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We have the

need

. to make technology work
in your classroom

T:'IC AT&T Learning Network® makes it
easy for you to use (and get!) technology

in the classroom. Visit our free* Web site and
we'll point you to exciting and valuable educational
ideas on the Internet. Click on ASKLN™ where
our mentors will answer your questions. Link to
innovative lesson plans.Take your class on a
virtual field trip to, say, Mars. And through our
AT&T Learning Points™ program your community
can earn free hardware, software and services for
your school* It’s all part of our $150 million
commitment to help every school navigate the

Information Superhighway by the year 2000.

* Charges to access the Internet may apply.
** Conditions and exclusions apply (call for details).

for the free resources and
technology you need, visit us at
www.att.com/learningnetwork
or call 1 800 354-8800
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The Prudential Spirit of Community Awards

Help Us Find
America’s Outstanding
Young Volunteers

Every middle-level and
high school can select
one school honoree for
every 1,000 students

More than 600 awards are
given at the state level

Ten national honorees—
five middle-level and
five high school—are
named at the National
Awards Ceremony in

Washington, D.C.,

during the spring of 1998

nassp

National Association of
Secondary School Principals

Call For Entries

Once again, Prudential and the NASSP are partnering to
recognize outstanding self-initiated community service
by middle-level and high school students nationwide.

You already know them.
They're the students who took

it upon themselves this year to
initiate outstanding community
service. Now they have an
opportunity to be honored for

their efforts with a Prudential
Spirit of Community Award. But
first, they need your support.

Help reward them.
Every middle-level and high
school principal in America will
receive program information and
applications in September. Each
school can choose an honoree,
who then becomes a candidate

for statewide honors, a $1,000
prize and an all-expense paid trip
to Washington, D.C. In the capital,
we will announce ten national
honorees who will receive $5,000
and a gold medallion—plus a
trophy for their school.

The application
deadline is

October 30, 1997.
Encourage your students to apply
for a 1998 Prudential Spirit of
Community Award. For more
information, call the NASSP
Department of Student Activities
at (703) 860-0200.

M Prudential

This program is endorsed by the American Association of School Administrators, the Council of the Great City Schools, the National
School Public Relations Association, the National Middle School Association, the Boys & Girls Clubs of America and the National
4-H Council. The Prudential Insurance Company of America, 751 Broad Street, Newark, NJ 07102-3777.




Cars are like kids.

They turn out better
when they come from
a caring environment.

For a Saturn to leave the plant here in Spring

Hill, all 9,300 of us have to agree that it's
been built just right. Kind of like a plant-wide quality
control department, where every employee knows
that he or she can really make a difference. Just by
speaking up. So the engineers listen to the guys on the
line, who actually care what retailers have [~
to say. All of which makes for a better place '\‘

to work. And, as it turns out, a better car. SATURN.

[$ 11 995] That's the M.S.R.E of this 1998 Saturn SL,
)

including AC, retader prep and transportation.
()/' course, lotal cost will vary seetng bow other n/ll/lm.' and .-[ulc-rwquhrr’
equipment are extra, as are things like tax and license. Fach retader sets iy

own price, which may differ from the price above. ©1997 Saturn Corporation.

A DIFFERENT KIND of COMPANY.
A DIFFERENT KIND of CAR.
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PASSING ON
FAILURE

Social promotion is not the
way to belp children who bave
Jallen bebind.

BY SANDRA FELDMAN

A S YOU know, I was recently elected president of
the American Federation of Teachers. Some of
you also know me as a local union leader in a “small
town” called New York City, where I've spent count-
less hours in schools talking to teachers and kids. I
know the problems of poor urban districts very well.
So it doesn’t seem strange when a place like New York
decides to have a big literacy push to make sure that
all our students leave third grade able to read. It’s an
idea we’ve supported for some time.

But it knocked my socks off when I heard the Presi-
dent of the United States, in his State of the Union ad-
dress, hold out as a national goal that every child will
be able to read well by the end of third grade.

Frankly, I was embarrassed. How is it that the Presi-
dent of the wealthiest, greatest nation in the world has
to talk about universal third-grade literacy as a national
goal? And what did that actually mean, given that
American kids, on average, were in the top tier on the
1992 International Assessment of Reading, and that
our fourth graders were at the very top this year in sci-
ence in the Third International Mathematics and Sci-
ence Study?

What it means, really, is that a substantial portion of
our poor kids—and in America more than 20 percent
of kids are poor—can’t read as they should. And when
you can’t read properly, you can’t learn as you should
in other subjects, either.

Now poor children, especially urban children, are
people I know well. Very well. Not only was I one of
them, but I've spent my entire adult life among them. I

Sandra Feldman is president of the American Federa-
tion of Teachers. She delivered this speech at the Na-
tional Press Club in Washington, D.C., on September
9. The results from the national survey on school dis-
trict promotion policies and practices are drawn
Jrom a new report prepared by the AFT Educational
Issues Department, as are the sidebars that accom-
pany this article. For copies of the full report, see or-
dering information on p. 8.
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know what problems they have and the burdens they
bring to school. And I also know that the schools they
attend, rather than getting more, get less. But I also
know that, short of situations of serious damage,
urban kids are perfectly capable of reading well and
doing well in school in general.

So how does it happen that a child gets beyond
third grade without solid skills in reading or math?
How could it happen that a youngster could reach
twelfth grade, let alone graduate from high school,
without solid skills in reading, writing, and math? How
did it happen that colleges have to offer remedial
courses and businesses have to spend millions teach-
ing new employees basic skills?

Good questions.

Now, we in the AFT spend a lot of time listening to
our members, so we had a pretty good sense of the an-
swers. And one of the persistent answers we were
hearing was “social promotion”—the practice of send-
ing students on to the next grade even though they
weren't really ready.

But we wanted to check on what we were hearing,.
So, as part of our ongoing push for higher standards of
conduct and achievement, we decided to conduct a
national survey about student promotion policies. I am
here today with the results of this AFT survey, the first
such national survey ever conducted. We collected
promotion policies from eighty-five districts across the
country, including the forty largest. And we now have
much clearer answers about why the richest nation on
earth has to set a goal of all children reading well by
the end of third grade and about why a youngster can
graduate from high school without a solid foundation
in the basic skills necessary to lead a productive life.

What did we find? We found that no district has an
explicit policy of social promotion. That was odd.
Were our members wrong? Could Chicago and other
districts that are now banning social promotion be
banning something that doesn’t exist?

Not at all.

Because we also found that just about every district
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Social Promotion:
Everyone Loses

AS CRITICS point out, social promotion is an insidi-
ous practice that hides school failure and creates
problems for everybody:

B For kids, who are deluded into thinking they
have learned the knowledge and skills necessary
for success, who get the message that effort and
achievement do not count, and most important,
who often are denied access to the resources and
support programs they need because their failure
is not acknowledged by the system.

B For teachers, who must deal with impossi-
bly wide disparities in their students’ preparation
and achievement that result from social promotion,
and who face students who know that teachers
wield no credible authority to demand hard work.

B For parents, who are lulled into thinking
that their children are being adequately prepared
for college, for civic responsibility, and for the
world of work.

W For the business community, which must
invest millions of dollars in teaching new employ-
ees the basic skills they did not learn in school.

B For colleges and universities, which must
spend a sizeable portion of their budgets on reme-
dial courses to prepare high school graduates to do
college-level work, and for the professors who
must lower their standards in order to accommo-
date an ill-prepared student body.

B For taxpayers, whose support of public ed-
ucation is eroded by evidence that a high school
diploma is not necessarily a guarantee of basic liter-
acy and numeracy.

B For society, in general, which cannot afford,
in both economic and civic terms, a growing pro-
portion of uneducated citizens who neither benefit
from, nor contribute to, the commonweal.

has an implicit policy of social promotion. Almost all
districts say that holding students back must be the op-
tion of last resort—which is a clear message to pro-
mote socially—and many of them also put explicit lim-
its on retaining students—which is another clear mes-
sage to promote socially.

For example, about one-half of the districts restrict
the number of times a student can be retained. In Or-
ange County, Florida, only one retention is permitted
in elementary school. Houston restricts retention to
once in kindergarten through fourth grade and once in
fifth through eighth grade.

Still other districts essentially forbid retaining cer-
tain children, like students with limited English profi-
ciency or learning disabilities, saying that these stu-
dents are to be moved along according to “a pace that
is appropriate to their abilities”—whatever that means.

Another major answer our survey revealed about
why a student can leave third grade without reading
well or graduate from high school without solid
knowledge and skills is that, in most districts, there

6 AMERICAN EDUCATOR
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In most districts, there are no
agreed-upon standards defining
what students should know and be
able to do at various grade levels.

are no agreed-upon standards defining what stu-
dents should know and be able to do at various
grade levels.

As a result, there are no clear criteria for whether or
not a student should be promoted. Instead, we see
vague policies like Clark County, Nevada’s: To be pro-
moted, a student’s “progress should be continuous and
student advancement through the curriculum should
be according to the student’s demonstrated ability.”

What does that mean?

Or take the policy of the Long Beach, Calif., School
District: Promotion depends on a student’s ability to
“demonstrate sufficient growth in learning required
basic skills.” But what is “sufficient?” The policy is
silent. And is “sufficient growth” the same as mastery?
The policy gives no clue.

So how are promotion decisions made? We found
that, in most districts, a student’s grades in class and
on standardized tests, along with teacher recommen-
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dations, form the basis for promotion decisions.

Sounds sensible. But think about it: In the absence
of clear, grade-by-grade standards for what students
should know and be able to do, class grades are based
on different things and, therefore, vary greatly. Some
teachers grade based on student mastery; other em-
phasize effort; still others look at mastery or effort rela-
tive to perceived student ability; and still others may
use different combinations of these. And the result is
that some students arrive in the next grade unpre-
pared for work at that level, even though they may
have gotten A’s and B’s.

Standardized tests are also not a good guide to pro-
motion decisions. First, they are not generally reliable
when young children are involved. And second, they
often aren’t aligned with the curriculum—that is, with
what the students have been taught.

That brings us to teacher recommendations, pre-
sumably the third leg of the three-legged stool that
constitutes promotion decisions. But our survey re-
vealed that this third leg is very shaky indeed: While
teachers participate in promotion decisions in the ma-
jority of districts we surveyed, they have little author-
ity over the decision. They have final authority at the
elementary or middle school level in only fwo districts,
and final authority at the high school level in only one
district. In fact, more districts give parents final author-
ity over a student’s promotion than they do teachers!

In the majority of districts, final authority for promo-
tion decisions rests with the principal. And here, once
again, we see the effects of not having clear standards
for students. Because in the absence of standards,
teachers who grade strictly may have little support—
and grades become negotiable. Principals can overturn
a teacher’s recommendation or change her grades.
And, frequently, they do, either because they don’t
want the school to look bad or because of parent or

district pressure. Sometimes, it’s because the resources
aren’t there to hold over too many children.

In fact, in a separate poll of teachers we conducted
some time ago, we found that, although teachers are
opposed to social promotion, they, like many princi-
pals, feel uneasy about retention because usually there
are no options for the students—no program that’s dif-
ferent and helpful, not even summer school, in many
cases. And children who are retained without any
extra help or different programs often continue to do
poorly. It’s a terrible bind.

ND THAT brings me to the next major finding of

our survey: In the majority of districts we looked
at, promotion policies are generally silent about pro-
viding special help to students who fail, or who are at
risk of failing, or who are socially promoted.

Only about 15 percent mention tutoring; and only
about 13 percent mention alternative programs and
strategies, such as transitional classes, extended in-
structional time, customized instructional programs or
other support services. About one-half of the promo-
tion policies mention summer school, but discussions
with school officials and union leaders indicate that in
many instances funds to support summer school have
been cut drastically, if not eliminated. In some dis-
tricts, students must pay to attend summer school!

Now, some of you may be thinking, “Special pro-
grams may be nice, but they’re costly. Isn’t the solution
simple? Clearly, if we don’t want social promotion—
and we don’t—then retention is the answer.”

....Which brings me to the last major finding from
our survey: Ironically, and painfully, it turns out that
not only is social promotion rampant, retention is,
too. Despite the restrictions on holding back students,
retention is used as often as it can be. Accurate figures
are hard to get, but it is estimated that 15 percent to

Tleachers' Role in Promotion Decisions

THE ROLE teachers play in social promotion decisions is complicated. Teachers do not like social promotion,
but they are ambivalent about retaining students. Ninety-four percent of teachers in a recent survey* agreed
with the statements: “...promoting students who are not truly prepared creates a burden for the receiving
teachers and classmates. Automatic promotion inevitably brings down standards and impedes education.” Yet,
54 percent of those same teachers indicated that they had promoted unprepared students in the past year.

Why? Our polls indicate:

B Teachers do not have the authority to retain students.

M Teachers succumb to pressure from principals and parents to promote students that the teachers con-
sider to be unprepared. Six in 10 teachers indicate that teachers in their school are pressured by principals
and other administrators not to retain students, while 52 percent say parental pressure is a problem.

B Teachers fear that when students are retained, they will cause behavior and discipline problems in class.

M Teachers know that there is already a significant amount of retention occurring in schools.

B Teachers believe that the educational research indicates that retention is both harmful and ineffective.

M Teachers believe that there are insufficient educational alternatives to social promotion or retention for
youngsters who do not master the grade-level material. They see their dilemma as having to choose between
two unsatisfactory alternatives. Teachers often know that retention may result in students’ repeating the same
material, taught with the same instructional strategies that were ineffectual for those students in the first in-
stance. To recommend retention in such a situation is not only a violation of all that teachers know about
how children develop and learn, but it also lends support to what teachers perceive as a fundamental prob-
lem—the failure on the part of the administration to develop and support alternatives and prevention pro-

grams for children at risk of failure.

*Peter D. Hart Associates. Academic Standards and Student Discipline: AFT Teachers Assess Their Schools, 1996.
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Why Students Fail

A VERY SMALL percentage of children fail because they do not have the innate capacity to acquire the com-
plex knowledge and skills required for functioning in today’s information age. The vast majority of children
are unsuccessful in school for other, more complicated reasons.

M Some children don’t prosper in school because they are immature or otherwise unready for school.

M Some don't learn because we feed them with an empty spoon; they are not provided a rich curriculum
and/or instructional practices that support high achievement.

B Others don’t acquire the necessary knowledge and skills because of excessive absenteeism.

M Some students achieve at minimal levels because they make little effort to acquire knowledge—either be-
cause they do not view academic achievement as crucial or instrumental to their goals, there are no conse-
quences to failure, or other things, such as money or physical prowess, are more highly esteemed.

M Still others are the victims of ill-conceived theories about children and how they learn that result in fail-
ure—and in practices on the part of teachers, administrators, parents and students, and the wider society, that
sustain low achievement.

M Some students don’t learn because they have no incentive (positive or negative) to engage them in the
educative process.

M And still others fail because of a combination of the reasons identified above.

Policies to help underachieving students learn must address these underlying causes of failure. For some
students, creating a negative incentive may be enough. Sending them a clear signal that learning counts, that
faiiure to perform will result in retention may be sufficient to inspire this small number of students to devote
attention to their studies. For a few others who have been absent, repeating the grade may make sense, since
they were not exposed to the material in the first place. And for some children, particularly those with little
or no access to high-quality early childhood programs, repeating the early grades may make sense. But for the
vast majority of underachieving students, systemic change is required if success is to be achieved. Policies and
practices have to be developed that address the problems of a lack of standards, undemanding curriculum,
underprepared teachers, and administrative indifference to whether learning takes place. These policies must
address what unique educational experiences and support services are necessary for children who fail or are
at risk of failure. Absent attention to these issues, we are doomed to continue the ineffective pendulum swing

between social promotion and retention.

19 percent of U.S. students are held back in the same
grade each year. And in many large urban districts, up-
wards of 50 percent of the students who enter kinder-
garten are likely to be retained at least once before
they graduate or drop out.

Now, a number of school districts—Chicago most
prominent among them—have ended social promo-
tion, and many more will follow suit. They are to be
congratulated; ending social promotion is the right
thing to do.

But just going to a policy of retention won’t work.
The fact is, neither social promotion nor retention is
the answer—if the answer we're seeking is getting kids
to achieve. In fact, throughout the 20th century, we've
swung like a pendulum between these two policy ap-
proaches to student progression—and neither policy
has done the job.

Now, if I had a gun to my head and had to choose
between retaining or promoting a student who had
not mastered the requisite material to be prepared for
the next grade, I would choose retention over promo-
tion.

But there are better choices. What are they? First,
we need to take an “intensive-care” approach to stu-
dents who are falling behind—uwell before we’re at the
point of promotion or retention decisions—by quickly
identifying these students and concentrating every
possible resource on getting them back on track
quickly.

For example, Cincinnati’s reform efforts include #m-
mediate intervention, such as providing students with

8 AMERICAN EDUCATOR

in-class, small-group instruction or multi-age grouping
and also offering tutoring and summer school on top
of that. For students in grades three, six and eight who
still do not meet promotion standards but are at an age
at which it is inappropriate to remain with younger
students, there is something called “Plus Classes”—
Three Plus, etc.—that have fewer students than regular
classes do and an intensive, different approach to
teaching students the specific knowledge and skills
they haven’t yet mastered.

In Albuquerque, the principal and parents must be
notified early if retention is anticipated, and a special
support program is designed for each child in danger
of failing. Albuquerque also stipulates that no student
can be retained without a specific intervention plan
detailing the student’s needs and how they will be
met.

Second, we have to adopt rigorous standards that
are clear to parents, teachers, and students. The stan-

1o Order

Passing on Failure, the AFT’s recently released
58-page report on school district promotion poli-
cies and practices, which also includes descrip-
tions of programs designed to prevent failure be-
fore it happens, is available for $5 from the AFT

Order Department, 555 New Jersey Avenue, N.W.,
Washington, DC 20001. Ask for Item 249.
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Neither social promotion nor
retention is the answer.

dards should be accompanied by grade-by-grade cur-
ricula and assessments that make it possible for teach-
ers to know in time when children are in trouble so
they can seek timely intervention.

Corpus Christi is farthest along with this, combining
clear and rigorous standards with an end to social pro-
motion and an emphasis on intervention. Results of
the first two years are encouraging: Scores on state
reading, writing, and math tests are up significantly in
all grades—which proves our youngsters can do
what'’s required of them.

In fact, the students would have told us this. In their
own way, they’'ve been asking adults to take a stand on

FaLL 1997

standards; they've been asking to be taken seriously.
Listen to a teenager from wealthy Westchester County,
N.Y., quoted in a Public Agenda report: “It’s so dumb.
You don’t even have to try in my school. So I think if
they did raise the standards, I probably would be a
harder worker” And listen to a California teenager: “I
think adults don’t take us seriously enough. We're re-
ally smarter than they think. It’s how far and how they
push us ... I think a lot of kids—even those getting D’s
and stuff—can do a lot better” How right the kids are.

Third—and I want to say this loud and clear—we
must place well-educated, well-trained teachers in
every classroom, but especially in the classrooms of
our neediest and most vulnerable children. And we
have to make it a top priority, both in schools of edu-
cation and in districts’ professional development pro-
grams, to insist that all teachers of young children are
fully proficient in teaching reading.

Teacher preparation is woefully inadequate in this
crucial area, especially when it comes to preparing
teachers who will be teaching our most at-risk young-
sters. And many of our experienced teachers, too,
need ongoing support in teaching phonology, phonet-
ics, orthography, and other language skills—because
we know a lot more now about teaching reading, but
that research hasn’t reached the classroom.

I use those fancy words like “phonology™ deliber-
ately. Because I want to remind everyone of the so-
phisticated knowledge and skill it takes to teach read-
ing to a group of twenty-five or thirty wiggling, restless
children, many of whom have never before been ex-
posed to the printed page. They're depending on their
teacher to unlock the mysteries of eye-to-brain coordi-
nation, of decoding and comprehending squiggles on a
page that result in the joy and pleasure of reading. It is
daunting.

And it’s as dumb and cruel to expect someone—
even a brilliant young AmeriCorps type—to go in and
do that with at-risk kids without proper training as it
would be to think one of us could take out another’s
appendix, armed only with good will, a workshop, and
the advice from a few books.

T HESE RECOMMENDATIONS—clear standards,
special timely help for children who need it, and
additional reading training for teachers—can be put in
place immediately. In some instances, we’ll see imme-
diate results; in others, results won't be evident for a
couple of years, but progress will be evident immedi-
ately, not only in terms of students—as well as teach-
ers—getting the help they need, but in the strong sig-
nal that will be sent to parents and the public that
school districts will be deploying every available re-
source to ensuring that all kids, and not just our more
advantaged kids, will read and generally achieve well
by the time they leave third grade and that all students,
and not just our more advantaged students, will gradu-
ate from high school with the requisite skills to go to
college or get a decent job.

