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CFUTURE
DENTIST INHABITS
BODY OF 71)-YEAR-OLD

The doctor is in. But who can tell? At least not without the ASVAB Career Exploration Program.
It helps students figure out which careers may be best for them. This state-of-the-art
program was designed by top testing and career development professionals. Along with the
most widely used aptitude test in America, the ASVAB Career Exploration Program now
includes a new interest inventory — THE INTEREST-FINDER - to give added insights into
your students' likes and dislikes. The ASVAB Program, including test interpretation
and counselor training, is available to your school or educational
district at no cost. So call 1-800-323-0513, and talk with an
ASVAB Education Services Specialist today.
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Every Saturn is built in downtown Spring Hill,
Tennessee. (Actually, its more on the outskirts of
@ town, but you get the picture,) And as another
P owner put it," The last time I looked at a map,
Tennessee was right in the greenest part of the U.S.
of A” Which means that if American-madeness is

The 7,000 men and women of the UAW local in Spring
Hill, Tennessee build Saturns. And the way they osee it,
each one is a lot more than a car. Ity the resdt of a unique
partnership between workers and management —one of
mutual dupport, w here e e/'y/m()l/ f idead go ltoware ma,(m(] a
better product. And you can test-drive that pm()mf
any time you want at your local retailer. We {8

think you'll like it. ©1996 Saturn Corporation. % usY
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A DIFFERENT KIND of COMPANY. A DIFFERENT KIND of CAR.



Looking for some free technology
and support
for your
school?

Sign up for the AT&T Learning Network" and it will
pay off right from the start. Your school will receive
five months of free* dial-up Internet access through
AT&T WorldNet™ Service. Our fast, reliable Internet
access enables you to reach beyond the classroom —
anytime, anywhere.

Schools can also benefit from the AT&T Learning
Points™ Program. AT&T customers can generate
Learning Points, which schools can redeem for free
technology, based on their qualifying AT&T Residential
Telephone Service usage**

It's all part of the AT&T Learning Network, our
$150 million commitment to help connect all public
and private K-12 schools in the United States to the
Information Superhighway.

Check it out today!
AT&T Learning Network
1 800 809-1097

www.att.com/learning_network/

*One account per school. Local, long distance or 800 number access charges
to reach AT&T WorldNet Service, and any additional access charges or taxes
that may be imposed on members or on AT&T WorldNet Service, may apply
to usage. Other terms and conditions apply

**Certain conditions and exclusions apply. Call 1 800 354-8800 for details
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CORE KNOWLEDGE SCHOOLS
TAKE ROOT
ACROSS THE COUNTRY

URELY NOTHING is more central to what children

learn than what we decide to teach them. Admit-
tedly, middle-class children pick up a considerable
amount of knowledge and skills from their “home cur-
riculum.” But for them and, of course, much more so
for the millions of other children who do not come
from advantaged situations, what they learn—and with
it their prospects for the future—are dependent to
large degree on the formal learning embedded in the
school curriculum. While a good curriculum is not the
only element in school success, it is a prime one.

As central and seemingly obvious as this is, the cur-
riculum framework in most school districts—to the ex-
tent that one is able even to put one’s hands on it—
can only be characterized as an educational disaster.
The typical district curricular “guidelines” or “scope
and sequence” or whatever name they go by are
vague; jargonistic; lacking in specific, concrete con-
tent; disparaging of facts and their interrelationships as
the bedrock of knowledge and of knowledge as the
bedrock of critical thinking; and sorely underestimat-
ing what children are capable of learning. Such a cur-
riculum leaves teachers without guidance or struc-
ture—or the basis for professional collaboration. It
leaves parents frustrated and often alienated from the
public school system. And it deprives students of the
opportunity for a world-class education for all.

Many districts and states have of late been work-
ing to improve their curricula. The results are un-
even—some are quite good, some are quite
awful—but the endeavor is a worthwhile one.
Several years before these current efforts got
under way, a growing network of schools under
the banner of the Core Knowledge Foundation
were breaking ground and moving ahead with a
full-fledged, specific, sequenced, common, rigor-
ous curriculum. There are now approximately
350 Core Knowledge schools in 40 states around
the country. Inspired by the trenchant, insightful
writings of E. D. Hirsch, Jr., and his unwavering
and courageous determination to focus attention
on the problems with the curriculum and the
need—particularly as a question of basic eq-
uity—to expose all children to a common core
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rallied to his
common- —|
sense ideas and |
worked to give
them flesh.

The Core
Knowledge curriculum specifies what is to be - {/ *
taught, at each grade level, for each subject,
grades kindergarten through six, with a draft R
under way for grades seven and eight. The cur- !
riculum includes time for the mastery of basic
skills; indeed, it provides a body of interesting knowledge
in which to ground skills instruction.

The curriculum is not intended to occupy the
entire school day; there is time for topics of par-
ticular local and state interest. For example, the
school I visited in San Antonio devotes addi-
tional time to the history of Mexico.

The curriculum set, teachers are free to choose [ff
the best method to present it, and typically, a . jf
wide range and healthy mix of instructional |}

strategies are seen in Core Knowledge

schools. Indeed, focusing on what they *f

teach—instead of the latest fad in instruc- J

tional process—appears to help
teachers figure out how to

best present the material. What-
ever the instructional approach, however,
the challenging array of knowledge to be
mastered re-establishes the primary role
of the teacher as teacher, not a side-
lines “coach” or “facilitator”

In the pages that follow, we report on
three Core Knowledge schools: a middle-class

school in Fort Collins, Colorado; an inner-city,
predominantly Hispanic school in San
Antonio, Texas; and a school of di-
verse, but mainly low-income, stu-
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dents in Bal-
timore, Mary-

Before moving on to
those reports, a few
additional comments
on the two key ele-
ments of the Core Knowledge cur-
riculum are perhaps necessary: its
specificity and its knowledge-based
richness.

. Specificity
A As E.D. Hirsch and his as-
sociate John Holdren
I} point out in the Introduction
to the latest book in the Core
Knowledge series, “Most curric-
ula speak in general terms of vaguely defined
skills, processes, and attitudes, often in an ab-
stract, pseudotechnical jargon calling for chil-
dren to ‘analyze patterns and data’; or ‘investi-
gate the structure and dynamics of living sys-
tems’; or ‘work cooperatively in a group.” Teach-
ers everywhere have similar guidelines (“students
will demonstrate the ability to examine problems
and proposed solutions from multiple perspec-
tives;” “students should be able to generate original
ideas™) gathering dust in their cupboards, which is
a good place for them since they don’t tell you
what you are expected to teach or your stu-
dents expected to learn. Of course, such “guide-
lines” are not the beginning and end of the curricu-
lum. A teacher is also likely to be handed a textbook—
let’s say, for fourth grade social studies. Of course, since
the textbook publishers were trying to please all the
various interest groups, there’s much too much to be
covered in one year. So, naturally, one fourth-grade
teacher chooses certain topics, another chooses others.
Different teachers also might add a topic they have a
special interest in. Sometimes, it might happen that a
third- and fourth-grade teacher have the same special
interest; in science, for example, rain forests are cur-
rently a hot topic. Thus, the lack of specificity results in
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myriad prob-
lems. When
the three
fourth-
grade class-
rooms are
learning different
things, the fifth-
grade teachers who
have those stu-
dents the following
year can’t count on
everyone having a
common body of
knowledge and
skills upon which
she can build. As
for the students,
some are left with
big gaps; others are
bored with repeti-
tion (“the rain forest again”). And for the millions of
children in our mobile society who move to a new
school, a new district, a new city, or even a new state,
the results are even more disastrous. They can’t pick up
where they left off because the lack of specificity means
there’s no commonality in the curriculum. Everyone left
off at a different place.

The lack of specificity—and the resulting lack of
commonality—in the curriculum also have a serious,
but less obvious, impact on teacher interaction and
teaching quality. When everyone is teaching about
specified aspects of Ancient Egypt in first grade, or the
families of instruments that make up an orchestra in
third grade, or electricity in fourth grade, teachers
begin to collaborate more, to share ideas, materials,
tips and techniques, what works and what doesn’t.
Closets that were once teachers’ private enclaves start
opening up. At first, the sheer magnitude and newness
of the topics means that everyone needs each other to
help gather materials and plan units. But soon the ef-
fort takes on a life of its own, changing teaching from
an isolated to a collaborative profession.

The other tremendous advantage of a specific cur-
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riculum—specific goals that must be mastered at each
grade level—is that it’s much easier to monitor, inter-
vene, and help students when they need it. The more
vague the goals, the easier it is for students to fall
through the cracks.

Knowledge-based Richness
and Rigor

There are two interrelated issues that need to be ad-
dressed here. First is the question of what young chil-
dren should be learning, what they are capable of
learning, what they are interested in learning. The sec-
ond question has to do with attitudes toward factual
knowledge. The Core Knowledge curriculum exposes
children, early on, to interesting and demanding sub-
ject matter, and then builds on that, year by year, in a
carefully developed sequence that reflects the basic
cognitive principle that knowledge builds upon knowl-
edge. When asked to give a flavor of the Core Knowl-
edge curriculum, Hirsch once replied: “topics like: An-
cient Egypt, Greece, and Rome; the Industrial Revolu-
tion; limericks, haiku, and poetry; Rembrandt, Monet,
and Michelangelo; Beethoven and Mozart; the Under-
ground Railroad; the Trail of Tears; Brown vs. Board of
Education; the Mexican Revolution; photosynthesis;
medieval African empires; the Bill of Rights; ecosys-
tems; women'’s suffrage; the Harlem Renaissance.”

This is an ambitious curriculum, rich in the important
people, places, events, ideas and concepts, and artistic
productions that have shaped our world. I would like to
be able to explain why anyone would be against such a
curriculum—or why, upon seeing it, wouldn’t immedi-
ately embrace it—but I honestly don’t fully understand
why. Certainly one only has to visit a Core Knowledge
school to see how excited the children are to explain to
you what they are learning about. (Jose, the San Anto-
nio first-grader pictured on the cover, was especially de-
lighted to demonstrate to me how, in Ancient Egypt,
which he was studying about the day I visited, certain
inside parts were removed from the dead bodies before
they were mummified; the brain, he showed me in
some detail, was removed via the nostrils. All of these
interesting parts were placed in a canopic jar, a word
that be knew but 7 had to look up.)

Make no mistake about it, though, what Core
Knowledge students are learning is not the standard
fare in American schools. For anyone who doubts that,
please examine pages 22-23. We compare some ran-
domly selected pages from the new 1997 Houghton
Mifflin second-grade social studies textbook, Work To-
gether, with a list of topics from the Core Knowledge
Sequence for second-grade social studies. To give you a
flavor, in a typical two-page spread from the Houghton
Mifflin textbook, printed on over-sized pages and
using large type and lavish illustrations, the entire pas-
sage reads as follows:

“Our Needs and Wants”

Needs are things people must have to live. We all
need food to eat. We need clothes to wear. We need
shelter, or cover, for protection. We also need love
and friendship. Needs are the same for everyone all
over the world.
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Wants are important too. Wants are things we
would like to have. Different people have different
wants. What do you want?

Is there anyone who thinks children find this inter-
esting? Or informative? Or useful? Vacuous, boring,
and self-absorbed are the words that most immediately
come to mind.

Is there anyone—adult or child—who wouldn’t pre-
fer to be engaged in the study of the following (and
very partial) list of topics from the Core Knowledge
second grade social studies sequence: “China: Huang
He [‘Yellow’] and Yangtze Rivers; Confucius; ancestor
worship; Qin Dynasty; Great Wall of China; impor-
tance of silk; inventions, such as paper, seismograph;
Chinese New Year.”

The choice seems so obvious, and yet the textbooks
like the one quoted above continue to be produced,
bought, and used in large number. Why?

Perhaps part of the answer is a certain lack of ex-
citement about, a kind of loss of faith in the value of
knowledge.

In its place is, on the one hand, an emphasis on feel-
ings, self-expression and immediate relevance; and, on
the other hand, a disparagement of anything that
smacks of “mere facts.” An article last year in Forbes
magazine described a high school literature class:

“The students pick a short story that relates to
their ethnic backgrounds. A girl of Indian descent
picks ‘The Grass-Eaters. a short story from the sub-
continent, but she doesn’t analyze the story. Instead
she talks about her feelings, about how the story re-
minds her of a visit to her family’s native village.
Quite interesting and gossipy, but the proceedings do
nothing to advance the children’s ability to read or
write English.”

Or, as one veteran British educator described the sit-
uation in her country, “English at school now is less
concerned with understanding and communicating
the thought of the great masters than with the per-
sonal response of readers.”

Perhaps the saddest moment recalled in his new
book, The Schools We Need, took place when Hirsch
was addressing a group of principals and administra-
tors from around the country.

“In my first small-group session, an educator asked
me what sorts of things I thought first graders should
know. I mentioned, as they occurred to me, several
examples of what first graders were learning in Core
Knowledge schools: some fables of Aesop; some facts
about Egypt, including mummies and the Nile; some
elements of geography, like being able to find north,
south, east, and west both out of doors and on globes
and maps, as well as being able to identify the Atlantic
and Pacific oceans and the seven continents. Immedi-
ately, one of the participants asked me if I really
thought it was of any use whatever to a first grader to
learn the seven continents? No one at the meeting
was willing to defend the idea of teaching such facts
to young children. Even if some might have privately
favored doing so, no one dared to speak out. If dis-
senters were present, they were being powerfully in-
hibited by social constraints.
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“An hour or so later, in a plenary
meeting, I was asked by a curious
teacher, intrigued by the idea of
teaching solid substance in early
grades (for some did seem interested
in the general idea), whether I had
enjoyed editing resource books for
the early grades. I said, yes indeed,
that I had learned a great deal. Next
question: What had I learned that
was most interesting? I pondered.
Well, perhaps, the most exciting
thing for me was at last to under-
stand the relations between the earth
and the sun during a year’s orbit, and
why, at the equator, spring and fall
are the hottest seasons. Then, from
another quarter, a dash of cold water
was thrown on this momentary en-
thusiasm when an educator asked me
if 1 thought that tidbit of information
had made me a better person. Again,
no one spoke up to defend teaching
factual knowledge.”

