant of transitional periods, and that 
the rigours which the Russian people 
have been called upon to undergo have 
been amply justified in the sphere of con- 
crete achievement.’”

Students then may compose similar pairs of 
clear and cloudy ways of describing events, 
whether current or historical.

6. Again from Orwell’s essay, students may 
be asked to compose short speeches to deliv- 
er to their group, illustrating his remark that 
inflated style is itself a euphemism:
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icatured, the student engages in an activity that is remi- 
niscent of the genuine activity but actually only high- 
lights its most obvious and superficial aspects. These car- 
icatures are all too frequent in education.

Hands-on curricula are de rigueur in science educa- 
tion, most especially in elementary school science. Stu- 
dents have opportunities, for exam ple, to  observe 
intriguing phenomena, use scientific apparatus, take 
measurements, and record data. These activities all have 
the feel and look of science. Yet, if students are only par- 
ticipating in exciting investigations and demonstrations, 
they are not experiencing the science of scientists. Sci- 
entists undertake investigations because they have a 
problem to solve, a question to address. The problem can 
be theoretical or applied. Scientists do investigations to 
gather evidence that can assist in evaluating competing 
theories. They evaluate the adequacy of a theory in terms 
of its ability to accommodate existing data. There is a 
great deal of understanding and reasoning that precedes, 
motivates, and follows investigations. When students 
only do disconnected investigations because they are 
“neat,” when they engage in the procedures of science 
labs but not the processes of scientific reasoning, we are 
denying them the opportunity to experience science.

Writing instruction is often a caricature of the writing 
experience as well. It is not uncommon for students to 
be given continuous writing opportunities in which they 
are asked to express themselves through such varied lit- 
erary forms as short stories, poems, and persuasive writ- 
ing. However, this is only one aspect of how one learns 
to write well. Students should also study how other writ- 
ers have used a form and use that knowledge to help 
shape their writing decisions and to reflect on the qual- 
ity of their own work. Only then are they engaging in 
experiences that real writers go through. There isn't a 
writer I’ve met yet who isn’t also a voracious reader and 
willing critic. Writers develop their ideas by reading and 
considering other w riters’ ideas, styles, and techniques. 
The power of language and ideas needs to be experi- 
enced from the perspective of reader and writer. The 
writing experience is caricatured when student writers 
do not regularly experience  o ther texts, b u t only 
“express themselves.”

Ironically, the caricaturing may be most severe in the 
arts—disciplines in which experiential learning has 
always been the norm. Obviously artists make art, music, 
dance, and theater. But they succeed as makers of art 
because they have worked hard to master their art form. 
Not only have they developed technique, but they have 
learned different styles and experienced the work of oth- 
ers. They have become familiar with the vocabulary of 
the discipline and have reflected upon the criteria that 
distinguish the mediocre from the excellent. Their work

B y  D r e w  H . G it o m e r

AS A SCHOOL board member, frequently I am ques- 
tioned by concerned parents about their children’s 
education. “My kid seems to be having fun in English, but 

I’m not sure what he’s learning.” “Why doesn’t she have 
to learn the math basics anymore? We sure did.” “I don’t 
see how this stuff will help them when they go off to col- 
lege.” As someone who is concerned about, and active 
in, educational reform, I try to assuage their concerns. I 
tell them that educators now know more about how peo- 
pie learn in various fields, how it is important that stu- 
dents get to use their knowledge in authentic contexts, 
that w e’re trying to develop abilities that will help stu- 
dents learn throughout their lives because they are going 
to confront a world that changes more rapidly than any- 
thing w e’ve ever experienced. I try to convince parents 
that students learn best when they build from what they 
already know, so it is important to consider what the stu- 
dent brings to a learning situation. Although what their 
children are doing might seem alien to parents, I assure 
them that classroom practice must change to keep up 
with the rest of the changes in all of our lives. In short, I 
think I have the reform rap down pretty well.

But while the parents might feel better, I leave our con- 
versation feeling more than a bit uneasy. I feel uncom- 
fortable because, as I have opportunities to observe prac- 
tice in all types of schools around the country, I know 
that we have a long way to go before this kind of rhetoric 
is realized. While the surface of educational practice is 
changing dramatically and obviously, the underlying 
structures of practice are much more resistant to refor- 
mation.

One consistent theme of educational reform is the re- 
emergence of John Dewey’s philosophy. Perhaps the 
most influential of Dewey’s ideas is “learning through 
experience.” The notion that students learn best when 
they are immersed in meaningful activities resounds in 
current practice. Hands-on science, manipulatives in 
mathematics, writing workshop, and an emphasis on 
production in the arts curricula are but some of the most 
obvious changes that attempt to have students experi- 
ence the discipline in ways that are not possible through 
textbooks, drill, and didactic teaching.

In more and more schools, experiential curricula rep- 
resent the mainstream of educational practice, and to 
deny them to students is almost blasphemy. We have 
overcome one hurdle: Classrooms are no longer bound 
by the textbook and the short-answer test. An even 
greater challenge looms, however—the threat of reduc- 
ing experience to its caricature. When experience is car-

Drew H. Gitomer is senior research scientist a t the Cen- 
ter fo r  Performance Assessment o f  the Educational Test- 
ing Service, Princeton, New Jersey.
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ing needs to move from managing activities to managing 
ideas.

*

and varying forms of communication. Imagine two indi- 
viduals, one a materials scientist, the other an artist. Both 
are interested in cardboard, the scientist for its potential 
as a container material, the artist for a collage. Both of 
these individuals will “observe” the cardboard. Yet the 
questions the scientist will ask about the material are dif- 
ferent from those of the artist, and their questions will 
lead to wholly different interpretations. The scientist is 
likely to be most interested in tensile strength, the artist 
in texture. The artist will observe from an aesthetic per- 
spective, the scientist from a functional one. Thus, the 
same process of “observation” turns out to be a very dif- 
ferent cognitive task based on the disciplinary under- 
standings and questions someone brings to a learning sit- 
uation.

One of the reasons that learning by doing has remained 
at a superficial level is related to the way most educators 
have themselves been trained. The overt activities of a 
scientist and artist are much easier to characterize and 
emulate than is their reasoning or understanding of sci- 
ence and art, respectively. Unfortunately many teachers 
have not had an opportunity to experience the disci- 
plines they teach in a full sense that goes beyond its sur- 
face activities. Creating opportunities for the current and 
future teaching population to experience the full activi- 
ty of their disciplines is critical to successful education- 
al reform. Schools will need to recognize and value teach- 
er expertise that comes from such experiences, and elim- 
inate practices, such as the frequent switching of teach- 
ing assignments, that perpetuate myths that good teach- 
ing is a generic skill unaffected by disciplinary knowl- 
edge.

Although this challenge is daunting, it is by no means 
impossible. I have had the good fortune to work with and 
visit teachers and schools in which students get far past 
the caricature and into the essence of the learning expe- 
rience. Although difficult to generalize, there are some 
commonalities that bind these exemplars of practice. 
First, while the activities are exciting, they are but a tool 
to achieve deeper, cognitive objectives. The activity is 
not an end in and of itself. Second, there is a deep respect 
for the challenge of the discipline. W hether in writing, 
art, or science, these teachers and schools acknowledge 
that success requires hard work, complex decision mak- 
ing, and an understanding of the concepts and principles 
on which the discipline is built. Learning in these class- 
rooms may not always be fun, but almost always, it is 
motivating and rewarding. □
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has been judged by peers, teachers, and critics. They 
have learned how to communicate through and about 
art. All the experience that underlies art is caricatured if 
art is limited to making a mask, throwing a pot, or learn- 
ing a couple of songs for the spring concert.