But perhaps our most significant recommendation—
the one that will ultimately make the biggest differ-
ence—is not something we in school districts can do
tomorrow—unless we get state and federal help. And
that is to make available high-quality pre-school and
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Explicit Standards
Give Definition to
‘Earned’ Promotion

CLEAR ACADEMIC standards are essential to
higher achievement and success for all. As Lewis
Carroll’s Cheshire Cat said: “If you don’t know
where you're going, any road will take you there.”
Without explicit grade-by-grade standards for stu-
dents, anything goes, and anything is accepted—
and sometimes even mediocre or poor work is re-
warded as excellent.

Commonly shared grade-by-grade standards for
students are essential. These standards

M support academic rigor and ensure fairness by
defining the expectations for success for all stu-
dents;

M climinate the need for every teacher to set his
or her own standards for grading and promotion
decisions, or for requesting special services for stu-
dents who are falling behind;

M give teachers the authority to demand that
students work hard, without the risk of appearing
arbitrary or mean;

B make academic expectations public and,
therefore, accessible to students, parents, and the
community;

M furnish the basis for professional develop-
ment for teachers as they come to consensus
about what evidence of student learning is appro-
priate, how to spot problems in achieving the stan-
dards, and what strategies enhance student
progress toward meeting the standards; and, most
important

B provide the basis for monitoring and manag-
ing student learning and making decisions about
promotion, retention, and the need for additional
educational services.

kindergarten programs for all children—and if not for
all children, then definitely, urgently, immediately, for
our neediest children.

Let me point to the example of France, which not
only has high student achievement but also the small-
est gaps in achievement between advantaged and dis-
advantaged youngsters. A major reason for that is a sys-
tem of preschools that was originally started for the
children of working mothers and immigrant families to
make up for the children’s lack of academic readiness.
And because France did not treat these preschools as a
poverty program and gave these children the best, the
preschool programs proved to be so effective that mid-
dle-class, full-time mothers are sending their kids, and
the demand has made the pre-schools practically uni-
versal.

Look at what we're suggesting: A good preschool ed-
ucational experience; special help like tutoring and
extended day and extended year when children are
falling behind; high standards, a challenging curricu-
lum, and tests that measure what’s supposed to be

10 AMERICAN EDUCATOR

taught; qualified, well-prepared teachers .... This all ex-
ists in schools across America. But not in all schools
where we're working to educate our neediest young-
sters. Not in all of our large urban districts. Far too few
of them, relative to the need.

So the big question is, can we make it happen there?
I believe we can. I know that in many places we are.
We see achievement getting better; we see standards
being raised; we see investment being made and
scarce resources being spent more wisely. But we have
to step it up. Our urban kids face terrible problems,
and they need extra help. Instead, they get less. And
then either they or their teachers, or both, are blamed
for failure.

Too many adults in our society have given up on our
poorest youngsters. Instead of raising hell and making
sure poor kids get the common-sense things they
need, the things middle-class kids in middle-class
schools take for granted, we get political leaders and
opinion makers calling for vouchers and privatization,
as if those radical schemes will provide what every
other advanced civilized nation in the world provides
for all its kids: safe, orderly, well-supplied schools with
high standards and highly educated, well-trained teach-
ers.

Many of you are aware that, within the past few
weeks, two polls came out showing growing public
support for vouchers. They got a lot of press, and they
deserved to. But what didn’t get any press is some-
thing else in those polls, something that is far more sig-
nificant. And that is that parents and the public want
first and foremost for their public schools to be fixed.
They believe that better discipline and more rigorous
academic standards that are faithfully adhered to
would be a far more effective reform than vouchers.
And they are correct. To the extent that support for
vouchers has grown, it is because of frustration with
the pace of getting better discipline and higher stan-
dards in our schools, particularly in our poorest
schools. Too many of our leaders, too many of the peo-
ple in charge of our schools, still aren’t taking the pub-
lic’s message seriously enough.

Friends, our society needs a lot of things. Those
who want to eliminate all government regulation or a
government role in education should be reminded of
what “government” means in a democracy. It means
us. It means “the people” It means the public. And if
that is too abstract, let them ponder the 25 million
pounds of meat with the E.coli bacteria that the “gov-
ernment” just had to have recalled.

We survived that. We would not survive the demise
of a public education system. And we can’t survive un-
less we have the best public school system in the
world—including and especially for our toughest,
roughest, neediest students, who are also, underneath
it all, many of our sweetest, greatest kids.

I have seen it happen. I know it can be done.

There is nothing wrong with our kids that adults
can’t cure. And there is nothing wrong with our
schools that we can’t fix. We must—and can—prevent
failure before it occurs. We must—and can—intervene
swiftly and effectively if it does. And stopping the
empty, useless cycle of social promotion and retention
has to be high up on our agenda.
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STUDENT INCENTIVES
AND THE
COLLEGE BOARD SYSTEM

BY ARTHUR G. POWELL

Editor’s Note: For a
number of years, AFT
has been urging that
American  schools
adopt rigorous exter-
nal standards in core
academic subjects,
and curricula and
assessments that go
along with the stan-
dards. We've also em-
phasized that even
these reforms are un-
likely to make much
difference unless stu-
dents bave strong in-
centives to work hard
to meet the standards. : 1K
Systems of standards
and incentives do
exist—and spur stu-
dents on to work and
achieve—in many other countries. But most people
aren’t aware that a comparable but more limited
system once existed in this country. In Lessons from
Privilege: The American Prep School Tradition, from
which the following article is excerpted, Arthur G.
Powell tells the story of a home-grown system of ex-
ternal standards and incentives that grew up in col-
lege prep schools, or independent schools as they are
now usually known, during the early years of the
20th century, and he looks at the powerful impact
this system bad on bow teachers taught and students
learned.

in the 1930s.

CRUCIAL asset of independent schools over the
past century has been the looming omnipresence
of college admission as a powerful student and parent
incentive. In these schools student willingness to exert
mental effort has not required eager youth engaged in
academic study for the pleasures it gives; nor has it de-
pended on superb teachers able to stimulate enthusi-
asm for the life of the mind. Prep schools have had
their share of such students and teachers, of course,
and always wish for more.
But they also have had many students willing to
work, willing to give the material a fighting, grudging
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A college preparatory class at St. Albans School, Washington, D.C.,

chance. One typical
senior said that “the
future” was the rea-
son he worked hard
at his studies. “You
know that if you
work hard in high
school you can get
into a good college,
and if you do well in
college you can go
on to a good career.
You're just thinking
about your future
and you have to
s work for it. It just
" doesn’t come.” He
> never expressed real
interest in his stud-
ies, only willingness
to engage in them
and try.

Although students often attribute their motivation to
work to parents, peers, and teachers, lurking behind
these close-by influences is the concern about college.
A junior who thought the college incentive exerted
“tons” of influence on him said his parents had been
talking about college since freshman year. By sopho-
more year he was already visiting different schools.
“You really start to worry about it.”

The presence of this incentive in institutions de-
fined as college preparatory should not be surprising.
What was and is most significant is not the incentive it-
self, but how it began to be systematically mobilized to
promote learning at the beginning of the twentieth
century. What parents and students wanted for youth

S

Reprinted by permission of Harvard University Press.
Copyright 1996 by The President and Fellows of Har-
vard College. All rights reserved. An early version of
some of the ideas in this article appeared in Susan
H. Fubrman, ed., Designing Coherent Education Pol-
icy (San Francisco: Jossey-Bass, 1993). Arthur G. Pow-
ell is also an author of The Shopping Mall High
School. He is currently senior assistant at the Annen-
berg Institute for School Reform, Brown University.
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after school graduation—acceptance to certain col-
leges—became specifically contingent on how well
they performed while in school. A desired goal for the
future was directly linked to school academic perfor-
mance. Incentives were utilized to create and sustain
what were called academic standards.

It took an entirely new voluntary, nongovernmental
organization, the College Entrance Examination Board,
to organize student incentives as a lever to create and
sustain school standards. From 1900, when it was
founded, until 1942, the College Board administered a
system of essay examinations that tightly linked the de-
cision to admit a student to college with the standard
of academic work done in school. A certain level of in-
dividual achievement virtually guaranteed admission to
the college of one’s choice. That tight linkage, rare in
1900 and rare today, was not easily achieved. Schools
and colleges had to want it as much as families did—
want it enough to cooperate and compromise with
one another in ways they had not done before.

On the surface, the College Board was principally a
treaty among colleges and between colleges and
schools to solve logistical problems of college admis-
sion. When a market began to emerge for the modern
independent school in the 1800s, many desirable col-
leges were simultaneously stiffening their entrance re-
quirements. The pace and character of the changes dif-
fered according to what each institution aspired to be-
come. But, in most of the better-known private North-
eastern colleges, the trend was not only to demand
more of students in traditional subjects, but to add re-
quirements in “modern” subjects such as science and
history, which began penetrating college curricula in
the 1870s.

For tuition-dependent colleges the task was a diffi-
cult balancing act. They wished to attract more stu-
dents just as their curricula began emphasizing the fa-
miliar modern subjects rather than religion and the
classics. Professors of the newer subjects wished to
teach students who had begun studying them while in
school. They needed schools to offer those subjects
and students to study them. How to get schools to sup-
ply both more freshmen and better-prepared freshmen
was a vexing problem with several possible answers in
the generation after the 1880s.

Most colleges needed live bodies to survive and con-
sequently had virtually no admission requirements. For
colleges with the luxury of entrance requirements, the
most popular method was admission by certificate.
This was a plan by which entire schools were ap-
proved or certified in advance by some external
body—a state, a state university, a consortium of col-
leges. Cooperating colleges then agreed to admit any
graduate recommended by the certified school.

Other colleges wanted greater control over the qual-
ity of entrants’ preparation. A few actually established
preparatory schools dedicated to meeting their own
requirements—Hotchkiss for Yale, Lawrenceville for
Princeton. An audacious proposal that Harvard absorb
several existing prep schools, creating in effect an inte-
grated K-16 program under one university authority,
was seriously put forth.

But the more typical approach of these colleges was
to have individual candidates take examinations, in-
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College, prep school, and public school teachers gather
to read the College Board examinations at Barnard Col-
lege in 1935.

stead of certifying the schools they attended. This
seemed a surer way to guarantee better-trained fresh-
men and force schools to teach what colleges wanted.

The emerging preparatory schools were strongly in-
fluenced both by the preference of their well-off con-
stituencies and by the colleges their graduates wished
to attend. In curriculum matters they were clearly
dominated by higher education—Harvard’s president
Charles W. Eliot liked to say that “schools follow uni-
versities and will be what universities make them.” But
college domination per se was not a major worry for
prep schools. They really were, after all, college
preparatory. Without that function a major reason for
their existence would collapse. It did not occur to
them that they would not be dominated in some aca-
demic way by higher education.

The major strain on school-college relations at the
turn of the century was not college domination but
the chaos caused by the incredible diversity of college
admission and entrance examination requirements.
The head of Andover, a relatively large school that sent
graduates to many colleges, complained in 1885 that
“out of over forty boys preparing for college next year,
we have more than twenty Senior classes.” Unreason-
able diversity in admissions requirements inconve-
nienced not just universities wishing to increase en-
rollments and raise entrance standards, but also and es-
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pecially the prep schools. So it was no surprise that a
new agency, the College Entrance Examination Board,
was created by the universities with representation
from the schools. It prepared syllabi defining the con-
tent of major secondary subject areas and annual ex-
aminations based on the syllabi.

For four decades after 1900, the College Board did
far more than just standardize admissions examinations
among a small number of well-known colleges. It orga-
nized an intricate and coherent system of academic in-
centives to support serious academic standards. The
system linked what students wanted—admission to
the college of their choice—with what they had to do
to get it, pass College Board examinations. The Board
also organized school practice so students would per-
form well enough to demonstrate that their schools
were effective and their standards sufficiently high.
The Board pushed students to work hard and schools
to do the same.*

Years later a veteran schoolman summarized the sys-
tem’s workings. Parents sought out an independent
preparatory school “to do a specific and limited job—
the necessary intensive preparations of the student for
the rigorous College Board examinations.” Prep
schools occupied “a peculiar middle-man position in a
process that was generally binding as long as the col-
leges and universities kept to their high academic stan-
dards and required for entrance success in these Col-
lege Boards.” The “selling point” of independent edu-
cation was a “virtual guarantee to place the young stu-
dent in any college or university, however difficult the
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requirements.”

Four closely related characteristics account for the
system'’s relative success in promoting hard academic
work among often reluctant youth. All have close par-
allels with contemporary efforts to stimulate incen-
tives and raise standards. First, the system developed
and sustained a rough consensus about the content of
academic standards—what college-bound students
should know and be able to do. Second, it converted
these standards into credible examinations with pre-
dictable consequences for individual students. Third,
the standards and examinations directly influenced
school curriculum, teaching, hiring practices, and pro-
fessional development. Finally, the system fully under-
stood its responsibility to deal with students of very di-
verse academic abilities. Its job was to prepare as
many students as possible to undertake college work,
not to select out the brightest among them.

Standards as Curricular Frameworks

Professor Carl Brigham of Princeton, a wise long-
time observer of the College Board and principal cre-
ator of the SAT, admitted without apology in 1933 that
the Board’s major function was as an “institutional con-
trol.” It controlled participating schools by the aca-
demic standards on which its yearly examinations
were based. These standards were annually published
descriptions of the essential concepts and themes in
cach of the fields where the Board examined. Called
Definition of the Requirements for most of the
1900-41 period, they spelled out in greater or lesser
detail, according to the subject or moment in time,
what students should know and be able to do.
Brigham described the Definition in 1934 as a “frame-
work” in order to distinguish broad domains of knowl-
edge from specific examination questions.’

Decades later one is struck by two aspects of the an-
nual definition of subject requirements. They were
quite ambitious educationally, considering the varied
academic population they were intended to affect.
They also embodied broad consensus among creators
and users about the general nature, if not the particu-
lars, of what academic standards should mean. The
Board exerted a clear influence because it was a volun-
tary association run and used by people with roughly
similar views and interests. Both aspects of the annual
Definition—ambition and consensus—had similar
sources.

There was general consensus behind what high
standards meant because the individuals who estab-
lished them shared many values about the primacy of
academic education organized by the disciplines.
These individuals were drawn primarily from higher
education and particularly from various commissions
of national scholarly associations. They included many
of the most famous scholars of their day. In spite of
disagreements about what was most important to
learn within their fields, they shared a general ideal
that high educational standards and high academic
standards were one and the same. The College Board
did not have to debate whether the disciplines should
be the centerpiece of middle school and secondary
education. Independent-school people generally as-
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sented. A headmaster believed it was self-evident that
the quality of a person’s mind was determined by the
kind of material he or she directed toward it. “If he
confines his reading to trash, he will be a trivial per-
son.”

But prep schools were not evangelists promoting
the cause of serious academic work for all American
youth. They were not (nor are they now) reformers
seeking converts. If anything, they tended to pro-
mote themselves as the last refuge against educa-
tional barbarism. “We hold that every idea must be
made as interesting as possible,” one prep school ad-
vocate submitted, “but we refuse to water down its
essence for the pseudo-democracy of leveling and
mediocrity.”®

The idea of high academic standards took on an ex-
clusionary and old-fashioned tinge when the truth was
almost the opposite. In fact, the College Board exams
held a varied academic population accountable to seri-
ous and similar demands. The academic standards rep-
resented by each Definition were a triumphant victory
of modern subjects—history, English, science, modern
languages—over the traditional domination of the clas-
sics and formal mathematics. They were a victory for
progressive and democratic forces, not for forces of re-
action and exclusivity.

Curricular wars were fought within virtually all the
disciplines. They ranged from the importance to be
given this or that topic to the balance between man-
dated coverage and teacher freedom. In English, for
example, the Definition gradually moved toward less
prescription of content. The early English Definition
specified one list of books about which students were
to know “the most important parts” (for example, The
Merchant of Venice and The Last of the Mohbicans). It
also specified another list they had to know in much
greater detail (for example, Macbeth and Burke’s
speech Conciliation with America). But by the end of
the 1920s a Board Commission on English won a less-
restrictive conception. The English Definition for
1934 had no required books and a simplified
overview: “The requirement in English is designed to
develop in the student (1) the ability to read with un-
derstanding, (2) knowledge and judgment of literature,
and (3) accurate thinking and power in oral and writ-
ten expression.”

Those involved furiously debated whether or not
the changes lowered or raised standards, but the de-
bate occurred within a context of basic agreement.
The new “suggested” six-page reading list included
fourteen Shakespeare, eight Shaw, and two O’Neill
plays, four Conrad novels, and contemporary poets
such as Frost and Yeats. Teachers were advised that
the composition tasks would “assume continuous and
thorough training in mechanics.” The Definition speci-
fied that this training implied “mastery” of such mat-
ters as grammar, punctuation, spelling, and vocabulary
and “a command of varied and flexible sentence
forms.” The instruction required to produce such mas-
tery, teachers were told, “necessitates constant and
painstaking practice by the candidate in criticism and
revision of his own written work.” In such ways as
this, subject by subject, the Board defined and refined
what it meant by academic standards.”
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The College Boards

The College Board examinations were created by
committees of “examiners” with substantial private
school representation. They were largely of the essay
variety and usually three hours in length. The College
Boards converted Definition standards into concrete
tasks that defined how student performance would be
demonstrated. They also extended the notion of stan-
dards to define what levels of performance were con-
sidered outstanding and minimally acceptable. The
exams were administered nationwide in test centers
during one hectic week each June. By 1940, more than
37,000 June examinations were taken in thirty-six sub-
jects at 318 test centers.

The examinations were not only created outside in-
dividual schools; they were scored outside schools by
teachers and professors who did not know the stu-
dents whose work they evaluated. External assessment
was done by hundreds of “readers” assembled at
Columbia University during a week soon after the tests
were given.

The examinations were graded against a single stan-
dard or criterion determined by the readers rather
than compared against each other. A later, test-savvy
generation would call the Board’s assessment method
“criterion-referenced.”

Annual academic essay examinations produced and
assessed outside schools were common in Europe but
almost unique in America. They profoundly affected
participating schools, mostly for the better. Frank Ash-
burn of Brooks School called the Board’s exams the
prep schools’ “staunchest ally” in standard-setting. He
believed that they “probably did more than any other
single factor to emphasize the value of good teaching”
Wilson Farrand, a College Board leader since 1900 and
headmaster of Newark Academy in New Jersey,
thought the Boards were strongest where most Ameri-
can high schools were weakest. They provided stan-
dards of “thoroughness and genuine mastery of the
subjects taught” instead of “sloppiness and superficial-
ity”

The exams promoted thoroughness and mastery in
part because they created incentives and standards for
teachers. Their external creation and assessment intro-
duced an outside judgment about teachers’ perfor-
mance as well as students’ performance. The chairman
of the Secondary Education Board (SEB) praised the
College Board in 1936 for its “guiding and standardiz-
ing and controlling effect on school curricula and
teaching.” He did not fear a loss of teacher or school
autonomy, but welcomed the stimulation of external
accountability.”

The headmaster of Baltimore’s Gilman School re-
garded the College Board as a “measuring stick”
against which he could raise the educational standards
of his school. They made it possible to “use continuing
poor averages in any particular subject as a whip on
masters who taught the subject.” Teachers predictably
responded by developing extensive practice or coach-
ing sessions in which examinations from previous
years were carefully reviewed. The “almost airtight sys-
tem” developed to make Gilman boys study served its
purpose well in the judgment of the school’s historian.
It raised educational standards from the level of “aver-
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Students at Rosemary Hall, Greenwich, Connecticut, in a college preparatory class. They
are wearing their spring uniform of gingham dresses, navy blazers with red trim, white

socks, and saddle shoes.

age good schools to the level of the highest in the
country.”"

The thoroughness and mastery produced by the Col-
lege Boards also exposed a classic tension about stan-
dards. On the one hand, the examination often encour-
aged memorization and cramming. Topics and some-
times questions were repeated from year to year. They
could to some extent be studied for in advance. Some-
times knowledge alone could get students through
without the need to demonstrate much analytical ca-
pacity of the sort a later generation would call “higher-
order thinking.” To some this was a weakness.

On the other hand, the examinations improved aca-
demic achievement. Many students needed a practical
incentive to work hard. The link between the Boards
and college admission provided that incentive. In 1932
the headmaster of St. Paul Academy in Minnesota be-
lieved that the exams made lazy privileged boys work
hard for the first time because they had to. The mental
exertion required was regarded as a good thing in it-
self—an outcome schools valued as a worthy lifetime
habit quite aside from whatever momentary academic
achievement it produced. In particular, the examina-
tions could be attempted by students with limited aca-
demic skills for whom “uphill thinking is the best way
to think” They enabled “hard and specific work” to
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pay off.