Much of the lack of enthusiasm for
“factual knowledge” seems to come
from the “factual” part of the phrase.
Facts, it seems, are out of fashion. But
as Hirsch, in full command of the rele-
vant cognitive research, points out, “It
is true that facts in isolation are less
valuable than facts whose interrela-
tions have been understood. But those
interrelations are also facts (if they
happen to be true), and their exis-
tence also depends entirely upon a
knowledge of the subordinate facts
that are being interrelated. Since un-
derstanding depends on facts, it
is simply contradictory to
praise understanding and
to disparage facts....
Whether [facts] are
dead and fragmented
depends upon teach-
ers and students, not
upon the facts them-
selves, which are not
only required for un-
derstanding but are
sometimes immensely

not merely giving one’s opinion. To
counterpose ‘critical thinking’ and
‘mere facts’ is a profound empirical
mistake. Common sense and cognitive
psychology alike support the Jefferso-
nian view that critical thinking always
depends upon factual knowledge” In
other words, it’s hard to think criti-
cally about something you don’t know
much about.

Nor, Hirsch points out, has the ad-
vent of the computer reduced “the
need for students to have in their
minds well-practiced habits and read-
ily available knowledge. Quite the
contrary,” he writes, “the more one
looks things up via computer, the
more often one needs to understand

what one is looking up.
There is no evidence that a
well-stocked and well-
equipped mind can be dis-
placed by ‘accessing skills.’”

UR CHILDREN are

hungry for knowl-
edge—important, grown-up
knowledge. E. D. Hirsch’s
great insight was to under-
stand both the importance
and attraction of factual
knowledge and the neces-
sity for a common curricu-
lum and to translate these
ideas into a specific, care-
fully sequenced, rigorous
curriculum that could be-
come the common ground
upon which we continue
this great experiment in
democracy, a common
ground upon which our stu-
dents meet and grow and
connect with the larger liter-
ate society they are prepar-
ing themselves to become
part of. We may never com-
pletely level the playing field

- made uneven by differences in family
wealth, education, and stability, but we can

vital and interesting in
their own right.”

As for the famed “critical
thinking,” “problem solving,’
and other “higher-order skills,”
Hirsch again brings us
back to the central role
of factual knowledge:
“Critical thinking is al-

ways predicated on relevant knowledge:
One cannot think critically unless one

has a lot of relevant knowl-
edge about the issue at
hand. Critical thinking is

WINTER  1996-1997

give all kids a fighting chance at
a full life by making sure that,
at school, they are all exposed
to a rich, common curriculum.
PS. And if you're ever in San
Antonio, stop by the Hawthorne
school and have Jose—or any of
the first graders—give you a les-
son on Ancient Egypt. Unless
you know more about canopic
jars and sarcophagus coffins
than I do, be prepared to learn
something. ﬁ
—EDITOR
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Fort Collins, Colorado

WASHINGTON
CORE KNOWLEDGE SCHOOL

Some parents are trying to sign up their unborn children.

By DAvID RUENZEL

HEN YOU talk with parents at the Washington

Core Knowledge School in Fort Collins, Colo.,
about the typical public school curriculum, the discus-
sion is often filled with images of erosion. Many de-
scribe how the curriculum they knew as children, the
one rooted in the granite truths of Western civilization,
has disappeared from most schools, or as they like to
put it, “washed away.”

Listening to them, it’s as if whole strata of history,
science, and literature have been eroded into a pile of
unidentifiable fragments by a series of destructive
shifts in the educational climate. Once students as
young as twelve could intelligently discuss the causes
of the Civil War; now some aren’t sure which century
it was in. Once students mused over the meanings of
Aesop’s fables and Greek myths; now there is a heap
of basals and pop-culture novels. Once students under-
stood how time formed rivers and mountains; now
there are peppy speeches about saving the rain forests.

That is why, in the spring of 1992, a group of these
Fort Collins parents decided to petition the local
school district for a different kind of public elementary
school. The school they envisioned would emphasize
character education and parental involvement. But
most of all, it would emphasize a content-rich curricu-
lum that would leave nothing to chance. The curricu-
lum would be teacher-directed from beginning to end.
Students would acquire specific knowledge and skill at
specific times in their schooling, the idea being that
they would build on this knowledge and skill from one
year to the next in an orderly and productive fashion.
There would be, as the parents like to say, “no gaps” in

David Ruenzel is senior writer for Teacher Magazine
and contributing editor for Education Week. This ar-
ticle is reprinted with permission from Teacher Maga-
zine (August 1996), where it appeared under the title
“By the Book.”
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their children’s education.

When the Washington Core Knowledge School fi-
nally opened in the fall of 1993 after sometimes tense
but ultimately successful negotiations with the local
school board, it was with an all-encompassing curricu-
lum developed and published by the Core Knowledge
Foundation of Charlottesville, Va. The school is one of
approximately 350 in forty states now using the cur-
riculum, formally known as the Core Knowledge Se-
quence.

Like the college town from which it draws its stu-
dents, Washington is predominantly white and middle-
class. But a number of the Core Knowledge schools
are succeeding with a much more diverse student pop-
ulation in tough urban settings like the Bronx and
inner-city Baltimore. In fact, the foundation, which is
headed by scholar and author E.D. Hirsch, has long
claimed that the sequence is most valuable for poor
and minority children—those with the widest gaps in
their knowledge base.

HE SEQUENCE has its roots in Hirsch’s now fa-

mous (and to some, infamous) 1987 best seller,
Cultural Literacy. It features a bedazzling list of items
children are expected to learn. The language arts seg-
ment of the first grade curriculum alone contains some
forty five poems and stories, from Langston Hughes’
“Hope” and Robert Louis Stevenson’s “The Swing” to
Beatrix Potter’s Peter Rabbit and A.A. Milne’s The
House at Poobh Corner. And this is just the beginning.
Other people, words, events, and terms the first
graders learn about include Tutankhamen, Maya,
mosque and Mecca, minutemen and redcoats, Monet
and Mona Lisa, Bach and Prokofiev, the Yucatan Penin-
sula, and the Louisiana Purchase. The sciences are
thoroughly studied as well, starting with the food
chain, constellations, and rocks and minerals in the
first grade and advancing to natural selection, double

(Continued on page 24)
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San Antonio, Texas

NATHANIEL HAWTHORNE
ELEMENTARY SCHOOL

An innercity school is transformed.

ATHANIEL HAWTHORNE Elementary School is an
inner-city, predominantly Hispanic school in San
Antonio, Texas. Ninety-six percent of Hawthorne’s ap-
proximately five hundred students receive free or re-
duced-price lunches; 28 percent are considered lim-
ited-English proficient (LEP). Before its transformation
to a Core Knowledge school, which began with the
1992-93 school year, Hawthorne bore the typical scars
of many inner-city schools. As described in a recent ar-
ticle by two Hawthorne teachers: “Hawthorne had bat-
tled all the problems common to inner-city schools, in-
cluding low student achievement, inconsistent atten-
dance, and a transient student population... (s)tudents
entered and exited its doors below grade level. Stu-
dent behaviors ranged

from apathetic to

disruptive.

J ;J;_@a

Open house and PTA meetings were attended by a
handful of families.”!

Fewer than four years after the Core Curriculum
was introduced, these same teachers would describe a
very different scene:

“Enter the main door of the school and you are
welcomed by a collection of African masks. A bul-
letin board on which students have drawn a map of
their neighborhood and identified examples of Greek
architecture grabs your attention as you stroll down
the hallway. Another map shows places where the
Vikings traveled and traded around the world. Still
another bulletin board displays the similarities and
differences between Mayan and Egyptian pyramids.

“Displays and dioramas of student work dot the
hallway. Pieces of silver and the picture of George
Washington saved by Dolly Madison complete the
students’ varying interpretations of the burning of
the White House during the War of 1812. A table dis-
plays a reconstruction of the Underground Railroad.

Look around and you may see Gold Rush
camps, Civil War battles, knights’ shields,
and the Parthenon.

“Peer into classrooms
and you will see
students
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involved in exciting interdisciplinary projects. While
one class investigates the interactions of Newton’s
Laws on the exciting world of amusement park rides,
another class analyzes the chain of events in Shake-
speare’s Macbeth. Yet another class is identifying the
influence and impact of the Magna Carta.

“On a typical day, students are moving about the
school. Some are scurrying to share their latest sto-
ries. Others are searching for evidence of heat ex-
change throughout the school. Still more are con-
ducting interviews, asking students and staff who
their heroes are and why. A group of students has
just returned from the physics department at Trinity
University. Students are proudly placing “Peaceable
Kingdom” outside their room, a delightful mixed
media artwork that was created by classes that vis-
ited the art museum.

“Ten-year-olds and eleven-year-olds debate whether
Romeo and Juliet, Julius Caesar, or Macbeth is the
best Shakespeare play. Their arguments are knowl-
edgeable and confident. While waiting in the lunch
line, third-graders can be heard debating interpreta-
tions of the Viking's actions of pillage, plunder, and
barter. Students with learning disabilities compare
the traditions of Roman feasts with their local Fiesta
celebrations. Another student shares her opinion that
both Michelangelo and da Vinci could be claimed to
be the best Renaissance artists because, in her words,
‘they both touched the world and our hearts with
their beauty’

“The common language of Core Knowledge
spreads beyond the school and out to our families
and community. Siblings talk about what they are
learning. One boy said, ‘My little sister was learning
about the Maya. I knew a lot from what we studied
so I helped her and now she is the smartest in the
class!’

“Parents have noticed and have taken an interest.
Our dine-a-versities, which are held in the evenings
and include a meal, are attended by hundreds. Par-
ents, grandparents, and other family members come
to learn about and to share what the children are
learning.”*

Test score results bear witness to the teachers’ ob-
servations. Children enter the school below grade

level—often at the 20th and 30th per-
centiles—on nationally normed tests—
but by the time they finish fifth grade,
they've caught up; they're at grade
level or above.

Writing in a new journal that em-
anates from Johns Hopkins University,
a San Antonio school district evaluator
recently reported that “...the results
from the Hawthorne students in grades
three through five in writing, reading,
and mathematics are very encouraging.
Although Hawthorne students tend to
be more at risk of failing academically
than are students in the district as a
whole, because of the larger percent-
age of economically disadvantaged and
LEP students, snapshots indicate that
the school has succeeded in raising
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achievement levels beyond the aggregate performance
of all other elementary schools in the district.... The
data appears to indicate that, despite the early depriva-
tion that makes itself apparent to the teachers of chil-
dren who enter school far below the academic stand-
ing of their more advantaged peers, potential failure to
thrive over time can be ameliorated for children of
teachers committed to the principle put simply by
[E.D.] Hirsch that knowledge does, in fact, build on
knowledge in rather dramatic ways.*

In the pages that follow, we present an interview
with Maria Espinoza, a first-grade teacher at
Hawthorne, and a display of photos showing what life
and work look like at this extraordinary school.

—EDITOR

1. “Hawthorne Elementary School: The Teachers' Perspective.” by
Debra Mentzer and Tricia Shaughnessy. Journal of Education for
Students Placed at Risk (JESPAR), Vol. 1, No. 1, 1996. Lawrence
Erlbaum Associates, Inc., Mahwah, NJ.

. Ibid.

o

3. “Hawthorne Elementary School: The Evaluator’s Perspective,” by
Gail Owen Schubnell. Ibid. p. 39.
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First-graders construct
their own canopic jars,
as part of their study of
Ancient Egypt.

———

Scottforcsmon

Abowve: Fifth-graders pre-
pare for a performance of
Macbeth. Left: Teachers
meet regularly by grade
level to share materials
and ideas. Common
grade-level planning time
is a key ingredient in the
successful implementa-
tion of the Core Knowi-
edge curriculum.
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The visual arts command an important place in
the Core Knowledge curriculum. While much of
the work in art in the early grades is in the form
of creative doing—drawing, painting, working
with clay—children are also taught bow to see art
in an informed and active manner. Students at all
grade levels consider the technical concepts and
terms associated with the generally recognized el-
ements of art—color; line, shape, light, texture,
and space—and study specific works of art as il-
lustrations of the concepts and terms introduced
at each grade level.

The art curriculum is usually integrated with
the students’ other subject matter. Above are first-
graders’ cave drawings, part of their study of an-
ctent civilizations. To the right are Chinese fans
made by second-graders to complement their
study of the culture of China.
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“Since religion is a shaping force in the
story of civilization,” explains the Core
Knowledge Sequence, “[the curricu-
lum] introduces children in the early
grades to major world religions.... The
goal is to familiarize, not proselytize;
to be descriptive, not prescriptive. The
tone should be one of respect and
balance. No religion should be dispar-
aged by implying that it is a thing of
the past. Any one of the religions
studied may be important in the life of

a student.”

The above display comes from
Sandra Zapata’s first-grade class.
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TEACHER WELCOMES
DEFINED, RICH
CURRICULUM

ARIA ESPINOZA has been a teacher for twenty-
three years. She taught fifth-grade, then first, then
fifth again, and now is back with first. This is her sixth
year at Hawthorne Elementary School. She also serves
as the building representative at her school for the San
Antonio Federation of Teachers.
This interview was conducted by Liz McPike, editor
of the American Educator magazine.

American Educator (AE): Before your school
adopted the Core Knowledge curriculum, to what ex-
tent was it true that one fifth-grade teacher might be
teaching one topic and another fifth-grade teacher
might not cover that topic? How much variation was
there among the classes?