So, art students are busy making art, and writing stu- 
dents are busy writing, even rewriting. More elusive, 
however, are the experiences of communicating and rea- 
soning within disciplines and the sustained considera- 
tion of the ideas and work of others. It is this deeper, 
more complete context that we must now focus on if 
classroom practice is to have any hope of real reforma- 
tion. We must go beyond the surface activities of doing 
manipulatives, hands-on science, or writing process and 
toward the cognitive goals of developing the knowledge, 
skills, and understandings that permit students to reason 
and communicate within and across disciplines. Teach
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T he So u th  African  
Electio n : 

M aking  D emocracy 
V is ib le

B y  F o s t e r  St r in g e r

WHEN I arrived 
in Jo h an n es- 
burg last April 21 to 

be an o b se rv e r  of 
South Africa’s first 
multiracial election, 
it seemed likely that 

the e lection  w ould 
be disrupted, and per- 

haps even destroyed, by violence. 
Political v io lence  had been  escalating  

throughout the 90s, and at least 111 people had been 
killed and 402 injured in election-related bloodshed dur- 
ing the last ten days of March. A few days before our 
arrival, tensions were eased somewhat when Zulu chief 
Mangosuthu Buthelezi, whose Inkatha Freedom Party 
(IFP) had been boycotting the elections, announced that 
his party would take part after all. But this announcement 
brought its own set of problems and opportunities for 
violence since the election ballots were already printed, 
and there would be the problem of getting the IFP on the 
ballot.

Knowing all this, I was not surprised, when I got off 
the plane with the other members of the AFL-CIO dele- 
gation, that we were immediately ushered into an orien- 
tation session on safety and security or that one of the 
speakers, a m an w ho had just com e from  Beirut, 
Lebanon, would announce that Johannesburg was “the 
most dangerous city in the world” and urge us always to 
travel in pairs and avoid going into the townships alto- 
gether.

What was surprising to those of us who observed the 
election, and to the world at large, was how peaceful it 
turned out to be. I was leader of an eight-member team 
from the AFL-CIO delegation assigned to Vereeniging, an 
industrial city of about 60,000 people, 30 miles south- 
east of Johannesburg. This was a so-called hotspot, and 
we got the assignment because, as union members, we 
had all had experience dealing with groups of people in 
tense and potentially violent situations.

We understood why Vereeniging was a hotspot when 
we learned that one of its townships was Sharpeville, the 
scene of the I960 passbook protest in which sixty-nine
Foster Stringer is associate director in the AFT Com- 
mittee on Political Education (COPE) department.
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(At left) The colors o f the new South African flag and the flag itself were 
everywhere, and reports o f voters draped in the new flag were numer- 
ous. (Below) This aerial view o f Soweto shows a snaking line ofvot- 
ers waiting to cast their ballots. Sights such as this were not 
uncommon in cities and townships throughout South Africa, 
where the wait to vote was sometimes seven to eight hours.
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was also designed to make this easier. It had a picture of 
each candidate and the party logo as well as the name of 
the party.)

The whole election seemed like a miracle. Twenty mil- 
lion people came to nine thousand voting places during 
the three days of voting—out of a population of 22 mil- 
lion. I’m told that’s the best turnout for any free demo- 
cratic election ever held. Though the great majority of 
these people had never voted before, and many could 
not read or were barely literate, very few ballots were 
spoiled. And all this happened peacefully, with Africans 
and coloreds and Asians and w hites often standing 
together in line to cast their votes. The unbelievable 
change that the election represented was captured for 
me by the sight of the new South African flag, with its 
stiking black triangle and bands of red, white, green, blue 
and gold, flying over the police station in Sharpeville.

*
inexperienced, the most naive person could understand 
how the voting worked and see that it was being carried 
out scrupulously and honestly. The process itself was a 
kind of education in democracy. I don’t know that the 
Independent Electoral Commission (IEC), the group of 
South African and international commissioners estab- 
lished by the 1993 IEC Act to administer and monitor the 
election, thought of what they wanted in exactly those 
terms, but that was the effect.

The whole election was put together in less than a year. 
The IEC was not even constituted until December 1993, 
fewer than six months before the election was to take 
place, although some of its members had been thinking

Africans were killed by South African police and 178 
were wounded. And another was Boipatong, where a 
massacre of forty people put an end to the first multi- 
party negotiations in 1992.

So it seemed miraculous that there was little disrup- 
tion in our voting area—or in any of the others. There 
were places where they ran out of ballots or where the 
stickers that would allow people to vote for the IFP did 
not arrive and people waited long hours and then had to 
go away without having voted. Bullying of voters was 
reported in some places—I saw none in any of the vot- 
ing stations I visited—and there was minor violence. But 
the enormous enterprise came off: a free and fair elec- 
tion in a country that had seen very little of freedom or 
fairness.

Our job as observers was as much to be seen as to 
observe. So we went, in pairs, with local union members 
who acted as our guides and drivers, to as many of the 
voting places as we could. My overwhelming impression 
as we went from place to place was of the patience of 
people who waited in the hot sun for as long as seven or 
eight hours before they finally cast their votes as citi- 
zens—and of their elation. I saw some of them come back 
after voting just to watch other people standing in line. 
It was as though they couldn’t believe what was hap- 
pening and wanted to see it repeated again and again.

Those who couldn’t walk came to vote in carts and on 
crutches. I saw one man bring his elderly m other in a 
wheelbarrow and then transfer her to a chair so she could 
be carried from place to place in the voting station. She 
was illiterate, too, but presiding officers were allowed to 
explain the procedure, in the presence of a monitor, so 
people who couldn’t read could still vote. (The ballot

A  P romise K ept
Stringer remembers one trade 

unionist, a young man of twenty״- 
three or so, announcing, “When Mr. 
Mandela becomes president, there 
will be no need for trade unions 
because he will take care of us.” “I 
knew then,” Stringer says, “that we 
had work to do.”

When he returned to the U.S. in 
April 1992, Stringer felt good about 
the progress of his project, but he 
was gloomy about the political situ- 
ation in South Africa generally: “I 
had a deep belief that the whole 
country would blow up—that there 
would be all-out war—because I 
didn’t see any way that DeKlerk 
could drag the entire parliament 
into accepting multiracial elections. 
But, Stringer says, as he took that 
fourteen-hour plane ride to Johan- 
nesburg two years later, he thought 
about how pleased he was to have 
been proved wrong.

— M a rcia  R eecer

ter’s Trade Union Civics Education 
Project, a long name, Stringer says, 
for an effort to educate black South 
African trade unionists about the 
function of a free and independent 
labor movement in a democratic 
society.

At the time, the black South 
African trade unions were the only 
black organizations that had actual 
experience negotiating with the 
government. As a result, they had 
considerable political power, and 
they were very closely identified 
with the African National Congress 
and the PanAfrican Congress. What 
would happen when the black 
majority finally gained political 
power? Would the trade unions 
wither away? Would they become 
adjuncts to political parties? The 
point of the project was to help 
trade unionists see why a free soci- 
ety would need both trade unions 
and political parties.