Furthermore, prep
school proponents em-
phasized that the exam-
inations, like the Defini-
tion, were constantly
improving in quality.
Standards were becom-
ing more ambitious.
Gilman’s founding head-
master vigorously de-
nied in 1932 that they
could be passed by can-
didates who had “only
facts in their possession
and no knowledge of
their meaning nor
power to think.” On the
contrary, the Boards
were “tests of power
which require a knowl-
edge of facts” Power to
think required knowl-
edge. The head of De-
troit Country Day
School believed that the
English examination
had become “a test of
creativeness and appre-
ciation.”

The last three-hour
English essay examina-
tion ever given by the
Board, based on the re-
vised English Defini-
tion, lends backing to
this assertion. In June
1941, one of four ques-
tions asked students to read W. B. Yeats’s poem “An
Irish Airman Foresees His Death.” They had to respond
to eight different assertions about the poem and
would be graded on understanding the poem, accu-
racy in writing, and clarity in writing. Forty minutes.
The question combined a concern for standards, for
differences among the students, and for sensitivity to
the real-world times in which they lived."

Teachers and Professional

Development

The examination pressed teachers to perform to an
outside common standard. The system clearly opposed
the idea that teachers could or should define their
fields as they wished. Instead, they taught to their pre-
dictions and hopes about how the next examinations
might resemble those of prior years.

But there were compensations for teachers who saw
their classroom freedom somewhat eroded. One was
that externally set and scored examinations tended to
make students and teachers allies rather than adver-
saries. Instead of grading final exams, teachers crossed
their fingers and rooted for everyone. The objective
was to move all students forward, not to stress differ-
ences in attainment. Gilman’s historian concluded, “If
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everyone passed ... the master was considered to have
done a fine job.”"

Another compensation was that thousands of the
small cohort of private school teachers were not just
passive recipients of College Board commands but ac-
tive participants in the grand enterprise of creating and
grading the examinations. This was surely one of the
most powerful professional development experiences
in American educational history. It was task oriented,
deadly serious, and enormous fun. Teachers and heads
welcomed the close ties that entrance examinations
promoted with well-known colleges. They enjoyed the
sense that in some respects they were all part of the
same cause, profession, system—that the boundaries
between good secondary schools and good colleges
were permeable and not divided by high walls of differ-
ing status. This gave them a feeling of membership in a
large and respected professional community—a feeling
of dignity denied many American teachers.

The huge June gathering resembled an “educational
congress.” Between 1900 and 1941, it was perhaps the
largest regular occasion at which high school and col-
lege teachers struggled together at a common task and
from which teachers brought back to their schools
helpful criticisms and broader points of view. The Col-
lege Board believed that the annual reading session
“helped immeasurably in upholding standards,” but
perhaps more important was the colleagueship, stimu-
lation, and prestige it gave to participating teachers.

Readership was a professional plum, readers hated
to rotate off, and public school teachers resented pri-
vate school dominance. (A practical problem was that
many public schools were still in session when the ex-
aminations were read.) Their protests led to a 1934
College Board decision to change the reader ratio to-
ward a goal of 4:3:2 among colleges, private schools,
and public schools. Yet in 1941 more than 42 percent
of readers were still drawn from independent schools.
To the end, readership remained largely a private
school privilege.

Student Variety

Before the 1950s, few students gained admission to
prep schools on the grounds of special academic
promise or aptitude. Committed to preparing most of
their students for colleges such as Harvard, Yale, and
Princeton, the schools contained a mix of the academi-
cally gifted, the average, and the truly slow. They en-
rolled far more scholastic diversity in the first part of
the century than they do today. Some students were
enrolled literally at birth, when gender was the only
selective factor. Years later McGeorge Bundy recalled
his schooldays at Groton in the 1930s. “If you weren’t
a notorious and incorrigibly stupid or lazy person you
could go to any college you wanted. You really could.”

All this was accepted at the time as simply the way
things were. Prep schools catered to an economic
class, not to an academic class. They routinely assumed
that public high school graduates who attended presti-
gious colleges were, on the whole, more able and moti-
vated than their own students. Frederick Winsor,
Gilman’s founding head and later the founding head of
Middlesex School near Boston, told a Harvard alumni

16 AMERICAN EDUCATOR

meeting in 1930 that the job of private schools was to
“give an education to all the sons of such men as you, if
you want to send them to us, not to a selected few of
your sons.” It was not the “bright boy who specially
needs the best and wisest of handling,” Winsor went
on, “but the boys below the average in intelligence.” He
assured the sympathetic crowd that true leadership in
later life depended less on brainpower than on “deter-
mination and fight and character”"

Most independent-school commentators followed
Winsor’s reasoning. Their institutions should be
broadly accessible to those who could pay. Being
bright conveyed no special cachet. Some independent-
school leaders trumpeted the “true talent of the slow,
cautious, and searching mind” or unfavorably com-
pared the “facile, lazy student as against the hard-work-
ing slower student.” Slower students might not excel at
their studies or care much about them, but they would
often exert considerable leadership in extracurricular
and social activities in school and college. The prep
schools were undefensive about the academic quality
of their student bodies. Their students could usually
enter any college they wished if they worked hard."

This was one of the most significant assets of the Col-
lege Board system. Its essay examinations were not de-
signed to be impossibly difficult. The examination game
could be played for genuinely “high stakes” without
seeming to be beyond the power of diligent students to
control. The idea was not to keep students out of col-
lege but to ensure that they know enough to stay in.

The College Board essay examinations, though re-
garded as more rigorous than the written examinations
of individual colleges that had preceded them, were
constructed with a broad student-ability range in mind.
They attempted to pull everyone up to a minimum
standard in the possession of knowledge and the capac-
ity to use it. Until the late 1930s, few influential educa-
tors—and extremely few school people—cared about
winnowing the brightest students from the merely pro-
ficient ones. Harvard’s President Conant defended the
essay exams as “particularly necessary” for students “of
somewhat less than the highest” academic ability.

Of course there were limits to what could be ac-
complished when academic raw material was ex-
tremely weak. The secretary of the College Board
lamented in 1919 that some students with abominable
Board scores aspired to college only for social advan-
tages and should not be encouraged to advance be-
yond high school. The most thorough survey of board-
ing schools of its time found large differences in the
average age of graduating seniors in 1921 at certain
boarding schools compared with the Cleveland, Ohio,
public high schools. Cleveland’s average graduating
age of 17.1 years contrasted with Lawrenceville
School’s average of 18.7. The reason for so many “over-
age” private school seniors was parental desire that
children with limited academic capacity attempt the
Boards just one more time. Older students got better
scores. If they passed, tutoring schools in towns like
Cambridge and New Haven were ready to assist them
with the greater rigors of college work.

A private school research group sardonically con-
cluded in 1933 that the “non-academic pupil” had been
an issue for years but that research had been deferred
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because “just now many schools are engaged in labora-
tory experience with that very problem, after which a
thorough study will have a better point of departure.”
Despite these concerns about the limits of educability,
what was most significant about the relation between
the College Board system and student aptitude was the
expectation that a wide variety of aptitudes could suc-
ceed on a serious academic examination if the stakes
were high and the preparation specific."

N 1942 important elements of the College Board sys-

tem were dropped. The old system ceased to exist
when top colleges became more concerned with the
raw ability of prospective students than with the qual-
ity of their previous education. Some aspects were re-
stored in altered form during the 1950s as the Ad-
vanced Placement Program. AP courses survive as the
best systemic example of incentive-driven, externally
assessed standard-setting in American education.

But the earlier, more elaborate system has been
largely forgotten or stereotyped. This is unfortunate
even though many of its procedures were primitive
first steps. We should not remember the old system to
repeat it or to make excessive claims for its effective-
ness. Nonetheless, it contained several provocative fea-
tures of great interest to anyone concerned with stu-
dent incentives, academic standards, and assessment.

The old College Board system was voluntary and
nongovernmental. Certain schools and colleges had
particular problems that could be solved by inventing
a new collaborative regulatory body. The new system
was remarkably broad-based and democratic regarding
student aptitude. The presumption was that varied stu-
dent abilities could rise to meet the same standard, al-
though it would be easier for some and harder for oth-
ers. The system rested on a consensus that valued high
academic standards and assumed that this consensus
existed within an educational culture broader than
that of individual schools. It was legitimate, given this
consensus, to use external assessment to press both
teachers and students to work harder than they other-
wise would have done.

These features gave prep schools considerable edu-
cational advantages. They indicated systemic support
for student incentives to learn. Privileged students be-
came doubly privileged. Even if they were lazy and av-
erage, they were part of a system that forced them to
work. This is a bitter irony. American schooling gave
educational incentives to students who already were
its most privileged, but few similar incentives to any-
one else. fE

Endnotes

! Charles W. Eliot, “Liberty in Education” (1885), in Educational
Reform (New York: The Century Company, 1898), p. 131.

*On college admissions, see Harold S. Wechsler, The Qualified
Student: A History of Selective College Admissions in Amer-
ica (New York and London: John Wiley & Sons, 1977). For the
College Board I have relied mainly on the Annual Reports of
the Secretary, consulted in the Board’s Archives in New York,
and on two complementary histories. Claude M. Fuess, The
College Board: Its First Fifty Years (New York: Columbia Uni-
versity Press, 1950), is a memoir by a longtime head of Phillips
Academy who directly experienced many of the issues under

FaLL 1997

discussion. John A. Valentine, The College Board and the
School Curriculum (New York: College Entrance Examination
Board, 1987), is a more scholarly account by a longtime Board
staff member. The 1885 Andover quote is from Fuess, p. 7.

* A.W. Craig, “Why Independent Schools Need To Have a Well-
Planned and Well-Executed Program of Religious Instruction,”
ISB (February 1946): 5.

* “Views of Associate Secretary,” Thirty-Third Annual Report of
the Secretary (New York: College Entrance Examination
Board, 1933), p. 8; Valentine, The College Board, p. 48.

*Thomas S. Fiske, Twenty Seventh Annual Report of the Secre-
tary (New York: College Entrance Examination Board, 1927),
p. 1; Allan V. Heely, Why the Private School? (New York:
Harper & Brothers, 1951), p. 105.

¢ Richard M. Gummere, “Twenty Years Onward, or the Next
Two Decades in Secondary Education,” SEBAR 1940, pp. 12,
6; Claude M. Fuess, “Free Enterprise in Education,” speech to
the Association of Independent Schools of Greater Washing-
ton, D.C., October 21, 1952, p. 9, NAISA; Arthur S. Roberts,
“Report of the Chairman of the Executive Committee, March
8, 1947." SEBAR 1946, pp. 28-29.

" Definition of the Requirements, Edition of December 1934
(New York: College Entrance Examination Board, 1934),
pp. 7-14, College Board Archives.

" Nicholas Murray Butler, First Annual Report of the Secretary,
College Entrance Examination Board of the Middle States
and Maryland (New York: College Entrance Examination
Board, 1901), p. 20.

* Ashburn is quoted in NCR 5 (December 1947): 3. Farrand is
quoted in Fuess, The College Board, p. 68; EJ.V. Hancox, “Re-
port of the Chairman of the Executive Committee, February
15, 1936,” SEBAR 1935, p. 15.

' Bradford McE. Jacobs, Gilman Walls Will Echo: The Story of
the Gilman Country School 1897-1947 (Baltimore: Gilman
Country School, 1947), pp. 59-61.

" Arthur S. Roberts, “Report of the Chairman,” March 8, 1947,
p. 28; Richard M. Gummere, “Twenty Years Onward,” p. 12.
See also W.S. Litterick, “The Faith We Live By ISB (May 1947):
22; J. DeQ. Briggs, “Letter to Editor,” Harvard Alumni Bul-
letin 34 (February 19, 1932): 620; Frederick Winsor, “Letter to
Editor) Harvard Alumni Bulletin 34 (February 19, 1932):
619; E A. Shaw, “Letter to Editor,” Harvard Alumni Bulletin
34 (February 19, 1932): 620; English Examination, June 10,
1941) (New York: College Entrance Examination Board,
1941), pp. 29-30, College Board Archives.

'* Jacobs, Gilman, p. 60.

* McGeorge Bundy, quoted in “The American Dream at Groton,”
public television documentary, October 1988; Wayne E.
Davis, “Editorial,” Private School News 6 (June 1930), p. 4;
Frederick Winsor, “Is Harvard Too Hard on the Undergradu-
ates?” Private School News 7 (November 25, 1930), p. 5.

" Herbert Smith, “Commission on Relations with Higher Educa-
tion, April 21, 1948,” National Council of Independent
Schools, p. 4, NAISA; Henry W. Bragdon, “The College En-
trance Examination Board Test in Social Studies,” ISB (January
1947): 19.

" Thomas S. Fiske, Nineteenth Annual Report of the Secretary
(New York: College Entrance Examination Board, 1919),
p. 7; James B. Conant, My Several Lives: Memoirs of a Social
Inventor (New York, Evanston, and London: Harper & Row,
1970) p. 427; Robert Danforth Cole, Private Secondary Edu-
cation for Boys in the United States (Philadelphia: Westbrook
Publishing Co., 1928), pp. 131-133; H.T. Smith, “Report upon
the Curriculum Study, February 25, 1933 SEBAR 1932, p. 42.

AMERICAN FEDERATION OF TEACHERS 17



MOVE OVER, BARNEY

Make Way for Some Real Heroes

By DENNIS DENENBERG

‘x ] ILLIAM PENN was an obsession for Elaine

Peden, the Philadelphia Inquirer Magazine re-
ported in 1991. Peden had devoted enormous time
and energy to promoting recognition of Pennsylvania’s
founder. In 1984, she had persuaded Congress to ex-
tend honorary United States citizenship to both Penn
and his wife, Hannah. But her successes in bringing
Penn into the consciousness of Americans had been
soured for her by disappointments. When she visited

Dennis Denenberg is a full professor of education at
Millersville University of Pennsylvania. He and Lor-
raine Roscoe are the authors of Hooray for Heroes
(The Scarecrow Press, 1994), an annotated guide to
children’s books and activities about outstanding
men and women, and are currently working on a
new book, 50 American Heroes Every Kid Should
Meet!, which is expected to be published in 1998. A
sneak preview—at least in preliminary form—can
be found on pages 20-22.

\ —

Orville Wright Wilbur Wright Clara Barton

Albert Einstein

the restored William Penn statue on top of Philadel-
phia’s City Hall, she expected to see again in the wait-
ing area the seventy-five paintings of events in the life
of the Penns done by high school students. Instead she
found a blowup of the Phillie Phanatic, the cartoonish
mascot of the city’s professional baseball team. The
city’s founder was out: The city’s newest fantasy figure
was in.

The situation is not much better at our country’s of-
ficial museum. Recently, the Smithsonian Institution’s
National Museum of American History published a
new brochure to guide kids through the museum. It is
written around the Charles Schulz figures, with their
pictures everywhere. So there’s Snoopy leading our
kids around our national history museum—instead of
Sacagawea who led Lewis and Clark across our nation!

We continually think we have to “dumb down”
things to amuse kids. Well, we don’t have to. We can
challenge them to think, and most of them will love it
and rise to the occasion. Our national history museum

Frederick Douglass Mark Twain John Glenn
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Sacagawea

exists to teach us about our history, and while pop cul-
ture is a part of it, it should not dominate the turf. Har-
riet Tubman risked her life to lead more than 300
slaves to freedom—imagine the exciting trail she could
lead kids on through the museum. Instead, there’s
Lucy entertaining the kids, and probably boring them,
too.

Classrooms and homes around the United States re-
semble that Smithsonian brochure and the Philadel-
phia City Hall waiting area. Pictures of great people
have given way to fantasy creatures. At one time
many—if not most—public school classrooms in Amer-
ica displayed portraits of George Washington and Abra-
ham Lincoln. Today, if such portraits appear at all, it is
usually for a two-week period in February, during Pres-
idents Day commemorations. In their place, Garfield
(the cat, not the president), Michelangelo and
Leonardo (the turtles, not the artists), and, of course,
Walt Disney’s Mickey Mouse and his numerous compa-
triots hold prominent positions. They, not great

Teddy Roosevelt Jackie Robinson

Martha Graham

women and men, are the figures young people see re-
peatedly—and come to think of as “heroes.”

I have visited hundreds of classrooms over the past
twenty years. I have talked with teachers, observed
displays, and examined curriculum materials, and I
have become aware of how fantasy figures compete
with real-life heroes for students’ attention. Often, the
fantasy ones are winning,.

Cartoon and other fantasy characters pervade chil-
dren’s lives. Little Mermaids and big Beasts adorn the
clothing kids wear and the lunch pails they carry.
Think of kids in the world today. A little girl gets up in
the morning. Her head probably rested on an Aladdin
pillowcase. She goes down to breakfast and eats cereal
from a box with a cartoon character on it, then gets
dressed in a Tshirt with Bugs Bunny on it, picks up
her Garfield lunch pail, and heads off to school where
there is a bulletin board with cartoon figures on it.

(Continued on page 23)
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50 Heroes

JONAS SALK

Medical Pioneer
October 28, 1914 - June 23, 1995

B Physician

B Researcher

B Humanitarian

elieve in what you do. Dr. Jonas Salk did.
B In fact, his belief in the quality of his medical
research was so strong that he was willing to
take the risk himself. So, too, did his wife and his
three sons. It was not the usual practice for a re-
searcher to test his own findings. Dr. Jonas Salk did.
Polio (the short name for poliomyelitis) was a
dreaded childhood disease. It left a young body
crippled or it killed you. Most victims con-
tracted the disease in infancy, which is why
it was also known as infantile paralysis. But
the most famous of all polio sufferers
was struck by the disease when he was
¥ 39 years old—that was Franklin D.
Roosevelt. Could a cure be found to stop
this disease? Did people believe they
would ever be free from the danger of

Dr: Salk checks samples of virus-laden
[fluid used in production of bis vaccine
as be returns to bhis University of Pilts-
burgh laboratory.

“I don’t feel like a hero, but I know that’s
how people feel about me.”

Do you think it’s hard for real heroes to ac-
cept being called heroes? Dr. Jonas Salk did.

UPL/CORBIS-BETTMANN
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POWER
WORDS!

“I wasn’t going to
inoculate any-
body else with-
out first
inoculating
myself and my
own children.”

polio? Dr. Jonas Salk did.

He worked 16 hours a day,
six days a week for years try-
ing to find a way to prevent
the disease from attacking
kids. Finally, he created a vac-
cine to immunize people
against polio. After successful
tests on laboratory animals, it
had to be tested on human be-
ings. Who would be willing to
take the risk? Dr. Jonas Salk
did.

HERO
HUNT

About a 100 years ago, a
terrible disease called yel-
low fever killed many peo-
ple. A famous medical re-
searcher dedicated his life
to finding a cure, and did
50. A major research hospi-
tal in our nation’s capital is
named in his honor.

He is ?

Why did the tests involve
a risk? Because the vac-
cine consisted of the
actual polio virus.
That’s right, to pre-
vent the disease
from occurring,
you actually in-
jected the disease
into your body.
Pretty scary
thought. The vac-
cine consisted of
killed polio virus
cells, which then
built up natural an-
tibodies (fighting
cells) in the body. Did
people believe the new vac-
cine would work? Dr. Jonas
Salk did.

Because they trusted him,
Dr. Salk’s wife and children
also volunteered to be “human

FRANKLIN D. ROOSEVELT LIBRARY

Franklin D. Roosevelt was 39
years old when be was struck
by polio.

guinea pigs.” The tests were
successful; none of the people

Dr: Salk, bis wife, and three sons (left to right: Peter; 11; Jonathan,
5; and Darrell, 7) arrive in Ann Arbor, Michigan on April 11, 1955,
to receive the report on the results of the Salk vaccine field trials.

UPI/CORBIS-BETTMANN
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50 Heroes EXP'-ORE.'

Although Dr. Salk died re-

of the end of polio’s terrible CEntymegicalresearch cons

D ' VE ' N [ | effect. It was clear to every- HOBeS 2t the Salelistiite Jor
® : hat Dr. Jonas Salk did Biological Studies. To find out
Jonas Salk, by Marjorie T o : what their latest research ef-
o2 A grateful nation and world forts are. you can write the
Curson (Silver Burdett, ey vk
1990). 144 1 applauded his achievement. Institute at PO. Box 85800,
99 3 ? p ?gﬁs.P.us- He could have become a very San Diego, California 92186-
t'rat:b. Farto t Caonects wealthy man from his discov- 5800; or email at
MG KRS ery, but he stated: “...[the vac- = http://www.salk.edu
cine] belongs to the people. By doing so, you can dis-
who were injected with the Could you patent the sun?” cover some of the latest sci-
vaccine got polio. It was the No, such beneficial work endific resca:rch effo.rts o
: 3 - AIDS, Alzheimer’s disease,
major breakthrough in the should be freely shared—and : 3
. X g Eats what D Salk did birth defects, the brain, can-
1950s and was the beginning  that’s what Dr. Jonas Salk did. cer, gene therapy, hormones,
i and plants.
Dr. Salk himself, even at
[ TP the age of 80, was actively in-

volved in research to find a
cure for AIDS or a vaccine to
prevent its spread.

