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Teacher Isolation
Barrier to Professionalism



Make your classro
...just follow the ideas and instructions in
BULLETIN BOARDS
Yours for 10 days 
FREE from 
Macmillan Instant 
Activities Program®
With a week full of different classes, homework 
assignments, projects and problems— who has time 
to think up unusual new bulletin boards, let alone 
make them? Neither you nor any other busy, 
dedicated teacher. T hat’s why we did it for you.
With Bulletin Boards.

b u l l e t in  b o a r d s  gives you all the concepts and 
patterns you need to make dozens of great displays. 
The “ busy work” has been done for you. Just 
choose your theme, follow the step-by-step 
directions—and presto! you have a splendid, 
instructive bulletin board. And each project has 
several related activity sheets designed to improve 
children’s basic skills and encourage independent 
thinking.

This exciting new package is just one part of a 
unique teaching program. Designed for teachers of 
grades 3 through 6, the Macmillan Instant Activities 
Program is a series of fun-filled activity sets, each 
on a subject where you can use some extra help. 
Bulletin Boards. Reading. G ram m ar and Spelling. 
Math. Science. Creative Writing. And more.
Every set has 112, 8 1 /2 " X  11" pages of activities,
3 -hole punched for filing in the binder that comes 
FREE with this introductory package. You'll also 
get at least two special teaching aids for reinforcing 
each subject's activities. With Bulletin Boards, 
we've included enlargeable t ransparenc ies . . .and 
stencils of letters and numbers for boards with a 
professional look!
Start enjoying the benefits of this unique program 
by sending for Bulletin Boards, your introductory 
set. You'll be lighting up your classroom with 
holiday designs, creative calendars and wall 
exhibits, while the children have fun with the skill - 
builders activity centers and achievement awards. 
And of course, this and all following sets bear the 
seal of outstanding quality teachers everywhere have 
come to expect of Macmillan.
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BuW etmBoatds Macmillan Instant 
Activities Program"
RO. Box 938 
H icksville. N.Y. 11802

Yes! Please accept my application for the B u l le t in  B o a r d s  set 
and the deluxe binder for a 10-day.free exam ination  and enter my 
subscription to the M acm illan Instant Activities Program. I f I decid 2 
to  keep the B u l le t in  B o a r d s  set, I w ill pay $8.95 plus shipping  
and handling. T he three-ring binder is a FREE gift with my sub
scription . I w ill then receive future activities sets in the M acmillan 
Instant Activities Program , sh ipped a set at a tim e, approxim ately 
every other m onth. Each set includes 112 pages o f  activities plus  at 
least two teaching a ids—such as a sk ill-building gam e and colorful 
poster—as a bonus. Each is m ine for $8.95, plus sh ippin g and han
dling, and com es for a 10-day,free exam ination . There is no m in i
m um  num ber o f  activities sets I m ust buy and I may cancel my 
subscription at any tim e by sim ply notifying you.
If I d o  not choose to keep the Bulletin  Bo a r d s  set, I w ill return it 
and the binder w ithin 10 days, my subscription for future activities 
sets w ill be cancelled , I w ill not be under any further obligation , and 
I w ill ow e nothing.

Name

Address

MactmUan Instant \ctWftWs Program
(Offer good in U.S. and Canada only. Prices higher 
in Canada.)

A m erican
G AH 9 Educator 11/84 50161



Read What Educators Are 
Ia v  New Courseware
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Saying about Radio Shack’s 
Development Seminar

Educators all across the country developing 
tbeii own courses are using Radio Shack’s 
AUTHOR I co u rsew are  d ev e lo p m en t 
system—a screen-oriented authoring sys
tem that lets educators with no programming 
knowledge develop software for use in any 
subject or grade level.
Gei the Courseware You Really Need. With 
AUTHOR I, teachers become actively in
volved in curriculum development. Ccurse- 
waue can be designed with specific seeds 
and goals in mind.
No Obligation Seminar. Teachers, adminis
trators and counselors can participate in a 
carplim entary 8-hour seminar at your local 
Radb Shack Computer Center. AUTHOR I is 
simple to use, with full-screen editing, 
graphics, branching and many options. Call 
your local Radio Shack Computer Center or 
contact your Regional Education Coordinator 
for more details
Well Show You How. We’ve already demon
strated the effectiveness of AUTHOR I :o Dr. 
Charles S. Cline and Louise Fulgham of 
Dnvel County Schools, Jacksonville, Florida; 
to Deborah Sinkis and Sam McClure of 
Worcester Public Schools, Worcester, Massa
chusetts; to Mary-Jane Frazier of Grand Prai
rie Independent School District, Grand 
Prairie, Texas; and to Nancy Tucker of Caddo 
Parish School System, Louisiana. Let us 
shcmr you, too.
Far the name of the full-time Regional Educa
tional C oordinator in your a rea , call 
800-433-5682 toll-free. In Texas, call 
800-T72-8538.

____________________________i



Give your fund raising drive 
the crowning touch!

*

Nestle makes the very best 
Fund Raising.

1984 The Nestle Co., Inc.

Nestle Fund Raising raises money for you, 
and the Statue of Liberty, too.

This year, your fund raising program will also help a lady in distress: 
the Statue of Liberty. Because for every unit you sell, Nestle as an Ofncial 
Sponsor will contribute 25<t to the Statue of Liberty-Ellis Island Foundation.

The statue, our national symbol of freedom, is sadly in need 
of repair. 1986 will mark the Liberty Centennial. A nd raising 
money to complete the restoration in time is truly a 
monum ental undertaking.

We’ve designed a commemorative statue of solid milk 
chocolate tha t’ll inspire extra interest in your drive. Richly 
detailed and richly delicious, she’s sure to melt hearts.

W hether you’re raising funds for a special project, or plan 
to give it all to the statue, our professional fund raiser and toll- 
free hotline are ready to help w ith every phase of the p lan n in g - 
free! We offer a full line of other products, too. A nd our ship- 
ping and payment terms are always palatable.

O ne good cause deserves another. So let Nestle—and Miss 
Liberty—crown your fund raising efforts w ith success.

Call Toll Free: (800) 431-1248.
In New York, Call Collect: <914) 697-2588.
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N o t e b o o k 6
10T e a c h e r  I s o la t io n :  B a r r ie r  t o  P r o fe s s io n a lism  

By Susan J. Rosenholtz and Susan J. Kyle
Many teachers report little or no adult contact during their 
working day. And the isolation they experience is more than a 
physical one.

T e x t b o o k  H o n e st y : T he C ase o f  the M issing  Future  1 6
A R e v ie w  B y C h ester  E. Finn, Jr.

A survey o f social science textbooks reveals an excessively grim 
view o f the future o f humanity.

C h a n g e d  Lives: A  T w e n t y -Year P erspective o n  Early Ed u c a t io n  2 2  
B y D avid  P. W eikart

Less crime, less unemployment, more productive lives: A new 
landmark study provides compelling evidence that quality 
preschool education has an enduring effect.

T he U n v a r n ish e d , G ospel T ru th  a b o u t  W ritin g  in  Sc h o o l  2 6
B y J a n ies  H o w a rd

Writing about it may still be the best way to learn a subject. And 
this need not mean endless hours o f correcting papers.

T he U ses o f  Error  3 0
By A n g e lic a  B raestru p

Today’s mistake need not be forever: Students can learn to analyze 
and prevent their errors.

Ed u c a t io n  fo r  th e  H a n d ic a p p e d : T he D eveloping  La w  3 4
B y G race B e lsc h e s -S im m o n s  and  P atric ia  L ines

The courts have been busy settling disputes over the interpretation 
o f federal law for the handicapped Here’s an update.

Manners at  Sc h o o l  
By Ju d ith  M artin

With her usual high-minded hilarity, Miss Manners® directs her wit 
and wisdom to the task o f civilizing the young.

3 8
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A q u in a s , Ch u rch ill , a n d  t h e  B r o t h e r s  Gr im m
In between five classes and 150 students a day, tests to compose and 
papers to correct, experiments to set up and video equipment to sched
ule, it’s somehow hard to find a lot of time to devote to a reevaluation of 
the sources Gibbon used in The Decline and  Fall o f  the Rom an Empire, 
or to read Churchill’s six-volume, first-hand account of our most terrible 
war and why it shouldn’t have happened, or to trace the relationships 
between African poetry and the modern English tradition, or to track the 
theme of friendship as it appears throughout the classics, or to admire 
Orwell’s and Djilas’s search for a democratic humanism.

It is in recognition of the busy life that teachers live and their need for 
intellectual renewal that, two years ago, the National Endowment for the 
Humanities began its Summer Seminars for Secondary School Teachers. 
These intellectually lively retreats bring together teachers and top schol
ars in the field to read about, write about, reflect upon, and discuss the 
subjects they love. The broad range of topics offered is a showcase of the 
richness of the humanities.

Following the rave reviews of its 1983 and 1984 series, the NEH has 
announced another expansion of its popular program. Next summer, 
there will be fifty-nine seminars for 885 participants at forty-eight differ
ent institutions across the country. Teachers in grades seven through 
twelve are eligible. The fifteen individuals selected for each seminar will 
work under the direction of a distinguished teacher and active scholar. 
The seminars are from four to six weeks in length, and participating 
teachers receive a stipend of $ 1,700 to S2,350 depending on the length of 
their seminar. The stipend is to cover travel, books, and living expenses.

The deadline for applications is March 1, 1985. Teachers must send 
their applications to the specific seminar they are interested in attending. 
Posters and brochures detailing the topics, dates, and appropriate places 
to write to apply to the various seminars are currently being sent by NEH 
to all secondary schools in the country. Inquire at the administrative 
office at your school for further information.

Old e r  a n d  B e t t e r
Another bicentennial is at hand. 
Nineteen eighty-seven will mark 
the  200 th  anniversary  of the 
adoption of the U.S. Constitution 
by the Constitutional Convention 
of 1787. Commemorations and 
celebrations will begin in the 
Spring of 1985. (More on this in 
future issues of American Edu
cator. )

To get the  even ts  off to  a 
thoughtful start, the Honor Socie
ty of Phi Kappa Phi and the Amer
ican Bar Association have cospon
sored a special issue of the journal 
N a tio n a l Forum. The issue is 
written for a broad audience, with 
special consideration given to the 
needs of history and social studies 
classes in secondary  schools. 
Seventeen  articles exam ining 
American constitutionalism have 
been contributed by public lead
ers and scholars.

If you would like to help your 
students know more about the 
historical origins of the radical 
ideas embodied in the Constitu
tion or to understand better the 
influence of this incredibly endur
ing document on contemporary 
life, write for a free copy of “To
ward the Bicentennial of the Con
stitution.” Send your request to: 
Presidential Classroom for Young 
Americans, Attn. Stacey Smith, 
441 North Lee Street, Alexandria, 
VA 22314.
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The Reason AH Teachers 
Saue 50% O ff Hotel Bills

ADVERTISING

50% Hotel/Motel 
Discounts Available

Now available in this issue to AFT 
members is a special half price rate pro
gram to enjoy substantial savings of 
50% off hotel expenses and stay at the 
best accommodations at participating 
leading hotels, motels and luxury resorts 
th a t include Marriotts, H iltons, 
Sheratons, Holiday Inns, Stouffers, 
Ramada Inns, Howard Johnsons, Tra- 
velodges, plus hundreds of other famous 
name accommodations in major cities in 
most states including Hawaii, and in 
Canada.

Members receive 50% discounts on 
lodging accommodations with the Tra
vel America at Half Price Coupon 
Book. Those who will be traveling on 
auto trips, vacations, weekend geta
ways, trips to your favorite summer and 
winter resorts, or visiting friends and 
relatives will find this program a must. 
Those who spend $48.00 for a room that 
cost $33.00 two years ago will welcome 
these half price rate savings.

SAVE 50% ON NEXT HOTEL 
STAY. As a Travel America member 
you will receive 50% off the regular 
published rates as indicated on each 
individualized coupon which gives a 
complete description of facility, nearby 
attractions and restrictions, if any. 
With your book you can save as much as 
$100 or more on a single trip, and will 
now also afford those individuals or 
families on a tight budget the opportun
ity to take a vacation or getaway and pay 
only the price.

COMPARE THESE SAVINGS. This 
plan will not only offer you significant 
savings throughout this year but should 
pay for itself the first time you use it. 
When you consider the example of a 
three-night stay in a hotel that cost 
$48.00 per night, the regular published 
rate charge would be $144.00, but as a 
Travel America member you pay only 
half the price and save $72.00.

EXTENDED MEMBERSHIP AND 
25% DISCOUNTS ON MEALS. As a
special introductory offer starting now 
through January 31, 1985, all members 
will receive at no extra charge up to 13 
months of membership service from 
date of this publication, plus receive 
25% discounts at restaurants and fine 
dining establishments nationwide.

To take advantage of this money- 
saving program and save 50% off your 
next hotel stay, and 25% off your 
meals, you can complete and mail your 
application with payment today. For 
credit card orders, call toll-free 
800-528-6050, ext. 1286. Inquiries call 
(703) 548-8694.

You'll never pay full price 
while sav ing  50%  a t  preferred  

lead in g  h o te ls  an d  m ote ls  
na tionw ide

Afford th e  B est and Pay Less
With the Travel America a t Half Price 
coupon book you receive 50%  dis
coun ts on your lodging accom m oda
tions a t participating  leading hotels, 
m otels and luxury resorts th a t include 
M arriotts, H ilton s, S h era ton s, 
H oliday Inns, S tou ffers, R am ada  
Inns, Howard J o h n so n s . B est W est
erns, plus hundreds of o ther fam ous 
nam e accom m odations in m ajor cities 
and alm ost every s ta te  including 
Hawaii, and in Canada.
Enjoy 13 Month Membership 
This Year and Next
Each m em ber receives the '85 edition 
of the Travel America book with all 
coupons valid through December 31, 
1985. T hat's right, one year plus 
several m onths extra to  enjoy these 
50%  discounts this year and next. 
C onsider T hese E xam p les  
o f  S a v in g s
This plan should not only pay for itself 
the first tim e you use it, bu t will offer

substan tia l savings th roughou t the 
year. For exam ple, from your book 
select a weekend getaway to  a favorite 
city or resort for a three night stay 
th a t costs $126.00. . . you pay only 
$63.00. Travel on an au to  or business 
trip and take a one-night stop  over in a 
room th a t costs $52.00 per n igh t. . . 
you pay only $26 .00 . . . vacation in 
Disneyworld for seven days and six 
nights th a t costs $228 for your hotel 
s ta y . . . you pay only $ 114.
In these three trips alone yo u  saved  
$203, and it afforded yo u  the luxury o f  
first class accommodations.
S p ecia l R estau ran t O ffer—
25%  Off Food P u rch ases  
now while traveling save additional 
expenses of 25%  discounts on your 
m eals a t restau ran ts  in m ajor cities 
nationwide. These 25%  discounts 
apply to  the to tal bill for one to 
four people dining together.
Other 50%  S a v in g s—FREE 
With M em bership
As a m em ber you also receive 50%  
discounts a t m ajor tourist a ttractions, 
plus preferred car rental and auto  
m ain tenance discounts.
No-Risk 15 Day Trial 
You don 't have to  take our word for 
how m uch this half price plan will save 
you. Examine it for 15 days and, if for 
any reason you are not com pletely 
satisifed, simply return it for a fu ll 
refund g u a ra n tee  o f  $ 2 6 .9 5 . There 
is no risk except to  know th a t your 
next hotel stay will be 50%  less than 
w hat you expected to  pay.