Maria Espinoza (M.E.): We all had the same text-
books, but if you want to stay a week with Native
Americans, do that. If you want to spend six weeks
with Native Americans—that’s all right, too. It was at
the teacher’s discretion. Would anybody know? Would
it make any difference? The teachers the following
year, they were going to do their own units, they were
going to take up their own topics.

For example, when I taught fifth-grade, there were
three fifth-grade classes. I didn't know what the
teacher down the hall was doing. She had her agenda
and I had mine. I liked American history—both the
early period and the Civil War period, so my students
were receiving that information.

AE: But one teacher might decide that she is more
interested in science and she might spend, say, a lot of
time having students study the rain forest.

MLE.: That’s right. That's how it worked. One class
of students might know all about rain forests, but not
much about Benjamin Franklin.

AE: What were the implications of all of this?

ML.E.: Well, as a student travels through the grade
levels, what if the next grade teacher wants to do rain
forests again? Because that’s what she likes to do. Then
the student gets it twice. There was a lot of repetition,
and there were a lot of holes.

I remember being at my other school and when the
students came in at the start of the year, it was almost
like starting from the beginning. We had no way of
knowing where they had been or where they are. The
advice we all went by was to assume nothing. We
couldn’t be sure what they knew. “Assume that they
know nothing”—that doesn’t sound good at all any-
more, now that I look back at it. Now, with our Core
Knowledge curriculum, when students come to me or
when I send them on to the next grade, we can count
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on all of them knowing certain things. And then we
can build on that, in a carefully sequenced progression
of knowledge.

AE: What will your students know when they leave
first grade? Just off the top of your head, give us a fla-
vor. What can the second-grade teachers count on?

M.E.: Oh my, let’s see. They will know about the
cave-dwellers, the Mayans. They will know about
Egypt, the pyramids, King Tut, the Boston Tea Party,
Benjamin Franklin and Paul Revere’s ride. They will
know about the ancient Aztecs; they will know they
were a civilization with cities and government and sci-
ence and trade. In science, they will know about land
formations, animal habitats, the parts of the earth—the
core, the mantel, the crust. They will know about vol-
canoes and molecules. They will know their seven
continents, they will know the habitats of major ani-
mal groups on different continents. They will have put
together a world atlas. They will know how to take a
non-fiction book and use the index and table of con-
tents of that book. That’s just a very partial list; they
will know a lot.

AE: And at the same time, they’re learning to read
and write and add and subtract and all the basic skills
that go with first grade.

M.E.: Absolutely! Never drop that. What's different,
though, is that, in their reading, for example, we talk
about core information. We made a basal reading book
based on the people and culture of Mesopotamia:
“They learned to judge from their friend King Ham-
marabi. They learned to paint from their friends the
berries.” Wherever we can, we tie their reading to in-
teresting information, as well as to good literature.

AE: I'd like you to take a look at this document,
“The Essential Elements for Elementary School:
Prekindergarten-5th Grade, San Antonio Independent
School District” It’s like a “scope and sequence,” orga-
nized by grade level. Read me one of the items from
the first grade list and tell me what kind of direction it
might give a teacher.

ML.E. Well, here’s geography. It says, “Knows basic
geography skills concerning direction and location.”
(Laughing) I don’t know. You would probably turn to a
textbook and talk about your school—where it is, the
streets, your own home, places you go to in the com-
munity, that kind of stuff. And under history, it says
“learns concepts of time." That's the only item listed.
What do you do now? “Concepts of time.” Like, how
far back? Yesterday? Weeks? In fact, I know what
they're getting at here. Concepts of time have to do
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with the days of the week, the seasons, how many
weeks in a year. That's what it is. That’s time. (Reading
from the document) “Political science: learns pledge
of allegiance and the National Anthem.” This is it. You
see, with the Core curriculum, we discuss the concept
of civilization, what makes something a civilization,
the six signs—government, trade, cities, etc.

And look at this: Under social studies skills, the only
item is “Recognizes cause and effect relationships.” I'm
trying to think, before “Core,” what I would do with
that. I guess I would look for something in reading,
some kind of workbook skill on cause and effect and
try to tie it in. “This happened because...”

AE: Sounds pretty empty compared to what you
teach now.

MLE.: It’s just so limited, when we know that six-
year-olds can do so much more.

AE: | suppose some teachers would say that a spe-
cific, defined curriculum is confining. What'’s your feel-
ing about that?

M.E.: First of all, in my opinion, to be given a two
hundred to three hundred-page textbook and let loose
to more or less do your own thing is really a lot more
difficult than being given a very specific body of
knowledge and skills that you are expected to teach
and the children are expected to learn. And I think a
lot of teachers want this kind of stability, this struc-
ture. This is the amount you cover, this is what you
cover. And after that, we move on, go on to the next
unit. I think teachers want flexibility in the way we
present the material—and that should always be—no
one is tied to any single way of presenting their mate-
rial. But we are talking content.

For example, take the curriculum I'm responsible
for this year, the first-grade curriculum. I've got a nine-
week period, a time frame, and I know what I'm sup-
posed to do in that time frame, and I feel secure that
I've set aside this many days for this topic, this will
take a week, this will take two weeks, we'll do this at
the end of this grading period and then work to get
that done. Whereas, I think before, it was, “Well, I've
got a whole year and I've got this textbook and wher-
ever I want to go.” That was a lot harder. Now, with
the curriculum set, my energy is free to concentrate
on the best way to help the children master the mate-
rial.

AE: What impact has this specific, common cur-
riculum had on the way teachers relate to each other?

M.E.: Well, going back to your question of do we
find it confining: If anything, it has brought us out of
our confinement. Before, weren't we just an island in
our classroom, so far off from everyone else, so far
away? With Core Knowledge, we have to come to-
gether: “What did you find on Egypt? Well, this is what
I found.... What did you find on the Aztecs? This is
what I have.... Do you want to use it?” I think we all
just like getting together and sharing this information.

First-grade teacher Maria Espinoza is surrounded by
ber students, some of whom are costumed for a presen-
tation to parents and other visitors.
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This idea of sharing the Core Knowledge has become
kind of a motto. It just comes, it’s a natural kind of
thing. “What do you all have...let me see what you
have, let me show you what I've found.” We work to-
gether. There is a lot more collaboration.

AE: This curriculum you’re teaching is so much
richer than the standard first-grade fare in most school
districts. How do the children respond?

M.E.: Well, you can see how excited my first
graders are about Ancient Egypt and how the pyramids
were built and how the mummies were prepared.
They love the big words and the feeling of grown-up
knowledge. And it’s just all very interesting—interest-
ing to learn, interesting to teach.

I do want to mention one aspect that was very ap-
parent in my fifth-grade class. The Core Knowledge
curriculum had a big impact both on their writing and
on their reading habits.

Before Core, they would typically have a writing as-
signment from the language book. “This is what you
write about,” and that didn’t excite them. It was like
pulling teeth. Or it was something from their personal
experience: “What I Did on My Summer Vacation,” or
what did you do when you went roller skating, or here
is a picture, tell me something about that picture. So
we said, let’s take the core information and plug it into
persuasive writing, into narrative writing. Now they
could actually write about something we had talked
about or studied. Shakespeare: They went back in time
and took a Shakespeare story—for example, Romeo
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and Juliet—how would it have been different if there
hadn’t been a Juliet? Or I might tell them, “You are
Don Quixote, go on a second quest.” Or, “You are an
ancient Mayan ball player, or a Mayan princess: tell us
about that.”

As for their reading habits, there has been a tremen-
dous change. Before the Core curriculum, the class
would go to the library and they would come back
with, say, books on how to draw cartoons. Or sports—
that was the boys’ favorite; that and the drawing of air-
planes. But since we started using the Core, we have
done a study—our librarian has done a printout for
us—that shows that the students are picking out li-
brary books that pertain to the information they are
learning in the classroom. “Do you have a book on
Egypt?” We don’t tell them what to get, it’s their li-
brary time, take the pass. And they come back with
books on atoms, the molecular structure, Michelan-
gelo, the Renaissance times. They're putting together
those kinds of things on their own. They would go
down and get that book and bring it up and they were
so proud—“Look at this, look at what I got” That ex-
citement about picking out a library book: We hadn’t
seen that before. Our librarian was amazed: “Look at
what they’re checking out now.”

AE: The teachers meet by grade level on a regular
basis, don’t you?

M.E.: Yes, we do. We've been able to arrange the
schedule so that we can meet together every other
week for a class period. A lot of times, we look at the
curriculum...where we are, what we need to cover.
We look at the state requirements...for example our
TASS (our state skills test)—what do we need to do in
that, how do we tie our basic reading program in with
the Core?

The meetings give us a set time to come together—
what do we have, where are we going with this, are
we on schedule, what else do we need to cover, are
we going to make it? It's like a working document—
these units that we have. Maybe this didn’t work, let’s
try something else. The opportunity to talk about
what we do in our class with someone that we work
with is a great advantage.

AE: And you can only do that because you are
working on the same topics. When you were working
on different topics, there wasn’t much in common?

M.E.: That’s right, there was no common ground
and there was a feeling of isolation. I really think that’s
what it was. Unless you had a principal come in and
say, “You must do this” ... but they don’t do that. They
keep it open, to be flexible. But there are some things
we shouldn’t be flexible with, and that’s content. Be-
cause if we are, the children lose out. The flexibility is
not worth the price that we pay.

With the Core curriculum, the other teachers are
counting on me and I'm counting on them to each do
our part of the spiral, to keep it going so that, when
our students leave this school they will be an all-round
kind of kid and they can go anywhere they want to—
that’s the whole point. You can travel and go any-
where you want to and you're going to know some-
thing. L]
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Baltimore, Maryland
CURTIS BAY

ELEMENTARY SCHOOL

This currzculum unites the Jamily’

ROM THE outside, Curtis

Bay Elementary School in
the city of Baltimore has a
somewhat bleak look to it—
no fancy playground or well-
tended soccer fields like one
finds in the suburbs. The stu-
dent population is diverse,
but primarily white and pri-

placed by the bustle of
activity and enthusiasm
and by beautiful displays
of student work. The
school introduced the
Core Knowledge cur-
riculum only a little
more than a year ago.
but already the change is

marily low income; 70 per-
cent receive free or reduced-price lunch.
But walk inside Curtis Bay and the bleakness is re-

Inspired by a Core Knowledge conference, fifth-grade
teacher Paula Myers introduced the idea of the
Core Curriculum to Curtis Bay Elementary. Here she
leads ber class in a discussion of Shakespeare’s A Mid-
Summer’s Night Dream.

“I think that for a long time we’'ve played down to
children, we haven’t given them rich materials to work
with. In literature this year we did Shakespeare’s A Mid-
summer’s Night Dream, and at first when I looked
through the book, I thought, ‘Oh Dear. It's a romantic
comedy where you have couples falling in love with
each other because of the magic
potion that this one fellow puts  s=g
in their eyes. And there are so
many characters in it, I thought,
‘Oh gee, I don’t know if fifth
grade is going to be able to han-
dle this! Well, they loved it. They
loved it. They got a kick out of it
and they understood it and, of
course, we acted out part of it
in a play, and then I got
the children’s classic
version on video,
which enhances it for
them. We had already
done background
work on Shakespeare,
the Elizabethan era,
and English life during
the Golden Age. The
students had built cot-
tages and castles and the-
aters, I overheard them

'u
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palpable. In the pages
that follow, we hear from some of the voices at Cur-
tis Bay.

speaking in Shakespearean language: ‘Doth thou want
to go to lunch with me?’

“We're just now starting to get to the point in educa-
tion where we should be, in terms of content, process,
and dimensions of learning. I think this should have
been done twenty years ago so that by now it would
be refined. It seems that we are still having these dis-
cussions about what should be taught in each grade
level and how we should do it. We need a national cur-
riculum— they know the ways to teach reading, writ-
ing—it’s like, ‘Polish it up and get it done.”
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“We have this little conversation
about what I did at school, and it
seems like I just go on and on and
on, because we did so much stuff.”

Editor: “I know you use a lot of other materials, too, but as a basic outline of what you're learning this year,
you're using the book, “What Your 5th Grader Needs To Know." 1 understand you took the book home and
showed it to your parents? What did they think of it?”

Shannon: “They thought it was really good for 5th graders. My mom gave my teacher, Ms. Myers, a note ask-
ing how to buy one of these for herself, because my mom wants me to grow up and be rich and smart. And my
dad said he'd like to have one of these books, too, because sometimes when he has troubles with my brother
with his homework or something, he can help him. They want their own copy so they can read it and practice it
over with us.”

Editor: “And how about your parents, Kristina?”

Kristina: “My mom was really excited about that book, and she wanted to get a 6th-grade one for me to prac-
tice over the summer to get ready for 6th grade next year, and she wanted one for my brother, too—he’s seven.
She’s really excited and she wanted me to learn more and work with the book a lot and she’s really happy. She
looked at it and she read some stuff and she was really into it, because it has so much information in it”

Shannon: “It’s a little complicated but once you get used to it, it'’s not so hard. And it’s very interesting.”
Editor: “Does learning interesting stuff make you more excited about coming to school?”
Kristina & Shannon: “Yes!”

Shannon: “Even when I'm really really sick, I tell
Kristina Baker my mom I'm not staying home, I have to come to
5th Grade school. I want to learn. Last year I was really sick near Shannon Frock
j Christmas time—it was almost time for Christmas 5th Grade
break—remember, Krissy? And my mom said I was stay-
ing home. I said ‘Mom I have to go to school....if you
_ want me to grow up and be smart then I have to go
) to school and learn. And she said okay and she
called my grandma to drive me to school.”

Editor: “Sometimes when you go home at
night, do you talk to your parents about what
you've learned that day?”

Shannon: “Yes. They say, ‘How was your day
at school?’ and I say, ‘Just fine!" and we have this
little conversation about what I did, and it
seems like I just go on and on and on, be-
: cause we did so much stuff and I just
A have to tell everything.
“When I get up, I get up
at 5:30 in the morning
and get ready. We have
to get up at 5:30 be-
cause we have to get
to our grandma’s
around 6:30 because
my mom has to
work. I leave for
school 15 minutes
early—1I start walk-
ing—and nobody
has to call me and
tell me it’s time.
I'm already out
the door and
ready to
roll.”
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This Globe Theater was made by Dana Coker,

Grade 5.