‘What do you know about
AIDS? What do you know
about other infectious dis-
eases, such as the flu, pneu-
monia, or even the common
cold?

As an American, you have
access to incredible medical
services. Some people say we
have the best doctors and
health facilities in the world.
The cost of all these services
has become very high. You
can be a part of the effort to
keep our health system top
rate by learning ways to stay
healthy.

Do you know the right
kinds of food to eat? Do you
know the importance of daily
exercise? Do you know how
you can lower the chance of

catching diseases like AIDS?
A nurse steadies the arm of Gail Rosenthal, age 8, as Dr. Jonas Salk The v%' otlcof Ds . Jonas Salk
injects the Salk polio vaccine during the 1954 field trials conducted and'athermedical e

in the Pittsburgh, Pennsylvania, region. Gail was one of 1,830,000
children, ages five to nine, who with the consent of their parents don’t do our share to take
participated in the field trials. Results were described the following care of our bodies. Dr. Jonas
yean, April 12, 1955, in the Francis Report, which pronounced the Salk did.

vaccine “safe, effective, and potent.”

searchers is worthless if we
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Heroes
(Continued from page 19)

Teachers and parents choose such materials so fre-
quently, they tell me, because they believe these fig-
ures have motivational value. Cartoon mice and ducks
are familiar. “They can be comforting to kids,” parents
and teachers say.

Perhaps fantasy characters motivate and comfort.
But junk food motivates and comforts, too. Like junk
food, popular fantasy and cartoon characters are
sweet, enticing to the eye—and empty of real value.
Like junk food, they displace what is more important.
They fill kids up. The kids no longer hunger for the
nourishment they need to become healthy, fully ma-
ture adults.

Is it any wonder that teenagers become hooked on
the next level of fad fantasy figures—the super-rich
athletes and popular culture rock and entertainment
stars. Their presence in the media is everywhere, with
entire cable channels devoted to the icons of music
and athletics. So the Barney T-shirts eventually become
Smashing Pumpkins shirts, Power Ranger backpacks
become Dennis Rodman gym bags, and the very inno-
cent Little Mermaid poster in a child’s bedroom is re-
placed by a nearly life-sized one of Madonna (and not
the religious one!). Think about it: It’s an easy transi-
tion from the fantasy world of Spiderman for kids to
the unreal world of Michael Jackson for teenagers.

The over-presence of fantasy characters in our cul-
ture and in our schools and homes contributes, I am
convinced, to a confusion for our children and adoles-
cents about the value of real-life human accomplish-
ments. It is not surprising, I think, that when in 1991,
a Harrisburg-area school district asked its fifth to
twelfth graders to name people they most admired,
the teenagers chose rock stars, athletes, and television
personalities, people who often seem to be larger than
life. Other than Nelson Mandella, no famous people
from any other field of endeavor were mentioned. No
great artists, inventors, humanitarians, political lead-
ers, composers, scientists, doctors—none were men-
tioned by the 1,150 students.

Likewise, when the Scripps-Howard newspaper
chain asked a representative sample of twenty-five- to
forty-five-year-olds to write a two-page essay about
their favorite hero, there were a lot of blank pages; 60
percent of the group said they have no personal
heroes.

I frequently am asked to give presentations on why
heroes are important for children. I sometimes begin
by putting on the familiar Mickey Mouse ears, and I
lead my adult audience in a rousing rendition of the
“Mickey Mouse Club” song. Almost everyone knows
the words. Then I switch to a colonial hat and recite a
portion of the Patrick Henry speech that ends with a
very famous line (or at least what once was a very fa-
mous line). I leave it to the audience to finish the
speech, but few can. The comparison with the Mickey
Mouse song leads to a spirited discussion of what has
happened to real heroes in our culture.

“Look around,” I say to my audiences. “You're sur-
rounded by people. Count thirty people, yourself
among them. One of that thirty would probably have
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polio if it weren't for Jonas Salk. That's how prevalent
polio was. But when Salk died two years ago, we as a
nation hardly took notice. Certainly, few young people
have any sense of how that great doctor saved their
generation from a crippling disease.”

Have we lost a generation of people who don’t have
heroes, who don’t know what a hero is or don’t under-
stand what a positive influence a hero can be in a per-
son'’s life?

HERO IS an individual who can serve as an exam-

ple. He or she has the ability to persevere, to
overcome the hurdles that impede others’ lives. While
this intangible quality of greatness appears almost mag-
ical, it is indeed most human. And it is precisely be-
cause of that humanness that some individuals attain
heroic stature. They are of us, but are clearly different.

We look to heroes and heroines for inspiration.
Through their achievements, we see humankind more
positively. They make us feel good. They make us feel
proud. For some of us they become definite role mod-
els, and our lives follow a different direction because
of their influence. For others, while the effect may be
less dramatic, it is of no less import, for these heroes
make us think in new ways. Their successes and fail-
ures lead us to ponder our own actions and inactions.
By learning about their lives, our lives become en-
riched.

Molly Pitcher saw what had to be done and did it.
Women had a defined role in the war; they were a vital
support to the fighting colonials. But when her hus-
band was wounded, and the cannon needed to be
fired, she knew what she had to do. Molly Pitcher was,
and is, a heroine, and her story deserves to be told and
retold. Neither a great statesman or soldier, she was an
ordinary person who performed an extraordinary
deed.

Michelangelo spent a lifetime at his craft, leaving the
world a legacy of magnificent paintings and sculp-
tures. His hard work was a daily reaffirmation of his
belief in a human’s creative potential. Through toil, he
produced artistic monuments that have continued to
inspire generations.

This world has had (and still has) many Molly Pitch-
ers and Michelangeloes, people who set examples that
inspire others. Some had only a fleeting moment of
glory in a rather normal life, but oh, what a moment.
Others led a life of longer-lasting glory and had a more
sustained impact on humankind. All were individuals
who, through their achievements, made positive con-
tributions.

Where are the heroines and heroes for children
today? They are everywhere! They are the figures from
our past, some in the historical limelight, others still in
the shadows. They are the men and women of the pre-
sent, struggling to overcome personal and societal
problems to build a better world.

Indeed they are everywhere, but most children
know so very few of them. Quite simply, in our
schools and in our homes, we have removed these
great people from our focus. They have become “per-
sona non grata” instead of persons of importance. The

(Continued on page 46)
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ON THE
PRAIRIE

By EDWARD B. FISKE

THE TOPIC of the morning in Cindy Mangers’ sec-
ond-grade classroom was Picasso.

The students took turns reading out loud from a
children’s biography of the celebrated painter and cal-
culated how old Picasso would be if he were still alive.
They looked at poster-sized reproductions from his
various periods and voted on where to put each one
on a scale running from “realistic” to “abstract” They
chuckled at a cartoon poking fun at a Cubist portrait.
(“He’s breaking me up.”)

When a student read that, following the death of his
best friend, Picasso “felt alone and sad,” Ms. Mangers
asked the class, “What color do we talk about when
we think sad”

“Blue.”

The teacher then led her charges in a discussion of
“The Old Guitarist” from Picasso’s “blue period” and
asked them to talk about what made them sad or
happy. Several students mentioned the drowning of a
friend last summer, and that afternoon the class wrote
poems about sadness and happiness, including one
that read:

Edward B. Fiske, the former education editor of the
New York Times and author of Smart Schools, Smart
Kids (Simon & Schuster), writes frequently on educa-
tion topics.
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I'm sad because my friend died.
It seems like everybody
Is going to the sky.

The lesson on Picasso at the A.B. Newell Elementary
School in Grand Island, Nebraska, was remarkable in
many ways, starting with the fact that Cindy Mangers
managed to keep a classroom full of seven-year olds
engrossed in a discussion of a modern painter for
nearly an hour. Although the ostensible subject was
art, she also brought in language arts and mathematics
and introduced complex ideas like abstraction.

The Picasso lesson that day at Newell Elementary is
a good example of the kind of teaching being pro-
moted by a well-funded national movement with the
ungainly title of Discipline-Based Art Education, or
DBAE. Promoted by the J. Paul Getty Trust, the move-
ment, which is sometimes referred to as “comprehen-
sive art education,” seeks nothing less than the trans-
formation of visual arts instruction in American
schools.

In 1982 the Trust, which operates the J. Paul Getty
Museum in Malibu, established what is now known as
the Getty Education Institute for the Arts. Its vision for
art instruction was laid out in a 1984 report entitled
“Beyond Creating: The Place for Art in America’s
Schools.” The institute set up a research and develop-
ment site in Los Angeles to develop the concept, draft
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curricula, and train teachers and administrators.

Getty’s review of art education, carried out by the
RAND Corporation, found that art in most schools was
a “marginalized” activity seen as having recreational
and therapeutic benefits but contributing little to the
cognitive goals of schooling. Teachers at the elemen-
tary level concentrated almost exclusively on art cre-
ation—getting students to express themselves by mak-
ing paintings and other artistic products—while high
school teachers saw their role as training future artists.

The solution, Getty concluded, lay in establishing
the visual arts as a regular academic discipline along-
side the usual core subjects of math, language arts, So-
cial studies, and the natural sciences. “We decided that
if art education ever is to become a meaningful part of
the curriculum, its content must be broadened and its
requirements made more rigorous,” said Leilani Lattin
Duke, director of the Institute.

Discipline-based art education thus identifies four
“disciplines” within art instruction—art making, art
criticism, art history, and aesthetics. “One can create
art, perceive and respond to its qualities, understand
its place in history and culture, and make reasoned
judgments about art and understand the grounds upon
which those judgments rest,” explained Elliott Eisner, a
professor of education and art at Stanford University
who has been involved with the movement for more
than a decade.

The working assumption was that, as demonstrated
in Cindy Mangers’ Picasso lesson, each of these four as-
pects of the visual arts can be taught in a developmen-
tally appropriate manner to children from kinder-
garten through high school.

Starting in 1987, under a new Regional Institute
Grant (RIG) program, Getty set up “laboratories” in
Florida, California, Nebraska, Ohio, Tennessee, and
Texas to refine the theories and build a critical mass of
school districts willing to implement the new ideas on
a districtwide basis. The six institutes have worked
with thousands of teachers and administrators from
more than 415 districts in thirteen states. They have
secured close to $15 million dollars to match $10.4
million from Getty.

The RIGs are consortia of teachers, administrators,
schools, districts, universities, museums, foundations
and professional organizations. “The operating as-
sumption was that educational change will succeed
only when it is undertaken by individuals working col-
laboratively at all levels within a community commit-
ted to change,” said Brent Wilson, a professor of art ed-
ucation at Pennsylvania State University who served as
chief evaluator of the RIG program from 1988 to 1996.

The regional institutes were given considerable lati-
tude in defining and developing their program—some-
thing that is amply evident in one of the most success-
ful of the regional institutes, the project in Nebraska.

NEBRASKANS are perhaps best known for their
passion for football, and they take pride in the
fact that, on home game Saturdays, the University of
Nebraska football stadium contains 5 percent of the
state’s population, thus ranking as its third-biggest
“city.” The prairie they occupy, once an ocean floor, is
mostly flat, which contributes both to a strong sense
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of place and

a mentality
that presumes
that human
beings can see
for great dis-
tances. Not sur-
prisingly, when
Nebraskans orga-
nized themselves
to bid for Getty
support for arts ed-
ucation, they called
their consortium
“Prairie Visions.”

Prairie Visions
is unique
among the
Six re-
gional in-
stitutes in
that it was
organized
not by a
major univer-
sity but by
the Nebraska
Department of
Education.
Sheila Brown, a
music educator
who serves as
the depart-
ment’s director
of visual and per-
forming arts education, built
a consortium that included all nine of the state’s uni-
versities as well as its major museums, art centers, the
state arts and humanities council, the state art teachers
association and one hundred school districts, both
public and private. Several local foundations also sup-
ported the work.

The heart of the Prairie Visions model is a three-
week summer professional development institute for
teams of art and general classroom teachers, adminis-
trators, and other school personnel. The institute is led
by a faculty of professionals ranging from kindergarten
teachers to university faculty members. Participants
spend a week working at the Joslyn Museum in Omaha
and the Sheldon Memorial Art Gallery in Lincoln and
another week in regional venues. The teams then re-
turn to their schools for the final week to work on pro-
gram planning and curriculum development.

Since the first session in 1988, more than 1,300
teachers and school administrators have gone through
the Prairie Vision Summer Institutes, including 270 of
the state’s art specialists. Graduates come from dis-
tricts that embrace half of the public school popula-
tion.

Discipline-based art education in Nebraska takes dif-
ferent forms at the various levels of schooling. In ele-
mentary schools, most Institute-trained teachers are
generalists who use their new skills not only to teach
art in a more sophisticated way but to enhance their
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teaching of the full range of subjects. At the St. John
Lutheran School in Seward, for example, one of
twenty-six private schools that are part of the move-
ment, Maxine Fiala, a kindergarten teacher, has rear-
ranged her entire curriculum so as to make effective
use of art.
One day recently Mrs. Fiala
organized a lesson around
roosters. She read the stu-
dents a book by Eric Carle
entitled Rooster’s Off to See
the World and then had
them look at representa-
tions of roosters by
artists from Japan,
China, and the
United States. Stu-
dents counted
the number of
roosters in the
painting, and a
boy donned a
black robe and pre-
tended that he was a
Chinese painter stir-
ring ink from an
inkwell that the teacher
had brought back from
a trip to China.
The teacher asked the students to
describe the kind of lines used by the various
artists—"fat” “curved,” “slanted”—and to notice how
they drew feathers in different ways. She called atten-
tion to the different postures struck by the various
roosters and asked the children which one they would
adopt when they made their own drawings. “I'll have
mine pecking for food,” said one student. “Mine will
be up in the air saying, ‘Cockadoodledoo, so the beak
will have to be open,” said another. To inspire their
own drawings, Mrs. Fiala then produced a cage with a
live rooster.

Mrs. Fiala has integrated art into the kindergarten
curriculum in numerous other ways. She uses Winslow
Homer’s “Snap the Whip” to teach the letter “P” and
Paul Klee’s “The Goldfish” to teach about wildlife.
Each week an art masterpiece becomes the basis for a
variety of activities, such as finding the artist’s country
on a map and observing clothing styles in the paint-
ings of Francisco Goya or Auguste Renoir.

“In my classroom, art is no longer just the ‘cutesy’
craft projects children do around holidays or a fifteen-
minute activity at the end of a story or lesson,” said
Mrs. Fiala. “I use art to generate joy in learning, de-
velop critical thinking, and help students communi-
cate their feelings. Picasso’s masterpiece ‘Mother and
Child, for example, is marvelous because it depicts
such a beautiful, loving relationship between a mother
and child.” Sheila Brown, the Prairie Visions director,
described such exercises as “a good example of how
to integrate art into the rest of the curriculum while
maintaining respect for the integrity of the art”

Earlier this year, Mrs. Fiala took photographs of nine
gumball machines, conducted a poll of how many chil-
dren liked each color, did a graph of the results and
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then had students paint their own gumball machines.
When the paintings were done, a student named Eric
volunteered, “I know what we can do. Let’s cut them
all out and glue them together on a big piece of paper.”
Mrs. Fiala replied, “Oh, like Andy Warhol’s ‘100 Cans.”
“No,” said Eric. “I thought of that in my brain.” The stu-
dents’ montage now hangs in the hallway next to a re-
production of the Warhol classic.

AT THE middle school level discipline-based art ed-
ucation is employed both by subject matter teach-
ers and by art specialists seeking to broaden the range
of skills they teach in their studios. One day recently
Arlen Meyer, who has taught art at St. John for thirty
years, put his sixth-grade students through an exercise
in which they analyzed their own acrylic works in
progress in relation to the work of great masters.

Students studied their landscape paintings, decided
which formal elements were the most important and
then picked a reproduction on the wall that shared
these characteristics. One student compared his to a
Monet because “we use the same pastel colors with
not much neutralizing.” Another saw similarities with a
Rousseau because of “strong blotches of color.” Mr.
Meyer said that such exercises not only lend credibility
to students’ work but also “show them that there is a
variety of solutions to a problem.”

High school teachers have used DBAE principles to
enhance their teaching of subjects such as history and
social studies. At Columbus High School in Columbus
one day recently, a group of eleventh-grade students in
an inter-disciplinary American Studies course gave a
presentation on the 1920s in which they related the
work of Georgia O'Keefe and other artists to cultural
phenomena such as jazz, radio and Lindberg’s flight to
Paris. “I'm not a talented artist, so I hated it at first,”
commented Lindsay Berlin, one of the students. “But
now I have a sense of why artists drew the way they
did, and I feel more comfortable. It all fits together.”

Rose Kotwas, who teaches art at Lincoln High
School in Lincoln, said that she has used her Prairie Vi-
sions teaching to “show students how to make things
based on information, not just abstract models” and to
“show how art relates to the workplace.” While doing
research on the history of perfume bottles, she learned
that Rene Latique, a jeweler and glassmaker in turn-of-
the-century Paris, and Francisco Cody, a perfumer,
were the first entrepreneurs to market bottles de-
signed for a particular scent. Before having her stu-
dents design their own perfume bottles, she had them
establish standards of quality—an exercise that fits into
the category of “aesthetics.”

Discipline-based art education has also changed the
way museums treat youthful visitors. Docents at the
Sheldon Memorial Art Gallery & Sculpture Garden in
Lincoln who have received Prairie Visions training
have now abandoned traditional lecture tours and in-
stead lead students in critical discussions of the works
of art.

Nancy Childs recently took a dozen sixth-grade stu-
dents to a gallery with contemporary paintings and
asked them to “find something that you feel strongly

(Continued on page 45)

AMERICAN FEDERATION OF TEACHERS 27



WHAT
CHILDREN’S POETRY
Is FOR

By J. BorTuM

RECENTLY published anthology of children’s po-
etry—designed, its British editor declared, “to
speak to today’s children”—includes two difficult
poems that do not initially seem likely candidates for
children’s poetry.
The first is Edgar Allan Poe’s small rhythmic 19th-
century gem that begins,

Gaily bedight,

A gallant knight,

In sunshine and in shadow,
Had journeyed long,
Singing a song,

In search of Eldorado.

The second is Delmore Schwartz’s 20th-century lyri-
cal lullaby—entitled “O Child, Do Not Fear the Dark
and Sleep’s Dark Possession”—that begins,

O child, when you go down lo sleep and sleep’s
secession

You become move and other than you are, you be-
come the procession

Of bird and beast and tree: you are a chorus,

A pony among borses, a sapling in a dark forest.

These are both well-constructed, well-found verses:
serious, competent, and betraying some genuine po-
etic inspiration in their American authors. But I have
the feeling that anyone who tries actually reading
these poems aloud to a classroom full of children, or
even to a single child propped up in bed with pillows,
will quickly find that Poe’s poem is successful as chil-
dren’s verse while Schwartz’s poem is not. And if we
could determine the reasons for this dissimilarity in
the reception of the two poems, we would have gone
a long way toward discovering what it is that makes
good poetry for children—and what it is that we may
reasonably hope to gain by teaching children to read
it.

One obvious difference between Poe’s verse and
Schwartz’s poem is the effect of the form. Though
“Eldorado” mixes such masculine rhymes as “long”
and “song” with such feminine rhymes as “shadow”
and “Eldorado,” the rhymes are all strong, hard cou-
plings and the short, heavily accented, two-foot lines
hammer them home. In Schwartz’s lullaby, the ex-

J. Bottum is literary editor of the Weekly Standard.

28 AMERICAN EDUCATOR FalL 1997



tended, lightly accented, six-foot lines force the
rhymes off a long distance—and even then those
rhymes are feminine and, in the case of “chorus” and
“forest,” false.

Another obvious difference derives from the com-
plexity of the writing. There are difficult words in
each of the stanzas, words the hearers are unlikely to
know—though young children are perhaps marginally
more likely to know “secession” than “bedight,” and
“secession” is certainly a more useful word in contem-
porary speech to teach them. But there is still an ad-
vantage to “Eldorado,” for understanding “secession”
is key to following Schwartz’s poem in a way that un-
derstanding “bedight” is not to following Poe’s. So,
too, with such phrases as “more and other than you
are,” there is a grammatical density in Schwartz that a
child would be hard-pressed at first hearing to sort
out—and that is utterly missing in Poe.

Yet a third obvious difference between the poems is
the result of simple historical accident: Regardless of
whether or not he is a better poet, the fact remains
that Poe wrote a hundred years before Schwartz, and
his work’s long tenure in the genre of popular Victo-
rian parlor verse, the greatest era of poetry reading in
the history of English, gives him a patina of familiarity
that Schwartz could never hope to obtain in the
1950s. “O Child, Do Not Fear the Dark and Sleep’s
Dark Possession” does not rank among Schwartz’s best
works, but even a universally admired poem like his
“Ballad of the Children of the Czar” will never awaken
the resonances effortlessly maintained by Poe in “The
Raven,” “Annabel Lee,” “The Bells,” and “To Helen.” In-
deed, even the word “Eldorado,” meaning a long-
sought but unobtainable goal, has permanently en-
tered the English language thanks to Poe.