CREDIT CARD ORDERS ONLY 
CALL TOLL FREE 
8 0 0 -5 2 8 -6 0 5 0  EXT. 1286 
ARIZONA 8 0 0 -3 5 2 -0 4 5 8

1 .  V

Offer Expires January 31, 1985

FREE iS-MY TRIAL SPECIAL HOTEL OFFER 
ONE YEAR PLUS UP TO 1 MONTH— ONLY $26.95
Yes! Send me the TA coupon book at $25.00, plus $1.95 for postage, insurance and special handling. I may cancel 
within 15 days for full refund of $26.95 if unused or undamaged.

Address (No P.O. Box A ccepted)

City State Zip

Telephone Business ( ) Home ( )
□  Payment Enclosed □  Master Card □  VISA Signature.
Card # _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  Expiration Date _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _

M ail To: TRAVEL AMERICA AT HALF PRICE, 901 N. Columbus St., Alexandria, VA 22314
IN Q U IR I E S  C A L L  7 0 3 -5 4 8 -8 6 9 4  

Please allow 4  w eeks delivery. Use s tree t add ress  only to fac ilita te  UPS delivery. 1 1 3 5  j



On e  for A ll an d  A ll for
Numerous studies have shown that 
cooperative learning methods have 
a positive effect on a broad range of 
social and psychological attitudes 
such as self-esteem, race relations, 
cooperation, and acceptance of 
handicapped students. But what is 
the effect of such group methods 
on student achievement? Do stu
dents learn more when they work 
to g e th e r in small groups? The 
answer, says Johns Hopkins re
searcher Robert E. Slavin, who did 
an exhaustive review of the rele
vant studies, is that it depends.

In coopera tive  learning p ro 
grams, students work together in 
small, heterogeneous groups in 
which they are expected to help 
one ano ther learn. W ithin this 
overall format, conditions may vary 
widely. The most typical practice, 
used commonly in postsecondary 
education , em ploys individual 
rather than group rewards. Stu
d e n ts  s tu d y  to g e th e r  b u t are 
graded solely on the basis of their 
own work. In other configurations, 
there are both group rewards and a 
group product. That is, the group 
produces a communal worksheet, 
test, or other display of perform
ance. A group reward may also be 
based on individual learning. For 
example, the test scores of all in
dividuals within a group may be 
tallied to get the group score.

W hich of these com binations 
boosts student learning? According 
to Slavin, there are two key factors: 
(1 )  The rewards — recognition, 
grades, praise, or tangible items — 
must go to the group as a whole 
rather than to individuals within 
the group; and (2 ) There must be 
individual accountability, that is, 
every student’s individual perform

ance must be assessed in arriving at 
the group’s performance.

Unless these two elements are 
present, group study per se has not 
been found to increase student 
achievement more than having stu
den ts w ork separately. On the 
o ther hand, twenty-eight of the 
thirty-two field experiments that 
used this combination of factors 
fo u n d  “s ig n i f ic a n t ly  h ig h e r  
achievement for the cooperative 
g ro u p s  th a n  fo r th e  c o n tro l  
groups.”

Without group rewards and indi
vidual accountability, explains Sla
vin, “there is little reason for group 
m em b ers  to  ca re  ab o u t th e ir  
g roupm ates’ learn ing .” For ex
ample, when assessment and re
ward are based on a single group

product, it is possible for one or 
two members of the group to do 
most or all of the work. Likewise, 
there is not sufficient incentive to 
involve the less-able members. For 
maximum learning, there must be a 
relationship between others’ be
haviors and one’s own reward, and 
the perform ance of each group 
member must be “clearly visible 
and quantifiable to the other group 
members.” When this occurs, peer 
pressure weighs in on the side of 
achievement: “[Students] are likely 
to pay attention to one another’s 
learning efforts, to reinforce one 
another for outstanding learning 
performance, and to apply social 
disapproval to  group m em bers 
who are goldbricking or clowning 
instead of learning.”

Te x t b o o k  Re se a r c h
In the wake of continuing criticism of the quality of 
school textbooks, the Harvard Graduate School of Ed
ucation, under a grant from the Association of Amer
ican Publishers, is beginning plans to establish a train
ing program for editors and a center for textbook 
research. Graduate students who choose a concentra
tion in educational publishing will study the concepts 
from reading research that can be applied to textbook 
preparation and will be given practical experience in 
developing, organizing, and analyzing instructional 
materials, including computer software.

The proposed Center for Research on Textbooks 
would provide an ongoing research base for the in
structional program, disseminate research findings to 
schools and publishers, and, hopes Harvard, “attract 
doctoral students who will become the future re
searchers and scholars of instructional materials.” 

The Harvard reading faculty, under the direction of 
renowned reading specialist Jeanne Chall ( See Am er
ican Educator, Winter 1983), are currently engaged 
in research on readability measurement, computer 
programming for reading and language instruction, 
and the measurement and development of vocabulary.
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COMEC!

At Commodore, we think it's easier for 
school children to learn about a computer 
by using it rather than by waiting to use it 

So, we sell the Commodore 64™ at 
about half the cost of comparable 
computers.

With the money you save on the 
Commodore 64, you can afford the things 
you'll really need: more Commodore 64's 

The Commodore 64 comes with 64K 
memory, a 66 key typewriter-style key
board, 16-color hi-resolution graphics, a 
9-octave music synthesizer and 3-dimen
sional sprites.

And the same commitment we make 
to hardware, we're making to software. 
We have highly rated Logo and PILOT 
programs.

Much of the well recognized MECC™

courseware and the Edufun™ Series from 
Milliken will soon be available.

There are hundreds of other programs, 
including a wealth of public domain soft
ware for the Commodore 64. Our newest 
additions are 30 early learning programs 
from Midwest Software.

So you see, the all purpose Commodore 
64 really is in a class by itself.

IFor further information on the Commo
dore 64 and our 250 Educational 
Resource Centers, contact your nearest 
Commodore Education Dealer.

COMMODORE 64 *
IT S NOT HOW LITTLE IT COSTS,

IT’S HOW MUCH YOU GET
Commodore Business Machines Inc., P.O. Box 500M, Conshohocken, PA 19428.

Canada—3370 Pharmacy Avenue. Agincourt, Ont. Can. M1W2K4.
EduTun and MECC are trademarks of Milliken Publishing Company 

and Minnesota Educational Computing Consortium respectively.



TfeACHER ISOIAHON: 
Barrier 

t o  P ro fessio n alism

B y  Susan  J . R o s e n h o l t z  a n d  Susan  J . K yle

LUGGING a  cumbersome basket of papers and books 
through the still-empty school corridor, she crosses 

paths with an equally bleary-eyed colleague also making 
headway toward the office. “ ’Morning,” both mutter, 
more habitual than genuine. Pulling her mail from the 
“Ms. Brooks” slot and precariously balancing a cup of 
coffee and the latest office memos with her books and %
papers, she carefully negotiates the corridors to her 
classroom where she prepares to spend almost all of the 
next seven hours alone with thirty-one students. As 
usual, a thirty-five minute lunch break is sandwiched 
between morning and afternoon segments of the school 
day. Here in the faculty lounge, teachers gather both to 
grab a quick bite and to hear about social news or the 
teaching frustrations of others. Today Ms. Brooks had 
some grousing of her own to do. “Mary Ellen Griffith is 
driving me crazy. Do you know what she did?”

As she fills in the details, a sympathetic colleague 
nods. “Oh yea? Just wait ’til you get her brother, Michael
— he’s even worse!”

After the final dismissal bell, Ms. Brooks spends an 
hour or so cleaning work stations and preparing for an 
evening of paper correction in front of the T.V. On her 
way to the faculty parking area, she encounters two 
colleagues, themselves ready for departure. “ ’Night,”

Susan J. Rosenholtz is an associate professor o f  educa
tion and  sociology a t Vanderbilt University, and in 

January w ill become associate professor o f  education 
a t the University o f  Illinois a t Champaign-Urbana 
Susan J. Kyle is a doctoral student in education a t 
Vanderbilt.

they m utter, more habitual than genuine. “See ya 
tomorrow.”

Typical of many teachers’ work days, our Ms. Brooks 
and her colleagues suffer a common yet serious malady 
infecting many schools — teacher isolation. The prob
lem appears in settings where teachers spend much of 
their time cut off from their co-workers, neither seeing 
nor hearing others teach. In fact, many teachers report 
no adult contact at all during their working day.

In this article, we explore the problems that arise 
from teachers’ lack of professional contact with each 
other. The first section identifies several negative con
sequences of teacher isolation culled from research on 
teaching. Next, we outline alternative school organiza
tions that do not isolate teachers one from the other. 
The final se c tio n  d raw s a tte n tio n  to  issues in 
professionalizing teaching.

Th e  E ffec ts  o f  T e a c h e r  I s o l a t io n

T EACHER ISOLATION is more than just a physical 
separation. In isolated settings, there is a shared 
sense that teachers alone are responsible for running 

their classrooms, and they are accorded and accord to 
others full autonomy to do so.

The autonomy teachers come to expect is rooted 
almost entirely in their preservice preparation, a train
ing that differs dramatically in form from other profes
sions. Medical training, for example, stresses collegial 
ethics, where novices learn by interacting not only with 
their colleagues but with experienced professionals as 
well. “Rounds” are particularly poignant examples; here 
patients’ problems are discussed in interaction among
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medical students and between those same students and 
a skilled practitioner. Through daily patterns of collec
tive consultations, medical students learn that the di
agnosis and treatment of particularly difficult medical 
cases can best be accomplished in concert with one’s 
colleagues.

In con trast, m ost teacher education  program s 
unknowingly teach the professional ethic that it is 
wrong to intrude on a colleague’s turf. Problems experi
enced by student teachers are rarely (if ever) collec
tively shared. Moreover, the teachers to whom these 
novices are assigned are themselves isolated and thus 
rarely model collegial behavior for student teachers to 
emulate.

Teachers in most schools come to believe, therefore, 
that it is wrong to inflict suggestions for improvement 
upon each other, however well intentioned, and that it 
is proper to avoid any face-to-face criticism, however 
constructive. Isolated teachers appear instead to enact a 
live-and-let-live professional protocol.

In fact, there is the sense in isolated settings that to 
seek advice from other teachers is to admit, at least to 
some degree, a lack of teaching competence. The offer
ing of unsolicited advice is equally poor etiquette, be
cause it implies that the advisor possesses greater teach
ing competence. In other words, teachers do not gener
ally approach each other with requests for, and offers of, 
assistance because those actions convey, undeservedly, 
an aura of superiority or inferiority. To avoid such 
implications, when teachers do talk with one another, 
like our Ms. Brooks, conversation often is maneuvered 
around professional issues, with talk about politics, 
sports, the latest trends and social situations interrupted 
only occasionally by the swapping of stories about 
hopelessly uncooperative students or parents. Since it is 
believed that teachers have both the duty and the right 
to establish their own classroom standards and proce
dures, professional protocol in isolated settings pro
hibits professional dialogue about the substance of 
teaching, even about the most routine matters. As a 
result, as the conversation becomes more social, the 
intellectual vigor of the faculty diminishes.

THE IMPORTANCE of professional dialogue cannot 
be overestimated. Without it, teachers have no ave
nues for using their limited time together to share ideas, 

discuss teaching problems and possible solutions and, 
in turn, develop better teaching skills. Without profes
sional dialogue, teachers’ skill acquisition and develop
ment is ironically banished to an off-campus location — 
hardly the place it belongs if teachers are to continue 
improving the instructional services delivered to stu
dents. First and foremost, then, teacher isolation is cost
ly in terms of professional development and, ultimately, 
student learning.

The swapping of “war” stories, as our Ms. Brooks 
illustrates above, is sometimes the closest school facul
ties come to professional conversation. Yet it is not a 
helpful substitute for teacher problem solving. While 
teachers’ “experience swapping” about problem par
ents or students produces sympathy and social support 
among faculty members, and may make teachers feel 
less alone, it does little to end teachers’ isolation from 
professional knowledge. Experience swapping carries

There is the sense in isolated  
settings that to seek advice from  

other teachers is to adm it, a t  
least to some degree, a lack o f  

teaching competence.
%
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with it no remedies, no implications, no recommenda
tions for change.

In fact, experience swapping sometimes produces 
the belief that there is nothing that can be done for and 
about problem students. Complaints about students 
that are unaccompanied by possible remedial action 
convey a lack of certainty that anything can or should be 
done. Indeed, the offer of only sympathy about coping 
with difficult students may reinforce teachers for acts of 
nonteaching. That is, the absence of hope often causes 
teachers to abdicate responsibility, with problem stu
dents sometimes relegated to the back of the classroom 
and given busy-work to prevent their potential disrup
tion of other students. By supporting negative patterns 
of student-teacher interaction, then, experience swap
ping by colleagues may ultimately worsen an already 
difficult problem.

Second, without professional dialogue, there is little 
opportunity for teachers to develop common goals and 
means to attain them. Teaching goals become strikingly 
individualistic when teachers are forced to construct 
their own conception of professional excellence and a 
manner in which to attain it. In essence, what occurs are 
countless reinventions of the wheel. Successful teach
ing strategies become single, isolated triumphs, neither 
to be noted nor experienced by others. Lessons that 
prove unsuccessful for specific populations of students 
are doomed to endless repetition for want of better 
ideas that could be produced collectively and shared by 
teachers.

Third, without common objectives and methods, the 
instructional program within a school becomes frag
mented into as many pieces as there are teachers. Skills 
students learn in freshman English may not be rein
forced and built upon in sophomore English. Students in 
one fourth-grade classroom are introduced to geome
try, while the other fourth-grade teacher introduces 
fractions instead. Now the fifth-grade teacher must be
gin again in both areas. In short, the costs of professional 
isolation, in terms of student learning, are high. More
over, without shared teaching objectives, individual 
teachers will point their efforts toward improvement in 
entirely different directions, making staff development 
at the school level an almost impossible undertaking. 
The isolation thus produces a vicious circle: Without 
common goals, teachers have little reason to engage 
one another in professional dialogue, while without 
professional dialogue, there is little chance that com
mon goals will emerge.

IF TEACHERS in isolated settings seldom engage in 
constructive dialogue about the nature of their work 

and do not collectively develop or pass along helpful 
strategies, how then do they learn to teach? Unfortun
ately, it is generally not through teacher training pro
grams. Teaching novices in isolated settings instead 
learn to teach mostly by trial and error. Through on-the- 
job experience, they develop strategies, try them out, 
assess their effectiveness, and cast aside those least suc
cessful. In this laborious way, one builds a teaching 
repertoire. But teachers’ individual growth and devel
opment depend heavily on their own ability to detect 
problems and find solutions. Although beginners con
front common problems (such as classroom manage -
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m ent) that could be shared with and solved by more 
experienced colleagues, professional silence prevails. 
Tricks of the trade acquired through many years’ expe
rience seldom get passed along to new teaching re
cruits.