THE FIRST time Foster Stringer 
went to South Africa, in 1979, 
he didn't get any farther than the 

airport. Stringer had been in Rhode- 
sia (now Zimbabwe) with the U.S. 
Youth Council. The group decided 
to go home via South Africa and 
spend a day there looking around. 
Instead, they spent thirteen hours 
looking at the international lounge 
of the Jan Smuts Airport while they 
waited for their visas to materialize.

Stringer thinks they got stuck 
there because of their conversation 
with the passport control officer: 
“What do you want to see?” “Sowe- 
to.” “We’ll get back to you.” And of 
course, no one ever did. But 
Stringer remembers saying to him- 
self, “One day I’m coming back 
here.”

That he did in November 1991, 
when he spent six months working 
on the African-American Labor Cen
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about how a South African election should be run for a 
good deal longer than that. They obviously needed pro- 
cedures that would encourage and allow the maximum 
number of people to vote and whose fairness would be 
obvious and easily seen by the voters. But they couldn’t 
simply pick up election procedures from some estab- 
lished democracy. Their challenge was to devise proce- 
dures that would work for South Africa’s particular situ- 
ation.

I knew something about the problems they faced 
because I was attending a conference in South Africa on 
conducting and observing elections when the election 
was announced in April 1993• Some people who later 
became members of the IEC were participating in the 
conference. When we asked them how, for example, vot- 
ing rolls could possibly be set up in such a short time, 
their answer was, “Why have them?” They already knew 
that getting full and accurate lists of voters would be an 
impossible task, and they would simply do without some- 
thing that Americans consider an essential part of a fair 
and honest election.

The solution to the problem of verifying voters that 
the IEC came up with was to let people vote wherever 
they chose, provided they could identify themselves as 
South African citizens over eighteen years of age using 
one of several specified pieces of identification. I got to 
appreciate some of their other solutions as I observed 
V ereeniging’s voting and coun ting  sta tions (no t 
“polling stations” because, as the IEC realized, this 
sounded too much like “police stations” for many 
Africans to be comfortable).

The voting process had been planned so that it was 
easy to monitor. Voters were admitted one at a time, 
and the only other people present in the voting sta- 
tion were voting officers, who were employed by 
the IEC, observers like ourselves and officials of the 
political parties represented on the ballot. The per- 
son in charge of the voting station was the “pre- 
siding officer,” a community leader—a school prin- 
cipal, village headman or church deacon—who 
had been nominated by the community. As a voter 
entered, voting officers made sure he had one of 
the acceptable forms of ID. Then his hands were 
checked under ultraviolet light to see if there 
was any sign of the special paint with which 
peoples’ hands were painted before they voted. 
If there was none, the vo ter’s hands were 
painted and checked again. Then, a ballot was 
torn out of the ballot book, stamped and given 
to the voter, who w ent to a voting booth, 
marked it, and put it into a ballot box. If 
everything went without a hitch, the whole 
process took about one minute. The “trans- 
parency” here was more for the observers 
and party officials, who could easily see if 
anything dishonest was going on, than for 
the individual voters. However, the fact 
that the presiding officer was a respected 

local leader was designed to assure people 
that the voting was on the level and not being manipu- 
lated by powers in Pretoria.

The counting process was more complicated and labo- 
rious, and, frankly, it drove me crazy7 to watch. But it was 
here that the “transparency” was most striking. The
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Ballots fo r the 
South African election fea- 

hired pictures o f party leaders along with names and  
party insignia so as to help voters identify choices.
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Watching the counting process and tallying in a count- 
ing place was the farthest thing imaginable from seeing 
the results of a U.S. election unfold on television. The 
counting station in Vereeniging had no electronic score- 
boards that tallied the vote as it came in and projected 
the final results. Watching the process, box by box, you’d 
have no idea of the overall count. What you were aware 
of was the painstaking process in a room crowded with 
observers and monitors and the constant challenges—“I 
want to be able to count those ballots!” “So do I!”-often 
followed by recounts.

That was the genius of this election process. So many 
South Africans saw and touched the ballots and watched 
the process. People in the counting stations were living 
and dying with each ballot box: “Did you see the stack 
of ballots for ANC?” (or “for IFP?” or, with a sinking voice, 
“For the Freedom Front,” an extreme right-wing party). 
In my station, at least two hundred people per shift 
watched or participated in the process. And this was hap- 
pening in a thousand counting stations around the coun- 
try.

We even had a judge come in at 3 a .m . to resolve a prob- 
lem with one questionable ballot box. Every time a new 
ballot box was going to be opened, there would be a 
shout, the counting would stop at the other stations, and 
people would come over to watch and verify the process. 
It was slow and painful—but it was wonderful. Every box 
was treated as though it was the last, the decisive one. If 
a ballot fell on the floor, it was “Wait a minute! Stop!” And 
the counting officer or his deputy would come over, pick 
it up and hand it to an enumerator. It took about twenty7- 
seven minutes to do a box with four hundred, and if num- 
bers didn’t match the original count, the enumerators 
had to start all over again.

No one was prepared for how long the counting pro- 
cess would take. It was supposed to be finished by Mon- 
day, the day I was scheduled to leave, and they were only 
halfway done. But I believed that whatever the final out- 
come, it would have been accepted by the people 
because they had done it. The IEC could have set up a 
high-tech process, with machines that tallied the votes 
electronically—I understand such machines had already 
been used in previous elections. This would have made 
the process a lot smoother and neater, but something cru- 
cial would have been lost if South Africans had just 
stepped up to a machine, pressed a couple of buttons, 
and consigned their choices to cyberspace. This election 
process allowed them to see and verify how democracy 
works and begin to feel some trust in it. And though the 
identity of the new president and other elected officials 
was of critical importance to the new multiracial gov- 
ernment, the most important result of the election was, 
perhaps, the education in democracy it gave the people 
of South Africa.

I’ll never see anything like the election in South Africa 
again. There is not another place on the planet with that 
kind of potential—where such an enormous percentage 
of the population are longing for the vote and have been 
denied it. Poland and Nicaragua and Chile now have 
democratic elections. The people in the Brazilian rain for- 
est just wish we would let them alone. China? The idea 
of a free election in China just blows my mind! Now, 
there’s another one I’d like to go to!

5S

Foster Stringer in South Africa, finally: “I  always knew I  
would come back.”

boxes, which had been kept in the local jail between the 
time they were filled and sealed (another elaborate pro- 
cess), were brought to the counting places by the pre- 
siding officer of each voting place. First, all the boxes 
were examined to see that the seals were still intact. 
Then, the “reconciliation” process started. A counting 
place official came over, broke seals and dumped the bal- 
lots on the table. Enumerators unfolded them, face 
down, and counted them out: packets of twenty (paper 
clip); five packets (rubber band). After the total number 
of ballots in the box was entered on a form, the ballots 
and the form were returned to the box, which was sealed 
again.

Once all the boxes had been checked, the final count- 
ing process began. In the counting place w here I 
observed, counting was carried out at stations of four fac- 
ing tables. Enumerators at the first table separated the 
ballots into a pile for each political party. At the next two 
tables, the ballots were counted. And at the fourth, the 
results were tabulated. Then, the ballots were returned 
to the box with a sheet recording the count, and the box 
was sealed. At the end of the day, the counting official 
would turn over the boxes to the IEC, which was respon- 
sible for the final tally.