These three differences—of form, complexity, and
familiarity—offer some explanation of why, when read
to children, Poe’s “Eldorado” is much more likely to
be a success than Schwartz’s verse. And these three
differences offer as well, I think, some explanation of
what we ought to look for in any successful children’s
poetry.

The Role of Form

The importance of form is obvious even at a quick
glance through any standard children’s anthology:
Mother Goose’s Nursery Rbymes, for instance, Louis
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Untermeyer’s once-bestselling (and generally under-
rated) Golden Treasury of Poetry, or Iona and Peter
Opie’s classic 1973 edition of The Oxford Book of
Children’s Verse.

There is, for instance, a Mother Goose rhyme that
goes:

How many miles is it to Babylon?
Threescore miles and ten.

Can I get there by candle-light?
Yes, and back again.

A professional student of prosody (as the technical
study of the rhythms of poetry is called) might say
that the verse shows two rhythms: a falling rhythm
composed basically of dactyls in the four-foot lines
(HOW man-y / MI-les / IS it to / BAB-y-lon?) alternat-
ing with a rising rhythm composed basically of iambs
in the three-foot lines (YES / and BACK / aGAIN).
Or perhaps a prosodist might give a different expla-
nation of the verse’s rhythmic variety. But the far
more difficult thing to explain is how the verse tells
us in the first place that it requires to be read aloud
in a galloping trot—though that is something that
thousands of children reciting the verse have known
intuitively without any notion at all of what a dactyl
might be.

Similarly, when A. A. Milne, the early 20th-century
author of Winnie-the-Pooh, writes:

James James

Morrison Morrison
Weatherby George Dupree
Took great

Care of his Mother,
Though be was only three.

a prosodist might tell us that Milne is nearly recreating,
in a stressed English line, the rhythms of a quantitative
Sapphic strophe straight out of Horace’s Latin
odes. There may be some interested in the fact that
the rhythm technically runs --/-uu/-uu/-uu/--/-//--/-uu/-
u/-uu/--/-, just as there may be some interested in iden-
tifying the flaw in the ninth foot (“Mother” is one un-
stressed syllable short). But it’s awfully hard to imagine
any child being interested, just as it’s hard to imagine
any child who couldn’t immediately hear the rhythm
in the poem without ever having heard of either Sap-
pho or Horace.

It’s worth noticing that both these verses are as
strongly rhymed as they are strongly accented in
meter. And, in fact, strong rhythms and strong rhymes
seem to characterize every successful children’s poem.
But figuring out quite why that should be so is diffi-
cult.

Such strong meters and rhyme schemes are certainly
not characteristic of adult verse. (An exception might
be comic and pornographic poetry—the English poet
W. H. Auden once complained that every time he tried
to write in heavily stressed alexandrines it came out
obscene—but part of the joke in such verse is the way
it plays ironically with forms familiar to us first in chil-
dren’s poems.) But children seem to respond first to
unity in poetry. Heavy meter and insistent rhyme are a
kind of sorcery in which words appear suddenly not
just as pointers—referring signs, unreal in themselves,
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designators of things and as real, individual things in
their own right: “Every word,” Ralph Waldo Emerson
claimed, “was once a poem.”

Perhaps we could put this more simply by suggest-
ing that meter and rhyme serve three functions for
children. The first is to confirm something of the mys-
tery children feel about language—the magic power
that words have to connect things. The second is a
kind of deep empowerment, a making of words into
things that children may feel that they can own. And
the third function is a reflection of children’s deeply
conservative desire that the world make sense in all its
parts—that language not be some arbitrary and mean-
ingless system of reference, but a graspable and uni-
fied explanation of a universe in which grammar and
reality are one. '

The Role of Complexity

We can overprotect children from difficulty, ab-
surdly refusing to expose them to things beyond their
knowledge when the purpose of education is to teach
students things they don’t know. But there’s a differ-
ence between exposing children to things beyond
their knowledge and exposing them to things beyond
their comprehension.

For a contemporary child, and indeed, for every
child who read it since it first appeared in 1678, John
Bunyan'’s Christian allegory, Pilgrim’s Progress, will be
full of things unknown. But its popularity for three
centuries as a children’s classic—perhaps, after the
Bible, the most-often-republished book in the English
language—testifies to the intuition of the purchasing
parents that there is nothing in Pilgrim’s Progress be-
yond a child’s comprehension.

As countless contemporary teachers and parents
have discovered, the same point might be made about
C. S. Lewis’s 20th-century Christian allegory in The
Lion, the Witch, and the Wardrobe and the other vol-
umes in his Chronicles of Narnia. Or the point might
be made about Rudyard Kipling’s Kim, Jjungle Books,
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and other tales of India: half the fun of reading
Kipling, as the literary critic Lionel Trilling observed,
is that he studs his prose with undefined Hindustani
words like “sais” or “sahib” but gives just enough in-
formation for a twelve-year old to parse them out by a
kind of triangulation from context and other words
which gives the child reader a sense both of accom-
plishment and of being in on a secret and arcane
knowledge.

To take a somewhat absurd counterexample, how-
ever, we might imagine the disaster we would find
reading T. S. Eliot’s The Wasteland to a child. The
poem is certainly full of references a child would not
know—the fifty pages of notes Eliot appended to the
poem at his publishers’ insistence is proof that the
poem is full of references nearly anyone would not
know. But more to the point is the fact that the poem
is not just beyond any child’s knowledge; it is beyond
any child’s comprehension, requiring for its under-
standing things that it would be foolish—or even
cruel—to expect a child to see: the complicated sex-
ual relations between men and women, the power of
historical example on politics, the psychology of
myth, and the way in which the enervated popula-
tions of Western Europe after World War I felt that
Christianity and the revolutionary impulses of the
French Revolution had reached a near mutual exhaus-
tion.

The same point might be made about Milton’s Par-
adise Lost, a book-length poem with much the same
view as Pilgrim’s Progress but with a latinate grammar
and an intellectual theology unfair to ask a child to
grasp. And the point might in fact be made even about
nearly any one of Shakespeare’s sonnets. A well-trained
child might be able to parse one of the sonnets, much
as British schoolboys were once expected to take
apart a Latin ode by Horace. But it would be only a
cold and analytical process, lacking everything that
makes the sonnets poetry. The emotions to which
Shakespeare gives voice require for their comprehen-
sion adult experience. And though children might be
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taught to identify the rhyme schemes and the
metaphors, they can no more grasp their meaning
than a circus pony can understand math.

The amount of intellectual and emotional complex-
ity a child can stand will obviously vary greatly from
age group to age group and from child to child. But all
the best children’s verse has a grammatical correctness
and a straightforward narrative that makes it run. Con-
sider the opening of Alfred Noyes’s “The Highway-
man,” a poem it’s hard to imagine bettered for reading
to almost any school-age child:

The wind was a torrent of darkness among the
gusty trees.

The moon was a ghostly galleon tossed upon
cloudy seas,

The road was a ribbon of moonlight over the pur-
ple moor,

And the bighwayman came riding—

Riding—riding—

The bighwayman came riding, up to the old inn
door.

There are obviously hard words here, and things—
like the “highwayman” himself—with which a child
might not be familiar. But in addition to its trotting
rhythm and strong rhymes, there is in Noyes’s poem a
straightforward narrative flow and a grammatical sim-
plicity that insures that a word missed here or there
will not ruin the verse. And it is this effect that we
rightly demand from successful children’s poetry.

The Role of Familiarity

There is marvelous children’s verse being written
today, as for instance Jack Prelutsky’s 1990 “Mother
Goblin’s Lullaby” that begins:

Go to sleep, my baby goblin,
hushaby, my dear of dears,

if you disobey your mother,

she will twist your pointed ears.

So too there was a great deal of truly horrible parlor
verse produced for children in the nineteenth century,
as for instance such work by the late-Victorian newspa-
per versifier Ella Wheeler Wilcox as:

Have you beard of the Valley of Babyland,
The realms where the dear little darlings stay
Till the kind storks go, as all men know,

And ob! so tenderly bring them away?

But the fact remains that a greater effect in educa-
tion is obtained by reading to a child a well-known
poem than a little-known poem. Part of the reason for
this is the simple fact of the knowledge being shared.
The vision held by Matthew Arnold in the nineteenth
century—that universal knowledge of poetry would
take the place of the universal knowledge of the Bible
he could already feel fading in England—has certainly
not come about. But there is some knowledge of po-
etry shared in America, and if the metaphorical re-
sources of the language are not to be reduced entirely
to references to 1960s television programs, that shared
knowledge needs to be preserved.

(Continued on page 44)
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SETTING
LIMITS
IN THE

CLASSROOM

BY ROBERT J. MACKENZIE

Y JOB as a child therapist brings me into fre-

quent contact with the most aggressive re-
searchers in a large school district. I see the kids who
don’t stop at the signals their teachers hold up in the
classroom, the ones who push everything to the limit.
Loren, a second grader, is a good example. He was re-
ferred after a series of suspensions for disruptive and
uncooperative behavior in the classroom.

“Loren won'’t listen to anyone,” commented his
teacher. “He thinks he can do whatever he wants. I've
had numerous conferences with his parents, and they
say he acts the same way at home. We're all at a loss
for what to do”

When Loren arrived at my office with his parents,
he plopped himself down in one of my comfortable
blue swivel chairs and began sizing me up. Then he
went right to work on me. We hadn’t exchanged a
word, but his research was under way.

What do you think Loren and many other children
do when they first sit in my chairs? Right. They spin
them, and sometimes they put their feet in them, too.
They know it’s not OK. Their parents know it, and so
do I, but the kids do it anyway. They look at me, then
at their parents, and go ahead and see what happens.
This is limit-testing behavior. When it happens, I know
I am about to learn a great deal about how the family
communicates about limits.

I don’t need behavior rating scales, standardized
tests, or lengthy clinical interviews to see what’s going
on. I just watch the child, the chairs, and the parents
for ten to fifteen minutes, and I usually have all the in-
formation I need to see what’s going on.

Loren’s parents responded to his chair spinning the
way most permissive parents do. They ignored it. They
pretended it wasn’t happening and focused instead on
telling me about all of the disruptive things Loren did

Robert ] MacKenzie is a marriage, family, and child
therapist specializing in children’s learning and be-
havior problems. This article is adapted, with permis-
sion, from Setting Limits in the Classroom (Prima
Publishing, Rocklin, CA). Copyright © 1996 by
Robert J. MacKenzie, Ed.D. The book is available at
better bookstores, or call (800-632-86706).
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at school. Loren continued spinning. Five minutes
passed. Not one signal had been given.

Ten minutes into our session, I could see Loren’s fa-
ther was becoming annoyed. He made his first attempt
at a signal. He said Loren’s name softly and gave him a
look of disapproval.

Loren did what most kids do when this happens. He
acknowledged the gesture, stopped briefly, then re-
sumed his spinning as soon as his father looked away.
Loren and his parents were reenacting a script, the
same one they go through dozens of times each week
whenever Loren misbehaves.

With his behavior, Loren was asking the same ques-
tions he asks at home and in the classroom: “What'’s
OK? What’s not OK? Who’s in control? How far can I
go? And what happens when I go too far?” He knew
his parents weren’t going to do anything about his be-
havior, so he was conducting his research to deter-
mine my power and authority and the rules that oper-
ated in my office. Between disapproving looks from
his father, Loren continued to spin. I waited to see
what would happen next.

A few more minutes passed, then Loren’s father did
what many other parents do at this point. He reached
over and stopped the chair with his hand. His signal
elicited the same response as before. Loren acknowl-
edged the gesture, waited for his father to remove his
hand, then continued spinning.

Loren’s parents were doing their best to say stop,
but Loren knew from experience that stopping was
not really expected or required. All of the gestures
were just steps in a well-rehearsed drama. The spin-
ning continued. I could see why he wasn’t responding
to his teacher’s signals in the classroom.

Fifteen minutes went by, and Loren still had not re-
ceived a clear signal from his parents. Their anger was
apparent. Finally his exasperated mother turned to me
and said, “See what he does! This is the same thing we
have to put up with at home!”

At this point, I intervened and helped Loren answer
some of his research questions. In a matter-of-fact
voice, I said, “Loren, I'd like you to use my blue chairs,
but I have two rules you'll have to follow—don’t spin
them and don’t put your feet in them. I'm confident
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you can follow my rules, but if you don’t, you'll have
to sit in my orange chair for the rest of the session.” I
keep an old plastic orange chair in my office for these
situations.

What do you think Loren did? Sure, he did the same
thing most strong-willed children do. He tested. Not
right away, but within a few minutes, he gave the chair
another spin and looked for my reaction. He heard my
words, now he wanted hard data. He wanted to see
what I would do.

So I did what I always do when this happens. I
pulled out the orange chair and said calmly, “This will
be your chair for the rest of the session. You can try
my blue chairs again next session.” Then I stood next
to him and waited for him to move with a look of ex-
pectation. Reluctantly, Loren moved into the orange
chair.

What did Loren and I just work out? I just answered
his research questions. He heard stop, and he experi-
enced stopping. Now he knows what I expect and
what will happen if he decides to test the next time he
visits my office. Loren has all the information he needs
to make an acceptable choice.

You're probably wondering what happens when
children refuse to get out of the blue chair. The inter-
esting thing is that most don’t test when they get the
information they need to make an acceptable choice. 1
see more than a hundred chair spinners a year in my
counseling work. Only a few continue to test when I
bring out the orange chair.

What happens when they do? The process is still
the same. The questions haven't changed. They are
still asking. “Or what? What are you going to do about
it?” So I try to give them the data they're looking for in
the same matter-of-fact manner. I turn to their parents
and say, “Your child doesn’t want to get out of my
chair. Do I have your permission to move him?”

In ten years, I've never had a parent say no. Most are
so embarrassed over their child’s behavior, they can’t
wait to get out of my office. Others are very curious to
see if I can actually get their child to cooperate.

Once I get their permission, I turn to the child and
say, “Your parents say I can move you into the orange
chair, but I'd prefer that you move yourself. What
would you like to do?” I take a few deep breaths and
wait patiently for fifteen or twenty seconds.

What do you think they do? A very few, maybe two
or three each year, wait until I get up out of my chair
before they are convinced I will act. Then they move
into the other chair. The vast majority move on their
own. Why? They move because they have all the infor-
mation they need to make an acceptable decision.
Their questions are answered. Even aggressive re-
searchers can make acceptable choices when provided
with clear signals. Their cooperation demonstrated the
power of a clear message.

When children like Loren misbehave at school, the
focus is on their problem behavior not the hidden
forces that operate beneath the surface to shape that
problem behavior. This is where my investigative work
begins. I try to determine why the teaching and learn-
ing process breaks down. Is the problem teaching? Or
learning? Or is something else going on? I try to an-
swer these questions by examining the ways rules are
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taught both at home and in the classroom.

Why Consequences Are Important

Consequences are like walls. They stop misbehavior.
They provide clear and definitive answers to children’s
research questions about what’s acceptable and who's
in charge, and they teach responsibility by holding
children accountable for their choices and behavior.
When used consistently, consequences define the path
you want your students to stay on and teach them to
tune in to your words.

If you've relied on permissive or punitive methods
in the past, you will probably need to use conse-
quences often during the first four to eight weeks that
you implement the guidance strategies I describe.
Why? Because your aggressive researchers will proba-
bly test you frequently to determine if things are really
different. This is the only way they will know that your
rules have changed and that your walls are really solid.
You are likely to hear comments such as “You’re not
fair!” or “You're mean!” as they attempt to break down
your walls and get you to revert back to your old be-
havior.

This is what Mr. Harvey discovered when he at-
tended one of my workshops looking for more effec-
tive ways to handle the daily testing, resistance, and ar-
gument he was encountering in the classroom. It
didn’t take him long to recognize that his permissive
approach was part of the problem. His limits were
soft, and his consequences, if he used them at all,
were late and ineffective. His kids were taking advan-
tage of him, and he was eager to put an end to it. After
he completed my workshop, he made an announce-
ment to his class.

“I'll be running the classroom differently from now
on,” Mr. Harvey began. “I'm not going to repeat my di-
rections anymore or remind you to do the things
you're supposed to do. I'm not going to argue or de-
bate if you don’t want to do it. I will only ask you
once. If you decide not to cooperate, then I will use
consequences to hold you accountable” He explained
logical consequences and the time-out procedure.

“He doesn’t mean it,” whispered one student. “Yeah,
he knows who’s really in charge here;” chuckled an-
other. Their reaction was understandable. Their previ-
ous experience gave them little cause to regard his
words seriously.

But Mr. Harvey kept his word. When he gave direc-
tions or requested their cooperation, he said it only
once. No more repeating or reminding. When the kids
ignored him or tuned out, he used the check-in proce-
dure. When they tried to argue or debate, he used the
cut-off technique. [See sidebars, page 35 and 36.] If
they persisted, he followed through quickly with logi-
cal consequences or time-out.

“What got into him?” wondered several students at
the end of the first week. “Yeah, we liked him better
the old way.”

The methods worked. For the first time, Mr. Har-
vey’s students were accountable for their poor choices
and behavior. They were learning to be responsible,
but their testing didn’t let up for a while.

In fact, their testing intensified during the first few
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The Check-In Procedure

WHEN WE give a clear message with our words, but students don’t respond as expected, sometimes we're not
sure if our message was heard or understood. We wonder: “Did my message get across? Am I being ignored? Is
it time to move on to my action step?”

The check-in procedure is a simple technique that helps us answer these questions without getting hooked
into the old repeating and reminding routine. When in doubt, check-in with the child by saying one of the fol-
lowing;:

“What did I ask you to do?”

“Did you understand what I said?”

“Were my directions clear?”

“Tell me in your words what you heard me say.”

For example, morning snack is over, and it’s time for Mrs. Jansen’s preschoolers to get ready to go out to the
playground. “Put your napkins, wrappers, and other garbage in the waste can,” she says. Most of them do, ex-
cept for Stacey who just looks at her blankly, then heads to the door with her classmates.

“Did she hear what I said?” wonders Mrs. Jansen. “She doesn’t act like she did” Mrs. Jansen is tempted to
ask Stacey a second time when she remembers the technique she learned in the book — when in doubt, use
the check-in procedure. She gives it a try.

“Stacey, what did I ask you to do before you go outside?” asks Mrs. Jansen.

“Pick up my mess,” replies Stacey.

“Then do it, please,” says Mrs. Jansen matter-of-factly. Stacey goes back to pick up her mess.

In this case, Stacey was limit testing. She had the information she needed but chose to ignore it. She fully ex-
pected to hear a lot of repeating and reminding before she would actually have to pick up her mess, if she
would have to pick it up at all. The check-in procedure helped her teacher to clarify their communication,
avoid a dance, and eliminate the payoffs for tuning out all at the same time.

Now, let’s consider another scenario. Let’s say that when Mrs. Jansen checks in with Stacey, she responds
with the same blank stare because she really was tuned out completely. What should Mrs. Jansen do?

She should give Stacey the information that Stacey missed the first time and preview her action step. Mrs.
Jansen’s message might sound like this: “Put your napkins, wrappers, and other garbage away before you go
outside. You won'’t be ready to leave until that job is done.” Now Stacey has all the information she needs to
make an acceptable choice. All Mrs. Jansen needs to do is follow through.

The check-in procedure also can be used in situations where children respond to our requests with mixed
messages; that is, they give us the right verbal response but continue to do what they want. Sam, a high-school
senior, is an expert at this. He sits in his seventh-period literature class and doodles when he’s supposed to be
writing a short plot summary. There are thirty minutes left in the period. The teacher notices his lack of
progress.

“Sam, you have thirty minutes to finish up,” he says as he passes by Sam’s desk.

“I will?” says Sam, but ten minutes go by, and he hasn’t written a sentence. He hopes to avoid the assignment
altogether or talk his way out of it when the bell rings. His teacher suspects this also and decides to check in.

“Sam, what did I ask you to do”? inquires his teacher.

“I’ll finish up,” says Sam in a reassuring voice.

The teacher clarifies Sam’s message. “Your words say that you will, but your actions say you won’t. Let me
be more clear. You won’t be ready to leave until you finish your plot summary. I'll be happy to stay with you
after school if you need more time to finish up.” Now his teacher’s message is very clear.

“Darn! It didn’t work,” Sam says to himself. He gets out a clean piece of paper and hurries to complete the

assignment before the bell rings.

weeks. His aggressive researchers did everything they
could to wear him down and get him to revert back to
his old ways. It didn’t work. He didn’t give in or com-
promise, even when they told him he was mean or un-
fair. He was prepared for their resistance.

An initial increase in testing during the first four
weeks is a normal and expected part of the learning
and change process. After all, Mr. Harvey told his stu-
dents things were going to be different. How could
they know for sure that he really meant what he said?
Of course, they had to test and see for themselves.
When they did, Mr. Harvey answered their questions
with instructive consequences.