With professional reputations at stake, novices hesi
tate to make requests for help; similarly, more experi
enced teachers do not wish to offend junior colleagues 
by volunteering advice or assistance. Therefore, in their 
search for models of teaching excellence to guide them, 
beginners in isolated settings are more apt to fall back 
on memories of favorite teachers from their own stu
dent days than to seek models among their own con
temporaries. The benefits of this approach are re
stricted by both memory spans and the limited perspec
tive one brings to the role of student.

Beginning teachers often deal with their professional 
isolation by defecting from teaching. Two-thirds to 
three-fourths of teachers who leave the profession do so 
in their first four years, before they have invested large 
amounts of time and effort. And the reasons teachers 
cite for leaving result from their isolation: doubts about 
their ability to succeed with students, lack of opportun
ity for professional growth and development, conflict 
with principal or colleagues, and failure to deal effec
tively with student misbehavior.

For those who continue teaching, the story may have 
an equally disturbing ending. Many veteran teachers 
feel stuck or professionally stifled, with no new input for 
their professional development. As a matter of fact, 
there ceases to be a relationship between teachers’ 
years of experience and their effectiveness with stu
dents after they’ve taught for five years. In other words, 
twenty-year veterans appear no more effective in help
ing students learn than those who have taught only 
seven years. This general tendency is again the result of 
isolation and the trial-and-error learning that isolation 
compels. It is entirely likely that after five years teachers 
have exhausted their own personal resources for ex
perimentation. Indeed, some studies find that teachers 
reach their prime effectiveness after four or five years of 
teaching. But w ithout fresh ideas and experimentation, 
not even the greatest teachers continue to grow profes
sionally.

An equally strong and persuasive indictment of isola
tion can be mounted using studies on teacher absentee
ism. Here we find that in isolated settings, schools expe
rience far greater absenteeism among the faculty when 
compared to settings that do not isolate teachers. The 
commitment of teachers changes profoundly where 
working together with one’s colleagues is both ex
pected and required, and this added commitment oper
ates in ways to reduce teacher absenteeism. But we are 
getting ahead of the story. Let us first explore more 
positive working conditions of teaching, how they arise, 
and the unique consequences that they bring.

C o l l a b o r a t iv e  Se t t in g s

O NCE IN her classroom, she hurriedly dumps her 
books and papers that represent unwavering com

mitment from the night before. If she pushes it, there’s 
just enough time before the beginning bell to grab a cup 
of coffee and wrestle with a lingering problem from 
yesterday. Her rushed entrance to the faculty lounge
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reveals four colleagues already convened in confer
ence. At an appropriate lull and in response to a how- 
are-you inquiry, Ms. Brooks laments, “Mary Ellen Grif
fith is driving me crazy! Do you know what she did 
yesterday?” Her co-workers lean forward attentively as 
she describes the infraction.

“She did the same thing to me last year,” another 
confesses, “But my will won out when I made her work 
with Julie Calloway — great student, you know, but still 
devilish enough to be popular.”

“Think I’ll try that. I’ve got Julie this year, too.” 
Lunch time, however, uncovers a new dimension to 

the problem. “How did you get Mary Ellen to work with 
Julie when they’re in different reading groups?” Ms. 
Brooks asks her previously helpful colleague.

“Julie knows how to help Mary Ellen with her work,” 
comes the reply. “I just let Julie tutor her. But I set some 
ground rules for the help, like. . . . ”

Recommendations pipe up from another quarter. 
“That one doesn’t work too well for me. When I let kids 
help each other, what works for me is to. ..

“Hmmm . . responds the first adviser. “I like that 
way better, too.”

As the warning bell sounds, Ms. Brooks catches Julie 
at the corner of the playground. “Julie, will you do me a 
big favor?”

The above conversation differs dramatically from the 
earlier one. Whereas in isolated settings Ms. Brooks’s 
complaint produced only sympathy for her problem, in 
the latter setting, Ms. Brooks garnered both social sup
port and  possible strategies to solve her problem.

In the most effective schools — schools where the 
learning of both teachers and students is greater — 
teachers collaborate. Requests for and offers of assist
ance are not inhibited by ideas about relative compe
tence or the necessity of total autonomy. Instead of 
mere grousing, faculty interaction in effective schools 
centerson  the work of teachers and ways to improve it. 
Whereas complaints about parents, students, and other 
teachers are the focal point of work-related conversa
tion in other schools, professional dialogue in effective 
schools centers not so much on people as on problems. 
Many m ore teachers talk shop with each other in 
collaborative settings, and they shop-talk more often 
than they exchange social amenities such as recipes or 
recreational experiences. Indeed, in collaborative set
tings, teachers believe in the importance of continuous 
improvement and they view that improvement as a 
collective rather than solo undertaking. That is, teach
ers do not bring their skills up to par or excell beyond 
average expectations by individual initiative alone. 
Rather, there exists the belief that teachers become 
more effective instructionally through analysis, evalua
tion, and experimentation with their colleagues.

In the conversation above, our Ms. Brooks receives 
freely offered, unabashed advice from others whose 
opinions she has grown to value and trust. She leaves the 
faculty room with specific strategies to help her deal 
with a difficult student. Others who profit from the 
exchange (such as the initial advisor, for one) will also 
engage in g rea ter classroom  experim entation  — 
precisely the kind of activity that produces instructional 
improvement.

M ULTIPLE BENEFITS acc ru e  to  teach ers  in 
collaborative schools. Because collaborative con

ditions give rise to greater experimentation, and greater 
experimentation results in better teaching, the rewards 
of teaching are increased. Specifically, teachers who 
collaborate come to believe that difficult students are 
capable of learning and that they as teachers can reach 
these students. These beliefs prompt the search for, and 
the testing of, new teaching ideas. There is something 
particularly satisfying about reaching students who 
have been written off by less-diligent others. In other 
words, professional dialogue in collaborative schools 
makes teachers feel more certain about their teaching 
abilities. It inspires them to summon undauntedly the 
effort needed to procure teaching success. A primary 
benefit of collaborative work arrangements is that 
teachers earn the ultimate reward of their profession — 
students’ growth and development.

A second benefit of collaborative arrangements fol
lows quite naturally from the first. Because of increased 
professional rewards, collaborative schools experience 
less teacher defection and less teacher absenteeism 
than do schools that isolate teachers. Decisions to re
main in teaching and to productively contribute are 
directly related to the rewards teachers receive. As long 
as the rewards of teaching outweigh the frustrations, 
individuals will choose to remain in the profession. 
Because collaborative exchange helps all teachers to 
improve continuously, the product of the exchange — 
student learning — provides the needed inducement to 
continue teaching.

Third, learning to teach and to teach better is far 
easier under collaborative settings than it is under iso
lated conditions. For beginning teachers, the advice and 
assistance tendered by highly skilled colleagues means 
that years of practical knowledge can be mastered in far 
less time, without the trauma and frustration of trial- 
and-error learning, and, therefore, with earlier and 
greater professional rewards. Novices’ feelings of suc
cess combined with the knowledge that they belong to 
a cohesive group — a profession — account for their 
more infrequent defection from the work force.

For veteran teachers, collaborative settings offer a 
continual source of renewal, where one’s ideas build 
upon another’s, in essence, producing a better joint 
product than either could have come to individually 
and in shorter time. This observation is butressed by 
studies showing that, unlike most schools, in collabora
tive settings there is a significant relationship between 
teachers’ years of experience in the school and their 
success with student learning. That is, through work- 
related interaction over time, teachers accumulate a 
body of knowledge about successful teaching practices 
and sources of expertise from which to draw that 
knowledge. Good teachers who work with other good 
teachers become even better, and their skill acquisition 
and teaching rewards prompt the further development 
of collaborative bonds with teaching colleagues.

An additional source of professional pride and com
mitment for veteran teachers comes from the recogni
tion of the value of their individual contributions. More 
experienced teachers defect from teaching not only 
because of the work conditions enumerated earlier, but
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When teachers share  
experiences through problem  
solving, they build  a body o f  
professional knowledge that 

stands a p art from  the lay 
person ’s knowledge.

also because they receive no recognition for the valu
able contributions they make. Mentoring, however, 
boosts veterans’ morale as well as their skill acquisition 
in two important ways. For one thing, problem solving 
with one’s colleagues builds cohesiveness and commit
ment, as teachers share responsibility for the school’s 
successes and shortcomings. It is precisely this school 
commitment that permits teachers, over time, to de
velop the collegiality crucial to their own professional 
development. Second, the act of evaluating, deliberat
ing, and modifying classroom strategies increases teach
ers’ clarity about their instructional programs. This 
leads in the end to better teaching, as decisions become 
conscious choices instead of arbitrary7 actions.

P r o f e s s io n a l iz in g  Te a c h in g

THE SIMPLE act of asking a colleague for advice and 
receiving it builds professionalism. It is also, from a 
sociological point of view, one of the characteristics 

that differentiates professionals from rank-and-file 
workers. An examination of some of these classical ele
ments of professionalism demonstrates the centrality of 
the collaborative ethic:

1. Professionals share technical knowledge that is 
developed through professional training. When teach
ers share experiences through problem solving, they 
build a body of professional knowledge that stands apart 
from the lay person’s knowledge. Just as attorneys and 
physicians have specialized knowledge and a technical 
language to transmit that knowledge, so, too, do teach
ers in collaborative settings.

2. Professionals determine what and how work is to 
be done and the goals of the work. Similar goals afford 
teachers a reason to share ideas about how and what 
work is to be done and how success is to be measured. If 
the school’s fourth-grade teachers agree that it is impor
tant to introduce geometry, they then can explore ways 
to introduce it, evaluate their attempts, and develop 
alternatively successful strategies. In short, profession
als control their work and the standards for that work.

3. Finally, professionals supervise, review, and evalu
ate their own colleagues with a view toward quality 
control. A professional protocol of live and let live, in 
which teachers are left adrift to survive primarily by 
their own wits, invites scrutiny by outsiders whenever 
quality appears to decline. Professionals police them 
selves in order to maintain control over the work that 
they do and the manner in which it is done. An underly
ing danger of teacher isolation is its risk of losing the 
professional discretion teachers require to function 
optimally. If teachers do not collaborate about their 
work, helping both themselves and the less able to add 
to their fund of teaching skills, the profession is en
dangered by public takeover and control, a phenome
non we appear to be witnessing in many state legisla
tures today.

Teachers today are accorded less autonomy and pres
tige than was true two decades ago. In fact, some teach
ers feel like mere jobholders, with heavy restraints and 
little support to perform their daily work. It is by no 
means inevitable, however, that the teacher work force 
undergo a permanent loss of control. Collaborative set
tings represent one step by teachers to reclaim the 
profession of teaching. □
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TEXTBOOK H onesiy  
THE CASE OF THE 
M issing R utjre

A R e v ie w  By C h ester  E. F in n , J r .

Why Are They Lying to Our Children? by Herbert I. 
London (New York: Stein and Day, Inc., 1984).

THE RESPONSIBLE educator faces no more difficult 
challenge than deciding how best to teach impres
sionable youngsters about matters that evoke uncer

tainty and controversy among adults.
Small children have notoriously concrete minds and 

scant tolerance for ambiguity. They look to adults for 
clear signals, definite answers, and reliable information. 
They often seem to inhabit a binary world in which 
things are right or wrong, good or bad, true or false. The 
primary^ school my own son and daughter attended 
would virtually suspend its regular classes on “United 
Nations Day” every autumn and devote most of that 
time to lectures, films, and other lessons about the 
United Nations. In the evening, the children would 
proudly report: “Daddy, today we learned about what a 
wonderful place the United Nations is and what good

Chester E. Finn, Jr. is director o f  the Center fo r  Educa
tion and  H um an D evelopm ent Policy a t the Institute  
fo r  Public Policy Studies o f  Vanderbilt University. His 
m ost recent book, co-edited with Diane Ravitch and  
Robert T. Fancher, is Against Mediocrity: The Humani
ties in America’s High Schools.

things it does.” My wife and I would then try to explain 
that, in our view, not everything about the United Na
tions was swell, that while its agencies engaged in many 
valuable humanitarian functions it was also a place that 
gave Israel a very hard time, that it did not value political 
freedom as highly as we did, and that it tended to be less 
forgiving of the sins of the democracies than those of 
totalitarian regimes. “Daddy,” the puzzled youngsters 
would ask, “does that mean the United Nations is bad?” 
And I would start all over again, attempting (with scant 
success, at least until they reached fifth grade or so) to 
convey the possibility that the United Nations embodies 
both good and evil, the highest aspirations of mankind 
as well as some of the sleazier practices to be found in 
the modern world. My son and daughter did not wel
come — and for all practical purposes could not assimi
late — that degree of ambiguity. They expected their 
parents — and their teachers — to impart simple truths, 
to show them a cosmos consisting of fixed stars.

The point, of course, is not my own opinion of the 
United Nations or of any other vexing contemporary 
issue. It is, rather, that once we move outside a few 
reasonably stable scientific and mathematical principles 
(and rules of grammar and simple historical chronolo
gies), anyone who teaches young people finds himself 
dealing with matters about which “truth” may not be
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knowable, about which opinions differ, and about 
which reasonable people may come to contrary' con
clusions on the basis of the same evidence. Although 
older students have a higher tolerance for ambiguity 
and greater capacity to handle uncertainty, they also 
look to their teachers for conclusions and answers and 
may be considerably frustrated by an “on the one hand, 
on the other” response.

FROM THE teacher’s standpoint, the conscientious 
handling of such pedagogical situations poses four 

problems.
First, it may not be obvious when a topic slips from 

the realm of fact into the realm of uncertainty — or vice 
versa. The line is often blurred. There is no doubt that 
F.D.R. was responsible for most of the social and eco
nomic legislation we know as the “New Deal,” but is that 
what really ended the Great Depression or, as some 
scholars contend, was the major cause of recovery the 
stimulus produced by American entry into the Second 
World War? Medical science may not know how to 
prevent cancer, or indeed even what causes it, but 
where there are significant correlations between ex
posure to certain substances and the incidence of cer
tain kinds of cancer, should we not teach these as “facts” 
to youngsters whom we see smoking cigarettes?

Second, when we indicate to students that matters 
are uncertain, that opinions differ, and that alternate 
interpretations are equally “legitimate,” we court total 
relativism and may violate the obligation of educators 
(and other adults) to inculcate sound values in our 
students. It is one thing to tussle with the pros and cons 
of the United Nations and the ambiguities of genetic 
engineering; it is quite another to encourage open- 
mindedness when the subject is the Holocaust, child 
abuse, or Stalin’s purge trials.

Third, particularly when dealing with contemporary 
controversies of a political or moral sort, most teachers 
have strong opinions of their own and may well be 
members of “interest groups,” even activists on behalf of 
particular causes and policies. Ought they keep their 
views to themselves and be scrupulously “neutral” in 
the classroom? Is this genuinely feasible? Ought they 
propagandize their students, perhaps even try to recruit 
them to their causes? Or should they settle for a course 
of action that lies somewhere in between?

Fourth, are the textbooks and other materials avail
able to teachers for instructional purposes adequate to 
the presentation of a balanced or multi dimensional 
view? Or do the books themselves — books on which 
most teachers must rely for most lessons — draw one
sided conclusions, create controversy where there 
need not be any, or suggest certainty where a bit more 
tentativeness might be in order? Few teachers have the 
time or resources to develop all their own materials and 
are therefore captives, to greater or lesser degree, of 
those who write, publish, and select the textbooks for 
their schools or school systems.