Ruth James, the librarian—who also manages
the Core Knowledge Resource Room, teaches sec-
ond graders about the Kwanzaa celebration.

“I love the Core Curriculum because it allows the

teacher to be very
creative. It allows
the teacher to ex-
plore and share a
wealth of informa-
tion. And the con-
tent is fabulous! I
can take these
second
graders and I
can work
with them on
a level that
may be what
4th and 5th
graders
would get

if it were
just a regu-
lar curricu-
lum.”

Knowledge builds upon knowledge: In second grade, stu-
dents recetve an overview of the major parts and func-
tions of the buman body. Building on this in the third
grade, they delve more deeply into the nervous system and
how the buman eyes and ears work. In the foreéround, a
third-grader displays a drawing of the parts of the eye.




”

Mary Minter, the principal
“The parents are very excited
and much more involved in
their children’s education
than they used to be. 1 re-
call one parent telling me
that they were playing
‘Jeopardy’ and there was
a question about the Great
Lakes and her son, a
kindergarten stu-
dent, answered the
question. I don’t
know if they
asked what is
the biggest
lake or
what, but
he was able
to yell out
the answer.
‘Now I
know that
has to be
wrong, he
doesn’t
know
that,
she

A third-grader is anxious to add her voice.

thought to herself, and it turned out she was shocked
that that child knew that answer and she had not a
clue of what was the biggest lake. That type of thing,
coming from a kindergarten student, really excites par-
ents. And, as another example, the children are able to
talk about the voyages that Columbus made. Before,
they knew about Columbus, but they could not tell
you the voyages he took, how he got where he was
going, what route, what direction, what continent—
that kind of detail. They know about the states, not
just that this is Maryland or this is a particular state,
but what’s important in that particular state—what are
the attributes. They can really get detailed about what
is going on — not just a state on the map anymore.

“The children’s attendance has also improved; they
want to be here.

“Through our newsletter, we inform parents all the
time of what we are doing and what the class is doing
so they are kept abreast of what's going on. Also, the
teacher sends home on a monthly basis a project that
the child will be working on and gives parents ideas of
things they can do to help the child get a stronger
knowledge of what they’re studying in that particular
subject area.

“The students have more to say to their parents now
about what they learned at school. They talk around
the dinner table now. Usually you ask the child, ‘How
was school?’ ‘Fine.! That'’s it. There is usually no con-
versation. Now the children go home and really talk
about all this because this is really interesting. Yes, it
unites the family. If nothing else, this curriculum
unites the family”
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Test Scores Rise, Enthusiasm Abounds

ESEARCHERS FROM Johns Hop-
ins University and the University

of Memphis are conducting a multi-
year study of a number of Core
Knowledge schools. That study has
not been completed, and the quanti-
tative test score results are not yet
available. However, a first-year “quali-
tative report” is in circulation; it is
based on school and classroom obser-
vations, focus groups, interviews, and
questionnaires.

Regarding the benefits of the Core
Knowledge program, this qualitative
report is decidedly positive. The com-
mon curriculum is working as it
should: “Core Knowledge appears to
lessen the need for reteaching con-
cepts at the beginning of the school
year.” Teachers report that students
are more interested in learning: “Over
and over again, educators told us that
their students are much more excited
about learning since they began
teaching Core Knowledge.” In addi-
tion, the report concludes, the chil-
dren are also reading more, especially
non-fiction.

Core Knowledge also seems to in-
vigorate teachers. The Hopkins study
found a significant increase in teacher
interaction: “*We probably have at
least one formal meeting a week, and
maybe five or six other informal
meetings in the hallways, talking
about where we are....We share our
resources, and we share ideas.”
Teachers also reported that Core
Knowledge made their own work
lives “more interesting and exciting;”
and rather than waning—as often
happens with new programs—this
enthusiasm “increases over time as

teachers attain mastery of the curricu-
lum.”

Although no large-scale quantita-
tive results are yet available, studies
have been conducted of achievement
outcomes, as measured by standard-
ized test scores, at individual Core
Knowledge schools. One of the most
interesting studies centers on the Paul
H. Cale Elementary School in Albe-
marle County, Virginia. Bearing out
E.D. Hirsch’s prediction that a com-
mon, rigorous curriculum would be
especially beneficial for disadvan-
taged students, a statistical analysis
shows that the the gap between stu-
dents of low socio-economic status
and others is narrowing. Approxi-
mately forty percent of Cale’s stu-
dents qualify for free or reduced-price
lunch. The diagonal lines in Figure 1
represent the best prediction of the
percentage of low-income students
who would score above the 50th na-
tional percentile on standardized tests
(in this case, the lowa Test of Basic
Skills).! As the dots on the graph indi-
cate, most of the district’s elementary
schools performed within their pre-
dicted range. Only one school—
Cale—stood out dramatically from
the rest, far above what would be
predicted by the socioeconomic com-
position of its students. “We can
show that over the last four years,
which happens to be when we imple-
mented Core Knowledge,” says Cale
principal Gerald L. Terrell, “our
scores for all students have consis-
tently gone up, especially in social
studies, science, and math.... We are
scoring well above the national
norms in social studies, above the

75th percentile.... Our scores defy
what you might expect.”

Figure 2 shows how students at
Hawthorne Elementary School in San
Antonio, Texas compare to students
in the other 65 elementary schools in
the San Antonio district on the Texas
Assessment of Academic Skills Read-
ing Performance (TASS).? [For a
broader discussion of the Core
Knowledge program at Hawthorne,
see pages 9-16.] As the author of the
Hawthorne study commented, “[The
graph] illustrates that although dis-
trict reading performance is generally
consistent across grade levels with a
student pass rate of about 55%,
Hawthorne’s results show a steep in-
crease in the reading pass rate at con-
secutive grade levels. At Grade 3,
Hawthorne’s pass rate of 34% is well
below that of the district. By Grade 5,
however, Hawthorne’s 67% pass rate
far exceeds the district’s 56% pass
rate.... Although Hawthorne students
tend to be more at risk of failing aca-
demically than are students in the dis-
trict as a whole, because of the larger
percentages of economically disad-
vantaged and LEP students, snapshots
indicate that the school has suc-
ceeded in raising achievement levels
beyond the aggregate performance of
all other elementary schools in the
district.” —EDITOR
' “Core Knowledge Sequence Credited in Test

Score Boosts,” by Michael Marshall. Common
Knowledge (Fall 1996). The Core Knowledge
Foundation: Charlottesville, VA.
* “Hawthorne Elementary School: The Evalua-
tor’s Perspective” by Gail Owen Schubnell.
Journal of Education for Students Placed at

Risk (JESPAR), Vol. 1, No.1, 1996. Lawrence
Erlbaum Associates, Inc., Mahwah, NJ.
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STANDARD CURRICULUM

he pages shown here are typical of the social stud-
ies curriculum for most second graders in the
country. These excerpts happen to be from the new
1997 Houghton Mifflin second-grade social studies
textbook, Work Together. We don’t mean to pick on
Houghton Mifflin; other textbooks are similar. Thou-
sands and thousands of teachers are given books like
these and told to teach from them.
Not only are the contents vacuous and boring—is
there any child who finds this interesting? informative?
useful?—but they jump from one topic to another in a

Our Needs and Wants

Needs are things people must have to live.

We all need food to cat. We need clothes to wear.
We need shelter, or cover, for protection.

We also need love and friendship. Needs are

the same for everyone all over the world.

scattered, disjointed fashion that makes it difficult for
even an adult to find the thread.

Some very rudimentary map skills are introduced,
along with a basic introduction to the dictionary and
how a library is organized, and there is a strangely un-
connected smattering of history scattered throughout
the book—something on the founding of Pittsburgh, a
few pages on the Pilgrims, a history of “Earth Day,”
two pages on Canada and two on Mexico (approxi-
mately fifty words each). But the overwhelming im-
pression one is left with is that this curriculum

Wants arc important too. Wants
are things we would like o have.
Different people have different
wants. What do you want?

51

People do not always have everything they
need or want. Throughout time, people have
had to use things that were easy to get. People
must also choose what they can afford.

In 1627, Plymouth Plantation was a village
in Massachusetts where families worked
hard 1o get what they needed. Pilgrims
grew their own vegetables, milked their
goars, and hunted for mear and fish.

2 N

Plantation

I

Y

In Plymouth today, people have an easier time
finding food, clothing, and shelter. People still
grow vegetables. They can also buy food in

supermarkets or go to a restaurant.

22 AMERICAN EDUCATOR

WINTER  1996-1997



NDERESTIMATES STUDENTS

“teaches” children very little that they don’t already
know or will pick up by osmosis.

In contrast, here are the topics that Core Knowl-
edge second-graders are taking up in the World Civi-
lization (“Early Civilizations and History of World Reli-
gions: Asia”) section of their social studies curriculum,
which builds upon what they learned in first grade:
the geography of Asia, including the location of Russia,
China, India, Japan, Korea, and Vietnam; India, includ-
ing the Indus and Ganges Rivers, the caste system, Hin-
duism, and Buddhism; China, including the Huang He

RULES™Y

Every day you follow rules in school.
You are probably following more than
one rule right now!

Rules tell us what to do and what
not to do. They help us get along
with one another. The leaders of
our school, community, and country
make rules to help people live and -
play together safely. Can you telk \»\'-
what rules are being followed in '\ \\ \
this community? N
Stop signs and
traffic lights are

Crossing guards make N —
sure crosswalks are safe,—

and Yangtze Rivers, Confucius, ancestor worship, Qin
Dynasty, Great Wall of China, the importance of silk,
inventions—such as paper and the seismograph, and
the Chinese New Year. In addition to these topics, stu-
dents also study aspects of modern Japan, plus sec-
tions on American government; American history from
the War of 1812 through the Civil War; immigration,
cities, and citizenship; civil rights; and geography.
Some are skeptical that young children can master
such an ambitious curriculum; but in fact, they do it
and have fun doing so. —EDITOR

A region is a place that i
<

are many types of regions.

They can be different sizes and shapes.

When you put a chalk or a

string circle around you on the ground,

you make a very small region of

your own. Your classroom is a second

grade region. Where is the

playing region ar your school?

people create and name. There = e

Can you think of some larger regions?
The part of a community where there
are many stores is a shopping region.

A country is a very large region.

A region can include people, places,
things, or even plants and animals.
The colored part of the map 1s the
region where the striped skunk lives.
Where is this region? What name
would you give it?
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Fort CoLLINS, COLORADO
(Continued from page 8)

helix, Niels Bohr, and supernovas in the sixth. The
mathematics curriculum is traditional but rigorous,
moving into introductory algebra and geometry by the
sixth grade. Art and music are not extracurricular ac-
tivities but part of the sequence. Students, for exam-
ple, may study the work of Matisse and O'Keeffe and
then be asked to emulate their style.

In all, it’s a roaring avalanche of material. And the
kicker is that the sequence is supposed to make up
only 50 percent of the school’s curriculum. The rest is
up to the teachers. The introduction to the 262-page
manual for the Core Knowledge Sequence states that
teachers have “the freedom to decide what to teach
beyond the sequence, and how best to teach it.” At
Washington, however, the teachers acknowledge that
the sequence itself is, in reality, all-consuming.

As overwhelming as the scope of the sequence may
seem, there is no question that it has made the Wash-
ington Core Knowledge School a local phenomenon.
In 1993, the school opened with 125 students in
grades K-4. Two years later, it enrolled 408 students in
K-6. And now parents are lining up. The waiting list
currently tops 200, with some parents trying to sign
up their unborn children.

Just what has made the school such a draw? Wash-
ington parents say it has a lot to do with the nasty
“curriculum gaps” at other public schools. Their
school, they say, has closed gaps that are widening to
chasms elsewhere. “When my son was in the eighth
grade, I happened to ask him when the Civil War was
fought,” Terry Resse, Washington’s office manager and
unofficial spokeswoman, said shortly after she greeted
me in the school’s office. “Well, he said he didn’t
know but that he would probably get to that in the
next year or so. Somehow he had missed it.”

As people like Resse tell it, such gaps are the in-
evitable consequence of schools permitting their
teachers to teach pretty much whatever they want.
“Another of my sons had a teacher who went off to
Japan, came back, and then said, “Wow, I'll teach
Japan,” Resse said. “Well, in this curriculum if you
want or need to teach Japan you may need to change
grade levels, because at this school knowledge is de-
signed to surface at a specific time in a student’s ca-
reer. This is not a student-centered curriculum; it’s
‘Here’s what you're going to learn m(fay.‘"

The sense that the curriculum at the majority of
public schools has become an informal, hit-or-miss af-
fair is pervasive at Washington. “The district has a gen-
eral guide as to what children will study but no cut-
and-dried list on what needs to be taught year after
year,” said Sandy Ernest, who moved her two children
to Washington after becoming disenchanted with their
previous school. She described that school’s curricu-
lum as a kind of movie house that liked to show the
same matinee week after week. “You can do dinosaurs
in first grade and then do dinosaurs all over again in
second grade and even in the third,” she said. “Here,
on the other hand, we know exactly what our children
are getting. My daughter, for instance, is studying
Egypt in first grade, and I know she won’t get the
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same information about Egypt again next year.”

Ernest, who runs orientations for parents looking
into the school, said, “I'm seeing parents who don’t
want to take a chance on what their children will learn
from one year to the next. They want a curriculum
that will keep the children within parameters they
like.”