Four weeks after he started, Mr. Harvey noticed a
change. The change was subtle at first, not dramatic.
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There was less testing and more cooperation. The kids
were tuning back in to his words. They were begin-
ning to change their beliefs about his rules.

Your consequences will accomplish your immediate
goal of stopping your students’ misbehavior when it
occurs, but teaching them to tune back in to your
words will take time. How much time? This depends
on your consistency, the length of time you've been
using soft limits, and the amount of training your stu-
dents need to be convinced that your rules have
changed.

As you accumulate hours of consistency between
your words and actions, you will notice less testing
and less need for consequences. This will be your sig-
nal that your students are tuning back in. They are be-
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The Cut-Off-Technique

THE CUT-OFF technique is an effective method for interrupting dances when children try to hook us into ar-
guing, debating, bargaining, or compromising our limits. As the name implies, the cut-off ends the interaction
by specifying a consequence if it continues. The “Or what?” question is answered. If children continue test-
ing, follow through with your consequence. Either way, the dance stops, and your students receive the clear
message they need.

When children try to engage you in arguments, debates, bargaining, or other forms of verbal sparring, say
one of the following:

“We're done talking about it. If you bring it up again, then..” (Follow through with your action step.)
“Discussion time is over. You can do what you were asked, or you can spend some quiet time by your-
self getting ready to do it. What would you like to do?” (Follow through with a time-out consequence.)

For example, a group of sixth-grade boys play catch with a football on the blacktop area. Their errant
passes barely miss younger children playing nearby. The yard-duty teacher intervenes.
“Guys, it’s not OK to play catch on the blacktop,” says the teacher matter-of-factly. “You can play on the

grass away from the younger children.”
“We're not hurting anybody,” says one boy.

“Why can’t they move if they don’t want to get hurt?” asks another.
The teacher isn’t sure his message got across. He decides to check in. “Did you guys understand what I

asked you to do?” he inquires.

“Yeah, but I don’t see why we should,” says one boy. The others nod in agreement.

“I'm not going to debate with them about why they should follow the rules,” the teacher thinks to himself.
He decides to end this potential power struggle before it begins. “We're done talking about it,” he says. “If you
pass the ball on the blacktop again, I'll have to take it away, and you'll spend the rest of the recess on the

bench.”

Now his message is really clear. The boys know their options. They have all the information they need to
make an acceptable decision. Whether they cooperate or test, either way, they will learn the rule he’s trying

to teach. No dances this time.

Emily’s first-period teacher also uses the cut-off technique effectively when Emily arrives late to class and

tries to talk her way out of a tardy slip.

“I was only a couple of minutes late, Miss Stevens,” pleads Emily. “It won't happen again. I promise.”
“I hope not,” replies Miss Stevens “but you still need to pick up a tardy slip before I can let you back in

class.”

“It’s not fair!” insists Emily, hoping for a little bargaining room. It nearly works. Miss Stevens is about to
argue the issue of fairness when she remembers the technique she read about in the book.

“We're done talking about it, Emily,” says Miss Stevens matter-of-factly. “If you want to discuss it further, we
can arrange a time with your counselor after you pick up your tardy slip.” That wasn’t what Emily wanted to

hear. Reluctantly, she heads to the attendance office.

ginning to change their beliefs about your rules.

What Makes a Consequence Effective?

The effectiveness of your consequences depends
largely on how you apply them. If you apply them in a
punitive or permissive manner, your consequences
will have limited training value. You'll be teaching dif-
ferent lessons than you intend, and you, not your stu-
dents, will be responsible for most of the problem
solving. If you apply consequences in a democratic
manner, however, your signals will be clear, and so will
the lessons you're trying to teach. Consequences are
most effective when used democratically.

Let me illustrate this point by showing how three
teachers can use the same consequences for the same
misbehavior with varying degrees of effectiveness. Mr.
Wallace uses the permissive approach. When he sees
Kenny cheating at tetherball, he gives Kenny a lecture
on the importance of honesty and fair play and asks
him to sit out his next turn. “What a joke!” Kenny says
to himself. Within minutes, he’s back to his old tricks.
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Mrs. Hunter uses the punitive approach. When she
sees Kenny cheating at tetherball, she singles him out
for humiliation. “Nobody likes to play with a cheater!”
she says in a loud, accusatory voice. “If you can't play
fair, you won’t play at all. No more tetherball for a
week.”

“A week!” exclaims Kenny. “That’s not fair!” He
walks off feeling resentful and considers ways to get
back.

Miss Fisher uses the democratic approach. When
she sees Kenny cheating, she calls him aside respect-
fully. “Kenny, you can'’t play tetherball if you don’t play
by the rules,” she says matter-of-factly. “You need to
find another game to play for the rest of this recess.
You can try tetherball again next recess.” No lectures.
No humiliation. No long or drawn-out consequences.
Next recess, Kenny plays by the rules.

Each of the teachers in these examples decided to
limit Kenny's tetherball time as a consequence for not
playing by the rules. Mr. Wallace applied the conse-
quence permissively. His message was respectful, but
his consequence lacked firmness. It was too brief.
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Kenny continued testing.

Mrs. Hunter applied the consequence punitively.
Her message was more than firm. It was harsh and not
very respectful. Kenny understood the rule she was
trying to teach, but he didn’t feel good about the way
her message was delivered. He left their encounter
feeling resentful with no greater desire to cooperate.

Miss Fisher applied the consequence in a demo-
cratic manner. Her message was both firm and respect-
ful. Her consequence achieved the right balance be-
tween the two extremes. It wasn't too long, and it
wasn’t too brief. It was instructive. No feelings were
injured. No relationships were damaged. Kenny re-
ceived the information he needed to make a better
choice. He didn’t need a week to show that he could
cooperate.

Miss Fisher was effective because she understands
how to use consequences. Let’s look at the properties
effective consequences share in common.

Immediacy

It’s snack time, and Ricky, age four, decides to blow
bubbles in his carton of milk. His classmates are
amused, but not his teacher. She gives him some
choices. “Ricky, it's not OK to blow bubbles in your
milk. You can drink it the right way, or you'll have to
put it away. What would you like to do?”

“I'll drink it the right way,” says Ricky. He does, too,
for a while, but as soon as his teacher leaves, he de-
cides to test. He puts the carton to his lips and blows
some more big bubbles. Without any further words,
his teacher removes the milk carton. Ricky will have
another chance to drink the right way next time they
have snacks.

Consequences are most effective when they are ap-
plied immediately after the unacceptable behavior.
The immediacy of the consequence helped Ricky
make the cause-and-effect connection between his
misbehavior and the consequence he experienced.
The lesson was instructive. If his teacher had chosen
instead to overlook his misbehavior and withhold his
milk during the next snack period, her consequence
would have had much less impact.

Consistency

Tina, an eighth grader, loves to visit with her friends
between classes, but her next class is PE, and she
doesn’t want to be late. Last time she arrived late to
PE, she had to go to the office for a tardy slip and lost
points for missing calisthenics.

“I'll be careful” Tina says to herself. She keeps an
eye on her watch and continues to visit. With one
minute to go, she sprints for class and nearly makes it.
Her teacher greets her at the door.

“Hi, Tina,” says Mrs. Perles, as she points in the di-
rection of the attendance office. “I'll see you after you
pick up a tardy slip.”

“Not again!” says Tina remorsefully. She searches for
a good excuse. “I had trouble with my locker,” she says
convincingly. “Can’t this be an exception, please?”

Mrs. Perles holds firm. “Sorry, Tina,” she says. “You
can explain your situation to Mr. Harris, our vice prin-
cipal, if you wish, but there’s nothing more I can do.”

Tina is determined to avoid consequences if she
can. When she appeals her case to Mr. Harris, he also
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holds firm. “Ten minutes is plenty of time to get to
class,” he says. “I'm sure you’ll be more careful next
time.”

“Rats!” Tina says to herself. “He’s as tight as Mrs. Per-
les.” She picks up her tardy slip and heads back to
class.

Consistent consequences are vital to effective guid-
ance. Your consistency helps children collect the data
they need to arrive at the conclusions you intend.
Some students, like Tina, need to collect a lot of data
before they are convinced, but the process is the same
for all. Tina will learn that she is expected and re-
quired to show up for class on time.

As the example illustrates, consistency has many di-
mensions. There’s consistency between our words and
our actions. There’s consistency between the class-
room and the office, and there’s consistency between
the way consequences are applied from one time to
the next. Tina experienced consistency in all of these
areas. She received the clearest possible signal about
her school’s rule.

Let’s say, for the sake of argument, that Tina’s PE
teacher is only 60 percent consistent about enforcing
her rule about showing up for class on time. What can
she expect from Tina and others? More testing? Of
course. In reality, the rule is only in effect 60 percent
of the time. How will the kids know when it is and is
not in effect? They will have to test. Inconsistency is
an invitation for testing.

Relatedness

When we fail to pay our phone bills for several
months, does the phone company respond by discon-
necting our cable TV service? No. That would not stop
us from using our phone without paying. Instead, they
use a consequence that is logically related to the be-
havior they want to change. They shut off our phone
service and charge us a reinstallation fee when they
hook us back up. This teaches us to be more responsi-
ble about paying for our phone service.

Children also learn best when the consequences
they experience are logically related to their behavior.
It makes little sense to take away a child’s recess privi-
leges or an upcoming field trip because that child de-
cides to bother a classmate during instruction. What
does annoying others have to do with recesses or field
trips? The consequences and the offending behavior
are not logically related.

A more instructive consequence would be to tem-
porarily separate the student from others and provide
him with some time to get back under control. The
message might sound like: “Jimmy, you need to move
your desk about five feet away from Ben. You can
move back to your old spot after lunch” Jimmy hears
stop and experiences stopping. The consequence is
both immediate and logically related to the behavior
we want to change. Jimmy has the data he needs to
make a better choice.

Duration

Stephanie, a second grader, makes disruptive noises
while her classmates work quietly at their seats. The
teacher tries to ignore the noise, but it gets louder. Fi-
nally, she walks over and asks Stephanie to stop.
Stephanie does, for a while, then starts up again a few
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minutes later.

“I've had enough of your rudeness!” says the teacher
angrily. She sends Stephanie to the office and tells her
not to return until after lunch. It’s only nine-thirty.

Sure, the consequence stopped Stephanie’s disrup-
tive behavior, but it also eliminated all her opportuni-
ties to demonstrate that she could cooperate and be-
have acceptably during the remainder of the morning.
A brief five- or ten-minute time-out would have accom-
plished the teacher’s purpose adequately.

When it comes to applying consequences, more is
not necessarily better. Consequences of brief duration
often achieve our training goals more effectively than
long-term consequences, particularly with preschool
and elementary-school children. Why? Because brief
consequences, applied consistently, give children
more opportunities to collect data and make accept-
able choices. More teaching and learning occur.

This principle is difficult for many teachers who op-
erate from the punitive model to accept. From their
perspective, if a little is good, then a lot must be won-
derful. They tend to go overboard with the length or
severity of their consequences, then they add to their
own frustration by expecting change to happen
rapidly. They don’t realize that long, drawn-out conse-
quences actually slow down the training process by
providing fewer opportunities for learning. Worse yet,
teachers must endure the resentment their conse-
quences cause.

Consequences of unclear duration also create prob-
lems. Byron, a third grader, is a good example. When
he disrupts class, his teacher asks him to go to the
time-out area until she feels he’s ready to return to his
seat.

“How long is that?” Byron wonders. “Five minutes?
Ten? Twenty? Possibly all morning?” Byron isn’t sure,
but he knows one way to find out. Every few minutes
he calls out, “Is it time yet?” His annoyed teacher con-
siders adding more time.

Effective consequences have a beginning and an end
that are clear and well-defined. Unclear or open-ended
consequences invite the type of testing Byron did. If
his teacher had specified five minutes as the amount of
time Byron needed to spend in time-out, her conse-
quence would have been clear. Byron probably
wouldn’t have persisted with his disruptive question-

ing.

Respect

Drake, a sixth grader, enjoys negative attention, and
he has discovered a good way to get it. When it’s his
turn to be blackboard monitor, he runs his fingernails
down the center of the board and gets the intended re-
sponse. His teacher isn’t amused.

“Drake, you can erase the board quietly or we can
find someone else to do the job. What would you like
to do?”

“OK,” says Drake with a mischievous smile. “I'll do it
the right way” He does, too, for the rest of the morn-
ing, but when he’s finishing up a job later that after-
noon, he runs his fingernail down the board once
again.

“Take your seat please, Drake,” says his teacher mat-
ter-of-factly. She turns to the class. “Who would like to
be Drake’s replacement for the rest of the week?” A
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half dozen hands shoot up.

Drake received a clear message about his teacher’s
rules and expectations. He also received an important
object lesson in respectful problem solving. No one
was blamed or criticized. No feelings were hurt, and
no relationships were damaged.

Now, consider how this situation might have been
handled by another teacher who uses the punitive ap-
proach. When Drake runs his fingernail down the
board the first time, this teacher explodes.

“I knew I couldn’t trust you with even a simple
task,” she says angrily. “You obviously need a few years
to grow up before you're ready for this type of respon-
sibility. Now take your seat!” Sure, her consequence
stops Drake’s misbehavior, but what does he learn in
the process?

The method we use is the method we teach. The
method itself communicates a message about accept-
able behavior. When we apply consequences in hurt-
ful ways, we teach hurtful problem solving.

Clean Slates

It’s been three weeks since Kyle, a seventh grader,
was suspended from school for instigating a food fight
in the cafeteria. He threw a carton of milk and hit an-
other student in the head. Although Kyle has been
well behaved in the cafeteria ever since, his fourth-pe-
riod teacher continues to remind him almost daily
about the poor choice he made and the consequence
he experienced.

Kyle’s teacher can’t seem to let go of the conse-
quence. Her focus is stuck on stopping the unaccept-
able behavior when it should be directed to encourag-
ing Kyle’s present cooperation. Kyle needs a clean
slate and a fresh opportunity to show that he can
make an acceptable choice and behave responsibly.

What You Can Expect

When you begin holding your students accountable
with effective consequences, you are likely to en-
counter an initial increase in testing and resistance.
Don’t be alarmed. This is temporary. It’s a normal part
of the learning and retraining process.

Your students have already formed beliefs about
how you are supposed to behave based on months and
sometimes years of experience. They are not likely to
change these well-established beliefs overnight just be-
cause you said things are going to be different. They
will need to experience more than your words to be
convinced.

Imagine how you would react if a close friend told
you he was going to behave differently. Let’s say this
person had always been critical and judgmental of oth-
ers in the past, and now he claims that he’s going to
be more tolerant and accepting. Wouldn’t you want to
see the change for yourself over time before you be-
lieved it? Most of us would. Students are the same.

Telling students that you're changed may not be
enough to change their beliefs or their behavior. They
will want to experience the change for themselves
over time before they are likely to revise their beliefs
and accept the fact that you are different. You will
have to show them with your consistent behavior.

In the meantime, you should expect them to test
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Effective consequences bave a
beginning and an end that are clear
and well-defined.

your new methods and to do everything they can to
get you to behave “the way you are supposed to.” If
you've been doing a permissive dance in the past, they
will probably continue to ignore you, tune you out,
challenge your requests, and dangle delicious baits to
get you back out on the dance floor. If you've been
punitive, they will probably continue to annoy you
and provoke your anger.

Consequences will play an important role during
this retraining period. You will probably need to use
them frequently. The more hours of consistency you
achieve between your words and actions, the quicker
your students will learn to tune back in, reduce their
testing, and cooperate without the need for conse-
quences.

How long will this take? This depends on a number
of factors—the age of your students, your consistency,
temperaments, and how much history you and your
students need to overcome. Most teachers who apply
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the methods with good consistency report a signifi-
cant reduction in testing during the first eight weeks.
Younger children, ages three to seven, respond more
quickly. Older children and teens require longer. Your
consistency will accelerate the learning process for
children of all ages.

The notion of a quick fix is very appealing. We all
want our students’ behavior to improve as quickly as
possible, but we also need to recognize that these pat-
terns did not develop overnight. Retraining takes time.
Expectations of a quick fix will only set you and your
students up for unnecessary frustration and disap-
pointment. Allow the teaching-and-learning process
the time it needs to do its part.

NATURAL CONSEQUENCES:
NATURAL LEARNING
EXPERIENCES

T'S SNACK time in Mrs. Clarey’s kindergarten class.

She passes out small paper cups filled with nuts and
raisins to her students, and they all go outside to eat
their snacks on the lawn. Two of her students, Dustin
and Max, decide to play a game with their food. They
toss their snacks into the air and try to catch them in
their mouths. Most ends up on the ground.

“Their snacks won't last long like that,” Mrs. Clarey
thinks to herself. She’s right. Within minutes, the boys
come up and ask for more.

“Sorry,” she replies. “One cup each is all we get.”

Mrs. Clarey let the natural consequence of losing
snacks teach the lesson Dustin and Max need to learn.
Like many of us, she was probably tempted to say “I
told you so” or to provide a lecture on the poor choice
of playing with their food. She also knew that any fur-
ther words or actions on her part would take responsi-
bility away from the boys and sabotage their real-life
learning experience. Dustin and Max will probably
think carefully next time they decide to play that
game.

Natural consequences, as the name implies, follow
naturally from an event or situation. They send the
right action messages to children because they place
responsibility where it belongs—on the child. Natural
consequences require little or no involvement from
teachers. We can easily sabotage the training value of
this guidance strategy when we become overinvolved,
try to fix the problem, add more consequences, give
lectures, or add an “I told you so.”

Some teachers find natural consequences easy to
use and welcome opportunities to let children learn
from their own mistakes. For others, particularly those
who operate from the punitive model, natural conse-
quences are not easy to use. When something hap-
pens, they have to fight their desire to take charge and
control the lesson. Doing nothing when you want to
do something can be frustrating.

If you find yourself wanting to take charge and con-
trol the lesson, practice limiting your involvement to
restating the obvious facts of the situation. For exam-
ple, if your students kick the soccer ball onto the roof
after you asked them to play away from the building,
you might say, “When the ball is on the roof, it’s not
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available to play with.” No further words or actions are
needed.

Let’s look at some of the many situations where you
can use natural consequences.

Situations for Using Natural Consequences

1. When playground equipment or learning materi-
als are lost, damaged, or stolen due to careless-
ness, misuse, or lack of responsibility.

Natural consequence: Don’t repair or replace the
lost or damaged items until enough time has passed for
students to experience the loss.

Mr. Ackers, a principal at an inner-city elementary
school, loves basketball. He'll do almost anything to
encourage his students to play. When the kids ask him
to lower the rims on one of the courts so they can
stuff the ball through the basket, he is happy to help
out.

But Mr. Ackers soon notices a problem. Some kids
continue to hang on the rims after they stuff the ball.
“The rims won’t last long if they keep that up,” Mr.
Ackers says to himself. When he explains this concern
to the kids, they promise to be careful, but many con-
tinue to hang on the rims. By the end of the week, one
rim is so badly damaged it is unusable. So the kids play
half-court games with the remaining lowered rim. It’s
not long before that one is damaged, too.

“We need new rims to practice stuffing,” the kids say
the next time they see Mr. Ackers. He recognizes his
opportunity to use a natural consequence.

“Rims are expensive,” he says. “They don’t last long
when people hang on them. It will be a while before
we can replace them.” He wants the kids to experi-
ence the loss for several weeks or perhaps a month be-
fore he replaces the rims. Next time, they’ll probably
think twice before hanging on them.

2. When children make a babit out of forgetting.

Natural consequence: Don’t remind them or take
away their responsibility by doing for them what they
should do for themselves.

Nine-year-old Kendra has a habit of forgetting her
homework and lunch money in the mornings. Each
time this occurs, one of her parents drops the forgot-
ten item off at school. Noticing that this had become a
pattern, Kendra’s teacher suggests that the parents not
make any extra trips for a two-week period.

“Kendra is a good student,” says the teacher. “If she
misses one or two lunches or assignments, it’'s not
going to hurt her” Her parents agree.

On Tuesday of the first week, Kendra forgets her
lunch money. When lunchtime arrives, she asks her
teacher if her parents dropped off her lunch money.
“Not yet,” says her teacher.

That night, Kendra complains to her parents. “You
forgot my lunch money! I couldn’t eat lunch today.”

“I'm sure you'll remember it tomorrow,” says her fa-
ther matter-of-factly. Nothing further was said.

Kendra did remember her lunch money, but on
Thursday she left without her homework. Around mid-
morning she asks her teacher if her parents dropped it
off. “Not yet,” says her teacher. Kendra received a zero
on the assignment.
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Once again, she complains to her parents. “You for-
got to bring my homework. I got a zero on that assign-
ment!”

“You're a very good student,” says her mother. “I'm
sure you'll remember it tomorrow.” She did.