All four of these problems deserve sustained and 
careful attention. Each has many dimensions and subtle 
nuances — moral, ethical, professional, practical. Few 
educators want to be accused of “indoctrinating” their 
students; few, however, are comfortable feigning com
plete neutrality about the great issues and controversies

of past or present. Yet teachers and other responsible 
grown-ups must also ask themsleves to what extent the 
perplexities, fears, passions, and anxieties of the adult 
world should be inflicted upon children — and in what 
manner, at what age, and for what reasons. “I never 
attempt to get children to share my beliefs or my pre
judices,” wrote the celebrated progressive educator 
A. S. Neill. “I would never consciously influence chil
dren to become pacifists, or vegetarians, or reformers, 
or anything else. I know that preaching cuts no ice with 
children. I put my trust in the power of freedom to 
fortify youth against sham, and against fanaticism, and 
against ‘isms’ of any kind.”

I don’t entirely agree with Neill. I want my children’s 
teachers not only to describe the differences between 
democracy and totalitarianism, between honesty and 
treachery, between kindness and cruelty, but also to 
convey a clear preference for one over the other, setting 
forth good reasons — and deep conviction — to give 
muscle to their preferences. Yet I know this can easily 
slip into a form of indoctrination that I would not like. 
And I do not want children terrified by the quarrels and 
hatreds of adults at times when they should be acquiring 
basic skills and elementary knowledge.

These are tough issues, and they are important ones 
to which the education profession has in general paid 
insufficient attention. To my knowledge, we have no 
code of ethical conduct or professional standards from 
which teachers and other educators can derive guid
ance about how to approach controversial issues, about 
which disputes are suitable for classroom considera
tion, and about which can — and perhaps should — be

If the textbook says that green is 
red  or up is down, the teacher 
m ust waste precious tim e 
correcting it (assuming that he 
knows better), an d  some 
youngsters w ill end up believing  
the book anyway.
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left outside the schoolhouse or deferred for more ma
ture consideration. Individual educators develop and 
modify their own ground rules — I know one who has 
decided that no one under the age of eighteen should be 
exposed in school to anything that happened since 
1945 — but the profession as a whole has been woefully 
inattentive to these matters.

Besides general codes, we would benefit from careful 
scrutiny of the way particular issues are presented in the 
textbooks on which most teachers must rely. For here is 
where the individual educator, however conscientious, 
is apt to wield the least influence and be hardest pressed 
to redress matters. If the textbook says that green is red 
or up is down, the teacher must waste precious time 
correcting it (assuming that he knows better), and some 
youngsters will end up believing the book anyway. 
Almost all of us tend to give greater credence to the 
printed page than to the oral presentation — and never 
more so than when the page is part of something called a 
“textbook,” a publishing category that (like encyclo
pedias and other reference works) is commonly as
sumed to guarantee accuracy and objectivity.

THE WHOLE process of textbook preparation and 
selection is getting closer scrutiny these days (see, 
for example, the three articles in the summer 1984 issue 

of American Educator) and properly so. But most con
temporary criticism seems to concentrate on issues of 
intellectual rigor and cognitive challenge: Are the books 
“difficult” enough to give their readers a proper mental 
workout? Of course, there are also the ideological witch 
hunters of both left and right, who pore over school-

books in search of “bias” of one kind or another and who 
either excoriate or praise the books depending on 
whether the perceived bias conforms to the ideology of 
the reviewers. But so far as I know, few critics have been 
analyzing textbooks for general accuracy or veracity, 
and fewer still have set about to ascertain whether 
unresolved issues and unknowable facts are being 
treated as if they were settled.

Herbert I. London’s book is a welcome exception. 
Despite the provocative title, it is the report of an exam
ination of sixty-three contemporary social studies text
books in widespread use in American schools, an exami
nation that sought to determine how these books hand
le perhaps the least knowable issue of all: What does the 
future hold? London’s inquiry was prompted, he recalls, 
by finding one of his children in tears — she had learned 
in school that “I don’t have a future” — and the other 
informing the family dinner table that “by eating ‘so 
much food’ we are depriving Cambodians of nutrition.” 
When he w ent off to visit his daughters’ schools to see 
why these thoughts had been planted there, he found 

\  one teacher simply reflecting what she had uncritically 
read in a gloomy textbook, the other quite adamant that 
“We do eat too much and others have too little. Isn’t that 
true?”

This led London — a dean at New York University and 
a researcher at the late Herman Kahn’s celebrated think 
tank, the Hudson Institute — to look at some of the 
textbooks himself and to borrow as well from the more 
systematic study of his colleague Jane Newitt. He orga
nizes his findings under six topical headings: population 
and food; energy; minerals; environment; economic de
velopment; and outlook on the future. Under each of 
these, he presents quotations, examples, and lessons 
drawn from the books themselves and accompanies 
them with analyses and commentaries of his own.

In the “environment” chapter, for instance, London 
quotes this passage from a Harper & Row textbook:

Ugliness, junk, clutter and noise scream for attention. What 
solution is there to ‘too much’ of everything? . . .  While billions 
were spent on the moon shot and the war in Vietnam, problems 
of public life mounted. The United States, like other industrial 
countries, was plagued by pollution of the water and the air . . .  
and by hideous graveyards of abandoned cars . . . .  Strong regula
tions protecting our national resources and controlling pollution 
may be needed to avert a possible econological disaster. Yet 
industry sees such measures as being too restrictive.

In this and other volumes, London comments, one 
finds
the recurring question of whether the Earth will be habitable in 
the future . . . .  In these texts, industrial and governmental leaders 
are depicted as unenlightened individuals who think living space
is unlimited and the environment is indestructible___These
characterizations —  of the degree of environmental damage and 
the insensitivity of our leaders —  are grossly exaggerated and in 
most instances unsubstantiated . . . .  Economic and social trade
offs have to be considered. Improvements in the standard of 
living or the environment usually come at a price. We may not 
want to pay it, but there are consequences for inaction. The 
textbooks, however, often depict gains without risks, or suggest 
that risks are not worth taking regardless of the consequences 
. . . .  What the textbooks offer is a set of utopian goals: Eliminate 
pollution, leave the environment pure, and don’t tamper with 
nature. Yet this seemingly straightforward message . . .  is strange
ly ambivalent since it also seeks to preserve the material wealth 
and standard of living that is ostensibly the cause of a great deal of 
the hated pollution . . . .  The teachers’ goal should be to cultivate

W in t e r  1 9 8 4 A m erica n  E d u c a t o r / 1 9



realists who know how to weigh evidence, examine problems, 
and know how to make informed judgments. . . .  Dealing with the 
environment is not a simple matter of right and wrong. That, 
however, is precisely what one generally finds in the presenta
tion of these issues in the social studies textbooks . . . .

In the chapter on “energy,” London cites (among 
many examples) a Silver Burdett textbook entitled This 
Is Our World. Its author presents the issue of depleted 
natural resources in these words: “We ought not to say 
to ourselves how lucky we are to live in this age of 
machines, pow er, abundant food, and comfortable 
homes. Rather, we should ask how long our luck will 
last.”

London finds this statement “extraordinary”;
It is based on the assumption that our wealth and advantages are 
functions of luck. Luck, as we know, is capricious and transitory. 
To emphasize a throw of the dice is to subordinate personal effort 
and enterprise to sheer happenstance. Why should young people 
admire our system, or be willing to defend it, when it is not a 
creation of labor, effort, enterprise, and imagination? Why should 
anyone work hard to promote his or her own future if success is 
based on luck?. . .  The implication of the textbook arguments . . .  
is that fossil fuels will soon disappear. Invariably authors who 
accept this gloomy prognosis question why we can’t curb our 
appetites. . . .  Yet very few writers recognize the quite reasonable 
possibility that there are products in the ground and in space 
whose value to us is unknown at the moment but that may well 
alleviate the ‘depletion’ of oil. Did anyone in the nineteenth 
century know there was uranium in the ground, that it had value, 
and that it was a source of energy?

THE RECURRENT conclusion of London’s analysis is 
that many recent social studies textbooks are based 
upon a particular ideology that he terms “limits to 

growth,” here borrowing the title of the famous 1972 
report of the Club of Rome that proclaimed that, if 
current trends continue, “the limits to growth on this 
planet will be reached sometime within the next 100 
years.” Not only are the textbooks needlessly gloomy 
and depressing, London reports, but they also suffer 
from four large general faults.

First, they present as fact much that is at best specula
tion about what the future holds.

Second, they omit or downplay the progress of the 
last few decades. As counterpoint to their vision of a 
future in which population outstrips food supply, the 
world is crowded into less living space, population 
growth spirals out of control, mineral resources are 
exhausted, and Planet Earth becomes literally unlive - 
able, London wonders why examples of positive devel
opments such as the following are generally ignored:

•  “World grain and food production per person from 
1950 to 1982 shows a continuous increase.”

•  “The living space in the homes of the world’s peo
ple has progressively increased over the past 40 years; 
in the United States, for example, in 1940, 20.2 percent 
of the households had 1.01 or more persons per room, 
but in 1982 less than 4 percent reached that level.”

•  “From the beginning of recorded history until 
about 1776, population growth was static. Only from 
the late eighteenth century until the mid-1960s was it 
on a steady upward slope; since 1965 the rate of growth 
has been declining at a substantial rate. For example, 
world population growth was 2.1 percent in 1965 and 
1.7 percent in 1981.”

•  Primarily because of continual development of new 
technology that allows us to extract minerals that were

H i
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too expensive or simply not able to be extracted before, 
“there has been a 4,000 percent increase in known 
mineral reserves [those that we have the know-how to 
obtain at reasonable cost] between 1950 and 1970 
alone . . . .  In fact, the costs of almost every natural 
resource have trended downward over the course of 
recorded history . . . .  Moreover . . .  we have learned to
employ less of the raw m aterials__ [For example] a
single communications satellite in space provides inter
continental telephone connections that would other
wise require thousands of tons of copper.”

Third, their simplistic utopianism is intolerant of the 
complexities inherent in finding workable solutions. 
Inattentive to “trade offs,” neglectful of gains that are 
bought at a price, the books are indignant about prob
lems but silent about the feasibility and costs of solving 
them. Their call for an undefiled world is strangely 
oblivious to the need for the wealth that technology 
generates and without which no society can upgrade its 
standard of living, pay for solutions to its problems, or 
assist poorer nations to solve theirs.

Fourth, despite their implied insistence on certain poli
cy changes, the textbooks are oddly fatalistic, suggesting 
to readers that man is essentially helpless before nature, 
that one’s specific actions have little effect on one’s future, 
that there is not much we can do to gain control over our 
destinies, save perhaps by abjuring consumption, eco
nomic activity and enterprise and thereby sentencing 
ourselves to a kind of impoverished subsistence agrarian
ism. The textbooks, in sum, virtually ignore the possibility 
of purposeful progress. If the future of humanity is 
fundamentally grim and essentially immune to the vigor
ous exercise of human will, we should be surprised neith
er that London’s daughter was sobbing nor that many 
youngsters seek distractions, immediate pleasures, and 
pharmacological escapism.

THIS IS a lively, provocative, and worthwhile book, 
though it is not conventional social science. Lon
don searches out horrible examples (and finds a great 

many of them); he does not give us the documentation 
we would need to be sure how widespread these short
comings are or whether some textbooks are substantial
ly free from them. Thus, he has not produced any kind of 
manual or guide for those who must actually select 
books and teach from them. Rather, he has published an 
effective and eloquent “consciousness raiser” that sets 
forth some profound considerations that teachers and 
book selection committees should bear in mind and 
some egregious problems that the authors and pub
lishers of social studies textbooks need to solve. Regard
less of how an individual teacher resolves the large 
dilemma of “balance versus commitment” or the equal
ly difficult decision about which adult worries to bring 
into the sixth-grade classroom, it is well to read the 
textbooks with a critical and knowing eye, to recognize 
that bona fide disputes may be presented as if they were 
settled facts, that reasonably secure truths may be pre
sented as if they were matters of lively controversy, and 
that when we decide to bring heated current con
troversies into the curriculum, w e’d best recognize that 
there is generally more than one side to them, but that 
we cannot always depend on textbooks to help our 
students gain this necessary awareness. □
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C hanged  Lives

A Twenty-Year Perspective on Early Education
i

B y  D a v id  P . W eik a r t

THE IDEA of longitudinal research may not seem 
very exciting to nonresearchers: year after year 
pursuing a dusty round of data collection, verification, 

retrieval, and analysis. Twenty years of such effort could 
lead to outcomes of little interest to the public and dear 
only to the heart of a researcher. And yet, maybe not. 
Over the last twenty years, those of us involved in the 
Perry Preschool study have watched 123 young chil
dren grow from toddlers to adolescents to young adults. 
It has been fascinating and sometimes painful to watch 
their lives unfold to age nineteen. Now we have vital 
information to share about what we have learned from 
the  Perry  P reschoo l study of econom ically  d is
advantaged children — information about how young 
people grow and what we as educators can do to help 
prevent some of the major social problems our society 
experiences. The outcomes of this landmark study, re
cently published under the title Changed Lives, are 
proof of the value of high-quality early education and 
are a tribute to teachers and the power of good pro
grams and schools.

D avid P. W eikart is presiden t o f  the High/Scope Educa - 
tional Research Foundation and principal investiga
tor o f  the Perry Preschool study. Changed Lives: The 
Effects of the Perry Preschool Program on Youths 
Through Age 19 can be ordered fro m  High/Scope Press, 
600 N. River Street, Ypsilanti, M l 48197. $15 prepaid.

2 2  /  A m erica n  E d u ca to r

The Perry Preschool study is the longest and most 
extensive evaluation of early childhood education ever 
undertaken. It is also distinguished by the fact that it 
adhered to the strictest standards of social science re
search.

H OW DID the project come about? In I960, Gene 
Beatty, Pete Kingston, and John Salcau, school 

principals in Ypsilanti, Michigan, met with me and other 
special services staff of the school district to discuss the 
achievement problems of low-aptitude youngsters who 
came from economically impoverished homes. As a 
result of these discussions, Gene Beatty, principal of 
Perry Elementary School, offered his building and 
school attendance area for a preschool experiment to 
see if early childhood education might improve the 
school perform ance of economically disadvantaged 
youngsters. Consequently, I and my colleagues de
veloped the Ypsilanti Perry Preschool project, in which, 
over a five-year period, we randomly assigned fifty-eight 
youngsters from disadvantaged homes to a school- 
based preschool program and sixty-five of their match
ed peers to a no-preschool group. The fact that the study 
employed random assignment with no volunteers or 
referrals provides a scientifically valid basis for our find
ings. The preschool program offered children twelve 
and one-half hours of schooling over five mornings each 
week and one weekly ninety-minute home teaching
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visit to the m other and the child. In 1970, the High/ 
Scope Educational Research Foundation assumed re
sponsibility for the operation of the project.