Fall 1 9 9 44 0  A m er ic a n  E d u c a to r



A  T eacher and  
H is C reatures

game. Then, once the projects get 
off the ground, Plass makes himself 
availab le to  a seem ing ly  inex- 
haustible stream of students who 
come knocking at his office door, 
asking factual questions, request- 
ing the use of his phone, offering 
him drafts to read, pleading that he 
intervene with a parent upset over 
late nights at the lab.

In a se le c tiv e  sch o o l like 
Stuyvesant—9,445 students took 
an admission test for 501 places in 
the  S ep tem ber 1993 freshm an  
class—Plass’s obsession can trans- 
late into a trove of prizes. And Plass 
is not the only ardent promoter of 
science research  at Stuyvesant. 
Arnold Bellush and Albert Taren- 
dash in the physical sciences and 
Richard Rothenberg in mathemat- 

ics, along with an inspirational principal, Abraham 
Baumel, all help explain why Stuyvesant had four of the 
nation’s forty winners in the 1992 Westinghouse and sim- 
ilar showings in many of the years prior.

*
shows no evidence of exercise. He is homespun enough 
to have chosen Queens College for a graduate degree so 
he could have dinner with his mother. He talks in a rapid- 
fire staccato that allows his listeners few opportunities 
for distraction. Describing him as busy is like describing 
Everest as tall.

Plass is not only a biology teacher, an assistant princi- 
pal who chairs the biology department, a shepherd of 
three dozen or more Westinghouse submissions in any 
given year, but also periodically an executive of the New 
York City Biology Teachers Association. And he runs a 
summer camp for gifted students on Long Island, heads 
a summer research program for high school students in 
Pennsylvania, runs a business that sends American teach- 
ers to study and live in Russia, is a vice president of the 
Long Island University Alumni Association, and is the 
father of two sons. And in his spare time he just com- 
pleted a doctorate in educational administration and 
supervision at St. John's University. His thesis: the role of
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B y  J o seph  B erg er

R ICHARD PLASS of Stuyvesant 
High School in Manhattan has 
never done research more sophisti- 

cated than raising guppies with his 
sons. Yet he has turned out 202 West- 
inghouse sem ifinalists, nurtu ring  
m ore successful research projects 
than probably any other teacher in the 
United States.

It is not a mastery7 of biology that 
ac c o u n ts  fo r th is  e x tra o rd in a ry  
record. Even his comments on papers 
that are being readied for the West- 
inghouse betray a lack of any excep- 
tional expertise. “Go, go, go,” says the 
spidery scrawl on the title page of one 
paper. “I couldn’t find anything to cri- 
tique,” says another.

“The kids in Stuyvesant are beyond 
me,” he confesses. “I ’m a biology 
teacher, not a biologist.”

Plass’s secret is an age-old one. He simply loves teach- 
ing, loves working with kids. “I’m a plain old guy,” he told 
me, as we spoke in his crowded cubby of an office in the 
w inter of 1992 while he munched on an apple—his 
lunch for that day. “I like being with lots of kids, doing 
lots of different things. All a kid has to say is, ‘I want to 
do research,’ period. We don't ask them what their grades 
are, what their backgrounds are. You'want to do it, you 
got it.”

Plass is both an impassioned teacher and something of 
a salesman, a Willy7 Loman who pitches salvation through 
science projects on a smile and a shoeshine. The more 
customers he can win over, the merrier he is. While other 
teachers will take a handful of projects or even a dozen, 
Plass will take sixty, seventy, eighty. He can’t say no, and 
whenever a student will come asking to do a project he 
will agree to play the angel, no matter how late in the

Joseph Berger, who fo r  six years reported on education  
fo r  The New York Times, is now that paper's bureau  
chief fo r  Westchester County, N. Y.This article is reprint- 
ed from  The Young Scientists: America’s Future and the 
Winning of the Westinghouse by Joseph Berger. Copy- 
right ©1994 by Joseph Berger. By permission ofAddi- 
son-Wesley Publishing Company.
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Plass’s objective is to show students how  simple, 
inventive, and serendipitous research can be. Students 
start the year tinkering with a number of “creatures” 
from a list he has compiled of harmless and easily culti- 
vated living things: paramecia, brine shrimp, the cyclops 
crustaceans, drosophila (fruit flies), Tenebrio molitor 
(meal worms), planaria (flat worms), slime molds, the 
easily observable red bacteria  know n as Serra tia  
marcescens, beans, and pixie tomatoes. Students learn 
about these organisms and their life cycles, they watch 
the creatures grow and, in some cases, metamorphosize, 
and they perform  some simple experim ents. Then 
toward the middle of the year they pick a feature whose 
effects on the organism they will test. The feature can be 
a substance such as vitamin C, vitamin B12, saccharin, caf- 
feine, sugar, amino acids, aspirin, mono-sodium gluta- 
mate, acetaminophen, or antibiotics. Or it can be a phys- 
ical phenomenon such as temperature, light, ultraviolet 
radiation, magnetism, spin, pH, or electricity. The stu- 
dents design an experiment testing the effect of almost 
any substance or physical phenomenon on the list on 
almost any of the organisms. In principle, it’s no more 
difficult than mix and match, as this list of projects indi- 
cates:

■  The Effect of Insecticide on the Reproduction 
Rate of Cyclops

■  The Effect of Acid Rain on the Reproduction of 
Paramecium bursaria

■  The Effect of Iodine on the Metamorphosis of 
the Drosophila melanogaster

■  The Effects of Caffeine on the Tenebrio molitor
■  The Effect of Saccharin on Paramecium  

bursaria
■  The Effect of Penicillin on Drosophila 

melanogaster
■  The Effect of Ultraviolet Light on the Growth of 

the Slime Mold

Over the years, Plass has determined which experi- 
ments will produce engaging results. That is why he likes 
the red bacteria Serratia marcescens. “Because it’s red, 
you can follow it and see what it does,” he said. “It turns 
white if you do this to it. It turns pink if you do that to it. 
It turns redder if you do that to it. You could put in a 
chemical. You put it into hot or cold. Anything you want 
to it. And it does something w hen you do something to 
it. So it’s a nice tool for experimentation.”

Fairly soon, the students in the research class are work- 
ing on lengthy and distinctive experiments, studies in 
genetics or bacteriology״ for which regular biology stu- 
dents simply do not have time. Students must follow clas- 
sic scientific form. There has to be a control group and 
a well-formed hypothesis. “We don’t just want to throw 
in a chemical in a shotgun approach and see what can 
happen,” he said. “You need to have a rationale. Because 
scientists have a rationale for what they do. They don’t 
just do experiments. There are reasons why they do 
experiments.”

The students do not work on their experiments entire- 
ly in isolation. The program Plass has designed and that 
other teachers also endorse immerses students in com-
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the department chairman as the functional leader in a 
school.

He is thus an uncommon role model for students who 
seem to thrive on work the way normal human beings 
thrive on oxygen. His example as a maelstrom of energy 
may partially explain why students such as Valerie Liu, a 
1992 Westinghouse winner, have interests ranging from 
ice skating to piano playing and do them all so well.