Ernest’s belief that the curriculum was more rigor-
ous in “the old days” is one shared by many parents at
Washington. Gale Dunn, a scientist who spends almost
twenty hours a week working as president of the
school’s site-based council, said he remembers reading
The Iliad and The Odyssey in the fourth grade and ac-
quiring a solid foundation in math and science, even
though he attended school in a sparsely populated
mountain town. For him, then, the Core Knowledge
Sequence wasn't really new; putting it in place, he
said, was rather like going “back to the future.”

“Back to the future” means, among other things, re-
versing grade inflation, which has allowed C’s to be-
come B’s and B’s to become A’s. At Washington, an A is
a genuine mark of excellence rather than a way of pro-
moting self-esteem. “If a kid at this school is asked
how he’s doing in school, he won’t just say, ‘I got an
A;” Dunn said. “He’ll say, ‘I got a Washington A, be-
cause people in this community then know it really
means something.”

Washington teachers share the parents’ belief that
the public school curriculum has been allowed to
erode. Veteran fifth grade teacher Susan Schlingman
first visited Washington two years ago, under orders
from her principal at the time to bring back some
good ideas. The principal’s plan backfired, Schlingman
liked what she saw so much that she decided to jump
ship and join the Washington staff.

“What appealed to me in the curriculum, which in
this district is ‘washed away,” said Schlingman, whose
long red hair, coupled with the peasant dress she was
wearing, gave her a faint counterculture aura. “A lot of
teachers just like to teach what interests them, which
is okay with the district as long as they teach certain
skills. As a result, kids may get the rain forest three
years running if that’s what interests their particular
teachers. Teachers who go to a Core Knowledge
school, on the other hand, know they're not just sign-
ing a contract to teach math or history form 8 to 3:30.
You're also making a promise to teach this content—
content you will not skip just because you want to.”

One aspect of the sequence that Schlingman and
her colleagues particularly like is the way it spirals up-
ward, so that what is taught at one grade level is ex-
panded upon—though never merely repeated—in a
later grade. When students begin studying the Civil
War in the second grade, for example, they learn about
the controversy over slavery, Harriet Tubman and the
Underground Railroad, Abraham Lincoln and the
Emancipation Proclamation, and how all of these
things pertain to the broader conflict between the
North and South. In the fifth grade, the students study
the vicissitudes of the war itself, beginning with the
shots fired at Fort Sumter through the Union victory at
Vicksburg and the eventual surrender at Appomattox.
This scrutiny of the Civil War circles back to an exami-
nation of race and the often-torturous quest for equal-
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Fifth grade teacher Susan
Schlingman liked what she saw so
much that she decided to jump ship
and join the Washington staff.

ity, as the students learn about the Gettysburg Address
and then Reconstruction, from which rose the Ku
Klux Klan and vigilante justice.

Schlingman emphasized that the sequence was
made up not of disparate elements but of dovetailing
components. For example, students study the U.S.
Constitution only after studying the Enlightenment so
that its influences can be clearly traduced.

Core teachers say the spiraling, or recursive, nature
of the curriculum promotes an ever-deepening engage-
ment with the subject. In other schools, students may
cover a subject thoroughly, but only in the course of a
single year. They are likely to get American history in
the fifth grade but then have no further exposure to
the subject until the eighth grade. The child who
moves to town in the fifth grade, or is ill or simply out
of touch, may be out of luck—his or her “American
history gap” may never be bridged. At Washington, on
the other hand, a subject is not so much covered as re-
peatedly traversed, the student exploring the land-
scape from myriad perspectives.

This all sounds impressive, assuming, of course, that
the teachers themselves have a firm grasp of the mate-
rial contained in the sequence. I spent an hour looking
through the sequence and found that I had only a
scant familiarity with many of its topics. I asked
Schlingman if teachers wanting to use the sequence
wouldn’t first have to spend a great deal of time re-ed-
ucating themselves.

“Absolutely,” she said. “I myself did a phenomenal
amount of research last year, studying everything in
the fifth grade curriculum. The problem is that we
teachers are, in college, inundated with methods, yet
there’s almost no emphasis on being educated your-
self. It’s like being asked to take care of flowers with-
out knowing much about them. Sticking them in the
ground and watering them is not enough; you have to
know what’s special about each kind of flower if
you’re going to make it grow.”

Because there are no textbooks that encompass the
Core Knowledge Sequence, teachers at Washington
and other Core Knowledge schools have to track
down their own instructional materials to use with
their students. Schlingman, for one, spent much of one
summer in the library, gathering a diverse collection of
resources that she could spin into her lessons.

Monte Peterson, assistant superintendent of the
Poudre public school system, which includes Fort
Collins, and district officials and board members were
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initially skeptical about the ability of teachers to learn
and present such a comprehensive curriculum. But ac-
cording to Peterson, teachers rose to the occasion. In
fact, he says, the school has been so successful and be-
come so popular with parents that the district now
plans to open a middle school incorporating an ex-
tended version of the sequence.

“Washington Core has helped us set the bar higher
and focus more intently upon academic rigor, Peter-
son said. “And parents like the fact that the sequence
is clear and crisp in terms of what their kids should
know. It’s free of the jargon educators like to put out.
In fact, we're rewriting the district curriculum now so
that it has that kind of clarity”

C ULTURAL LITERACY, the book that led to the
creation of the Core Knowledge Sequence and
schools, is one of the best-selling education books of
all time. An immediate success when published in
1987, it appeared on the bookshelves of hundreds of
thousands of parents and catapulted its author, English
professor and literary critic E.D. Hirsch, to instant
fame.

The book’s popularity can perhaps be traced less to
its title than to its subtitle, “What Every American
Needs To Know,” and cover blurb, “Includes 5,000 es-
sential names, phrases, dates, and concepts.” Indeed,
many book buyers undoubtedly flipped immediately to
the back of the book to see just what on that list of
5,000 might ring a bell. Cultural literacy, as an educa-
tional approach as well as a book title, became indeli-
bly associated in the popular imagination with a high-
octane game of Trivial Pursuit.

While this may have given the book a great boost in
terms of marketability, it distracted readers from
Hirsch’s central message, which has little to do with at-
taining glory at a cocktail party of would-be literati. In
simplest terms, what Hirsch wants to tell us is that
learning begets learning. If you know nothing, you will
find it very hard to learn something. If, on the other
hand, you know a little, you can learn a little more,
until you finally get to the point where you know a lot.

By knowing a lot, Hirsch does not mean a thorough
knowledge of his list of 5,000, or any other list for that
matter. He knows that’s impossible, and unnecessary,
too. What he wants us to acquire, rather, is a general
familiarity with the kinds of cultural knowledge he
considers essential for an educated American to have
at the close of the century. But the word “essential” is
a bugaboo. What, we may well wonder, gives Hirsch,
or anyone else, the right to decide what everyone
needs to know?

In both Cultural Literacy and his later works,
Hirsch answers the question of what’s “essential” in
two ways. First, and most obviously, what’s essential is
what makes further learning possible. (Learning begets
learning.) If you know something of the world’s geog-
raphy, you'll be able to understand broad climatologi-
cal trends and their impact on countries’ economics. If
you're familiar with the outlines of the U.S. Constitu-
tion, you'll be able to follow contemporary political
debates about citizens’ rights. If you have a good com-
mand of basic mathematics, you'll be able to tackle
trigonometry and calculus down the road.
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Somewhat more subtly, Hirsch also argues that
what’s necessary is knowledge—or basic cultural liter-
acy—that enables citizens to communicate with one
another in more than a superficial way. If we are to
keep our nation from disuniting, we must know cer-
tain things in common. First graders should become fa-
miliar with Aesop’s Fables not just because they are
important morality tales but because many of our com-
mon expressions, such as “sour grapes” and “cry wolf
are derived from them. Sixth graders should learn
about Ancient Greece so they understand the influ-
ence the polis had on the development of modern
democracy.

For Hirsch, then, school should primarily be about
the transmission of specific knowledge that will, ide-
ally at least, be shared by students of all religions,
races, and economic classes. Such is the precise mis-
sion of Core Knowledge schools like Washington.

The sequence, which all the Core Knowledge
schools have in common, is somewhat different in
focus from Hirsch’s original list of 5,000. Put together
in 1990 by dozens of teachers, scholars, and scientists,
and substantially revised in 1994, the sequence is more
diverse than Hirsch’s original compendium, which was
adamantly attacked by left-leaning teachers and schol-
ars for its emphasis on the accomplishments of white
males. Now, alongside Charles Dickens’ A Christmas
Carol are Indian and African folk tales; alongside James
Madison are Elizabeth Cady Stanton and Cesar Chavez.

In a telephone interview, Hirsch acknowledged that
his original list had changed in terms of content. “That
first list was descriptive of what bankers and lawyers
knew and of what poor people didn’t know,” he said.
“The accusation made was that we should be more in-
clusive. Well, I said ‘Okay, because I had no political
agenda. I had a social-justice agenda, so I was perfectly
willing to make the list more multicultural. I was less
interested in what the shared knowledge was than in
the necessity of there being shared knowledge.”

Despite changes in the list, Hirsch insisted that the
theoretical basis of cultural literacy has not changed at
all. Schools must yet be about, as he wrote in Cultural
Literacy, “the early and specific transfer of knowl-
edge”

Hirsch told me that the attacks on him by the aca-
demic left for his putative Eurocentrism were “an '80s
phenomenon.” Graduate students are now interested
in him once again; the academy is coming around to
his point of view. “I have a black professor friend who
said, ‘T'd like to talk about Uncle Tom’s Cabin, but my
students don’t know what it is! She’s right. Our stu-
dents have to know something so we can teach our
classes.”

If the academy has become less hostile, Hirsch said,
“the ed school people would hate our position no mat-
ter what because they like process.” This point is an
important one. For Hirsch and the people at his Core
Knowledge schools, subject matter always comes first,
while most educators, Hirsch asserts, emphasize think-
ing, feeling, and the development of skills. It’s not,
Hirsch says, that these “processes” are unimportant
but that they are meaningful only when brought to
bear upon content of genuine consequence.

Hirsch said he had no objection to “progressive” re-
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form projects that emphasize critical thinking, such as
Theodore Sizer's Coalition of Essential Schools, as long
as students get a strong elementary school foundation.
“I once said to Ted Sizer, ‘Look, I'm like the Jesuits; let
me have the kids to the sixth grade, and then you can
coalition all you want because then it will work! One
of the reasons the evaluations for Sizer’s schools have
not been as favorable as you'd like is that students
come into high school without adequate background
knowledge.”

Several times during our conversation, Hirsch in-
sisted that implementing his cultural literacy program
is simply a matter of doing what works. Recent re-
search in cognitive psychology, he claimed, has estab-
lished its efficacy: Learning does beget learning.

One noted cognitive psychologist I talked to, David
Geary of the University of Missouri, believes that
Hirsch’s curriculum does indeed mesh with how
youngsters actually learn. “Some people like to say that
children are innately curious and that they’ll construct
knowledge for themselves,” Geary told me. “To an ex-
tent, that’s true; children are innately interested in so-
cialization and sex, for instance. But that doesn’'t mean
they are innately interested in history and math. These
things have to be taught, and Hirsch’s curriculum does
that with carefully sequenced building blocks.”

The sequential, subject-driven nature of Hirsch’s ini-
tiative is apparent at the Washington Core Knowledge
School, where there is a near-scorn for consciousness-
raising programs that mark the calendars of many pub-
lic schools. DARE Day, for example, a drug education
campaign sponsored by the federal Drug Abuse Resis-
tance Education program, was practically ignored; the
faculty didn’t want to give up teaching time to make
posters and ribbons. AIDS education, self-esteem rais-
ing, social adjustment—at Washington these are per-
ceived as mere digressions.

Resse, Washington’s office manager, said, “We do
not set aside special time here for affective learning:
‘How do you feel today? How do you make friends?’
We are all—parents, teachers, administrators—in-
volved with these issues and deal with them day to day
as they arise.”

Even African-American history month gets scant at-
tention at Washington Core Knowledge School. Princi-
pal Art Dillon said this isn’t because the contributions
of African Americans aren’t valued; to the contrary,
people like Crispus Attucks and Sojourner Truth are
essential parts of the ongoing curriculum. “The prob-
lem with African-American history month is that the
people studied may come from completely different
centuries,” he said. “And we want kids to know the his-
torical context in which these African Americans lived
their lives.”

O ONE, Hirsch included, claims that following

the Core Knowledge Sequence will magically en-
sure excellent teaching. A teacher can be handed a
good program, but that does not make teaching—fussy
and idiosyncratic as it inevitably is—programmatic. A
teacher, therefore, is not necessarily a good teacher
just because he or she has the “core” Washington prin-
cipal Dillon said as much when he told me that his
school had teachers at the “crawl, walk, and run
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No More ‘Mickey Mouse’ Inservice

NE OF the less obvious effects

of the Core Knowledge cur-
riculum is its impact on the nature
of inservice and professional devel-
opment. As teachers are called
upon to teach everything from me-
dieval African Kingdoms, world re-
ligions, and the reign of Peter the
Great to basic chemistry, optics,
and early theories of matter, they
are no longer willing to waste their
time in dumb inservice sessions,
the kind one teacher characterized
as “101 ways to use milk cartons
for student projects.”

Certainly, the vast majority of
teacher training institutions do not
provide teacher candidates with
the rigorous liberal arts education
that would prepare one to teach an
ambitious, knowledge-based cur-
riculum. In a recent report on
teacher education published by
the Council for Basic Education,
teachers’ biggest complaint was
the lack of content in their college
courses.* “The weakest
part was content,”
one teacher
summed up the
problem. “My
classes touched
very little on de-
tailed content in the
various subject s
areas I was certi-
fied y’

A
/ -

to teach in.”

The Core Knowledge curricu-
lum brings this problem home in
spades. “We don’t know anything
about the Byzantine Empire!” one
group of Core teachers laughed.
But they didn’t seem to mind the
effort that awaited them. “Because
the curriculum is so exciting,”
commented Joan Falbey, a third-
grade teacher at Three Oakes Ele-
mentary in Ft. Myers, Florida, “I've
enjoyed doing this. I think it’s natu-
ral to the teacher in all of us.”