The curriculum used in the Perry Preschool project is 
now known as the High/Scope Cognitively Oriented 
Preschool Curriculum, an approach based loosely on 
the developmental theories of the Swiss psychologist 
Jean Piaget. In this curriculum, each child constructs his 
or her own learning experience within a classroom 
environment designed by the teaching staff to accom
modate such activity. The core of the curriculum re
quires that each child make a plan that is recorded by 
the teacher. The youngster is then responsible for carry
ing out the plan during an hour-long work time and for 
evaluating it at the conclusion of the work period. This 
plan-do-review cycle develops children’s initiative, 
sense of responsibility, problem-solving ability, social 
cooperation, and individual competence in a variety of 
psychomotor and intellectual skills. The curriculum 
model encourages teachers to focus on developmental 
principles and to build on children’s existing strengths 
and accomplishments. The curriculum is not a pre
academic orientation program designed to provide ear
ly practice to the child in skills normally mastered at the 
kindergarten or first-grade level. While the program 
includes such activities as story dictation and focuses on 
language development, it is designed to meet the needs 
of preschoolers and is not a transplanted curriculum 
drawn from the early elementary school grade levels. 
(The High/Scope preschool manual, Young Children in 
Action, describes the Cognitively Oriented Curriculum 
and is widely used in college and university child devel
opm ent programs.)

THE BASIC question under investigation in the study 
is, “Can high-quality early childhood education 
make a permanent impact on the lives of participating 

childfen?” Following our 123 economically disadvant
aged children to age nineteen, we found a clear and 
convincing answer to that question. High-quality early 
childhood education does make a difference in how 
successful children are in school, how they function in 
the community, and how they participate in the world 
of work. Some of the key findings can be summarized as 
follows, when those who attended preschool are con
trasted with those who did not:

P resch o o l N o P resch o o l
% %

Completed high school 67 49
Attended college or job- 
training programs 38 21
Classified as mentally retarded 15 35
Hold jobs 50 32
Support themselves by their 
own or their spouse’s earnings 45 25
More satisfied with work 42 26
Arrested for criminal acts 31 51
On public assistance 18 32

Another significant outcome is that these gains result in 
substantial economic benefits for the community. An 
investment in a one-year preschool program returns

Fr o m  th e  Case  S tu dies . . .
“If I could, I would change a whole lot. I’d change 

everybody’s personality and mine too. If I could 
change back the hands of time, I’d become a more 
better person than I am already, you know, ’cause 
there are a lot of things I want in life and I came at it 
the wrong w ay .. . .  For one thing, when I was coming 
up in school, I should have knew what I wanted to do 
because now I kind of regret being bad in school and 
hanging out. I still ain’t accomplished what I want in 
life.. . .  I wanted to become somebody and I haven’t 
become that yet.”

— Y v o n n e  B arnes, 
age 19, no preschool 

“The environment . . .  the parents and the neigh
bors and the friends, to me, if they are right, if they 
want you to do right, then you should do all right. 
And I would say really it’s the person that makes the 
difference.. . .  When you get to a point where you’re 
out of high school, you got to wonder what you want 
to do. If you want to do it; you can set your mind to do 
it, you can do it.”

— J erry A nd rew s , 
age 19, preschool participant

more than 11 percent (after adjusting for inflation). To 
put it another way, such an initial rate of return makes 
the investment in early childhood education for disad
vantaged children competitive with investments in 
high-technology opportunities.

The findings are most encouraging. As The New York 
Times editorialized: “It has different names — Project 
Head Start, developmental day care, nursery school — 
but the idea is the same: high-quality preschool educa
tion. And it works.”

Why is early education such a powerful preventive 
approach? Several stages of development converge to 
make the preschool age an opportune time for interven
tion. Physically, the young child has matured to the 
point where he or she has achieved both fine- and 
gross-motor coordination and is able to move about 
easily and freely. Mentally, the child has developed 
basic language capabilities and can use objects for self
chosen purposes. In the terms of Jean Piaget, the child 
has shifted from sensory-motor functioning to preoper- 
ational capacity.

Socially, the child is able to move away from familiar 
adults and social contexts into new settings. The fear of 
strangers, so common earlier, is gone, and the youngster 
welcomes relations with new peers and adults.

When we look at the basic accomplishments of early 
education, what stands out is that the child develops 
new com petencies related to emerging social and 
physical skills and intellectual thought. Armed with 
these new competencies, the child learns to relate to 
new adults who respond to his or her performance very 
differently from the family. In short, the child learns to 
demonstrate new abilities in new settings and to trust 
new adults and peers enough to display these skills 
willingly. The child’s willingness to try new things and 
develop new competencies is the seed that is trans-
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Early success is linked grade by 
grade, y ea r  by year, into young  
adulthood; each stage leads to a  
better perform ance a t the next.

formed into later school and life success. Early success 
is linked grade by grade, year by year, into young adult
hood; each stage leads to a better performance at the 
next. These steps are documented by the research. It is, 
as the old folk adage has it, “As the twig is bent, so grows 
the tree.”

THE STUDY indicates what has been done in a proj
ect offering a high-quality education program, but 
not all early education programs are of such quality. 

Improving them is a major task of educators. As with 
elementary and secondary school programs, early edu
cation programs must meet basic standards. For pre
schools, those standards proposed by the National Asso
ciation for the Education of Young Children are the 
most comprehensive. To be of high quality, a program 
must employ a well-developed and validated curricu
lum such as that used by High/Scope, a system of super
vision and ongoing inservice training, a cooperative 
team of adults who plan carefully for each day, an ongo
ing evaluation system, and a strong parent involvement 
program. These elements are neither easy to effect nor 
cheap to maintain. Yet the advantages of high-quality 
programs far outweigh the effort and cost of providing 
them.

The Perry Preschool findings have wide-ranging 
implications. They indicate that high-quality early child
hood education can have a positive, long-term effect on 
the lives of participating children. Their early educa
tional success leads to later school success, higher em
ployment rates, and fewer social problems, such as 
those associated with crime and welfare dependence. 
While we can look at these outcomes dispassionately in 
terms of statistics, it only takes a moment to switch 
perspectives and see them in more personal terms. In 
our case studies, Jerry Andrews’s “can-do” attitude leads 
to a very different life from Yvonne Barnes’s “if-only” 
regrets. Early education can change individuals and 
help them realize their innate potential. But the Perry 
Preschool study’s findings show more than good out
comes for individuals. They also indicate that communi
ties can expect substantial improvement in the quality 
of community life. An effective program can help re
duce street crime, limit the number of teenage pregnan
cies, and bring welfare dependency down to a more 
manageable level. Further, an important improvement 
can be made in the available work force because of 
increased job satisfaction, better educational attain
ment, and improved job-holding ability.

There is another crucial implication to consider: the 
financial return to the taxpayer. While the exact finan
cial benefits are yet to be fully determined, for they are 
understated at this time, it is clear that public invest
ment is returned in a very tangible way. It is cheaper to 
provide early education as prevention than to pay for 
more costly social remediation later on. The study has 
tracked the users of these remediation services and 
finds that the public pays substantially more later in 
providing such services for those to whom early educa
tion was not offered. Thus, we find a social program — 
early education for disadvantaged children — that 
offers major benefits to all involved: the child, the com
munity, and the taxpayer.

(Continued on page 43)
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THe Unvarnished, 
Gospel 'IRuth  

about 
W rtttng in  Sc h o o l

B y  J ames H o w a r d

I HAVE YET to m eet the teacher who contends 
seriously that it doesn’t matter whether students 

write. Reading and writing, both, are functions of litera
cy — the ultimate basic — and most teachers would 
reject out of hand the notion that writing doesn’t mat
ter. They deplore the fact that poor reading ability often 
prevents students from learning the subjects they teach 
and concede that if their students were better writers, 
they would assign more writing.

At the same time, I have also to meet the teacher who 
greets with enthusiasm the suggestion that writing be
come a regular practice in her class, or his. I have the 
definite impression, moreover, that administrative de
crees requiring teachers to give writing assignments 
generate more heat than light — more reluctant con
formity, that is, than eager cooperation. Former Educa
tion Commissioner Harold Howe sized up the situation 
last spring when he told the Education Writers Associa
tion that “teachers hesitate to assign writing because 
correcting it carefully at the rate of five minutes to each 
of 150 papers takes twelve hours of intensive work.” 

The irony is that when teachers do make writing a

For m any years a classroom teacher and  headmaster, 
Jam es Howard is now  an education writer and writing  
consultant. He is the form er editor o f  Basic Education, 
co-author o/Empty Pages: A Search for Writing Compe
tence in School and Society, and author o f  Writing to 
Learn.

regular practice, their students not only become better 
writers, they become better learners. In the bargain, the 
teachers become better teachers, whatever their sub
jects — more sharply focused, more confident, more 
effective. And they don’t spend anything like twelve 
intensive hours correcting a batch of papers.

That’s the unvarnished, gospel truth.

THERE WAS a time when students virtually wrote 
their way through school and college. That was 
before multiple-choice testing and “paper-and-pencil 

activities,” following a version of Gresham’s Law, drove 
writing out of the curriculum. Teachers assigned w rit
ing and students wrote, routinely. The promotion of 
girls and boys from grade to grade, their graduation 
from high school, their admission to and progress 
through college, all such rites of passage depended 
largely on the sentences and paragraphs they put 
together in compositions and reports, on tests and ex
aminations.

In those days not quite beyond recall, I was a callow, 
young teacher of history. Following the example of 
senior colleagues, I gave my classes writing assign
ments: quizzes and tests with “essay questions,” occa
sional book reports, research papers. And I followed 
their example when it came to correcting and grading. 
For the mere mention of appropriate “history,” I gave 
them full credit, whether there was any evidence of
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their understanding; and probably because I didn’t 
know w hat else to do w ith their writing, I con
scientiously corrected all their mistakes in “English.” 
Correcting took an unconscionable amount of time, but 
it must have done something for my ego.

One weekend, when I had forsaken everything and 
everyone else to confront a massive accumulation of 
papers, I had the first of two revelations. Red penciling 
my way through the third or fourth set, I realized for the 
first time that if what students were writing represented 
what they were learning under my tuition, something 
was seriously the matter. It wasn’t their mistakes in 
English that shocked me; it was the fact that much of 
their writing simply made no sense.

I didn’t stop teaching history and begin teaching Eng
lish, but I determined that my students’ writing would 
be at least intelligible. Disregarding their mistakes in 
spelling, grammar, and the rest of it, I pressed them to 
write in coherent, complete statements, insofar as possi
ble using their own words. I pressed them, in short, to 
make sense out of the history I was trying to teach them.

For weeks, that was the only criterion I used to judge 
their written work, and their writing did become more 
intelligible. They began to choose words with some 
care and to make statements that were complete. Their 
statements gained coherence; and although their spell
ing and grammar did not miraculously improve, mis
takes were more readily correctable because the stu
dents’ new coherence made mistakes easier for them to 
recognize and understand.

Then I had the second revelation. It became apparent 
that, for the first time, my charges knew what they were 
talking about when they used terms like “absolute 
monarchy,” “balance of power,” or “mercantilism” in 
class discussion. And because they were beginning to 
know what they were talking about, they were more 
interesting to teach and more interested in learning. 
Clearly, there was a connection between their writing 
and their motivation to learn, between their writing and 
their knowing.

THE RELATIONSHIP of writing to learning and 
knowing is an intimate one. Learning is the process 
by which one works through information and ideas so as 

to understand them, to make sense of them. Writing is 
the process by which one works through ideas and 
information to put them together — compose them — 
so as to carry out a particular assignment or solve a 
problem.

Intrinsic to this writing or composing process are 
many if not most of the “thinking skills” that have re
cently come to claim so much attention. Some writing, 
of course, is little or nothing more than transcription — 
the notes teachers commonly give students to take 
down, for instance, or findings of the “research” stu
dents in text and reference books. Any writing that 
requires students to find their own way and go it alone, 
however, calls for critical thinking, decision making, 
problem  solving, and more.

Even the simple narratives elementary school pupils 
write take some of these “higher-order skills.” Children 
have to gather information — to recall, or make up, 
events and characters. They have to make decisions, to 
choose the words that best tell what happens, and de

cide how to put the words together into statements. 
And they have to solve the problem of moving their 
characters plausibly from event to event, bringing them 
at last to “The End.”

Never suppose that the cute little stories children 
write spring full blown from their cute little heads. 
Children think when they write. And writing puts 
adolescents in junior and senior high school in the way 
of thinking and learning as no other school activity can. 
Arthur Applebee made the point in Writing in the 
Secondary School: English and the Content Areas: “It is 
only when students begin to write on their own that the 
implications of new knowledge begin to be worked 
through and that they really come to know the mate
rial.”

In order for writing to be an effective instructional 
practice, teachers and students must accept it as — and 
expect it to be — a regular practice. Regularity implies 
frequency, but not necessarily a lot of writing. A para
graph two or three times a week, a few sentences every 
day — that much writing does more to advance teach
ing and learning from day to day than a once-a-year, 
twenty-page term paper with footnotes, bibliography, 
and all the trimmings.

This above all: Writing in school must be worthwhile, 
worth the students’ while and worth their teacher’s 
while. If it is not both, it is a waste of precious time.

Writing is worthwhile when it helps students learn 
something they need to know. For example, because 
they need to have some basic understanding of the 
scientific method, it is worth the while of junior high 
students to explain the difference between an observa
tion and an inference. In a senior history class, it is 
worth students’ while to show the part slavery played in 
bringing on the Civil War, because they need to know 
how social, economic, and political developments in
teract.

Writing doesn’t have to be exciting, or even fun. 
When students recognize that assignments are calcu
lated to help them learn something they need to know 
in order to make the grade, they write willingly, and 
they learn. And whatever time the assignments cause 
teachers to spend will be worth their while, because 
when students write on their own, they “really come to 
know.”

H OW MUCH time do teachers spend? And what 
about correcting?

Making worthwhile writing assignments is not a sim
ple matter of diction. In order to frame a good question, 
one has to decide what in a day’s work, say, or a w eek’s, 
is most important for students to learn. That decision is 
seldom easy to make, but it puts teaching in sharp focus 
and enables one to frame questions or pose problems 
that will promote or confirm learning. It takes imagina
tion and persistence, as well as trial and error to develop 
the skill of making assignments. Teachers are sensible 
when they expect to err.

Once they gain the expertise, however, teachers may 
expect to spend no more time than they ordinarily take 
for careful planning and preparation, and it takes little 
enough time for students to do an assignment; in class, 
seldom more than fifteen minutes, occasionally as much 
as an entire class period. If the writing promotes or
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Red penciling my way through 
the th ird  or fourth  se t o f  papers, 
I rea lized  fo r  the f ir s t  tim e that 

i f  what students were writing  
represented what they were 
learning under my tuition, 

something was 
seriously the matter.

confirms important learning, the time can hardly be 
considered wasted.

Correcting and correctness are separate and equally 
sticky issues.

Correctness is undeniably important. Students need 
to learn to write correct, standard English. When they 
are learning science and literature, history and social 
studies, however — and yes, language, mathematics, 
business, and technical subjects, the arts, and home 
economics — making sense takes precedence over 
being correct.

Teaching students to write correctly is a responsibil
ity of teachers of language arts and English. That is, or 
should be, part of their particular expertise. And while 
teachers of other subjects have no business underm in
ing the efforts of colleagues in English and language arts, 
it is not a primary responsibility of theirs to correct 
writing.