“Powerful people do lots and lots of things,” Plass says.
Plass’s assignment to Stuyvesant is no small factor in 

his achievement. The school has the cream of New York 
City’s 270,000 public high school students; many edu- 
cators contend that its student body is now superior to 
that of Bronx Science. That may be because Stuyvesant, 
in lower Manhattan, is more accessible to students in 
Brooklyn and Queens than Bronx Science, on the north- 
ern edge of the Bronx. The Bronx, poorer and more run- 
down than it was twenty years ago, with far more poor 
blacks and Hispanic immigrants, does not have the 
wealth of academically minded students it once had. Of 
course, Stuyvesant has had its own shortcomings. Until 
recently, when it acquired a new building in Manhattan’s 
Battery Park City, Stuyvesant was housed in a modern 
Victorian fortress that had only one working biology lab- 
oratory. Its oak desks and storage cabinets were an 
antique collector’s dream, but it had no sophisticated 
equipment of any kind other than a dusty autoclave for 
sterilizing test tubes and an aged incubator that was used 
mostly for warming bagels.

But what Stuyvesant has always had is its proximity to 
two dozen of the nation’s finest scientific and medical 
research centers and access to a subway system that can 
easily transport students to those labs daily.

“Think of kids from L.A. going from School A to Lab 
B,” principal Baumel said. “It’s impossible within one 
day.”

More important, Stuyvesant has an ambiance that trea- 
sures academic prowess. John Abraham, a 1992 winner, 
says the “mentality at other schools is to do average.” At 
Stuyvesant, 60 percent of the students have more than a 
90 academic average.

“At other schools you get classified as a geek or a nerd,” 
said Zachary׳ Gozali, a 1992 winner who transferred from 
private and prestigious Fieldston School to attend 
Stuyvesant. “Stuyvesant saved my life. It turned me into 
w hat I am today.”

STILL, UNTIL Plass came, Stuyvesant was a perennial 
silver medalist in the Westinghouse to Bronx Sci- 

ence’s gold. Plass gave Stuyvesant a shot in the arm: He 
imported an award-winning system from another New 
York public high school, Grover Cleveland High School 
in Queens, w here as a science teacher he had also 
churned out W estinghouse semifinalists. The simple 
secret of the system is immersion of students in research 
at a tender age. And the form it takes is a gimmick called 
“Creature Features.”

Seventy students in two classes of freshman research 
biology7 take four periods of research lab a week in addi- 
tion to the normal complement of six classes of biology 
(two of which also bring students into a lab). Creature 
Features gives them  some experim ents to play with 
through the beginning of the year and some ideas for the 
year’s dominant project.
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Because psychology experim en ts  have becom e 
increasingly popular at science fairs—and with the West- 
inghouse—Plass also has students in the spring work on 
a host of experiments involving relatively simple matters 
such as facial expressions, eye contact, and word mem- 
orization.

The sophomore year offers a similar honors research 
program in chemistry. Then in the junior year, students 
choose a “Junior Research Class,” sometimes called the 
Westinghouse class, which pairs them with professional 
scientists in working laboratories. Plass offers a class in 
biology, and there are also junior research classes in 
physics and chemistry, mathematics and psychology. Not 
surprisingly, there is a lively competition by teachers for 
the best students.

.
mentors in the host of hospitals and universities with 
which New York City is blessed—at labs in Mt. Sinai Med- 
ical C enter, Sloan K ettering  In stitu te  for C ancer 
Research. Cornell Medical Center, New York University 
Medical Center, Rockefeller University, Beth Israel Med- 
ical Center, the Public Health Research Institute, St. 
John’s University, and others. Plass advises the students 
only on how to start the process rolling, how to dress for 
the initial interview, how to bypass a departmental sec- 
retary. (The solution to the last challenge: Call the 
school’s graduate admission office and, without explic- 
itly posing as an applicant, ask for names and personal 
telephone numbers of professors working in an area of 
interest.) The name Stuyvesant opens up a lot of doors, 
and many institutions welcome the chance to cultivate 
future scientists who may end up one day coming to 
work for them. A recent Rockefeller University publica- 
tion contained a feature on the high school students it 
guided that was entitled “Combatting the Scientific Brain 
Drain," and offered this rationale for the program:

Attracting the best and the brightest youngsters 
into careers in science has become a priority for the 
nation, faced with declining numbers of scientists 
graduating from our universities. It is also a concern 
for many universities, confronted by rising num- 
bers of faculty vacancies created by retirements and 
the “brain drain” of scientists flocking to more 
lucrative industry jobs.

Some schools in New York, however, are notorious for 
not welcoming high school students, and Plass discour- 
ages students from even knocking on their doors. “The 
reputation of the school is dependent on how they treat 
people who walk into it,” he says. “If you don't treat 
someone nice when they walk in, then they walk out say- 
ing that place is not nice.... Kids are wonderful that way. 
Kids read your face as you mechanically move your lips 
and read even׳ emotion you have as an adult. If you give 
them a crinkly eye or a sigh, they know you’re in trouble. 
I have moods. And the kids, since they know me so well 
they can tell when I’m uptight or busy in my head or 
something’s bothering me ... so w hen they walk into a 
university, they know if they’re not being treated nicely.” 

Plass will break his rule and make a connection for 
those who after six weeks fail to hook up with a labora- 
tory. He has compiled a notebook of personal telephone

m ittees—paramecia committees, drosophila commit- 
tees, psychology com m ittees—w here students trade 
their laboratory experiences.

All of this Plass does with a cheery enthusiasm that 
might fatigue more tranquil temperaments. Plass has a 
deep, if visceral, understanding of the allure and plea- 
sures of research. In a booklet, predictably called “Crea- 
ture Features,” that he published in 1980 that has been 
bought by science teachers around the country, he offers 
one of the most succinct descriptions of why research 
classes and programs such as the Westinghouse are so 
seductive to students:

You will find variations in reproductive patterns, 
mutations, growth, and many times life and death 
itself. You will w itness b inary  fission, co lo r 
changes, bursting cell membranes, conjugations, 
mitosis, ameboid movement, colony formation, 
root hair growth, mating fruit flies, two-headed 
worms, size and shape abnormalities, metamor- 
phosis, antibiosis, and other serendipities beyond 
your imagination.

You will learn how to make solutions; culture 
and feed many diverse creatures; use dozens of lab- 
oratory devices; do statistical analysis; gain access 
to large research libraries; write to and speak to 
famous research scientists; attend meetings and lec- 
tures at colleges; organize term papers; and present 
yourself and your project to peers and adults.

You will be the m other and father to organisms 
that might depend upon you and only you for their 
very lives. That is an awesome responsibility even 
though they might be very small and not very con- 
sequential in the greater scheme of things.

You will learn about yourself and your ability to 
do independent work out of the classroom. You 
will get sudden flashes of insight, invent shortcuts, 
design new techniques, and most exciting of all, 
perhaps be the only person in the entire world to 
ever observe some peculiar event happening on 
your microscope slide. This always happens, by the 
way, when the lab is empty and there is no one 
about to share the experience with. It will be the 
most brilliant, self-satisfying, and mature experi- 
ence that will ever happen to you. You will walk 
through your school proud of yourself, w ith a 
secret you cannot explain to “ordinary” students 
because you are not sure they could really under- 
stand or appreciate the extraordinary concentra- 
tion, dedication, and determ ination you have 
undergone.

Your s tu d en ts’ science research instructor, 
though, will break out into a gigantic Cheshire cat 
grin, and simply say, “Where do we go from here?”