And if the Core Knowledge
teachers are fortunate enough to
have nearby a university education
department as tuned into their
needs and as helpful as Trinity Uni-
versity in San Antonio is, all the
better. Through its chairman John
Moore and associate professor of
education Bruce M. Frazee, Trinity
University has pioneered a unique
partnership (a longer story that de-
serves to be told in full sometime)
with Hawthorne and other Core

Knowledge schools in the area.
One of the many features of
this partnership is the undertak-

ing by Trinity and the schools it
works with to literally redefine in-
service education. The teachers de-
cide what they need to know, and
Trinity sets up a seminar with an
expert on that topic. Recently,
fifth-grade teachers attended a ses-
sion on the chemistry topics cov-
ered in Core Knowledge, while
third- and fourth-grade teachers
brushed up on their knowledge of
art history. In addition, teachers at
the same grade level from the dif-
ferent Core schools meet monthly
to share lessons and activities and
to reflect upon concerns and prac-
tices. Both these types of gather-
ings help teachers gain confidence
and expertise: “At first it was scary,
real scary, because 1 didn’t know
some of the content,” explained
one teacher, “But now it gets easier
each year because now I know
more and so do the students.” Con-
cluded another: “Inservice now
relates to what I want to teach and
learn.”

—EDITOR

*What Teachers Have To Say about
Teacher Education, Fall 1996

BOB DAEMMRICH
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stages” The new teachers just out of college were at
the crawl stage; they might become outstanding teach-
ers, he said, but you couldn’t expect it to happen
overnight.

Furthermore, as the Core Knowledge Foundation’s
material fastidiously points out, the sequence only
specifies what to teach, not how to teach it. That is
completely up to the teacher and school. “I've been
very careful to avoid telling people how to teach the
content,” Hirsch told me. “I do want people to use
what works. People think of cultural literacy in terms
of a lecture, of people sitting in rows. But I've never
recommended that.”

True to Hirsch’s words, the teaching I observed at
Washington varied greatly in terms of style and ap-
proach. In some classrooms, it was rote. In others, it
was “hands-on.” Some lessons demanded substantial
“seat work,” while others were highly participatory.
Sometimes it seemed that the only common denomina-
tor was the “core” itself, which was apparent every-
where. In the corridor were posters delineating the
five pillars of Islam; in the classrooms were banners
laced with bold-faced aphorisms: “One rotten apple
spoils the whole barrel”; “A feather in your cap”;
“Don’t beat around the bush.”

In one third grade classroom, the teacher used the
conventional question-and-answer approach to review
the feats of Roman engineering. It went something like
this:

“Did they have aqueducts in colonial times?” the
teacher asked.

“No, they had wells,” the students answered.

“What did the Romans have?”

“Pipes.”

“Were the Romans pretty advanced then?”

“Yes:*

Down the hall, in another third grade classroom, the
students were studying the same Roman material, only
in small groups with project-oriented tasks. In one
group, students were drawing up “blueprints” for a
Coliseum; in another, they were constructing a small-
scale aqueduct.

The all-consuming nature of the sequence generally
makes digressions impossible, but sixth grade teacher
Tinka Greenwood permitted her students one during
the course of my visit. The students begged off a dis-
cussion of the 17th-century English Civil War so they
could rehearse for me Julius Caesar, which they
would be performing the next week for the entire
school. They had undertaken the play—an abridged
edition drawn from the Shakespeare for Young People
series—during a segment of the curriculum fusing
Shakespeare with an expanded study of Ancient Rome.

We traipsed off to the auditorium, and the students
immediately launched into the performance, which
was remarkably well-oiled. They all had memorized
their parts and mastered the rather complicated en-
trances and exits. When the performance came to tem-
porary halts, it was because the students, as much as
the teacher, wanted to discuss voice intonation or the
choreography of the assassination scene. At the end of
the rehearsal, several of the students gathered around
me, asking for my critique.

Then it was back to the classroom. Seven minutes of
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The students seized the initiative

whenever they could, offering up
definitions, providing explanations,
and drawing parallels.

class time remained, and in keeping with the inex-
orable nature of the sequence, not one of them was
wasted. It was right back to Cromwell and the Puri-
tans.

“Who were the Puritans?” Greenwood asked.

“They believed God spoke directly to the heart;” a
student said.

“What were the Puritans fighting for?”

“To get rid of the monarchy.”

“That’s the good news. What's the bad?”

A student answered, “Cromwell dissolved Parlia-
ment and established a Protectorate, of which he was
supposedly ‘Protector! But he ended up making a mili-
tary dictatorship.”

“That’s right,” Greenwood said. She then concluded
the period on an epigrammatic note. “Don’t forget,
people, ‘history is a pendulum. It swings back and
forth before finding the middle.”

In one respect, this brief exchange was no different
from discussions that take place in so many class-
rooms: The teacher asked questions; the students an-
swered. Here, though, the students did more than
grunt their monosyllabic assent; their responses had
an aspect of give-and-take that could provoke further
commentary. There was a textured nature to the dis-
cussion that was typical of the other Washington class-
rooms I visited: For the most part, the students
seemed highly engaged.

In no classroom were they more engaged than that
of Susan Schlingman, the fifth grade teacher who had
liked the Core Knowledge Sequence so much that she
had transferred to Washington on its account.

On one of the two days I visited her classroom,
Schlingman and her students were exploring what she
termed “the beginning of the end for Napoleon.” Es-
sentially, Schlingman told the students a story about
Napoleon’s demise. As she went along, she inter-
spersed cues and inquiries to get student reaction.
After talking about how Napoleon had prohibited Eu-
ropean countries from importing goods from England,
she asked, “You’re a shopkeeper depending on ex-
ports who suddenly finds out you can no longer sell to
Holland, one of your key buyers. What happens to
you?”

Later, after discussing how Napoleon “gave” con-
quered countries to his family members, she asked,
“Would that be a good idea—giving your brother or
sister a country to govern?”

And after exploring the strategies Napoleon used to
keep his empire intact, she asked, “How many of you
play chess?”

A student answered, “I love that game; it really
makes you think.”
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“Checkmate,” another said. “That’s exactly what
Napoleon was trying to do to the enemy.”

As in Greenwood’s class, the students seized the ini-
tiative whenever they could, taking cues from Schling-
man'’s narrative to offer up definitions, provide expla-
nations, and draw parallels. Napoleon was arrogant,
one said, “because he set his mind on a task history
has shown cannot be accomplished—defeating Rus-
sia” This led a student to repeat the old Russian ex-
pression: “We are beaten, but never defeated.”

The students had a clear grasp of why Napoleon had
found it so difficult to conquer Russia. They talked
about the Russian winter and pointed out that
Napoleon was encountering difficulties on other
fronts. They also expounded upon Russia’s scorched-
earth policy, which undermined, as one student
pointed out, Napoleon’s usual strategy of having his
troops plunder the land they overran so that “they
could travel light”

Schlingman’s tale had an air of poignancy, perhaps
because she painted Napoleon not as a hero or villain
but as someone who was, in some respects, all too
human. “Napoleon was forced to retreat, and many of
his men dropped from exhaustion, perishing in the
snow,” she said. “He lost hundreds each day. This was
devastating for Napoleon, for one of his greatest
virtues was that he deeply cared for his men.”

It is impossible to say to what extent the sequence
and the overarching philosophy of cultural literacy are
responsible for the apparently high level of engage-
ment at Washington. After all, the school has a number
of things going for it. Because it is a choice school—
parents choose it for their children—the families have
a priori bought into the notion of cultural literacy.
Also, the school was founded by parents who still have
a strong voice in its governance. Seven parents sit on
the fourteen-member site-based management council,
and each year parents spend thousands of volunteer
hours working at the school.

Still, Schlingman gives the curriculum a great deal of
credit for piquing student enthusiasm. “Now, I'm not
saying that sending a child through a Core Knowledge
school will guarantee that the child will be excellently
educated.” she said. “You've got to have good teaching.
But with good teaching, the kids will soak it up. His-
tory, for example, we present as a story, and the kids
always want to know what happens next. We talk
about how the Renaissance started in Italy because it
was a trading nation, which meant that it was crossing
cultural lines in terms of religion and language. People
began to ask questions, and the result was a whole
change from the medieval philosophy where you sat
around and waited for God to make your life better.
With the Bible in translation, with the printing press,
people said, ‘I can do something to make my life bet-
ter, And kids understand all of this. Ask our kids what
they learned today and you'll get, unlike the typical el-
ementary school, all kinds of interesting responses.
Why? Because it’s all presented to them.”

I asked Schlingman what she thought of those pro-
gressive educators for whom it was almost a tenet that
you “begin where the child is,” following his or her in-
terests wherever they may lead.

“That’s like telling a child to educate himself and
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find what he can find,” Schlingman said. “That doesn’t
make any sense. How is a child going to know what he
or she is interested in if not provided with things to
choose from? There’s something I've always found
funny. In a lot of schools, teachers say, “We're getting
ready to cover mammals, but cover means to hide.
Well, we don’t want to cover, to hide; we want to put
it out there for the children so they can see it and
work with it. We’re not going to sit back and watch
while the child tries to put all these things together for
himself. No.”

O PEOPLE really need to know about Achilles

and Falstaff, or Kublai Khan and Marco Polo, or
A. Philip Randolph and Thurgood Marshall to be con-
sidered well educated? For many critics of Hirsch and
his list, the answer is an emphatic “no.” Any such pack-
age of the cultural goods, they say, is hopelessly con-
tingent on and vulnerable to cultural shifts. The trea-
sure trove is, in fact, a grab bag, as indicated by the
fact that Hirsch has allowed his own list to be substan-
tially revised since it first appeared in 1987.

More absurd, some say, is the idea that the sequence
represents some kind of common cultural language. As
Ted Sizer has pointed out, advertising is now our com-
mon language; the grammar of consumerism rules our
speech. It might well be a good thing for Americans to
know about Cézanne or the Constitutional Convention
of 1787, but to suggest that knowing these things is
necessary for economic success or personal fulfillment
is a blatant exaggeration. America is full of successful
business executives and cardiac surgeons who cannot
tell the difference between a mural by Diego Rivera
and a Nike ad sprayed over the side of a brick ware-
house.

Still, there is something that remains undeniably
compelling about the Core Knowledge Sequence and
the idea of cultural literacy, even a decade after it was
first conceived. While it may not be necessary for
someone to know the music of Duke Ellington or the
architecture of Frank Lloyd Wright, almost everyone
can agree that they are good things to be familiar with.
And what parents wouldn’t be pleased to have their
children understand the impact of the U.S. Supreme
Court’s ruling in Brown vs. Board of Education or ap-
preciate Michelangelo’s “The Creation of Adam”?

Furthermore, the very existence of the sequence al-
lows parents to know specifically what their children
are studying and to ascertain if they are indeed learn-
ing it. Vague curricular goals leave parents in the dark;
specific ones invite parents into the academic pro-
cess.

Not surprisingly, it’s parents themselves who pro-
vided the strongest case for the sequence. Over and
over, they spoke of how their children had been lost
but were now back on track and engaged at Washing-
ton. Mary Pat Barlow was one such parent. Her once-
tight-lipped son, she said, now comes home from
school talking about what he has learned.

“Once, in Texas,” she said, “we visited a cathedral
that my son said was an excellent example of Gothic
architecture. I though he was putting us on, but then
he spoke of the buttresses, the stained-glass windows.
He knew what he was talking about—he really did” []
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THE WAY
THINGS WERE

BY JACK SCHIERENBECK

With attacks on teacher unionism the fashion of
the day, it might be useful to recall what things were
like before collective bargaining brought conditions
of dignity, equity, and security to the teaching profes-
sion. The following excerpt is taken from part one of
a six-part series on the history of the United Federa-
tion of Teachers, New York City. The series ran peri-
odically over the last year in the union ‘s newspaper.

As Sandra Feldman, president of the UFT, re-
marked in ber introduction to the series last Febru-
ary, “These stories show that most of the day-to-day
rights and dignities we take for granted had to be
wrested from a system that would never bhave
changed on its own.

“Thirty-six years later, we're still fighting. Today
our union is fighting for a contract that acknowl-
edges our true worth to this city and its future, our
students, and for a school budget that provides the
means for us and our students to teach and learn.
Nothing will change unless we make it change.”

EANNETTE DILORENZO remembers coming home

from her first day as a teacher in “total shock.” She
and her husband John had come into teaching at the
tail end of the 1950s as a second career after organiz-
ing investigators, accountants and clerks at the city’s
Department of Finance for the American Federation of
State, County and Municipal Employees. “We were
adults where we were and we'd come into a system
where the teachers were treated as if they were chil-
dren. It was almost a throwback to feudal times. The
principal was the lord. You were the serf”

Lou Carrubba had done a hitch in the service, so he
was familiar with authority. But life in uniform was
nothing compared to the nitpicking bullying that
teachers suffered. “There was no real grievance ma-
chinery, no protections, no due-process procedures.

Jack Schierenbeck is a staff writer for the New York
Teacher/City Edition.
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Besides, if you complained, they’d make your life even
more miserable.”

So did teachers have to “eat a lot of crow” back
then? “Today’s teachers have no idea. I'm telling you,
hardly a day went by when we weren’t humiliated in
one form or another” responded Carrubba. “Let’s just
say eating crow is a nice way of putting it.” Authoritar-
ian rule had always been a sore spot for teachers. The
original Teachers Union was founded in 1916 in no
small part “to fight oppressive supervision.”

The Principal as Tyrant

“The principal was a real matriarch, a tyrant,” re-
called Alice Marsh, who started as a teacher in 1929.
“They thought we were their children.”

Marsh recalled how she and her colleagues devised
a system of shared monitoring that would have saved
them all from climbing five double flights of stairs four
times a day. Marsh was chosen emissary and walked
into a frosty reception with the principal.