3. When children fail to do their part.

Natural consequence: Let them experience the re-
sult.

Austin, a ninth grader, knows he’s supposed to take
his dirty gym clothes home on Fridays to be washed,
but when he opens his locker Monday morning, he
sees the bag of dirty clothes. The aroma is unmistak-
able.

“Oh no!” he says to himself. “What am I going to
do?” He decides to present his dilemma to his gym
teacher.

“May I be excused from gym class today. Mr. Ed-
wards? 1 left my gym clothes in my locker over the
weekend. They really stink.”
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Mr. Edwards understands the situation. He also rec-
ognizes his opportunity to let the natural consequence
teach Austin the lesson he needs to learn.

“Sorry, Austin,” says Mr. Edwards matter-of-factly.
“There’s nothing I can do. You can wear them the way
they are or lose half a grade for not dressing. It’s up to
you.”

Austin decides to wear them. His classmates give
him plenty of room to do his calisthenics. Austin took
his gym clothes home that evening. He didn’t forget
again.

4. When kids dawdle or procrastinate.

Natural consequence: When possible, let them ex-
perience the consequence of their procrastination.

Michelle, a tenth grader, is a pro at procrastination.
Each morning, Monday through Friday, she waits until
the last possible moment to get ready for school. After
she misses her bus, which she does most of the time,
she pleads with her parents for a ride. Reluctantly, one
of them bails her out then lectures her about responsi-
bility all the way to school.

“This is crazy!” complains Michelle’s mom to her
daughter’s guidance counselor. “She makes it to school
on time, but we end up late”

“What would happen if you and your husband left
for work on time without prodding, reminding, or of-
fering Michelle a ride after she misses her bus?” asks
the counselor.

“She would miss her bus and have to walk about a
mile and a half to school,” replies Michelle’s mom. “I'm
sure she would be late.”

“Right,” agrees the counselor, “and she would have
to pick up a tardy slip at the attendance office before
she could be admitted to class. After three tardy slips,
she would have to put in an hour of detention. Maybe
you should let the natural consequences of her pro-
crastination teach the lesson Michelle needs to learn”

That evening, her parents sat down with Michelle
and explained that things were going to be different.
“We're not going to prod or remind you anymore in
the mornings,” said her mom, “and we're not going to
bail you out with rides if you miss the bus.”

“I'll believe it when I see it,” Michelle thinks to her-
self.

She became a believer the next morning. Not a
word was said when she went into her usual stall, not
even when she missed her bus at 7:30. Her parents left
for work on time. At 7:45, Michelle wasn’t even
dressed. She walked to school and picked up a tardy
slip. The second day followed the same pattern, but
that’s all it took for her to get the message. The third
day, she caught her bus and arrived at school on time.
Natural consequences helped her make a better
choice.

LOGICAL CONSEQUENCES:
STRUCTURED LEARNING
EXPERIENCES

L OGICAL CONSEQUENCES are a highly effective
guidance procedure popularized by Rudolf
Dreikurs and proponents of Adlerian psychology. Un-
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like natural consequences that follow naturally from an
event or situation, logical consequences are structured
learning opportunities. They are arranged by an adult,
experienced by the child, and logically related to the
situation or misbehavior.

Logical consequences send clear action messages.
They stop misbehavior. They teach our rules, and they
answer research questions that were not answered
with our words. When children experience logical
consequences, they know where they stand and what
we expect.

Some teachers have difficulty using logical conse-
quences because they are unsure about when to use
them or how to set them up. But logical consequences
are easy to use when you think in simple terms and
follow some general guidelines. Consider the following
example.

It’s music time in Mrs. Allen’s third-grade class. The
kids have been practicing the song “Hot Cross Buns”
with their recorders all week. They've nearly mastered
it. The practice goes well until Lisa decides to prolong
the rehearsal. Each time she reaches a certain point in
the song, she blasts away with a high note.

The first time, everyone laughs, even Mrs. Allen.
They think it’s an accident. The second time, only Lisa
laughs. Mrs. Allen gives her some choices.

“Lisa, you can practice the right way, or you'll have
to put away your recorder and sit quietly while the rest
of us practice. What would you like to do?”

“T'll practice the right way,” says Lisa. The practice
resumes. When the class reaches that familiar point in
the song, Lisa can't resist. She let out another high
note.

“Put your recorder away, Lisa,” says Mrs. Allen mat-
ter-of-factly. “You can join us for music again tomor-
row.”

Lisa’s teacher is using a logical consequence to sup-
port her rule about cooperating during music. Since
Lisa chose not to use her recorder the right way and
cooperate with the lesson, she temporarily loses her
recorder and the privilege of practicing with the class.
The consequence removes some of Lisa’s power and
control, but not her responsibility. In effect, she chose
the consequence she experienced.

Guidelines for Using Logical Consequences

Logical consequences have their greatest impact
when they are immediate, consistent, temporary, and
followed with a clean slate. The following guidelines
should be helpful.

1. Use your normal voice.

Logical consequences are most effective when car-
ried out in a matter-of-fact manner with your normal
voice. Language that sounds angry, punitive, or emo-
tionally loaded conveys over-involvement on your part
and takes responsibility away from the child. When
this occurs, an instructive lesson can backfire into a
power struggle and generate resentment. Remember,
our goal is to discourage unwanted behavior, not the
child performing the behavior.

2. Think in simple terms.
Many adults have difficulty using logical conse-
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quences because they think too hard and get confused
by all the details. The appropriate logical consequence
is usually apparent when we think in simple terms. For
example, most misbehavior involves at least one of the
following circumstances: children with other children,
children with adults, children with objects, children
with activities, or children with privileges. In most
cases, you can apply a logical consequence by tem-
porarily separating one child from another, a child
from an adult, a child from an object such as a jump
rope, a child from an activity such as a game, or a child
from a privilege such as recess or computer use.

3. Before rules are violated, set up logical conse-
quences with limited choices.

For example, Glenda, age six, knows she’s supposed
to keep her hands to herself in the bus line, but the
temptation to horse around is great. She reaches over
and tugs on the back of Carly’s backpack.

“Hey, cut it out!” shouts Carly. The teacher sees
what’s going on and gives Glenda some choices.

“Glenda, you can keep your place in line if you keep
your hands to yourself. If not, you'll have to stand by
me at the back of the line. What would you like to
do?”

“I'll keep my hands to myself)” replies Glenda.

“Good choice,” says the teacher.

The teacher in this example intervened early and
was able to arrange a logical consequence by giving
Glenda limited choices. Glenda received all the infor-
mation she needed to make an acceptable choice. In
this case, she chose to cooperate. If she had decided
instead to continue horsing around, the teacher would
have followed through and moved her to the back of
the line. Either way, Glenda was held accountable for
her behavior.

4. After rules bave been violated, apply logical conse-
quences directly.

Sometimes, we don’t arrive on the scene until after
our rules have already been violated. In these situa-
tions, we should apply our logical consequences di-
rectly.

For example, Thad and Byron, two sixth graders, are
supposed to be working on a science experiment. In-
stead, they pinch each other with tweezers from their
dissection kits. Their teacher intervenes with logical
consequences.

“Put away the tweezers,” she says matter-of-factly.
“Chad, please sit at the back table for the next ten min-
utes, and Byron, you can sit in the empty chair next to
my desk. You both can have your tweezers back in ten
minutes if you use them the right way”

When the teacher arrived on the scene, her rules
had already been violated. The time for limited choices
had passed. The boys needed a clear action message to
stop their misbehavior and reinforce the classroom
rules. By separating them from their dissecting tools
and each other, she succeeded in teaching the in-
tended lesson.

5. Use timers for dawdling and procrastinating.
Timers are useful in situations when children test
and resist limits by dawdling or procrastinating. Liz
and Becky are a good example. These two fourth
graders live for recess. They're usually the first ones
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out the door when the bell rings and the last ones to
return when recess ends. It's the last part that has be-
come a problem, but their teacher has a plan for hold-
ing them accountable.

The next time the girls arrive late from recess, their
teacher greets them at the door with a stopwatch. She
clicks the watch as they walk through the door and an-
nounces, “You both owe me forty seconds from your
next recess. You can leave forty seconds after every-
one else.”

Forty seconds may not sound like much of a conse-
quence, but it can be an eternity to two fourth graders
who want to be the first ones out the door. After sev-
eral of these experiences, Liz and Becky started return-
ing to class on time.

6. Use logical consequences as often as you need
them.

Logical consequences are training tools. Use them as
often as needed to stop misbehavior and support your
rules. If you need to repeat the same consequence
three or more times a day for the same misbehavior,
don’t be too quick to assume that the consequence is
ineffective. More likely, you're dealing with an aggres-
sive researcher who needs to collect a lot of data be-
fore he or she will be convinced you mean business.
Well-established beliefs and behavior patterns don’t
change overnight.

Situations for Using Logical Consequences

Logical consequences have instructive applications
in a wide variety of situations. The following are just a
few of the many possibilities.

1. When children misuse classroom materials, in-
structional items, or playground equipment.
Logical consequence: Separate the child from the

item temporarily.

Derek, a third grader, knows it's not OK to swing on
the tetherball rope but does it anyway and gets caught.

“Stop swinging on the tetherball rope, Derek,” says
the yard-duty teacher. “You need to find another game
to play today. You can try tetherball again tomorrow.”

2. When children make messes.

Logical consequence: Clean it up.

Todd and Kirk, two seventh graders, write graffiti in
the boy’s bathroom and get caught. Graffiti has been a
serious problem at their school. A lot of money has
been spent on cleaning it up. The staff is concerned,
but they are divided about the best way to deal with
the problem.

The principal wants to send a message to other stu-
dents. He suggests suspending the boys for a week and
turning the matter over to the police.

The dean of boys thinks the principal’s plan is too
harsh. “They need to understand the seriousness of
what they did,” he says. He recommends eight weeks
of mandatory counseling.

The vice principal has another idea. He proposes a
logical consequence. “Todd and Kirk helped make the
mess. Shouldn’t they clean it up?” He suggests giving
them some choices. “They can put in forty hours of
their own time cleaning up graffiti, or they can be sus-
pended, and the matter can be turned over to the po-
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Natural and logical consequences,
used correctly, bave belped
thousands of teachers to regain
control of their classrooms
and to enjoy more satisfying and
cooperative relationships
with students.

lice.” Everyone liked the plan.

When the choices were presented to the boys, they
decided to avoid the police and put in forty hours of
clean up. The lesson wasn’t lost on others.

3. When children won't cooperate with other children.

Logical consequence: Separate the uncooperative
child from others temporarily.

Cleve, a first grader, throws sand at others in the
sandbox. When his classmates complain, the yard-duty
teacher uses a logical consequence.

“We don’t throw sand,” says the teacher. “You need
to find somewhere else to play this recess. You can
play in the sandbox again next recess if you don’t
throw sand.”

4. When children try to hook us into arguments or
treat us disrespectfully.
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Logical consequence: Separate yourself from the
child temporarily.

Roberta, a ninth grader, wants to leave class early to
get a good seat at a spirit rally. When her teacher de-
nies the request, Roberta does her best to turn a no
into a yes.

“Come on, Mr. Richards,” pleads Roberta. “Be fair!”

“You'll have plenty of time to get a seat if you leave
with everyone else,” he replies.

“Yeah, but not a good seat,” argues Roberta. “I don’t
want to sit in the very back. What's the big deal, any-
way?” Her voice has a sarcastic tone. Mr. Richards de-
cides to cut off the discussion.

“We're done talking about it,” he says. “If you bring it
up again, you'll have to spend some time by yourself.”

“Why?” Roberta protests. “Are you afraid you might
be wrong?”

“Take your books and have a seat at the back table,”
says Mr. Richards. “I'll let you know when it’s time to
rejoin the group.” He said the discussion was over, and
he backed up his words with a time-out.

5. When children waste or misuse instructional time.
Logical consequence: Make up the wasted time.
Kendall, a third grader, has twenty minutes to com-

plete a page of math problems before recess. Fifteen

minutes go by. He hasn’t done a single one. He hopes
to avoid the assignment altogether.

“Put your worksheets on my desk when you're done
and line up for recess,” says the teacher. Kendall is the
first to turn in his assignment. He hopes she won'’t
check his work. She does.

“You're not ready, Kendall,” says his teacher matter-
of-factly. “Your work isn’t finished.”

“T'll finish it at home tonight,” he says, hoping she’ll
go for it. She doesn’t.

“The assignment is due now;” she says. “Since you've
chosen not to finish it during class time, you'll have to
finish it during recess.” Kendall spends his recess com-
pleting his worksheet. He’ll probably think carefully
next time he wants to avoid an assignment.

6. When children fail to bandle activities responsibly.

Logical consequence: Separate the child from the
activity temporarily.

Roy, a fifth grader, knows he’s supposed to sit qui-
etly at school assemblies but decides to show off for
his friends. His teacher takes him aside.

“Roy, you can sit with your friends if you're quiet. If
you're not, I'll have to move you. What would you like
to do?”

“I'll be quiet,” says Roy, but within minutes, he’s talk-
ing loudly and being disruptive. His teacher intervenes
a second time.

“Roy, you need to sit next to me;” she says matter-of-
factly.

ekl

Natural and logical consequences, used correctly,
have helped thousands of teachers to regain control of
their classrooms and to enjoy more satisfying and co-
operative relationships with students. If you are will-
ing to invest the time and energy needed to learn the
skills, you, too, can share the rewards.
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Children’s Poetry
(Continued from page 31)

But there is another and better reason to read
William Blake’s “The Tyger” to a child, and Robert
Browning’s “The Pied Piper of Hamelin,” Eugene
Field's “Wynken, Blynken, and Nod,” Robert Louis
Stevenson’s A Child’s Garden of Verse, and all of Lewis
Carroll and Edward Lear and Edgar Allan Poe. And that
reason has to do with handing on a language as rich as
the language we received.

One reason we read poetry to children is to main-
tain the deposit of word and phrase—prior genera-
tions’ investment in the language. There is a purpose
in putting “young Lochinvar is come out of the West”
and “The wind was a torrent of darkness among the
gusty trees” in children’s anthologies—and “’Twas the
night before Christmas” and “what is so rare as a day in
June?” and “I hear America singing” and “Under a
spreading chestnut tree” and all the rest of the Victo-
rian parlor classics. The person who is not given these
references as a child is finally deprived as an adult, for
the language will never thicken and clot around old
memories.

And that use of poetry for children serves yet an-
other function. Good as some modern work is, it’s all
somehow thin, lacking a real sense of the titanic
waves of emotion that mark a child’s life: either a sort
of wild excitement, a mad glint in the poem'’s eye, or
an oceanic sadness swelling underneath the lines.
The poetry from the eighteenth and nineteenth cen-
turies that have become established as children’s clas-
sics fall naturally into either the categories of non-
sense verse or mythical tales of heroes and villains
and frenzy and weeping and death. Lewis Carroll’s
verse would be mostly bad puns and logic games
were it not that he, more than any other poet, con-
veys childhood’s madness. Kenneth Graham, after he
finished The Wind in the Willows, edited a collection
of children’s poems in which he mocked, “The com-
piler of Obituary Verse for the delight of children
could make a fine fat volume with little difficulty”
But there is something about the rightness of sorrow
in children’s verse that Poe knew when he wrote
“Annabel Lee” and Stevenson knew in nearly all
his poems.

HAT DISTINGUISHES
most good children’s po-
etry from bad is at least these
three elements: an emphasis
on form, a not too elaborate
grammatical and narrative
complexity, and a reasonable
familiarity and established
place in the language. It's
worth noticing, however, that
this has the harsh conse-
quence that children are un-
able to write good children’s
verse—and we make a mis-
take when we demand they
do so.
There is an obvious differ-
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ence between poetry written for children and poetry
written about children. But beginning in the middle
of the nineteenth century, a third genre emerged—a
genre of “poetry by children”—with popular maga-
zines running innumerable contests aimed at produc-
ing a great child poet. The most successful of such
endeavors was the St. Nicholas children’s magazine,
and the most successful author it had promoted by
the early twentieth century was undoubtedly the
young Edna St. Vincent Millay.

None of this early journalistic verse by children,
however, not even Millay’s, has stood the test of time,
and the vast majority of it was printed by editors with
a pretty clear notion that adults rather than children
were the primary readers. But the genre received a
new life in the late 1960s and early 1970s when the
poet Kenneth Koch published the widely noticed
Wishes, Lies, and Dreams: Teaching Children to Write
Poetry, his account of a year as poet-in-residence at a
New York City public school.

Koch argued that teaching the composition of po-
etry empowered children in the language in a way that
nothing else would do. The point is at least debatable,
though the desired result of children who speak
clearer and more colorful English than previous gener-
ations was never tested empirically and seems in my
admittedly limited experience to be false. But, regard-
less, the movement to introduce poetry writing into
the schools did not manage to produce any poetry that
other children would care to read.

The reason for this is fairly clear: Poetry is very hard.
The contemporary British literary critic George Steiner
has observed that child prodigies are well known in
such fields as mathematics, chess, and music, while
there has never been a child prodigy in poetry. Rim-
baud in French and Keats (and to a lesser degree Mil-
lay) in English were writing interesting verse in their
late teens and early twenties, but no one younger has
ever managed a poem of any importance. Steiner’s ex-
planation is that poetry requires an emotional knowl-
edge and maturity not necessary in mathematics,
chess, or music. But a further explanation—at least of
the failure of children to produce good verse for chil-
dren to read—might be the diffi-
culty of the heavily
stressed meter and
the strong rhymes.
And if children in
fact will not produce
good poetry—and if
very few of them

will grow up to be
y poets—then the
teaching of children
to write poetry in
lieu of reading po-
etry to them has the
terrible effect of
creating students
who have never
learned how to
read—or to love—a
poem.
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Art on the Prairie

(Continued from page 27)

about” One student pointed to a somewhat surrealistic
painting by T. L. Solien entitled “Intruders” that, he sug-
gested, “looks like the Wizard of Oz.” Ms. Childs en-
gaged the students in a discussion of the various formal
elements of the painting—"Is it balanced?”—and asked
how it made them feel. “It’s scary,” volunteered one stu-
dent. She asked them what they thought it meant and,
“Do you think it deserves to be in an art gallery?”

Thus far there is little empirical data on how disci-
pline-based art education has impacted on academic
performance in Nebraska, though initial results of a
state-sponsored survey are scheduled to be released in
March. Nevertheless, anecdotal evidence abounds that
Nebraska students exposed to discipline-based art in-
struction are more sophisticated about the visual arts.

Laurie Confer, a docent at the Sheldon Gallery, said
she and her colleagues have noticed changes in the
school children arriving for museum tours. “They use
vocabulary like ‘abstract expressionism, and they cer-
tainly feel a lot more at ease than their parents—or
even college students—looking at a Motherwell” she
commented. Arlen Meyer, the art specialist at St. John,
added that “students are arriving at middle school with
a better background.”

Parents report that the new approach to teaching
occasionally affects their vacation plans. When Bill
Chadck drove his eighth grade son to Chicago for a
Cubs baseball game, he was asked to swing by the Art
Institute of Chicago. “Andy specifically wanted to see
‘American Gothic,” he said. “We headed for the Im-
pressionist floor, and he would point to the various
paintings and say ‘that’s a Monet’ or ‘that’s a Matisse. I
thought the Cubs game would be the highlight, but
they lost. So it was the art museum.”

Cindy Mangers of Newell Elementary tells of receiv-
ing a telephone call last summer from a student who
had just returned from a trip to the Nelson-Atkins Mu-
seum of Art in Kansas City. “The whole family came
over during vacation to tell me about it,” she said. Ms.
Mangers also reports that, when they return from mu-
seum trips, her kindergarten students cut out pictures
of paintings, create play galleries, and give tours to
their stuffed animals.

bservers say that the times are ripe for the disci-

pline-based approach in several ways. George
Neubert, the director of the Sheldon Memorial Art
Gallery who says that he was “initially quite skeptical”
about Prairie Visions, suggests that the movement ben-
efits from the fact that “technology has raised people’s
awareness of visual imagery.”

Whereas the traditional “product-oriented” ap-
proach to art instruction was consistent with child-
centered educational approaches of the 1960’s and
1970’s, the emphasis in the 1990’s on academic stan-
dards would seem to be more hospitable to the teach-
ing of aesthetics, criticism, and art history. “It’s the an-
tithesis of the flower children doing their own thing,’
said Brent Wilson, an evaluator of the Nebraska pro-
gram.

Despite such forces working in its favor, the disci-
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pline-based art education movement faces serious
problems as it seeks to move beyond well-financed
pilot projects to more broad-scale implementation.

The first five years of Getty’s program succeeded in
establishing a grassroots network of individuals,
schools, and organizations that fueled a national move-
ment for DBAE. But these programs are costly and, in
an era of steady state budgets, it is unclear whether ad-
equate funding will be available to train a sufficient
number of teachers and administrators to make this
approach normative in American education.