When it comes to correcting, they ought to hold out 
for complete sentences, because in order to make sense, 
a statement must have both subject and predicate, as 
well as clear indications of the beginning and the end. 
They may want to hold out for the correct spelling of 
important words peculiar to the subjects they teach — 
like “divisor” and “dividend” or “impressionism.” When 
opportunity arises, a teacher of any subject ought to 
acknowledge other mistakes, especially when it is a 
mistake in English that obscures the sense a student is 
trying to make. If teachers spend hours of intensive 
work correcting, however, more than likely they will 
shortchange the responsibility that is theirs and theirs 
alone.*

That responsibility is to help students make sense of 
history, science, math, or whatever. With papers to 
read, teachers m eet the responsibility by deciding 
whether the papers are in fact satisfactory executions of 
an assignment. If grades are necessary for the record, 
they can be derived from the decisions. Graded or not, 
whenever a student’s writing is more than satisfactory, 
or less, the teacher must be able to say why and do 
something about it — commend or correct the writer 
or, it may be, amend the teaching — accordingly.

Sometimes the decisions are a snap to make and take 
no more time than checking responses to a true-false 
exercise. At other times, decisions follow long agonies 
of indecision. It is not always easy to distinguish be
tween the satisfactory and the more than satisfactory; it 
is almost always difficult to acknowledge that a stu
dent’s paper is less than satisfactory when the distinc
tion means failure. Notwithstanding, making such deci
sions is a central responsibility of teaching.

SOME SUBJECTS appear to lend themselves better to 
writing than others, but writing belongs in just 

about every subject — academic, technical, commer
cial — of the school curriculum.

Two years ago, in a demonstration project in which 
only the traditional academic subjects were repre
sented, mathematics teachers were among the most 

(Continued on page 43)

’ These rules of thumb for correcting apply to papers done in class, 
which students write under the pressure of time and with the inevita
ble distractions of a classroom full of students. Teachers of writing 
would equate such papers with first drafts.
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T\ iE Uses 
o f  E r ro r

B y  A n g e l ic a  B r aestru p

The following scenario will be familiar to most 
teachers: When students are handed back their 
papers or tests, they immediately turn to their grade. 

Then the class divides into two groups: Those who 
received poor grades surreptitiously slip their exams 
into their bookbags or the back of their notebooks, 
whereas the good students stand where they are and 
start to read the teacher’s comments in the margins and 
re-read what they themselves wrote. I believe this scene 
illustrates a primary distinguishing mark of the good 
student, namely, he knows how to learn from his errors.

In my years of teaching students who find improve
ment difficult, I have asked the poor students what they 
tell themselves when they receive poor grades. Their 
strategies for doing better next time essentially come 
down to two: Study “harder” (which usually means 
study longer) and study longer. Conversely, these stu
dents are equally at a loss to explain w hen they 
occasionally do well, ascribing the windfall grade sim
ply to good fortune rather than to anything they could 
consciously work to replicate. Thus, it would appear 
that aside from the factor of time, many poor students 
share a view that grades are fundamentally beyond their 
control. This in turn undermines confidence and makes 
procrastination one major strategy for defending them-

Angelica Braestrup is an educational consultant who 
specializes in intervention education. She teaches 
analytical reading and  reasoning w ith specific em 
phasis on preparing students fo r  na tiona l under
graduate, postgraduate, and professional school stan
dardized tests.

selves against the irrational buffets of fate: “I would have 
done better if only I had had more time.”

Because of this insistence on time as the essential 
factor in their poor grades, I often start my classes with 
an untimed exercise and the instruction to do only so 
much as can be done absolutely correctly. With the 
time factor removed, it quickly becomes apparent that 
time is not the primary problem. Indeed, as I tell my 
students, if we worked for time, we would only ensure 
that they get the wrong answers faster.

As an intervention education specialist for the past 
eight years, I have learned again what was made clear in 
the Garden of Eden: One salient factor in learning is the 
ability to profit from your errors. Teachers seriously 
interested in helping students improve their academic 
performance would do well to teach them some strate
gies for the constructive use of error. I suggest the 
following: 1) teach students the difference between 
recognition and knowing; 2 ) give students the permis
sion and confidence to acknowledge when they aren’t 
learning from text simply by reading it and help them 
develop alternate strategies; 3) show students how to 
identify individual patterns of error and how to break 
out of the pattern; 4) teach students how to apply 
analogous thinking or the use of examples to re-create a 
rule.

K n o w in g  vs. R e c o g n it io n

Perhaps I can best illustrate the distinction between 
knowing and recognition by using the T.V. program 
“M*A*S*H*,” which in our family one could say we have 
watched rather too often. When we turn on the T.V.
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now, everyone knows within the first few minutes 
whether he/she has seen that episode before; but if we 
were to turn off the T.V., no one could relate what 
happens to the end. That is, we recognize, but we do not 
know.

Student failure to distinguish between recognition 
and knowing interferes with learning in a variety of 
ways. For example, many poor students read and under
line their textbooks on the night the homework is due 
with a promise to themselves that they will study the 
material over the weekend when they have more time. 
Unfortunately, most students do not know that we learn 
best the first time through a text. One reason for this is 
that in subsequent readings recognition interferes. The 
way the lines look on the page, the illustrations, even 
the student’s own underlinings contribute to his sense 
that he knows the material when, in fact, he only recog
nizes it.

A student only knows the text when he can close the 
book and relate back the essentials of what he has read. 
Since this is best and most easily accomplished with 
fresh material, the student would have done better to 
put off the initial reading until he had the time to learn it 
the first time through. Moreover, related to the problem 
and indeed implicit in it is a misconception about re
view, which too often means “learn it for the first time.” 
That is, many students separate reading from learning: 
They have done their homework if they have read the 
required pages, but real learning, disguised under the 
word review, is often postponed until just before the 
next examination.

Similarly, recognition can interfere with learning 
when a student asks the teacher to explain again a 
problem he failed to learn the first time through. The 
teacher takes chalk in hand, the way teachers always do, 
and proceeds to write on the blackboard, going through 
his explanation slowly and carefully once again, trying 
to make his explanation crystal clear. The student, on 
his part, sees the same lines on the board, hears the same

words the professor used before, albeit more slowly this 
time, recognizes the explanation, and happily says, “Oh 
yes, I knew that.. . . ” But once again, the chances are that 
he has confused recognition with knowing, for if he 
“knew” it, he would have gotten it right the first time.

When the teacher has explained a problem, then, the 
student needs to be given the time to explain it back, 
first the problem at hand and then a similar problem to 
ensure not just that the answer is correct but that the 
reasoning is also correct. The reasoning constitutes the 
pattern that will allow the student to do similar prob
lems correctly.

As a corollary, one less obvious perhaps, I do not 
think it is a good idea to let a student explain his wrong 
reasoning. Allowing the student to explain his wrong 
reasoning simply reinforces the wrong pattern. Instead, 
the teacher might give the student the correct answer 
and persuade him to explain why it is right.

When a teacher does this, certain truths become 
apparent: First, students, along with the rest of us, resist 
relinquishing their wrong answers; second, forcing an 
explanation of the right answer often clarifies the pre
cise point where a student is having difficulty; and third, 
when the student can finally explain why the right 
answer is right, there is a light-bulb effect as he suddenly 
does indeed really understand. However, unless the 
student reinforces the new understanding over time, it 
will vanish.

A final suggestion on the uses of recognition v. k n o w 
ing: When a student fails a test, say on enzymes, he will 
usually try to learn about enzymes again from the same 
book he used the first time. There are two reasons why'-'  
this is a poor idea: In the first place, the initial reading, 
for whatever reason, did not “take”; secondly, every
thing looks familiar and so, once again, the recognition 
faculty interferes with “new” learning. Instead, the stu
dent should be encouraged to go to the library, find 
another, unfamiliar textbook, look up the chapter on 
enzymes in the index, and learn from this “new” text.

L e a r n in g  H o w  t o  A d m i t  I t  W h e n  Y o u  
A r e n  t  ‘G e t t in g  I t ’
Learning something the first time through a text is not as 
simple as it sounds. The student needs to know how to 
recognize when he isn’t comprehending what he is 
reading and what to do about it. This is hardest to do 
when the text appears easy to read word for word as in 
the following example:

If a membrane separates two compartments both containing 
pure water, the flow of water in both directions is equal, and 
neither compartment changes volume. If the membrane does not 
allow the passage of sugar molecules, and half the water molu- 
cules on one side are replaced with sugar, the flow of water from 
that side to the other is 1/2 of its former rate, while the flow of 
water in the contrary direction is unchanged. The result is that 
water flows from the pure water side . . .  etc.

This material was taken from class notes handed out in 
medical school. The good student will know, probably 
from about the middle of the second sentence, that he is 
going to have to make a series of diagrams in order to 
learn about osmosis in a way that will enable him to 
solve problems.

Or consider this example, a short article from News
week:

Forcing an explanation o f the 
right answ er often clarifies the 

precise  p o in t where a  student is 
having difficulty.
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G u il t y  b u t  I n n o c e n t

The scene was Agatha Christie’s elegant Witness fo r  the 
Prosecution  shifted to the meanest streets of Boston. The defend
ant was John Evans, accused of murdering a taxicab driver. On 
the witness stand sat David Coleman, a friend of Evans. The 
prosecutor questioned Coleman as follows:

Q. You took your .38 and put it up to [the driver’s] brain and 
you fired. Correct?

A. Correct.
Q. And you killed him?
A. Yes, I did.
Coleman swore that he had acted alone. The jury took only 75 

minutes last week to find Evans not guilty. What the jury didn’t 
know was that Coleman had been tried for the same murder 
several weeks earlier and had been acquitted; a friend had sworn 
he was elsewhere. Coleman returned to jail where he awaits trial 
on two armed-robbery charges. But he can’t be tried again for 
murder because of the Constitution’s double-jeopardy clause. 
Said District Attorney Newman Flanagan: “Coleman literally got 
away with murder.”

Newsweek/Niaxch 15, 1982

To break through this text, which appears deceptive
ly easy when taken word for word, the student may 
need to unscramble the chronology as a means of 
following the events to their conclusion.

Many students need permission to admit when they 
aren’t “getting it” from the text. Especially for highly 
motivated students, recognizing that reading and un
derstanding a text are not necessarily the same can be 
very hard. But once the student learns to recognize as 
soon as possible when reading alone isn’t sufficient, he 
can then selectively apply strategies that will help him. 
The key word here is selectively.

Take outlining as an example. Even when students are 
taught how to outline, they are rarely if ever taught 
when to use this strategy in order to enhance their 
learning and save time. Instead, outlining is often taught 
as a discrete module that the student abandons when he 
realizes that there quite simply isn’t enough time to 
outline everything.

P a t t e r n s  o f  E r r o r

Current research suggests that individual errors come 
in commonly held patterns.* But even without refer
ence to the research, most teachers upon reflection 
know that a test in mathematics, for example, will illus
trate sets of identical wrong answers. Similarly, when 
making up a multiple-choice test, test makers as well as 
regular teachers know which wrong answers to include 
in order to make the test more difficult.

But let me begin by illustrating an error pattern of my 
own. I work with a woman named Ellen Evans-Cooper- 
Evans . . .  well, you can see the problem in the way I 
wrote it. Her last name is hyphenated, and I cannot 
remember which name comes first; both ways sound 
equally “right” to me. Indeed, when I wrote it wrong on 
this page, I only corrected myself by imposing a con
scious strategy, a mnemonic that says, “C comes before 
E in the alphabet and therefore her name is Cooper- 
Evans.”

The bad news is that patterns of error are very persis
tent; the good news is that once recognized, it is easier

'R eaders who are interested in the research might start by reading 
“Research on Conceptual Understanding in Mechanics,” an article in 

Physics Today, July 1984, w ritten by Lillian C. McDermott.
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The good  news is that once 
recognized, it  is easier to 

correct pa tterns than 
random  errors.

to correct patterns than random errors. Thus, when 
receiving back a multiple-choice test, for example, stu
dents should be encouraged to analyze their wrong 
answers for patterns.

The first classification would be errors of content. 
Has the student gotten more wrong answers on en
zymes, for example, than any other content area tested? 
Second, does he have a test-taking pattern: Does he do 
better in the beginning of the test and get more wrong 
answers later on as he is pressed for time? Or is he a slow 
starter? Or does he do well for a while, then poorly, then 
well again? (The latter suggests a problem with sus
tained concentration.) Third, does the student have 
more trouble with multiple-choice questions, say, than 
with questions that ask him to fill in the blanks? Or does 
he do poorly on short essays? For each pattern of error, 
the student can work out a conscious strategy for 
correcting it. Within multiple-choice questions, for ex
ample, many students have particular difficulty with 
answer sets that are similar, which is related to my 
dilemma over the name of my colleague, a common 
difficulty test makers know and use. For instance, a 
chemistry question might look like this:

Balloon A Balloon B
Assuming a constant temperature, is the pressure in Balloon B

A) Greater than the pressure in Balloon A?
B ) Less than the pressure in Balloon A?
C) The same as the pressure in Balloon A?
D ) None of the above?

Even if the student recognizes that he needs to know 
Boyle’s Law, and even if he remembers the abstract 

(Continued on page 44)
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Educoton  for  th e  
HAINOCM’PED: 

THe  D eveidping  Law

B y  G race  B elsch es-Sim m o n s  a n d  P a tr ic ia  L ines

J UST A few years ago, public schools routinely ex
cluded handicapped children. Today, state and feder
al laws guarantee these children a free public education. 

Well over 4 million handicapped children now receive 
special education, at an average annual cost of around 
five thousand dollars per child.

Today, the primary law governing the education of 
handicapped children is P.L. 94-142: the Education for 
All Handicapped Children Act. Though more specific 
than anything preceding it, it nevertheless left many 
unanswered questions. The complexities arising from 
the practical applications of the law soon became appar
ent. Almost immediately, disputes over interpretations 
of the statute’s provisions found their way into the 
nation’s courts. The purpose of this article is to sort 
through the major litigation, including two of the cases 
that have been taken up by the U.S. Supreme Court, and 
selected lower court cases from 1984.

First a little history: The courts were the first to 
address the question of education for handicapped stu
dents, recognizing the rights of these young people 
under state and federal constitutions. Constitutional 
rights are the most enduring; not even Congress can roll 
them back. A lower state court in Utah in 1969 was one 
of the earliest to recognize the constitutional rights of 
handicapped children. However, the public did not 
focus on these rights until 1972, when federal courts 
ordered Pennsylvania and the District of Columbia to 
provide handicapped children with access to public 
schools. In Pennsylvania Association fo r  Retarded 
Children v. Pennsylvania (PARC) and M ills v. Board o f  
Education (Mills), courts held that it violated the feder
al constitution’s guarantee of equal protection to ex-

Patricia Lines is the director and  Grace Belsches- 
Sim m ons is s ta ff attorney with the Law and Education 
Center o f  the Education Commission o f  the States.

elude the handicapped from school.
Although these cases produced consent decrees 

( agreed upon by the parties without a trial) and so are of 
somewhat uncertain status as judicial precedent, most 
legal scholars interpret them as establishing a con
stitutional right of access for the handicapped. More
over, congressional perception that states were uncon
stitutionally excluding handicapped children from 
schools was based on PARC and M ills and led directly to 
the passage of P.L. 94-142.