“She looked at me with those steely blue eyes and
said: ‘I am the principal of this school. Good day!™”

Around the same time, a first-year substitute teacher
at a Brooklyn elementary school got an early lesson in
the doctrine of principal infallibility. “She [the princi-
pal] came in and thought [my class] was too noisy and
disorderly,” Si Beagle recalled shortly before his death
in 1985. “Being a wise guy, I said to her, ‘But this is
creative disorder.” She immediately told me to look
elsewhere for work.

“In those days, the principal had the power to bring
me up on charges by simply saying, ‘Mr. Beagle has
shown conduct unbecoming a teacher’ It was as sim-
ple as that.

“‘Conduct unbecoming a teacher’ meant anybody
could be fired. Teachers would be asked to do work
after school and you couldn’t refuse.” Beagle said.
“When my principal said, ‘Stay after school and coach
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the track team,’ you did.”
Abe Levine did likewise
when ordered to skip
lunch in favor of “yard
duty.” Even by the early
1950s a teacher was still
very much under the
thumb of the principal. “I
felt very much taken ad-
vantage of,” said Levine.
“You were completely be-
holden to the principal.
He was the king. We had
absolutely no rights. We
were afraid to speak up.”

ford” their jobs because
they lived at home with
their parents. Later, offi-
cials used marriage as a
convenient rationale for
miserly wages. When
Brooklyn schoolteacher
Mary Murphy successfully
mounted a court chal-
lenge in 1905 that al-
lowed women to keep
their jobs after marrying,
the official line was that
with husbands to support
them, women didn’t need

Cheap Labor

Along with monastic-like obedience came a vow of
poverty, or something close to it. So pitiful was the pay
that there was a long-standing joke that whenever
teachers were introduced to each other they’'d ask
what the other did for a living.

A New York Times editorial in January 1955 titled
“Teach or Wash Cars” posed the question why anyone
would take a job teaching at $66 a week when wash-
ing cars paid $72.35.

The fact is, it wasn’t just anyone who went into
teaching. Beginning in the mid-nineteenth century,
schoolwork was woman’s work, a natural extension of
the home schooling that women had always done. Be-
sides, as Diane Ravitch writes in her book The Great
School Wars, school officials preferred women. With
other “respectable occupations” all but closed, they'd
be happy to take the job and all that came with it.

Low salaries were easily explained away. Teaching,
after all, was only a “temporary” occupation before a
woman settled into her real career as wife and home-
maker. Besides, as unmarried women they could “af-
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the money.

Things began to change
after World War I. Due in large part to stricter enforce-
ment of child labor laws, more and more children
were going beyond grade school. As the number of
high schools quadrupled in the decade after the war,
an acute shortage of teachers developed. At the same
time, there was an audible concern among school offi-
cials and others that the teaching of older male stu-
dents would be better left to men. To attract male
teachers in the post-war boom economy, salaries were
raised—so much so that by 1928, teachers’ wages
were competitive with most private sector jobs. As an
added inducement, the board maintained separate eli-
gibility lists from which men were often given prefer-
ence in hiring. Slowly more men began to enter the
teaching field, including many Jews who could not
find work in WASP-dominated banking, insurance, and
law.

Still, it wasn’t until the Depression of the 1930s that
many men, desperate for any kind of job, thought
about teaching. The promise of a steady job drew out-
of-work Ph.D.s, accountants, and even lawyers—men
like Jules Kolodny, Dave Wittes, and Charles Cogen
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who, over the coming decades, would play pivotal
roles in the growth of teacher unionism.

Together with equally brilliant but professionally
thwarted women, there evolved what many have ar-
gued was the greatest assembly of brain power ever in
the schools. But if it was the Golden Age of talent, it
was anything but golden for the teachers themselves.

These mind workers came cheap. The deepening
Depression had all but wiped out the salary gains.
With more qualified candidates than openings, teach-
ers were in no position to bargain. The city had the
upper hand and used it, cutting salaries and imposing
one-month unpaid furloughs—even going so far as to
coerce teachers into “voluntarily” contributing 5 per-
cent of their pay for needy children.

The School Relief Fund, as it was called, raised close
to $6 million at the height of the Depression. While
there’s no denying that the money went to a good
cause—everything from a hot lunch program to cloth-
ing and eyeglasses—it amounted to yet-another shake-
down scheme. A little nudge from a supervisor or prin-
cipal was all it took to leave teachers in a giving mood.

The Depression had given the Board of Education
the chance to keep thousands of teachers in a perma-
nent state of job insecurity. Instead of appointing a
teacher to a regular position whenever there was a va-
cancy, the board filled it with a substitute. These “per-
manent substitutes” had no sick pay, no paid holidays
or vacations, no pension, no health insurance—and
they could be let go at any time with or without cause.

With as much as 25 percent of the teaching force
employed as substitutes, management’s already consid-
erable power got even stronger. Lacking even the
slightest leverage, all teachers were forced to work
under the most demoralizing conditions.

Pregnant? Leave Now!

Double and even triple sessions were not uncom-
mon, especially during the post-WW II baby boom
years. As part of a series called “The Scandal of Our
Schools,” the New York Post reported in January 1952
that one Queens elementary school built for 1,140 stu-
dents had an enrollment of just under 3,000.

The forty-eight children who jammed Alice Marsh’s
first-grade class were typical. “My first year I had to
leave twelve children back because I couldn’t get to
them when they were slipping. This was par for the
course.”

Lunch was no break. For elementary school teachers,
there was no such thing as a duty-free lunch period.
Lunch, what there was of it, amounted to a sandwich
gobbled down in makeshift, overcrowded rooms. “You
lined up with your kids in the schoolyard and stayed
with them the whole day, even eating with them—not
even a bathroom break,” remembers Janet Miller.

As for sick pay: You needed a doctor’s note if you
were out sick for even one day. No note, no pay.

Sabbaticals were a luxury few could afford, since
the pay was only 40 percent of the regular salary.

It wasn’t until 1957 that teachers, along with other
city employees, were allowed to participate in the gov-
ernment retirement and disability program.
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horale of teachers, SURET Week’s Delay

And pensions? You got one, but not until you were
either sixty-five or had logged thirty-five years of ser-
vice.

Until 1937, teachers were forced to take a two-year,
unpaid maternity leave. Though this was a far sight
better than in the private sector, where maternity pro-
tection was rare, the practice of forced leave was a
huge financial hit. Even later when the rules were re-
laxed, teachers were still required to report to their
principals as soon as they became “aware” they were
pregnant. But since admission meant you were re-
quired to leave immediately, teachers usually hid their
condition until there was no denying the evidence.
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“You stayed until you showed,” said Phyllis Wallach,
who favored loose jackets during her pregnancy in
1962.

Wallach scoffs at the idea that the board was simply
worried about a woman'’s health. “It was Puritanism,
pure and simple,” she said. “God forbid students would
see that their teacher was having sex. For them, expos-
ing children to a pregnant teacher was akin to corrupt-
ing the morals of a minor”

Three decades earlier, Alice Marsh’s elementary
school principal had made known her disapproval of
female married teachers. “I don’t see how you can
stand in front of a class after you've slept with a man
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the night before,” Marsh remembers the prin-
cipal saying.

Board and school authorities were intent
on teachers setting a “proper example” to
their students—so much so that very little
about a teacher’s appearance, speech or even
personal politics escaped their scrutiny. For
example, while the board never had an official
standard of “school attire” for teachers, many a

principal drew the line when it came to sport-
ing facial hair or men’s not wearing jackets,
even in the hottest weather.

The Board of Examiners, which had the final
say in the issuance of licenses, was a law unto it-
self, functioning as the educational equivalent
of the medieval Star Chamber by allowing
anonymous complaints against the character of
candidates.

Free Speech Denied

In 1937, Albert Smallheiser, president of the
Teachers Guild, challenged the Board of Examin-
ers for capricious practices such as disqualifying
candidates with a foreign accent for having
“speech defects.” Even as late as 1950, “people
who had foreign accents could forget it,” said Car-
rubba. “Even a distinct Brooklyn or Bronx accent was
looked down on.”

It was an open secret that many racial and ethnic
minorities were not welcome. In her book Having
Our Say, Sadie Delaney tells of how she, a young
black woman, had outwitted a bigoted principal. An
elementary school teacher, Delaney had made it to the
top of the seniority list for a high school appointment.
All that stood in her way was an interview with the
high school principal.

“At the appointment they would have seen I was
colored and found some excuse to bounce me down
the list,” wrote Delaney. Instead, she skipped the ap-
pointment and just showed up at the all-white
Theodore Roosevelt High School on opening day.
“Child, they just about died when they saw me.”

For Eastern European Jews and other immigrants, on
the other hand, getting a job meant long hours learning
how to break the board’s sound barrier. In anticipation
of the dreaded oral interview, many a would-be teacher
took the mandatory speech course at City College and
fretted over how to avoid the dead giveaways.

Just how much of the board’s standards can be ex-
plained by simple prejudice will never be known.

There was no question, however, that certain forms
of “speech” could get a teacher into trouble. In her
book My Daughter,; the Teacher, Ruth Markowitz tells
of how one teacher in the 1930s was censured and
warned by her principal not to “plant any seeds of
doubt in her pupils’ minds.” Her crime? She asked her
high school civics class “to debate whether President
Roosevelt had too much or too little power.” Another
was chastised for calling a number of congressmen
“racists.” Still another was transferred after posting a
union notice on the school bulletin board.
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CH[LDREN AND adults in the U.S. and abroad are
mobilizing to stop the problems of child labor,
forced labor, and sweatshops. As part of this effort,
the American Federation of Teachers (AFT) initi-
ated its Child Labor Project, calling for children
to be in school rather than at work. The AFT seeks
to educate and activate its members on the problems
of child labor and other similar abuses.

At the AFT biennial convention last August, this pro-
ject was launched with speakers, a rally led by stu-
dents and teachers, and a raffle to support schools for
children freed from bonded labor in the carpet indus-
tries of Bangladesh and Nepal. In conjunction with the
convention, the article “Children without Childhoods,”
which originally appeared in the Summer 1996 Ameri-
can Educator, generated a large response from mem-
bers. After reading the article, this class of first
and second graders from Yonkers, New
York, began their own efforts to combat
child labor...

For more information, please contact:
The Child Labor Project
555 New Jersey Avenue, N.W.
Washington, DC 20001-2079
Tel: (202) 879-4400 x3616
email: iadaft@aol.com
Fax: (202) 879-4502

Contributions to the Child Labor Project are given
to support schools for former child workers.
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LIBRARY:
THE DRAMA
WITHIN

PHOTOGRAPHS BY DIANE ASSEO GRILICHES

From Library: The Drama Within, published by the
University of New Mexico Press, Albuquerque, in
association with the Center for the Book in the
Library of Congress, Washington, D.C. Reprinted
with permission. Photographs copyright © 1996 by
Diane Asséo Griliches.

I have always imagined that Paradise will be a kind of library.
) 4 ) )
—]JORGE LUIS BORGES

Bibliothéque Netionale

Paris, France

The glorious reading room took my breath away. It was
built in 1862 by Henri Labrouste, who also built the
Bibliotheque Sainte-Genevieve, and has nine domes, each
with an “eye” providing natural light from above. The roof
is supported with twelve slender iron columns. Currently
an enormous modern library is nearing completion in
Paris, the infamous TGB (“Trés Grand Bibliotheque”),
and the Bibliotheque Nationale is preparing to merge with
it to become the Bibliotheéque de France. Perhaps it will be
a “very grand bibliothéque,” but nothing can have the
majesty or the grace of this one.
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mery i
New York City
Dwight Peters was on a class
field trip from Brooklyn to
the Morgan Library. I doubt
hed ever seen a book like this
medieval illuminated
manuscript. The library, an
Italianate palazzo, designed by
Charles Follen McKim, was
built in 1906 by the financier
and voracious collector of
literature and art, J. Pierpont
Morgan. In 1924, the library
was made public by Morgan’s
son, who felt that its holdings
were too important to keep
private. As one guest said, “I
love the Morgan... especially
for being open to me.” The
collections contain
masterpieces documenting
man’s creative achievement.»

Boston Public
Library, Bates
Reading Room

Boston, Massachusetts
David Osborn was sitting
there before the computer
screen, another beautiful
head among the marble busts
of New England worthies. 1
asked permission to take his
photograph and to send his
parents a release form, since
David was only seventeen. He
said sure, but would I please
not tell them what time he
was in the library as he was
supposed to be in school. (His
mother now knows he was in
the library, and it’s okay.) <

He grew dutifully,
conspicuously studious,
spending long afternoons in

the town library, watched

over by a white plaster bust

of Ben Franklin.
—DAviD McCULLOUGH
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This Library has to be one of the
best places to be walled up alive.
—JOHN RUSSELL
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Newton Free Library

Newton, Massachusetts

Read meanwhile. . ..
Hunt among the shelves,

as dogs do grasses. . .
—RANDALL JARRELL
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len guards and the
warden couldn’t have
torn me out of those
books. Months passed
without even thinking
about being

imprisoned.. ..

[ had never been so

truly free in my life.
—MALCOLM X

Massachusetis Correctional Institution Law Library
Norfolk, Massachusetts

The library is in the medium security prison where Malcolm X was held. He was transferred
to Norfolk on the request of his sister, since the library and the educational-rehabilitation
program are its outstanding features. Malcolm X started slowly reading a dictionary from
beginning to end, copying out each entry. He went from there to reading and understanding
books for the first time. “My alma mater was books and a good library. I don’t think anybody
ever got more out of going to prison than I did.”
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... their grave eyes reflected the eternal fascination of the
fairy tale: Would the monster be bested. .. or would he feed?
—STEPHEN KING

Cambridge,
Massachusetts

The kids had entered
into the world of the
story. Neither the
librarian turning pages
nor the presence of a
photographer could
bring them out of it. A
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When I...discovered libraries, it was like having Christmas every day!