Following Plass’s blueprint, students finish off the sec- 
ond term by composing a report on their experiments, 
complete with an abstract, a review of the prior litera- 
ture, a hypothesis, results, graphs and photographs, and 
conclusions. Students also give oral presentations of five 
to six minutes, combined with a graphic or a slide show. 
These techniques prepare students for the presentations 
they will have to make in the Westinghouse and, for those 
contemplating professional careers, at scientific confer- 
ences.
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“They must spend two or three days after school, that’s 
six hours a w eek. That keeps them away from their home- 
work. If they’re at Mt. Sinai [in upper Manhattan] and 
they live in Queens, it’s tough. They get home in the dark, 
late at night. They can’t join some of the clubs. They’re 
really dedicating a lot of time and effort on one project.” 

Those who persist into the senior year spend one after- 
noon a week after school meeting with Plass and honing 
the paper. “I don’t teach kids how to do research,” he 
says. “I teach them how to write a paper. I’m as anal as I 
could possibly be on paper writing. I want an absolute- 
ly perfect paper.” While he may not fully comprehend the 
arcane area under investigation, he can, he says, “speak 
the language.”

“I can tell by looking at the gestalt if a kid is heading 
in the right direction,” he says.

Along the way he gets to know the students “very, very 
personally. It would be rare that I didn’t know a kid and 
their parents and what they do and their parents do. This 
kid Jerry brings me Chinese food ’cause his father owns 
a restaurant in Long Island. This girl Wendy lives on Stat- 
en Island and travels for an hour by ferryboat. I just get 
to know the kids. I’m here at 6:30 in the morning.” 

While the Westinghouse com petition is intimately 
woven into the fabric of the Stuyvesant research pro- 
gram—the warp to its woof—the program’s purpose is 
not to win Westinghouses. Plass speaks w ith great fervor 
about why more of America’s high schools must start pro- 
grams like the research classes at Stuyvesant. “These kids 
are learning how to work at a world-class facility,” Plass 
says. “These are scientists. These are kids who want sci- 
ence as a career. Chalkand-talk is no good. Go out and 
do what science is. Science is doing things in an experi- 
mental form. We can’t do that here. So we put them out 
there to do it instead. They are learning how to be a 
young adult. Being mature, being responsible, dealing 
with brilliant adults. Keeping things alive. Using thou- 
sands of dollars of equipment and being responsible for 
that. Learning library skills. Writing skills. Kids whose 
goal is to be a scientist, they’re writing scientific papers

extensions of helpful professors, just 
in case. He also tries to make sure stu- 
dents end up working on topics they 
enjoy, no t just ones for w hich  a 
researcher is available. He urges stu- 
dents to focus on a broad topic area 
that engages them —genetics, AIDS, 
m o lecu la r c h e m is try —and tells  
them to leave the narrow research 
topic to the mentor. “I don’t want 
someone to do chemistry for two 
years and not like chemistry,” he 
says.

The junior research classes are 
open to anyone, even students who 
were not trained in research as fresh- 
men. “I take on as many kids as I can 
handle,” Plass says. “Sometimes it 
gets overwhelming. But I can’t say no 
to a kid. I feel it has to be done.”

In 1992, Plass started out w ith 
sixty students, bu t the  publicity  
about the four Stuyvesant winners 
led thirty more students to plead 
with him to take them on as well. And he did. He cannot 
say no, particularly to those who started with him in 
freshman biology, the ones he calls his “babies.” He also 
handles an additional sixty seniors who are finishing up 
their Westinghouses and writing papers. And he contin- 
ues to teach a single section of research biology. “I need 
to be with children in a classroom setting,” he said. 
“That’s my personal need to be a teacher.” His total load, 
he says, is typical of teachers like Bellush, Rothenberg, 
and Tarendash. All, Plass says, are regularly at school by 
7 A.M.

The junior research class meets formally only once a 
week, as a seminar. But soon students are spending 
roughly six hours a week at hospital and university lab- 
o rato ries . Plass m akes it seem  that the  secre t to 
Stuyvesant’s success is really the much-maligned New 
York City subway.

“We’re in a unique situation,” Plass said. “A kid in Hunt- 
ing ton  [on Long Island] w ho  w ants to  go ou t to 
Brookhaven [National Laboratory] or Cold Spring Harbor 
[the famed genetics laboratory] or Adelphi or Hofstra— 
you can’t get there without a car, without someone in the 
afternoon driving.”

FOR FOUR periods a week, Plass sits in his office wait- 
ing for students to ask him questions. “And they show 

up,” he said, a statement proven by the dozen or so stu- 
dents w ho knock at his door during our two-hour inter- 
view. “They come in, use the phone, call the professor, 
read my paper, do-da-da-da, all day long.”

Plass tells his students at the start that no one can fail, 
but if they want a grade in the course, they must submit 
not only a final Westinghouse paper, but a progress 
report in the fall and a more thorough one in the spring, 
which he will read during the summer and mail back. 
Three-quarters of the students who start the program in 
September will start work toward their Westinghouse 
paper by January. Others manage to start as late as the 
spring, but about an eighth, he says, “realize they can’t 
do it.”
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There’s a young lady behind the nursing tables and she 
says, ‘Hi, Mr. and Mrs. Plass.’ The girl, Mindy, had my wife 
for math and me for bio here.” The Plasses have two sons: 
David, a graduate of MIT, who in 1993, at age twenty-four, 
was a computer science engineer; and Robert, who at 
twenty-two was studying for two doctorates at the New 
York College of Optometry.

Plass knew in the eighth grade at Junior High School 
219 that he wanted to be a teacher. “I had a couple of 
really truly inspiring science teachers,” he said. “They 
were wonderful, warm, time-giving teachers that were 
role models for me. I wanted to be a person like that. I 
wanted to be a teacher. So it was easy for me. Once you 
know you want to be a teacher, that’s your goal and you 
don’t have to worry about other things that bother you 
in life. I never changed my mind. I never regretted it, not 
a day of it.”

After graduating from Long Island University’s Brook- 
lyn campus and receiving a master’s degree in science 
education at City College—his wife was there getting her 
degree—he found a job in 1966 at Grover Cleveland High 
School. He taught at the school, which is in a working- 
class section of Queens known as Ridgewood, for sixteen 
years. For most of that time his was more the career of a 
restless pedagogue than a man destined to be a mentor 
of scientists. He taught chemistry for nine years, biology 
for four years, and worked as the school’s dean for disci- 
pline, supervising the teachers patrolling the halls 
between classes and tracking and penalizing students 
who cut classes. “I get bored real quick doing things for 
a long time,” he says.

He was even asked to coordinate the program for gift- 
ed students. “ ‘Your job,’ ” he rem em bers principal 
Myron Liebrader telling him, “ ‘is to prevent kids from 
going to Stuyvesant High School.’ And I did that for a long 
time.”

In 1976, a new biology chairman came in with some 
experience in teaching research, and he and Plass dis- 
cussed the idea of starting an honors biology program for

right now, at seventeen years old. They 
have a skill built in as an ability that 
you'd have to wait until graduate school 
to be taught.”

Still, Plass says, it’s important for stu- 
dents to enter contests like the West- 
inghouse because com petition is an 
inherent part of science. Scientists com- 
pete for publication in academic jour- 
nals, Plass points out. “They don’t get 
published, they might lose a job, they 
might not get promoted, they might not 
get recognition, they w on’t have a fol- 
lowing either in the literature or in the 
university. Those things are hard for sci- 
entists to have, very very difficult in any 
financial clim ate. So these kids are 
entering their papers in contests, look- 
ing for recognition themselves.”