Like other academic reform movements, DBAE faces
the problem that old habits die hard. “A lot of people
just don’t want to change,” said Jeff Stern. “They feel
threatened if you start teaching art history instead of
art production.” Advocates also concede that there are
legitimate questions to be answered related to preserv-
ing the integrity of art. “Art has to remain art,” said Mr.
Meyer. “You have to teach it as content, not just as en-
richment. If you sell art as a hand-maiden to social
studies, then you trivialize art”

Proponents concede that the DBAE approach is
much easier to implement at the elementary school
level, where there is no prescribed curriculum and
where inter-disciplinary approaches are more well es-
tablished, than it is in subject-oriented middle and
high schools. It is also tough to implement in large
schools. “If a teacher is dealing with 2000 kids and see-
ing them twice a month, there is no way to make
major change,” said Mr. Meyer.

Ms. Duke said that discipline-based art education
now faces the basic problem that confronts any move-
ment: how to move from the research and develop-
ment phase to full-scale implementation in schools.
“We need to find the strategic pressure points, but we
also need to be clear about our message. The business
community, for example, does not understand why the
arts are important. We need more on the pull side”

In order to demonstrate its relevance to school im-
provement, Prairie Visions is about to embark on a
large-scale assessment project. “Prairie Visions is built
on the premise that if teachers come to the Institute and
learn, then students will be able to give us back what
we teach the teachers.” said Sheila Brown. To test this
out, the Nebraska State Education Department has
mounted a study of Prairie Visions schools and a control
group using instruments such as tests of knowledge
about art, attitude surveys, and examples of situations in
which students were asked to produce art and then crit-
icize it.

Mr. Wilson observed that, while discipline-based art
education has undoubtedly demonstrated its power to
improve the level and sophistication of teaching about
the visual arts per se, it is still struggling to demon-
strate the relevance of art to the broad academic goals
of school. “The overriding question,” he said, “is how
to wedge art education into schools where the real
agenda is higher test scores.”

Mrs. Fiala has no doubts on this score. “It’s amazing
what kindergarten children can learn when serious art-
works are incorporated into their learning,” she said.
She recalled that one of her students, Ian, recently sat
at his kitchen table painting a tree. “Look Mom,” he
said. “I'm using pointillism like Seurat”
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Heroes

(Continued from page 23)

greats are still around; they have merely been removed
from everyone’s view.

“Once upon a time..” kids had heroes, and lots of
them. Some of these great individuals were real (Lin-
coln, et al.); others were legendary (such as Paul Bun-
yan and Casey Jones); still others like Hercules were of
a different realm altogether. Most of them were male
and white, as if heroics somehow knew gender and
racial lines of distinction. Frequently, kids pretended to
be these heroes or at the very least their followers.
Since not every boy could be King Arthur, the others
could be Knights of the Round Table. Yes, it was
clearly better to be the King, but even as a knight, one
got to slay a dragon now and then. All—kings and
knights—were capable of great deeds!

These heroes seemed to be everywhere. They were
part of the curriculum, so textbooks and other reading
materials (even the classic comic books) provided de-
tails of their adventures. The movies portrayed them in
action, adding an exciting visual dimension. Heroes
truly came alive for kids, who not only learned about
them but, often, learned values from them.

Whether or not “the Father of Our Country” ever
did chop down a cherry tree is not a question of signif-
icant historical importance. What is telling is that for
generations the story helped children understand the
meaning of honesty. Even heroes had faults, but they
were moral enough to admit their errors.

The inclusion of heroes in schools served dual pur-
poses. In addition to learning about specific great indi-
viduals, students also were exposed to the ethical na-
ture of those persons. The presence of heroes pro-
vided a focus for children’s dreams and wishes, and
those heroes were cloaked in mantles of virtuous be-
havior.

As the advertising industry grew, however, heroes
became displaced persons and virtually disappeared
from children’s views. Through the wonders of the
mass media, a whole new array of characters become a
daily part of American culture. Cartoon creatures and
company advertising mascots existed for many
decades, but not until the advent of megacommunica-
tions did they intrude into everyone’s lives in a seem-
ingly unending manner. Billboards, print ads, television
and radio programs, commercials, videotapes, and
many other avenues provide ads “ad infinitum.” Even
while relaxing on the beach, one’s attention is pulled
skyward to read the fly-by advertisements.

The issue is not so much that they have joined the
ranks of known figures, it is rather that they have to-
tally replaced real heroes for children. Today the role
models are often whatever the latest commercial fad
creatures happen to be. Once the new character
catches the public’s attention, the merchandising ma-
chine marches on. The Tshirts, buttons, books, book
bags, greeting cards, games and toys, trading cards,
movies, and, of course, television series all follow in
rapid succession.” The presence of the latest sensation
dominates the child’s world. Consciousness leads to
demands for the newest marketable item bearing the
creature’s image. And everywhere—in the child’s
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mind, in the home, and in the classroom—the charac-
ter assumes a new status of heroic proportions. It’s out
with Ben Franklin entirely; here comes the Mouse!

THINK parents and teachers should replace many of

these fantasy characters with real heroes, real-life
women and men. We should “de-mouse” (to start with
the most successful cartoon character of all time) not
only the classroom, but our homes, as well. We should
offer people of significance equal space and time.

For what I like to call a “De-Mousing Starter’s List,” I
would choose people whom I think American children
should know. We need to show our children that
heroes come from both sexes, every race, every ethnic
background, and every field of human endeavor.
Young people need to encounter images of Thomas
Edison, Jane Addams, George C. Marshall, and Cal Rip-
ken, Jr. They need to come in contact with Lech
Walesa and Mother Theresa, with Stephen Hawking
and Rosa Parks. They should learn about the real
Michelangelo instead of knowing only his modern-day
amphibian namesake.

To de-mouse a school or home I would examine the
materials used to teach and motivate children and I
would offer alternatives. Here are some examples:

B Many teachers set up their elementary classrooms
with a jobs board to show which child does which job
(wash the chalkboard or distribute papers) for the
week. Typically, children are switched to different jobs
in a Monday morning ritual. The display is often deco-
rated with some cartoon character, usually with the
caption, “Do a good job for me,” coming from its
mouth. These teachers might instead center the dis-
play around Benjamin Franklin, “the man of many
jobs.” Small drawings representing his various occupa-
tions (inventor, writer, firefighter) might be pinned on
the bulletin board. When classroom jobs change, a few
minutes could be taken to discuss one of Franklin’s
jobs. By the end of the school year, the students would
have learned about a great American as they accom-
plished a weekly routine. And every day, instead of
looking at Goofy, they would be looking at Ben.

Or, as one first-grade teacher has done, there could
be a Mother Theresa jobs board, featuring “Mother
Theresa’s Helping Hands.”

B Teachers in elementary school often give names
to their reading groups. The California Raisins read
one thing, while the Snoopys and the Gummi Bears
read something else. Why not name the groups the
Madame Curies, the Susan B. Anthonys, and the Har-
riet Tubmans or the Olympians, the Titans, and the

*One individual who bas resisted the commercialization
of his creation is Bill Watterson, famous for his brilliant
Calvin and Hobbes strip. Now retired from drawing the
strip (because be felt bis ideas were becoming redundant),
Mr: Watterson did something unbeard of in the fad busi-
ness. How many stuffed Hobbes tigers do you see in the
store? How many Calvin and Hobbes backpacks? Tshirts?
bed sheets? juice glasses? and so on and so on.... NONE! Be-
cause Mr. Watterson believes fantasy figures belong on the
comic page, not in every aspect of our children’s lives.
Hooray for a real hero—Bill Waltterson, to whom princi-
ples are more important than money.
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environmenta ”lgylrla lly soy based inks offering you the highest quality
checks arou, Guaranteed to work at your financial i n and if
not completely satisfied, we’ll replace your order or refund your money!
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$27 a night for two

More than 3600 members in 40
countries in this private travel
network of B&B's for educators.
Save money and meet
colleagues world-wide.

%We're convinced that the
Network is the only way to
travel and look forward to
using it again in the future.®
*Leah & Bill Cohen, Portland Maine

Educators Bed & BreakfastNetwork

Box 5279, Eugene, OR 97405
call: 800/377-3480 fax: 541/686-5818
Homepage: http:/ /www.efn.org/~edbabnet

WriTE Us!

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

B Principals might honor a great
person by a year-long celebration,
including portraits, displays, perfor-
mances, T-shirts and bookbags,
even a special lunch on the per-
son’'s birthday. Schoolwide
themes—one perhaps in honor of
our national parks and the many
people (e.g., John Muir) who
helped to establish and sustain
them—might be equally effective.

B Parents might without com-
ment put Madame Curie’s picture
on the refrigerator. This “mystery
person” can be a source of discov-
ery for everyone in the house (and
visitors, too). Who is she? What
contributions did she make to soci-
ety? Are there people like her
today? Every month a new mystery
guest might appear, with different
family members taking turns choos-
ing the famous person.

ET ME emphasize that in the ef-

forts to bring great people to
the attention of children, balance
and focus must be watchwords.
Flooding the classroom, school, or
home with dozens of pictures of fa-
mous people may have little effect.
I would be selective and concen-
trate on a few people at a time, so
that a genuine understanding and
appreciation can be established.
And 1 would focus on the essence
of the individual’s contribution to
humanity, not the minutia that so
often end up obscuring a hero’s
greatness.

Balanced, focused attention to
significant people may mean that
even Walt Disney becomes a hero.
We should, perhaps, give time and
space to the cartoonist whose stu-
dio has helped create such an un-
balanced attention to fantasy crea-
tures.

No doubt many parents and
teachers have already taken up the
cause. It is time for the rest of us to
return great individuals to the
pedestals they deserve. Young peo-
ple need to see that humans can
and do make a difference. Children
can learn that they too are capable
of reshaping life in a positive way.
By reintroducing heroes to chil-
dren, parents and teachers can
show them that there are real peo-
ple worthy of recognition and emu-
lation.

Your ticket
out of

In a relationship, stuff happens.
When stuff happens, someone
usually ends up in the doghouse.
Whether or not you deserve to
be there is another issue. What
AFT PLUS is offering you is a
ticket out—where things go from
there is up to you. With UNION
MEMBER FLOWER SERVICE,
AFT members receive a 15
percent discount with every
order—minimum order in the
U.S., $30. If you had forgotten
the healing power of a delivery
of flowers, just clip this ad and
stick it in your wallet for the next
time stuff happens to you.

1-888-667-7779

Y%
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Just For You!
These and Several
Hundred others.

For Friends and
Family voo!

1-800-774-9162

Alfred Hitchcock Mystery 33.97 25.97
All About You (teen giris) 19.94 9.97
Allure 15.00 11.97*
American Health for Women 18.97 11.97
American Photo 19.90 11.95
American Square Dance 12.00 9.95
Aquarium Fish 2497 19.97
Artist's Magazine 20.00 13.47
Asimov's Science Fiction 33.97 27.97
The Atlantic 1795 9.95
Audio 26.00 14.97
Automobile 20.00 11.95
Autoweek 28.00 19.95
Backpacker 27.00 19.94 *
Baseball Digest 23.94 19.96
Basketball Digest 23.94 15.97
Better Homes 1 yr 18.00 13.97

& Gardens 2yrs 18.00
Bicycling 19.97 11.97*
12 issues

Just $9.97

Rankings &

in-depth

profiles of

individual . o
funds plus tax & retirement ideas.
Black Enterprise 19.95 14.95
Boating 26.00 19.97
Business Week 54.95 35.00 *
Byte 29.95 19.95
Car Craft 19.94 9.97
Car & Driver 21.94 11.97
Car Stereo Review  24.94 17.97
Cat Fancy 25.97 15.97
Chicago 19.90 9.95
Child 15.94 7.97
Colonial Homes 1797 9.97*
Computer Gaming World 28.00 24.99
Computer Life 25.00 14.99
Computer Shopper  39.50 19.94
Conde Nast Traveler 18.00 11.97 *
Consumer Reports  24.00 24.00
Cookbook Digest 24.00 17.96
Country America 16.97 11.97
Country Living Gardener 19.97 14.97 *
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USNé

issues
including the

and save. ’

Just $22.50 for our members
Crayola Kids (4-11)  19.97 12.97
Creative Classroom 19.97 19.97
Cruise Travel 19.94 11.98
Cruising World (sailing) 28.00 14.00

Custom & Classic Trucks 19.94 9.97
Cycle World 19.94 11.97
Decorating Digest 24.00 19.16
Details 15.00 12.00 *
Discover 34.95 17.50
Disney Adventures (7-14) 17.95 14.95
Dog Fancy 25.97 15.97
Early Childhood News 30.00 15.00
Eating Well 19.94 14.97
Ebony or Ebony Man 16.00 10.97
Economist 125.00 85.00 *

* These rates for teachers
and college students only.

Publication Yeual Your  pypiication el Your  publication Ao
Electronic Gaming Mnthly 25.00 19.99 Mirabella 156.94 11.97 Sports Afield 13.97 9.97*
Electronic Learning  23.95 16.95 Money 35.95 19.95* Sports lllustrated 78.97 39.75*
Elle 28.00 19.97 Mother Jones 18.00 12.00 The Weekly Standard 79.96 47.96
Elle Decor 22.00 14.97 Motor Trend 23.94 11.97 Stereo Review 19.94 9.97
Ellery Queen Mystery 33.97 25.97 Motorboating & Sailing 15.97 9.97*  Stereophile 35.00 19.97
Entertainment Weekly 51.48 25.74*  Mountain Bike (Rodale) 19.97 14.97 *

Esquire 15.94 9.97*  Mountain Biker (MTB) 19.94 9.97 Analysis

Essence 20.00 14.96 Mutual Funds 1497 9.97 and

Family Circle 19.98 16.98 NBA Inside Stuff 1495 9.97* commentary
T . = The Nation 52.00 26.00 on the news,

The latestin & n BV YéﬁliEl{ New Age Journal 24.00 18.00 business and
ideas, events, New Woman 17.00 13.97 b i
culture and New York ! 42.00 2597 53 issues just $24.00
current = 2yrs 51.94
N 2 1yr 39.95 19.98*  Swing (generation X) 19.94 14.97
e M b il New Yorker 39.96* Teaching Pre K-8  23.97 16.97

Full year - just $19.98 1yr 41.08 24.00* Technology & Learning 24.00 14.00
goes Newsweek ' 47.10*  Teen 19.94 9.97
Family Fun 1695 9.95 Organic Gardening  25.00 15.96* Tennis 23.94 11.97
Family Life 19.94 14.97
Family Photo 19.94 9.97 (O
Field & Stream 15.94 11.97 A M E R IC A N ’VG‘
Financial World 27.00 21.95 Sr
Fitness Swimmer 19.94 17.94* F I O N O p«,
Florida Sportsman 24.95 19.95 E D E RAT F 1(\
Food & Wine 18.00 13.00 E AC H E RS &s
Football Digest 23.94 16.63
Forbes 57.00 38.00 *
Fomonatun  sth om0 SUBSCRIPTION SERVICES W
Fortune 57.00 28.50 *
George 24.00 17.76 1 '800'774'91 62
Glamour 16.00 11.97 * 9 Northern Blvd ® Box 258 * Greenvale, NY 11548
Golf Digest 27.94 16.77
Golf for Women 16.97 13.97 Outdoor Life 15.94 11.97 Time 1yr 59.94 29.97 *
Golf Magazine 23.94 13.97 Outdoor Photographer 19.94 10.98 2yrs 59.97 *
Golf World 53.97 29.97 Outside Magazine 18.00 12.00 Today's Homeowner 18.94 11.97
Gourmet 20.00 15.00* Parenting 15.00 8.97 Town & Country 24.00 15.00 *
GQ 20.00 18.00* Parents 19.90 9.97 Traditional Home 20.00 16.97
Harper’s Bazaar 19.97 12.00* PC Computing 25.00 14.99 Travel Holiday 1294 9.97
Health 18.00 11.97 PC Magazine 50.00 26.97 Travel & Leisure 24.00 16.00
* \ *
Heart & Soul 16.97 14.97 Petersen’s Golfing 19.94 9.97 U.S. News ; z:s 44.75 iigg .
- . 2
“HBegt iles Extended Office Hows | vonwrar " oo 117
* LOWEST Rates Mon.-Thur. 9am-7pm Video 17.94 11.97
* Easy Ordering & Fri. til Spm ET Vogue 28.00 17.97 *
Weight Watchers 15.97 13.97
Home 21.94 16.97 Petersen’s Photographic 23.94 11.97 WildBird 23.97 15.97
Home Office Computing 19.97 9.99 Popular Mechanics  19.97 12.00* Windows 24.94 16.97
HomePC 21.97 12.97 Popular Photography 19.94 11.97
Hot Rod 23.94 11.97 Popular Science 18.94 13.94 The
House Beautiful 19.97 12.00* Premiere 19.94 12.95 HOTTEST
Humpty Dumpty (age 4-6) 16.95 12.95 Prevention 21.97 1594 * personal
Inc. 19.00 13.95 The Progressive 30.00 18.00 financial
Inside Sports 23.94 1197  Redbook 15.97 10.00* | (itle is
Instructor 19.95 14.95 Road & Track 21.94 11.97 NoOW... - U
Internet World 24.95 19.97 Rolling Stone 25.95 17.95
Interview 20.00 12.00 Runner's World 24.00 17.97 * Juse $15.00 Jox & foil year
Jet Magazine 36.00 26.00 Saltwater Sportsman  24.95 16.97 Wine Enthusiast 23.95 11.99
Kid City (ages 6-8) 19.70 14.97 Scuba Diving (Rodale’s) 14.97 12.97* Woman's Day 17.97 17.97
Kiplinger's Personal Finance 19.95 14.97 Self 16.00 11.97*  Women's Sports & Fitness 19.97 12.97
Ladies Home Journal 16.97 9.99*  Sesame Street (ages 2-5) 19.90 17.50 World Press Review 24.97 16.97
Life 35.00 17.50* Seventeen 19.95 19.06 Worth 15.00 11.97
MacWorld/MacUser 30.00 15.00 Ski or Skiing 13.94 9.97 Writer's Digest [10 issues] 20.00 12.47
Mad isell 16.00 11.97*  Skin Diver 19.94 9.97 YAHOO! Internet Life 24.97 19.99
Marie Claire 17.97 12.00* SmartMoney 2400 15.00* YM 20.00 12.97
McCall's 15.94 8.99 Snow Country 15.97 9.77 2ZD Internet Magazine 24.97 19.99
Metropolitan Home 17.94 11.97 Sport 19.94 9.97
Midwest Living 18.00 1497  Sport Truck 19.04 o997  Hundreds of Others Just Ask!
O — —  TorReeal TaeTade S maling Tobel, T avallable:_Subscripuons wwualy begi a5 60 daye.
| AFT SUBSCRIPTION SERVICES, Box 258 || Publication Name o e
9 Northern Blvd  Greenvale, NY 11548
| 1-800-774-9162
I Name
' Address Total |
I 1 Check enclosed payable to: AFTSS
I City, State, Zip 4 Charge to my credit card
0 Visa [ MasterCard 0 Discover ' Amex
I Your School Acct: F);*{l_: L
Home Phone () $9709 1 Please bill me (phone # required)




Bring the World to Your Class

Join AFT's Classroom~to-Classroom Program

AFT’s Classroom-to- Q’ @ L— A, { 7l ;? .T’Q’O Counterpart countries
Classroom program 25t [ RE gl % include: Albania,
ST oG R
counterparts in s w5 LA . Chile, Croati
emerging de- % R . 5. ' Sy Czect
mocracies 3 o NN AR g
throughout @ & ; , < ? I Republic,
g g : af \

the world RS = Egypt,
The | s . i g
program ,'; . ; £ R "“"?.“:(x, Phiopu,
offers = ‘ AT B ( Gern.lany,
studentsa ““"dl 1 m"\ 2 Guinea,
cixance tg L { Hunlgary,
share an Yo =7 vory
exchange TR 7 9 Coast,
knowledge, | A o Kazakstan
ideas and ‘ﬂ’%: R ya & Kosova:
experiences > . Liberia
with children ﬂ b Iibtane
from other '%%/ i I:’Ia;;a::
cultures. Partici- LS ;& AN Mo f)lia
pants in the connected :\ S it Ni Pnglan d’
classrooms can learn S ' skl oy
about each other’s societies o TR s Romatia, Russ.la, S
and the principles of democracy - S i‘) ‘ Leone, Slovakia, South
through discussions in history, & & Africa, Tobago, Ukraine,
politics, government, current events, life and Uzbekistan, Zambia, and Zimbabywe.
education.

For more information about how your classroom can participate, contact us at:

AMERICAN FEDERATION OF TEACHERS
International Affairs Department
Classroom-to-Classroom Coordinator
555 New Jersey Ave., N.W.
Washington, DC 20001
FAX: (202) 879-4502
Email: iadaft@aol.com