B EFORE THE courts had built a large body of prece
dent, Congress and the states enacted laws detail

ing the rights of handicapped students. Courts shifted 
quickly to interpreting the statutory rights, honoring a 
judicial preference for statute over constitution wher
ever possible, to avoid the charge of interference with 
policy making. In 1973, Congress passed the Rehabilita
tion Act of 1973, including section 504, which requires 
equal treatm ent for the handicapped in all federally 
funded programs. Then in 1975, Congress passed P.L. 
94-142, which details the education rights of handi
capped children and provides funding to states that 
agree to abide by the substantive rights of the statute. 
Although federal funds do not begin to cover the cost of 
educating handicapped children, all states now partici
pate in the program.

P.L. 94-142, because of its greater specificity, has 
been more powerful than the Rehabilitation Act in 
assuring access to a quality education for handicapped 
children. Its major requirements fall into four categor
ies. The act provides that all children have a right to a 
free “appropria te” public education and requires 
formulation of an individualized education program 
(IEP) for the handicapped child. It also provides for a 
right to be educated in the least-restrictive environ
ment; that is, it favors placement in the regular class-
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room ( “mainstreaming”) wherever possible. Finally, it 
provides for “related services” and other potentially 
costly support services to enhance the ability of the 
handicapped child to benefit from education.

The right to a free appropriate public education is the 
heart of P.L. 94-142. Approximately two-thirds of the 
state special education statutes have similar provisions. 
In the summer of 1982, the U.S. Supreme Court in
terpreted the term in Board o f  Education o f  Hudson  
Central School District v. Rowley. Amy Rowley, a deaf 
child who was doing well in school, asked the courts to 
order the school to provide her with an interpreter so 
that she could realize her full potential. Failure to do so, 
she alleged, violated her statutory right to a free appro
priate public education. The school had made some 
accommodations for Amy: Several individuals had taken 
a course in sign language interpretation, and a teletype 
machine was installed in the principal’s office to facili
tate communication with her deaf parents. Amy was 
provided with an FM hearing aid, which amplified the 
voices of the teacher and other students, who would 
speak into a wireless receiver. The Supreme Court de
cided that this was enough.

The trial court judge had found that Amy was not 
comprehending everything that took place in the class
room and that an interpreter would ensure that she did. 
The trial court, with the subsequent approval of the 
appellate court, held that Amy was entitled to receive an 
education sufficient to allow her to meet her high 
potential, with a “short fall” comparable to the “short 
fall” for nonhandicapped children.

The Supreme Court rejected this standard. William 
Rehnquist, writing for the majority, held that the statute 
required an education “tailored to the unique needs of 
the handicapped child” but reiterated that the statute 
does not mandate “a potential-maximizing education.” 
Rowley  permits diverse solutions, with a basic federal 
minimum. The Court seemed to recognize the difficulty 
of allowing the federal government to require more 
specific corrective measures when it was not taking full 
financial responsibility for those measures.

Teachers and administrators who are called upon to 
serve in formulating an IEP for a handicapped child 
should not be afraid to make practical decisions about 
the services the child will need so long as the program is 
designed to provide the child with an adequate educa
tion.

M ANY STATE statutes, following the pattern of P.L. 
94-142, require that every handicapped child be 

given a written IEP. The IEP is prepared at a meeting 
between a school district representative, the child’s 
teacher, the parent, and in some cases, the child. The 
IEP is not a contract but describes the school district’s 
plan for an appropriate education for the handicapped 
child. A parent who is dissatisfied with an IEP has the 
right to initiate “due-process” hearings. In these hear
ings, the issue is whether the IEP provides special edu
cation services and related services that address the 
peculiar needs of the handicapped child. Since the IEP is 
the only representation of the school district’s efforts, it 
is most often the subject of litigation. However, teach
ers and others who participate in the preparation of an 
IEP should approach it with the goal of defining an
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education appropriate for the child, not with an eye 
toward future litigation.

How “individualized” must an IEP be? The require
ment is for individualized attention to the child’s pro
gram, not for individualized instruction. In New York, in 
the Karl case, an educable mentally retarded woman, 
age twenty-one, challenged the adequacy of her IEP on 
grounds that it failed to be sufficiently individualized. 
The crux of her complaint was the assignment to a food 
service class with a student-adult ratio of twelve to one 
rather than nine to one. The U.S. Court of Appeals for the 
2nd Circuit ruled against her, refusing to be drawn into 
judgments best left to the professional educator. The 
Court observed that she received individual tutoring at 
other times, and if educators believed that was enough, 
it was.

“Appropriate” education is an ambiguous term, and at 
times it may clash with other requirements of the act. 
P.L. 94-142 clearly requires mainstreaming wherever 
appropriate. (About half the state special education stat
utes have similar requirements.) This does not amount 
to a right always to be educated in the regular class
room. On occasion, placement in a regular classroom 
will be outweighed by other factors, such as sound 
evidence of the inability of the child to adjust to the 
regular school environment or the child’s need for ex
traordinary medical services. However, failure to main
stream might result in a court order to do so.

For example, in Katherine D., the 9th Circuit re
viewed a decision not to mainstream. Katherine, who 
wears a tracheostomy tube allowing her to breathe and 
expel mucus secretions two or three times a day, would 
require some medical services in a classroom. Her IEP 
recommended only homebound speech therapy and 
parent counseling. Her parents rejected the IEP and 
initiated due-process hearings. In the meantime, she 
continued her education at a private school at her par
ent’s expense. The 9th Circuit found that the IEP did not 
offer Katherine a “free appropriate public education.” 
The court noted from the child’s experience at private 
school that she could benefit from placement in a regu
lar classroom. The 9th Circuit held the school district 
liable to her parents for her private school tuition. Rare
ly do courts order reimbursement for private school or 
other money damages, but this case seemed clear to the 
9th Circuit.

Transfers may or may not be appropriate. In Arizona, 
in Wilson, school officials decided to transfer a girl with 
cerebral palsy after deciding that she was making in
sufficient progress with her teacher, who was certified 
to teach children with learning disabilities. They chose 
a district thirty minutes away, which employed a teach
er certified to teach children with physical disabilities. 
While the parents did not dispute the fact that their 
daughter suffered from a physical and not a learning 
disability, they objected because they did not want her
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separated from friends or labeled as “handicapped.” 
Interestingly, in this case, it was the parents and not the 
school officials who urged reliance on Rowley, arguing 
that their daughter did not require the best possible 
education. The U.S. Court of Appeals for the 9th Circuit 
upheld the transfer, emphasizing the discretionary au
thority of state officials to decide what is appropriate. 
The Court also observed that the preference for 
mainstreaming the child did not take priority if a trans
fer was “appropriate.”

P .L. 94-142 does not mention all possible education 
programs in its definition of special education serv

ices or related services. The statute simply requires a 
program that is uniquely designed to meet the needs of 
the child. This may require services very different from 
those offered to the nonhandicapped child. In Rowley, 
the Supreme Court declined to establish any test for 
determining the adequacy of services provided to chil
dren but made it clear that those services could be 
much broader than those provided nonhandicapped 
children. Some of these services may be major. Summer 
school is an example.

In some cases, the regular 180-day school year will 
fail to meet the educational needs of the special educa
tion child. Although several state statutes also specify 
that an extended school year must be provided when 
evidence shows that a summer interruption would 
cause severe regression, some states refuse to provide 
free special education services for more than 180 days. 
These states argue that P.L. 94-142 is concerned only 
with the kind and quality of services provided by the 
school district and leaves decisions about the duration 
of the services to the state.

Courts are rejecting such arguments and requiring 
states to include an extended school year in the IEP, 
where necessary, to meet the educational needs of the 
child. In 1984, in Crawford v. Pittman, the U.S. Court of 
Appeals for the 5th Circuit struck down the state of 
Mississippi’s policy of refusing to provide for summer 
school in IEPs. The court held that the policy of denying 
an extended school year to any child despite his or her 
individual needs was a misreading of the state’s obliga
tions under the federal statute. The court noted: “Rigid 
rules like the 180-day limitation violate not only the 
act’s procedural command that each child receive indi
vidual consideration but also its substantive require
ments that each child receive some benefit and that lack 
of funds not bear more heavily on handicapped children 
than nonhandicapped children.”

Teachers and other education officials involved in 
planning IEPs for handicapped children should analyze 
the effect of the long summer break on the educational 
progress of the child. In those cases in which the break 
will cause regression, so that the child (and teacher) 
have to “start over” every September, the courts seem to

be saying that the IEP should provide some summer 
services for the child to ensure that gains are not lost.

P.L. 94-142 requires schools to provide “related serv
ices.” This includes transportation and “developmental, 
corrective, and other supportive services.” The act spe
cifies speech pathology, audiology, psychological serv
ices, physical and occupational therapy, and counseling 
services. Medical services are included on a very limited 
basis: “Medical services shall be for diagnostic and eval
uation purposes only as may be required to assist a 
handicapped child to benefit from special education 
and includes the early identification and assessment of 
handicapping conditions in children.” This definition is 
not comprehensive, and much litigation has taken place 
over the term “related services.” For example, what is a 
medical service (o ther than diagnostic services), and 
what is not?

In July of 1984, the Supreme Court decided a case 
brought on behalf of Amber Tatro, an eight-year-old girl 
with spina bifida, a birth defect resulting in, among 
other things, inability to empty her bladder voluntarily. 
To avoid kidney injury, Amber required a procedure 
known as clean interm ittent catheterization (CIC) 
every three or four hours. The Court held that CIC was a 
related service and not a medical service. This means 
that the Court felt school nurses and even properly 
trained teachers and other nonmedical personnel are 
competent to perform the service and must do so since 
it is essential to the child’s attendance at school.

The Court was persuaded by the regulations of the 
U.S. Department of Education, which defined related 
services to include services that could be administered 
by a school nurse or other qualified person, but not 
those services requiring a physician. Amber’s parents, 
babysitter, and teenage brother were all qualified to 
provide CIC, and Amber would be expected to do it 
herself as she grew older. The school argued that be
cause a physician must prescribe and supervise the CIC 
procedure, it was a medical service and excluded from 
the requirements of the act. The Court rejected this 
view, pointing out that even nonhandicapped children 
received oral medications and emergency injections 
from the school nurse.

Typically, procedures such as CIC would be handled 
by the school nurse, but in his or her absence, the 
Supreme Court decision implies that it does not seem 
unreasonable to expect one or two teachers at a school 
to receive training and perform the task. The guide 
seems to be: Can a layperson do it? And are similar tasks 
performed for nonhandicapped children?

IN TWO of the three cases that have reached the 
Supreme Court, it is clear that state and local educa

tion agencies will be required to provide a great variety 
of special education and related services to the handi
capped child. But it is also clear that courts will defer to 
the judgment of professional educators in areas in 
which they have expertise, that is, judgments about 
education. The courts are more comfortable with ques
tions about basic rights and services necessary to assure 
those rights. The courts will look at questions about 
class assignment, teacher qualifications, and the IEP, but 
the pattern seems to be deference to the careful and 
expert judgment of educators. □
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M anners 
at Sch o o l

B y  J u d it h  M a r t in

The co lu m n is t George W ill once observed that 
J u d ith  M artin, who writes under the natne Miss 
Manners®, “insists, wrongly, that she deals with m a n 
ners rather than m ora ls . . . .  Actually, her book is the 
m ostform idable politica l book produced by an Am er
ican since The Federalist Papers, and it took three 
Americans to produce that. Her subjects are conven
tions, restraints, social elbow room  — in fine, correct 
conduct. B etw een  anarch ism  a n d  S ta lin ism  lie  
civilization and Miss Mannerism. ’’

H aving set the standard fo r  how  to live graciously 
w ith  each o ther  in  her best-se lling  book, Miss 
Manners’® Guide to Excruciatingly Correct Behavior, 

Jud ith  M artin has now  directed her w it and wisdom to 
the subject o f  civilizing the yo u n g  a task in which 
parents and  educators have a sizeable stake. With her 
usual high-m inded hilarity, she dispenses advice to 
cover a ll occasions, fro m  birth to marriage. Miss 
Manners’® Guide to Rearing Perfect Children, which 
was published this fall, “is designed fo r  parents, step-

Jud ith  M artin’s syndicated colum n “Miss Manners" 
appears in newspapers nationwide. She lives in Wash
ington, D C., and  is currently a t work on her second 
novel, Style and Substance. The above excerpts are 
taken fro m  the book  Miss Manners’® Guide to Rearing 
Perfect Children byJudith Martin. Copyright® 1984 by 
United Feature Syndicate, Inc. Used w ith permission o f  
Atheneum  Publishers.

parents, grandparents, teachers, psychologists, ice
cream vendors, and  all others who must, however 
unwillingly, deal with children constantly, during  
working hours or on weekends and  holidays. ’’ We are 
pleased to be able to present excerpts fro m  its section 
on proper school etiquette.

—  E d ito r

Ta lk in g  w it h  Te a c h e r s

Parent-teacher conferences are enormously educa
tional, teachers of Miss Manners’ acquaintance have 
confided to her. What the children haven’t already 
volunteered about the parents’ shortcomings, the par
ents will usually demonstrate themselves.

There are the ones that use the conference as an 
opportunity to quarrel with each other, and the ones 
who, long divorced and reunited only on these occa
sions, use it to flirt with each other. Some parents turn 
childish and tongue-tied, and others, childish and impe
rious. What the parents expect to have done for them is 
usually spelled out — the teachers should perform the 
parental functions of instilling honesty, discipline, and 
kindness; while the children should take over the par
ents’ unfulfilled ambitions.

Miss Manners is against this sort of exercise, at least 
on the child’s time. Why submit yourself to be graded 
when you don’t have to? All the parents need do is 
accept the traditional parent-teacher bargain of ‘You 
don’t believe everything the child tells you about me, 
and I won’t believe everything the child tells me about
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you” and spend the time exchanging useful observa
tions about the child.

These include interests, work habits, pressures, prob
lems, and practical suggestions on both sides as to how 
these may be put into the service of educating the child. 
They do not include general philosophical or psycho
logical analyses by either parent or teacher. Nor is it 
their business to analyze each other. There is altogether 
too much of that kind of thing going around, and a little 
straight reporting on both sides — “She doesn’t under
stand the homework,” “He can’t keep still in class” — is 
more helpful than all the vague talk about complexes 
and inadequacies.

All parents know that the reason educators are paid so 
little, in spite of our all believing that the job of educat
ing the young is the most important task of society, is 
that teachers are rewarded enough by being allowed to 
spend their workdays with cute children and their 
nights and weekends reading their adorable papers. 
Nevertheless, she thinks it a matter of elementary man
ners to treat a teacher with some respect for the profes
sion, which involves not circumventing, or helping the 
child to circumvent, the rules and requirements of the 
classroom. Teaching is cursed with being one of the 
jobs, like movie making or being president, that every 
layman is certain he could do better than the profes
sionals.

Acting on the unchecked reports of usually unreliable 
sources, i.e., small children, is a mistake. The most hon
orable children have a lively sense of the arbitrary in 
human events, which does not correspond to the adult 
concept of cause and effect. The statement “He started 
it” may be correct as far as it goes, but it presupposes a 
void before that action. And every child firmly believes 
that teachers have unshakable personal likes and dis
likes among their pupils, of completely undiscernible 
origins. Try telling a child who says the teacher hates 
him, or loves someone else, that a teacher’s heart is

there for the taking by any child who shows interest and 
industry. An “unfair” teacher, in Miss Manners’ observa
tion, is generally one who refuses to waive standards on 
the appeal of a child who counts on having winning 
ways.