—JEAN FRrITZ
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Cambridge Public Library

Cambridge, Massachusetts V

Shrewsbury
Bookmobile
Shrewsbury,

Massachusetts
As the library bus
rounded the corner
and assumed its usual
place, children and
adults poured out into
the street. It was as
attractive as an ice
cream wagon. A

When I got my library card, thats when my life began.
—RITA MAE BROWN

WINTER 1996-1997
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H Library, Hyde Oval Exhibition Room, Harvard University

Cambridge, Massachusetts

Its eighteenth-century English literature collection, delicately illuminated, the cast-in-London plaster ceiling, and
Iralian marble floor are all a part of the beautiful room created by Mary Hyde (now Viscountess Eccles) in
memory of her first husband, Donald Hyde. Samuel Johnson'’s portrait presides over this room; the one on the far
wall is by Sir Joshua Reynolds. Marty Hyde Eccles has the largest collection of Johnsoniana in the world, and it
includes many other images of Dr. Johnson.

1996-1997
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My dream was to live in
this heavenly building and
know all its secrets. . . to be
allowed to go behind the
curving book-clad walls
into the stacks and have
keys to unlock the cabinets
of bookish rarities.
—GERMAINE GREER

WINTER 1996-1997

The library is a place where most
of the things I came to value as an

adult had their beginnings.
—PETE HAMILL

Pembroke Public Library

Pembroke, Virginia

I found this library only because I was chatting with a customer ar a local
antique store who happened to be the president of the County Historical
Society. He sent me to this little library that used to be the town’s post office.
It is certainly the tiniest library I've ever seen, and with five people inside, I
had to stay outside and photograph.
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Scholar examining an 11th-century manuscript
of a Hebrew translation

of an Arabic commentary

on the logic of Aristotle.

5

G
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National and University Library of Israel, Manuscript Room

Jerusalem, Lrael

[t is communication across the centuries: the ancient texts, copied onto film, are accessible by the latest
technology. Unlike national and university libraries generally, this one is open to the public for reference
and borrowing.
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National and

[ [ J ®
University Library

®
of Bosnia and
o o
Herzegovina in
@®

Sarajevo
(now destroyed)
In August 1992, the Serbs
bombed the library for three
consecutive days with
incendiary grenades. Only the
walls now remain. Almost the
entire written record of
Bosnia’s multicultural heritage
went up in flames—one and a
half-million volumes,
including 155,000 manu-
scripts and rare books. I made
my photograph in 1991, not
having a clue that very soon

the library would be destroyed.

Enes Kujundzi¢, the library’s
current director, said that this
was an extremely reading-
oriented population and that
the Bosnian Serb forces “knew
that if they wanted to destroy
[‘cleanse’] this multi-ethnic
society, they would have to
destroy the library.”

The remains of the library.
Photograph by Esad Bakira
Tanovi¢, February 1993.

WINTER 1996-1997

[ warned myself that it would take
only a few wars...or a single period
of brutality or savagery...to destro
forever the ideas passed down with

the help of these frail objects in fiber

and ink.

—MARGUERITE YOURCENAR
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Raise Funds
Selling
Buttons...

*$1.00+
profit each!

* Fun to
make!

e Easy to
SelI{ ;

Your group can make attractive, professional pin-
back buttons in minutes and sell them just as fast at
any function...and buttons are BIG PROFIT! Buttons
are fun and can be used again and again to raise
money - every event is a new opportunity.

A small investment in our Starter Kit can lead to a
profitable fund-raising program that can be used for
years to come. Our Starter Kit contains a hand-held
button assembly press and enough parts for your
first ten 24" buttons. Additional supplies can be
ordered from our FREE color catalog included with
your order.

Need help with artwork? We offer over 1,200 pre-
printed designs, a Custom Design Service and
button design software.

TO ORDER : Call 1-800-223-4103 or send $29.95
plus $4.25 shipping (IL residents add $1.87 tax) to:
Badge-A-Minit, Dept. AE197
Box 800, LaSalle, IL 61301
MONEY BACK GUARANTEE

Wrire Us!

We welcome comments on
American Educator articles.
Address letters to: Editor,
American Educator, 555 New
Jersey Ave., N.W,,
Washington, D.C. 20001.
Letters selected may be
edited for space and clarity.

All the latest on the AFT can be found at Keyword: AFT on
America Online, the world’s online leader. You'll find up-
to-the-minute news important to you as an AFT member,
including press releases, constituency updates and the
latest member benefits information.

Download files, share your ideas and expertise in the
message boards or the chat room and fully experience
what is called our “cyber-local.” Call 1-800-827-6364
now for your free AOL software.

Not on AOL? Don'’t fret! The same great info and up-to-
date news found on AOL is also on the AFT World Wide

%

re you plugged in? You can be with AFT Online on
erica Online and the World Wide Web.

http://www.aft.org and make

it a regular visit while Net AME R CA
surfing! W
/

Web site. Point your web browser to: i
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Just For You!

Usual Your Usual Your
Publication : Publication ¢ Usual Your
These and Several Price - Price : Price Price  Publication Price
H Nd Ed '|'|| Elle Decor 20.00 12.97 Mounta!n B!ke (Rodale) 19.97 14.97 *  3-2-1 Contact (ages 8-14) 17 97 17.97
U R. OTHERS. Ellttar\r/t;?ueen tW‘l/zstt:(rly ::% g.gz ’ ::ountTm Biker (MTB) 11.96 9.97 Teaching Pre K-8 19.77 9.89
ntertainment Weekly 51. 3 utual Funds 1497 9.97 Technology & Learning 24.00 14.00
For |fRIENds and Esquire 1594 9.95* The Nation 5200 26.00  Teen 15.95 13.95
F AMIl)’ 100! Essence 20.00 14.96  NetGuide (online services) 22.97 14.97  Tennis 23.94 11.97
" 4 "62 ::amlg Etf:: :;gi 9.95 New Age Journal 24.00 18.00
_800_77 =, ami Y 9.97 New Choices for Retirement 18.97 13.97
Field & Stream 15.94 11.97 New Woman 17.00 13.97
Financial World 27.00 13.50 1yr 42.00 25.97
Allure 15.00 11.97 * P NewYork ' 51.94
American Health 18.97 11.97 The latest in 1yr 39.95 19.98 *
American Photo 1990 1195  |ideas,events, | L YORKER | New Yorker T 39.96 *
Amsts Mag [10issues] 20.00 13.47 culture and 1yr 41.08 20.97 *
Asimov's Science Fiction 39.97 25.97 | current #, Newsweek , 41.60*
Ez‘Aﬁannc ; Z gg 1::3 issues. ﬁ grg:nlc (E;;dening 25.00 16.94 * Time 1yr 59.94 29.97 *
io - A - A utdoor 15.94 11.97 2yrs 59.97 *
Auto Racing Digest 23.94 11.97 Full year - just $19.98 Outdoor Photographer 19.94 10.98 Top Model 17.95 8.98
Automobile 20.00 11.95 - Outside Magazine 18.00 12.00 Travel Holiday 1294 9.97
g:td(oweed(k gsgg :g: " mg& % fg% :::z Parenting 15.00 8.97 Travel & Leisure 24.00 16.00
packer 4 X ine { .
Baseball Digest 2394 17.96  Football Digest 23.94 14.96 ra
Basketball Digest 2394 11.97  Forbes 57.00 38.00 * A M E RICA N Oy
Better Homes 1yr 18.00 13.97  Foreign Affairs 44.00 32.00 Gs}

& Gardens 2yrs 18.00  Fortune 57.00 28.50 * L
Bicycle Guide 19.94 9.97 George 24.00 17.76 TI O F Ql(\
Bicycling 19.97 11.96* Glamour 15.00 11.97* 6\8
Black Enterprise 19.95 14.95 Golf Digest 27.94 16.77
Boating 26.00 19.97 Golf for Women 16.97 13.97

— GolfMagazine ~ 19.94 13.97 SU BSCRIPI ION SERVICES ¥
es Golf World 46.00 23.77
Jjust $9.97 Gourmet 20.00 15.00 * 1-800-774-9162
Rankings & GQ 20.00 18.00 * 9 Northern Blvd ® Box 258 ® Greenvale, NY 11548
in-depth Health 18.00 11.97
profiles of Hockey Digest 23.94 11.97 Parents 19.90 9.97 TravelAmerica 2394 11.97
individual :ome oS fga :?:‘; g aompl{ting 25.00 14.97 Turtle (ages 2-5) 16.95 12.95
0 - 0 & .
fonds plustax & retirement ideas Home Office Computing 19.97 11.97 _ Petersen's Gofing o4 1oy US.News e e
Boating World 18.00 15.98 HomePC 21.97 12.97 Petersen’s Photographic 19.94 9.97 Unique Homes 30.00 21.97
Bowling Digest 19.94 9.97 Hot Rod 19.94 9.97 Popular Photography 19.94 10.97 US Magazine 23.95 12.97
Business Week 46.95 37.95* Humpty Dumply (age 4-6) 16.95 12.95 Premiere 19.94 12.95 Vanity Fair 18.00 11.97 *
Byte 29.95 19.95 Inc. 19.00 13.95 Prevention 21.97 18.94* \Vegetarian Times 29.95 19.95
Campus Life 19.95 14.95 - Video 17.94 11.97
L]
N o R U e mos
B - e . -
Car Stereo Review ~ 17.94 11.97 i Mon.-Thur. 9am-7pm Walking 18.00 12.95
Chicago 19.90 11.95 * Easy Ordering & Fri. til 5Spm ET Weight Watchers ~ 15.97 13.97
Child 1594 7.97 Windows 2494 16.97
Coinage 23.00 15.95 Inside Sports 2394 11.97 The Progressive 30.00 18.00 Windows Sources 28.00 14.97
College Sports 17.95 11.97 :nftrugttovrv - ;32 :;:: Fn’zc::loigy Today ?; 3(7) 1::7 . Wine Enthusiast 23.95 11.99
Columbia Journalism Review 20.00 11.95 ntern or! ; X . .97
Computer Life 25,00 14.97 Interview 20.00 14.97 Road & Track 21.94 11.97 Style,
Computer Shopper  39.50 19.97 Jet Magazine 36.00 26.00 Rolling Stone 2595 17.95 fashion, the
Conde Nast Traveler 18.00 11.97* Kid City (ages 6-9)  16.97 16.97 Runner's World 24.00 17.97* | arts, health, %
Consumer Reports  24.00 24.00 Kiplinger's Personal Finance 19.95 14.97 Sassy 1494 7.97 world affairs 32 }
Consumers Digest  15.97 11.97 Ladies Home Journal 16.97 9.99*  Scuba Diving (Rodale's) 14.97 12.97 * & so much
Cookbook Digest ~ 24.00 17.96  Learning 20.00 13.96  Self 165.00 11.97* ot & =
. ’
Life 35.00 17.50 Senior Golfer 18.00 12.00 lﬁw, low rate 0'317.97
52 Weekly MacUser 27.00 14.97 Sesame Street (ages 2-6) 19.97 19.97
issues MacWorl.d 30.00 17.97 Seventeep 17.00 14.95 Woman's Day 16.97 16.97
including the Mademoiselle 15.00 11.97*  Ski or Skiing 11.94 9.97 Women's Sports & Fitness 19.97 12.97
special guides. HUW to McCall's 15.94 8.99 Soccer Digest 23.94 11.97 Working Mother 997 7.97
Stay informed Metropolitan Home  17.94 11.97 Sport 19.94 9.97 Working Woman 18.00 11.97
et aaver : Midwest Living 18.00 1497  Sports llustrated  78.97 39.75*  Worth 15.00 11.97
Just $22.50 for our ebare Mirabella 15.94 9.97  The Weekly Standard 79.96 63.96  YM 18.00 12.97
Money 35.95 19.99* Stereo Review 17.94 8.97 Your Money 1549 9.97
Country America 16.97 11.97 Mother Jones 18.00 12.00 Stereophile 35.00 19.97 Zillions 16.00 16.00
Creative Classroom  19.97 19.97 Motor Trend 19.94 9.97 Success 19.97 14.00 ’
Cruise Travel 19.94 997  Motorcyclist 19.94 9.97  Swing (generationX) 19.94 9.97  undreds of Others Just Ask!
g;t'lse"wx{gﬂd fgg ::gg (_' — . __For Renewals_include a mailing label, if available. Subscriptions usually begin in 45 - 60 days. )
N
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Discover Seas 1 1) 1-800-774-9162
Disney Adventures 17.95 14.95
Down Beat 29.00 19.95 | Mame
Early Childhood News 30.00 15.00
Ebony or Ebony Man 16.00 10.97 | Address Total
Economist 125.00 85.00* | i Check enclosed Gl itor " B
Electronic Gaming Monthly 28.95 19.97 ' . Q eck enclosed payable to: AFTSS
Elle 28.00 19.97 I City, State, Zip 1 Charge to my credit card
' [ Visa [ MasterCard ([ Discover [ Amex
* These rates for teachers | vourschool \ Exp.
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Education a
Family Affair
How the AFT's ‘Ling Your Child”
Booklet Series Can Help

s your union looking for a way to encourage parental
involvement? Need materials for your local Lessons
for Life campaign? Want low-cost literature for your
school to distribute during parent-teacher conferences?
The AFT’s “Helping Your Child” series is what you're
looking for. These 40- to 60-page booklets, co-published with
the U.S. Department of Education, are full of practical
information and simple, effective activities that parents can use
at home with their young children.

The booklets in this series cost $1 each but are available to
AFT members for the low rate of 65 cents each for orders
of ten or more.* To order “Helping Your Child Learn To
Read” (item no. 350), “Helping Your Child Learn Math”
(item no. 351) or “Helping Your Child Learn
Responsible Behavior” (item no. 352), send payment to:

AFT Order Department
555 New Jersey Avenue, N.W.
Washington, DC 20001-2079

* For mass distributions by AFT locals, further discounts are available.