IF PLASS intuitively appreciates the 
desire of New York City children for 
recognition, for something that will dis- 
tinguish them from the swarms of other 

urbanized children around them, it is 
perhaps because he lived a rather unremarkable New 
York City childhood. Plass was born in 1944 in the south- 
east Bronx, a few blocks from the Hunts Point market. 
His father was a quality-control engineer in the electrical 
industry, and his m other an administrator at Metropoli- 
tan Life Insurance. When he was eight years old, Plass 
and his family moved to the then-somewhat more rustic 
spaces of Flushing, settling into the Electchester Houses 
in Queens, a high-rise development sponsored by the 
electrical unions. Young Plass went to the public schools 
there.

Although he passed the test for Brooklyn Technical 
High School, one of the three selective science-oriented 
public high schools in New York City, he decided to 
attended Jamaica High School in his Queens neighbor- 
hood.

“I had a girlfriend whom I met at Campbelljunior High 
School w ho was also in terested  in science and we 
became very fast friends and leaving her was a situation 
that even as a ninth-grader I could not tolerate. And that’s 
what happened. I didn’t go to Tech. I went to Jamaica. 
Then that year Jamaica was very crowded and they split 
the boys off from the girls and put us in Thomas Edison 
High School for a year. So I didn’t get to see her at all. We 
met like on a bus. That’s cruel and unusual punishment 
to do to a boy who made Brooklyn Tech. We dated for a 
long, long time. We didn’t marry, but we dated for seven 
years or so. We went to college and I met my wife on the 
boardwalk at Rockaway one summer. We fell in love, and 
w e’ve been married twenty-six years, but that’s a whole 
other story.”

His wife, Mickey, is a math teacher at Louis Armstrong 
Intermediate School, also known as I.S. 227, a school in 
Queens under the direct jurisdiction of the citywide 
schools chancellor rather than one of the thirty-two com- 
munity school boards, and one where teachers receive 
training from professors at Queens College. “A lot of her 
students wind up coming to me,” Plass says. “We went to 
a dermatologist a few weeks ago on Bell Boulevard.

Fall 1 9 9 446 A m e r ic a n  E d u c a t o r



specifically to invigorate the school’s effort in research. 
“I was charged to do that. ‘When you come here, I want 
you to start a research program. I want to see awards. I 
want to see recognition.' He told me that privately and 
personally in his office after I was appointed here. Bronx 
Science was flying, and we were doing nothing here. So 
when I got that charge it was wonderful. I was like a pig 
in mud.”

He began the biology research program with eleven 
kids in 1982. Now he is up to ninety, and the whole 
school has caught research fever. In the 1992 Westing- 
house competition, Stuyvesant’s students submitted 170 
entries, a figure that was sure to net some winners. 
Indeed, twenty-nine semifinalists and four winners were 
caught. (That was not as good as 1991, when Stuyvesant 
had six winners, but it proved better than 1993, when 
Stuyvesant’s trove was to dip to two.) As a result, the 
school’s fame has spread far beyond the city. Mikhail Leyb 
Sunitsky, who as a recent immigrant from Russia was a 
1992 winner for a mathematics project, recalled that his 
mother heard about Stuyvesant in the Soviet Union. She 
made sure her son applied for Stuyvesant as soon as they 
reached these shores. Once ensconced in Stuyvesant in 
1991, Mikhail led a U.S. team competing in the Interna- 
tional Olympiad in Mathematics in Sweden. It turned out 
to be something of a reunion for him. “Most of the peo- 
pie on the Soviet team were my old friends,” he said.

Such tales, and the yearly tide of students lapping at 
Stuyvesant’s shores, have made Baumel, the school’s 
principal, and teachers at the school against-the-grain 
optimists about the future of science in America. Baumel 
feels that the United States is still preeminent in science 
research. That is why students from across the world still 
come here to do research, he says. America has an open 
system that prizes intellectual inquiry and confrontation 
while systems such as Japan’s tend to be more rigid and 
narrow. Baumel caps his argument by pointing out that 
much-vaunted Japan has won only a handful of Nobel’s. 
Yet he and some teachers also despair that Americans still 
prize football heroics over scientific strides. “The Unit- 
ed States has been very uncomfortable with intellectual 
achievement,” said Albert Tarendash, a physics teacher 
who is a Stuyvesant graduate himself. “People are com- 
ing to the realization that it’s a necessity to have this kind 
of school.”

Plass has no time for this debate. Like a beaver setting 
up a home for his young, he keeps piling up logs and 
branches and twigs so his students, his babies, can do 
their scientific projects. He works every spare moment 
at school tracking the progress of each project on a com- 
puter disk, then moves his disk to an identical computer 
at home and works every spare moment there. His tri- 
umphs are mostly vicarious ones. “These kids are doing 
biology with me as if I was with them in the lab,” he says. 
But he savors it nonetheless. “It’s a lot of time and a lot 
of patience. A lot of things happening at the same time. 
I like a lot of things happening at the same time. I’m a kid 
myself.

“This is the best job in the country,” he says. “I’m real- 
ly doing what I want to do. They always say that in a teach- 
er’s lifetime if you reach one kid, that’s good. That’s 
baloney. I want to reach hundreds and hundreds of kids. 
I’ve got hundreds and hundreds of the best kids in the 
country.” □

ninth- and tenth-graders where students would get dou- 
ble periods of science to work on laboratory experi- 
ments. “The rationale was the school had some gifted 
kids whose parents didn’t want them to travel outside 
the Ridgewood area to Manhattan, and we were losing 
kids to parochial schools,” Plass said. The principal leapt 
at the idea as a way of getting the school some limelight.

“You could enter kids into poetry contests, no one 
cares,” Plass says. “A speech contest, no one cares. But 
put them in a science fair, people like it. The New York 
Times shows up. I don’t know why that is. But if you’re 
doing science you’re doing the top stuff. It may not be 
true but everyone perceives it that way.”

Plass carefully selected the best junior high school stu- 
dents entering Grover Cleveland and assembled a group 
of comparatively easy experiments they could start on. 
Later, students began working on their own experi- 
ments—all inside the school’s labs. One year, he asked 
the seniors to write papers on how they went about 
doing research in their particular areas. Using some of 
their ideas and experiments, he composed “Creature Fea- 
tures” over a summer. He also started an in-school sci- 
ence fair that got students’ competitive feet wet. Once 
the research freshmen moved into the senior year, they 
began entering the Westinghouse. In his last four years 
at Cleveland, Plass’s fledgling research program pro- 
duced twenty Westinghouse semifinalists and a finalist.

PLASS’S IMPACT at Grover Cleveland was sweetly cap- 
tured in a letter he received in 1990 from Joanne 
Neglia, a student of his between 1979 and 1982 who had 

read a wire-service article about him, complete with a 
photograph, in the Orlando Sentinel in Florida. At Cleve- 
land, she had done a project on the impact of acid rain 
on euglena, a green protozoan with a characteristic red 
pigment spot. It qualified her as a semifinalist. She was 
now, she told him in her letter, an assistant to the man- 
ager of a Paine Webber branch in Orlando and was work- 
ing on a novel. She enclosed a wedding picture of her- 
self and her husband in the back seat of a limousine.

“Who would ever think that this Sunday’s Orlando 
Sentinel would have an article that would take me back 
to the fondest memories of high school?” she wrote. “Mr. 
Plass, Westinghouse, our research papers and all of it. (By 
the way, you look wonderful.) I’m glad to see you’re still 
inspiring others! Since students are too young to realize 
this, I’ll tell you nine years later: Thank you for making 
us compete, thank you for all the extra hours we need- 
ed to spend in the lab. It taught me that nothing is impos- 
sible, that w e’re all creative and commitment + sacrifice 
= productive successful results!”

Although he revolutionized Cleveland’s science pro- 
gram, the restless Plass says he realized he “wasn’t doing 
enough for kids” as a plain teacher and so got a two-year 
degree in administration at night at Queens College, 
which then cost only $75 a credit. Armed with the admin- 
istration degree, he looked around for a job as an assis- 
tant principal. There just happened to be a rare opening 
at Stuyvesant, and Plass had the right credentials.

“I got real lucky, quite frankly, when this came up,” he 
said. “I was the right age, and the right experience and 
the right time and the right background and the right 
publications.”

He was hired by then-principal Gaspar Fabricante,
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is very important for teachers today. 
The article was FrankJ. Yurco’s “How 
To Teach Ancient History: A Multi- 
cultural Model.” I agree that teacher 
education programs do not give stu- 
dent teachers enough current infor- 
mation on other cultures. As a college 
senior, I know this firsthand. I hope 
that all teachers, old and new, take 
the time to examine their history cur- 
ricula. They could determine if they 
have fallen victim to this lack of infor- 
m ation. I was also very glad that 
Yurco offered ideas on how to sup- 
plement these curricula, which may 
be failing. Yurco’s article encouraged 
me to keep going and not be dis- 
couraged by thinking I would not be 
prepared w ith information to fully 
inform my students.

— R o b  N o s b u s h

Write  Us!
We welcome comments on 
Am erican Educator articles. 
Address letters to: Editor, Ameri- 
can Educator, 555 New Jersey 
Ave., N W , Washington, D.C. 
20001. Letters may be edited for 
space and clarity.

Essential Reading 
from Cambridge

The Poetics of Mind
Figurative Thought, Language, and
Understanding
Raym ond W. Gibbs Jr.
O verturning the traditional view that 
poetic language requires unique linguistic 
skill's, Gibbs shows how figurative aspects 
o f language reveal the poetic structure o f 
m ind by establishing im portant links 
between the poetic structure o f  thought 
and everyday language usage.
1994 536 pp. 41965-4 Hardback $59.95 

42992-7 Paperback $18.95

Educating Hearts and 
M inds
Reflections on Japanese Preschool and 
Elementary Education 
Catherine C. Lewis
A portrait o f  Japanese preschool and early 
elementary education offering a fresh 
perspective on the question o f how 
children become eager, motivated learners 
and caring, responsible citizens.
1994 256 pp. 45197-3 Hardback $49.95 

45832-3 Paperback $16.95
Available in bookstores or from

C a m b r i d g e  40 west 20th street,
UNIVERSITY PRESS NY, NY 10011-4211.

Call to ll free 800-872-7423. 
MasterCard/VISA accepted. Prices subject to  change.

baggage. W here w ere  the  main- 
stream condemnations of curricula 
that asserted the ancient Egyptians 
were white or Hamites? Now that 
African Americans present evidence 
that dynastic Egypt was predomi- 
nantly black, Yurco, the AFT, and 
company declare war, insisting that 
attem pts to force Egyptians into a 
“black” category have no biological 
justification.

In this semantic sleight of hand, 
critics of Afrocentrism accept a defi- 
nition of black as applied to African 
Americans that includes a wide range 
of physical types, but use totally dif- 
ferent criteria of classification for 
Egyptians. Choosing terms like “mul- 
ticultural,” “multiracial,” and “mixed” 
merely obscures the point. We must 
deal with the hypocrisy and incon- 
sistency in how the label “black” is 
applied. Then, we can discuss the 
rest of the Portland Baseline Essays 
and other Afrocentric curricula.

— Sa n d r a -Ay a n a  M a d d e n

L o s  A n g e le s ,  G4

As always, I enjoyed reading Amer- 
ican Educator. In the Spring 1994 
issue I read an article on a subject that

L e t t e r s
(Continued fro m  page 8)
teenage pregnancy and STD’s, not to 
mention the emotional distress that 
comes from premature sexual con- 
tact.

Lickona is correct in saying that the 
emotional dimension of sex is what 
m akes it d istinctively  hum an. In 
school health  education courses, 
som etim es w e tre a t s tu d e n ts  as 
though sexual encounter at their age 
is inevitable. If we are to educate for 
health and responsibility, then  we 
should teach students to abstain until 
they are ready for a life-long commit- 
m ent to a partner and to what may 
come—a baby.

— Su s a n  T a i

Sa n  Fr a n c isc o

T e a c h in g  A n c ie n t  H is t o r y

Frank Yurco’s statement that racial 
te rm s like b lack  and  w h ite  are 
“chim era—cultural baggage from  
our own society that can only be 
imposed artificially on ancient Egyp- 
tian society” sidesteps the issue that 
Egyptology, from its inception, has 
been steeped in that same cultural

Ph.D. Programs

‘ To campus or no‘י t 
to campus? T h a t is 

the question!”
b a l d e n  University offers a traditional doctoral degree that you can earn from 
the convenience of your own location. Our accredited dispersed residency 

program provides you with the opportunity to earn your doctorate while 
maintaining career and other obligations. • Fulfill residency require- 

ments by attending one four-day intensive session per year held in 
nationwide conference centers and a summer session. • Walden 
offers access to a major research university’s graduate library sys- 
tem, and direct access to the worldwide Internet. • Work with 
nationally recognized faculty in Administration/Management, 
Education, Health Services, and 
Human Services. • W alden’s 

self-paced individualized program 
allows for accelerated completion.

A Master’s degree required.
Shakespeare would

C a ll  1 - 8 0 0 - 4 4 4 - 6 7 9 5  
for more information

155 Fifth A venue South 
M inneapolis, M innesota 55401

W alden University is accredited by the N orth  
C entral Association of Colleges and Schools.

have put it this 
way: “not to 
consider Walden 
would be tragic!’
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now available at special holi- 
day rates. Order now & save. 
We will gladly send gift cards 
to recipients at no cost to you!
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Outside Magazine 18.00 12.00 
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Parents 20.00 12.97
PC Computing 25.00 14.97
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The Peace Corps 
Still Needs Y>u!

and Eastern Europe and 
the former Soviet 
Union, demand for 
teachers in all disciplines 
has far outpaced supply.

So, if serving in the 
Peace Corps always 

appealed to you but the time 
was never right, consider it now. 
Maybe you feel you have 
something to offer or feel the need 
to give a little something back.

Make time for the Peace Corps. 
For information, call 
800-424-8580.

n 1961, the Peace 
Corps launched a 
recruiting drive 
featuring a glass of 
water—half full or 

half empty, depending on 
your view. Their point: If  
you thought the glass was 
half full, you were Peace Corps 
material.

That same can-do spirit exists 
today at the Peace Corps, and the 
need for volunteers has never been 
greater. Since 1990, when the 
Peace Corps moved into Central