As much as Miss Manners admires family loyalty, she 
thinks it in the best interest of children for their parents 
to be frank about them in private conferences. Unless 
the parent has been doing the homework and writing 
the papers and therefore is really attending the confer
ence in the hope of persuading the teacher that his work 
deserves better marks — don’t think it doesn't happen
— there is not much point in defending the child from a 
teacher’s criticisms. The other side of this is that there is 
not any use in a teacher’s offering a criticism without 
some hope for its being corrected.

“I have to keep reminding myself,” said a teacher of 
Miss M anners’ acquaintance, “that the parents are 
probably not going to trade the child in for another one, 
so there’s no use in pointing out that he is impossible.”

Perhaps if parents promise to behave themselves, the 
teachers will let them off easily and not send them home 
notes requiring them to produce bunny costumes, five 
dollars, three empty milk containers, or themselves by 
10:45 tomorrow morning.

E d u c a t in g  P a r e n t s

Many parents who have a tough time getting through 
school would find that if they could only master Basic 
Deportment, the rest would be a breeze. Disapproving 
teachers, the nightly burden of homework, shame over 
less-than-perfect grades, the embarrassment of reciting 
poorly in front of others — all these problems can be 
lessened, if not erased, if only parents could learn to 
behave like little grown-ups.

The children, of course, would still have all these 
difficulties. That is the nature of things, and the memory 
of difficult school years gives a person a rich feeling of 
satisfaction all through life at having grown beyond 
their reach. But parents can escape them and benefit 
their children at the same time.

Take the matter of reciting, which is the name given 
to discussing new subject matter until one’s ignorance 
is apparent to all. Most parents, when their children 
report having learned something at school, feel as if they 
have been called upon in class. Instead of listening to 
the children’s newly acquired knowledge, as politeness 
demands, they take the mention of the topic as a direc
tion to tell everything they know about the subject, thus 
not only squelching the child’s pride, but eventually 
often getting themselves into that awful situation when 
the child reports that the teacher’s version differs con
vincingly from theirs.

If a wife comes home from work and tells the family at 
dinner what happened that day, is she immediately cut 
off by everyone else present with lectures based on 
everyone’s knowledge, however vague, of her field? Yet 
a child who meekly volunteers something like “We 
studied the Declaration of Independence today” will 
find he has irrevocably surrendered the floor to grown
ups who consider this an opening to tell everything they 
know, and a great deal that they have forgotten, on this 
subject or anything remotely related to it. The simple
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courtesy of replying, “Oh, really? What did you discuss?” 
and then listening, with an occasional question or com
ment indicating that the material is important and that 
the child may have acquired something interesting to 
say on it, is unheard-of.

Then there is the homework. If the parent takes over 
responsibility for homework’s being done, which is not 
the same thing as supplying modest help on request, the 
parent has relieved the child of a difficult burden and 
taken it upon himself. Husbands and wives do not gener
ally write each other’s professional reports. However 
much they may advise and contribute, they usually 
assume that the person with the responsibility also has 
the competence. This may not always be true in the case 
of a child, but proof that a thirty-five-year-old can turn in 
a better paper than an eight-year-old does not do much 
to advance the purpose of education. The motive, of 
course, is to help the child capture the greatest awards 
of his situation. A parent who is willing to do homework 
is therefore under an obligation to keep it up through 
graduate school.

It is another common rudeness for parents to criticize 
grades automatically, even if they are good ones. A child 
who brings home a 96 is rarely congratulated; he or she 
is told, “Next time, see if you can make it 100.”

Showing interest in, respect for, and attention to the 
occupations of loved ones, from their triumphs to their 
personal problems, is one of the constant duties family 
members owe to one another, and the child’s career of 
schooling should be considered to be of top-ranking 
importance in this respect. But something happens to 
people who take a decent interest in the gainful employ
ment of adult relatives — sympathizing with ups and 
downs, supplying confidence when the going is rough 
and recognition when it has not been sufficiently bes
towed officially — when it comes to their children. It is 
made clear that those children must achieve the aca
demic excellence that their parents surely achieved 
themselves.

W in ter  1984

It gives children a lot to live up to, of course, when 
they find that their parents already know everything 
they can learn, can perform better at their tasks, and 
would never settle for anything short of perfection. It 
also gives them the idea that, given the statistical possi
bilities, it is hardly worth their while to try.

Cla ssr o o m  R ules

D ear M iss M a nn ers:
I am just starting out on a teaching career, somewhat 

intimidated by what experienced teachers tell me of 
today’s discipline problems, and the lack of cooperation 
from parents, either in training kids or in punishing 
them when misbehavior is reported. My first class will 
be second-graders in an urban public school. My hope is 
that if I get them young enough, and show enough 
authority (keeping my qualms to myself), I will set the 
proper tone and they will pick it up. Can you suggest 
some rules for classroom decorum? I want to be fair. But 
if there is trouble, how do I find out who is really 
responsible without turning the children into tattletales 
and getting them into deeper trouble with their peers? 
G e n t l e  R e a d e r :

According to a wise school director of Miss Manners’ 
acquaintance, a teacher rules through force of personal
ity. Here are some of her suggestions for law enforce
ment:

•  All feet belong on the floor at all times.
•  Personal remarks are never allowed, not even 

compliments. If you can tell the teacher she is pretty, 
you could presume it all right to mention that a class
mate is ugly. If it is acceptable to point out that a child 
has nice new shoes, it would seem reasonable to point 
out that he also has crossed eyes.

•  Do not debate family values, as in “My family says 
you should hit back.” School rules prevail.

•  You are not allowed to say everything you think; 
the idea is to learn to think things through first, to sift



out what is offensive, irrelevant, or otherwise inappro
priate.

•  The idea that a free society perm its anything 
should be squelched immediately, and a lesson be given 
instead on the meaning of law in a democracy.

•  When you have permission to leave, leave quietly.
As for crime detection, Miss Manners is told that it is

not necessary to use informants because children can 
easily be persuaded to incriminate themselves. The ex
ercise of letting them do so also serves as protection to 
the tipster.

First, you round up the suspects and give them a 
general lecture on the necessity of obeying rules, fair
ness, and so on — slowly and painfully closing in on the 
particular infraction. You then question small groups, 
suggesting that you know a great deal more about what 
happened than you are ready to share. The weakest of 
the wrongdoer’s cohorts — they always have cohorts — 
will crack and start to blurt out what happened. Before 
the others can turn on him, you say, “Isn’t that brave of 
him?” — thus reshaping his reputation from that of a 
squirt whom it is safe to attack later to something of a 
leader himself. The actual leader will have been power
less to keep his troops in line and will be a leader no 
longer.

Miss Manners hopes this will be of use to you as a 
teacher. If not, she can think of several other lines of 
work in which you might try it out.

Ca r  P o o ls

Telephones are busy in the fall with anxious and 
cajoling voices setting up their most significant net
works of relationships for the season. These are the 
human ties that will determine how, and sometimes if, 
they will get through the year. Miss Manners is referring, 
of course, to the arranging of the car pool.

Specifically, she is referring to the children’s car pool 
to and from school, with side trips to related institu

tions, such as ballet school, the orthodontist, and the 
hospital emergency room. Such car pooling is second 
only to marriage in the unrealistic expectations it in
spires and the corresponding bitterness. And it’s not 
second by much. People expect it to work and make 
their own plans on their nondriving days, confident that 
their children will be picked up by others. There are few 
times that an adult can be so unfeeling about the illness 
of a child as when that adult realizes that therefore that 
child’s parent is not going to drive.

Sick leave, as well as vacations, business trips, and 
malfunctioning automobiles, must therefore be built 
into the car-pooling contract. There should be a sub
stitute driver always on standby duty. This is, naturally, 
impossible, since all the participating adults are over
booked by definition of being parents. It helps to draw 
as many people as possible into the situation — not only 
both fathers and mothers but all adults under the roof. 
Two weeks as the live-in lover to a person with school- 
age children and you are eligible for the draft. While 
allowances must be made for individuals’ schedules 
(such as the fact that everybody can drive in the morn
ing and nobody in the afternoon), it is no fair fathers’ 
claiming it’s all the m others’ problem and then leaving 
the mothers-with-jobs and the mothers-without-jobs all 
to claim that the others are expecting too much of them.

Nothing, as Miss Manners is well aware, will make 
car-pooling children bearable. But there are a few 
suggestions to alleviate the torture:

•  Each driver may set his or her own rules to accom
modate such adult idiosyncrasies as not being able to 
stand choruses of “A Hundred Bottles of Beer on the 
Wall.”

•  Passengers planning to go home with friends after 
school must notify the car pool rather than letting it sit 
there and wait.

•  All fights must be verbal.
•  Promptness is perferable to presentability. If one 

must finish putting on one’s shoes or chewing one’s 
breakfast in the car to avoid keeping the car pool wait
ing, so be it.

•  Passengers are requested not to exhibit to one 
another two-day-old lunch items or what they have 
under their knee bandages.

•  Equipment that makes sudden, startling noises, 
such as band instruments and dolls that say “I WANT 
ANOTHER DRINK OF WATER!” are banned.

•  Choice seats must be rotated.
•  Items of which passengers wish to dispose in

conspicuously, such as vitamins, bubble gum, or unde
sirable lunch ingredients, may not be buried in the back 
seats of cars.

•  Distances that will be traveled to pick up forgotten 
items should be codified. It could be announced, for 
example, that the car pool will return within one block 
of the pickup point to retrieve a forgotten lunchbox, 
two blocks for a costume needed for a play, and three 
blocks for homework.

•  The driver is allowed to relish privately all informa
tion about the private lives of the other drivers, as 
information overheard when these people’s children 
expose the details to the other children — but must 
regard it as privileged conversation, which may not be 
repeated (except to the driver’s spouse). □
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C h a n g e d  Lives

(C ontinued fro m  page 25)

F INALLY, AS educators, we can take pride in the 
findings of this twenty-year study. Here is a project 

receiving great national attention, and “w e” did it. At a 
time when the education profession is receiving con
siderable criticism, the Perry Preschool project is a 
special triumph for a group of dedicated teachers who 
provided years of service. It also is a triumph for the 
entire education profession in that it shows how educa
tion can make a positive difference in the lives of chil
dren.

The widespread establishment of high-quality early 
childhood programs in the United States can only be 
accomplished with the substantial support of both edu
cators and the public. This support must start at the 
local and state levels. Certainly, key decisions, particu
larly about the national Head Start program, will con
tinue to be made in Washington, DC. However, we 
anticipate that major new decisions on education pro
grams that must be made in the next decade will be 
made by state governments. In fact, state governments 
have the most to gain from the establishment of these 
programs, for state governments now bear the vast costs 
of education (particularly  for children from low- 
income families), of the legal system, and of the welfare 
system. The initial financial outlays will, in the long run, 
result in savings in state budgets.

It is time for the nation to recognize the importance 
of early childhood education to the healthy develop
ment of its children. The research does not indicate that 
all programs can produce such positive outcomes as 
reported in the Perry Preschool study, but it does in
dicate that programs of high quality hold tremendous 
promise. Early childhood education is not a panacea, 
however. It will not solve the nation’s unemployment 
problem. It will not solve the problem of how to deliver 
effective education in the elementary and high school 
years to the “graduates” of good early childhood pro
grams. It will not solve the problems of welfare. It will 
not solve the nation’s crime problem. Early childhood 
education is part of the solution to society’s ills, not the 
w h ole  solution. High-quality early childhood educa
tion can help society make progress in resolving all of 
these issues with a financial payback that is greater than 
the investment. The key question we must ask ourselves 
now is, “Why are we not providing quality early child
hood education to all disadvantaged children?” □

T h e  T r u t h  A b o u t  W r it in g

(C ontinued fro m  page 29)
imaginative participants. Observing that math students 
commonly learn procedures without understanding the 
mathematics involved, these teachers were quick to 
come up with sharp writing assignments like the follow
ing:

•  “Explain what an angle is and how you label it.”
•  “Using complete sentences, define the slope of a 

line. Discuss the implications of zero, positive, negative, 
and no slope.”

•  “What is the difference in the mathematical terms 
‘factor’ and ‘coefficient’?”

In w orkshops since, in big-city and small-town 
schools, teachers of business education, industrial arts, 
special education, English as a second language, and 
other subjects have all found that writing gives them 
concrete advantages. It is not too much to say that 
writing has given some teachers a new lease on life.

My favorite conversion story is that of a physical 
education teacher who opened a workshop presenta
tion with a tongue-in-cheek apology. “We don’t write 
often in the gymnasium,” he began, and went on to 
recount an experience with his wrestling skills class.

The assignment he gave was one that might pin even a 
wrestling buff: “Explain the procedure of scoring a 
wrestling match.” W ritten with the enthusiasm of some
one who loves his sport, the best paper was truly a fine 
piece of expository writing. Another must have been 
the work of someone who signed up just to meet a 
diploma requirement. A few didn’t go a single round. 
The great majority were clearly satisfactory, however; 
and their teacher promptly exploited the assignment by 
having his wrestler-writers take turns refereeing in-class 
matches.

There is no package of strategies that, unwrapped, 
will install writing in any teacher’s classes. Nor is there 
any one right way to make effective use of writing. In 
schools where writing has not been the general prac
tice, it is important if not imperative to begin with 
inservice training under the direction of a staff member 
or consultant who is familiar with the practice.

Ultimately, however, everyone has to find, and fol
low, the way or ways that suit one’s own purposes and 
style. There are countless ways. The objective is to keep 
students working their own way through the content of 
education. The goal is better teaching, sounder learn
ing.

At the last of one series of workshops, a teacher 
remained unconvinced. “I don’t believe writing is the 
panacea you make it out to be,” she said, testing my faith.

I have never claimed that writing is a panacea for the 
shortcomings of education, but for a certainty writing is 
an essential means of learning — probably the best 
means boys and girls have of comprehending what they 
go to school to learn. It is my conviction that unless 
schools and teachers recognize and exploit the rela
tionship of writing to learning, literacy will not rise 
much above the “functional” level, and learning in 
school will continue to be what is for countless Amer
ican young people today — the uncertain accumulation 
of information, most of it unrelated, and much of it 
trivial. □

As educators, we can take p r id e  
in the findings o f this 

twenty-year study.
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T h e  U ses o f  E r r o r

(C ontinued from page 33)
formulation of this law, he may still find he has trouble 
choosing, curiously enough, between choice A and 
choice B, that is, between the diametrically opposed 
answers. The student who is least confident, furth
ermore, will often resolve the dilemma by choosing C 
because, so they tell me, it seems the “safest.” Furth
ermore, even the student who is confident enough to 
choose between A and B tends consistently to choose 
the same answer on tests, even if that answer is wrong. 
That is, the wrong answer is patterned just as the right 
answer is patterned. The student who has an established 
a wrong pattern will consistently get the wrong answer 
unless he develops a conscious and deliberately applied 
intervention strategy.

What are some strategies? The one I have already 
illustrated, of course, with Mrs. Cooper-Evans’ name is 
developing a deliberate mnemonic —  one that is easy 
for the student himself to remember, however simple- 
minded it may seem to others. But perhaps the most 
neglected and the most useful strategy is remembering 
a specific example that makes sense to the individual 
student and thereby allows him to re-create a rule and 
apply it analogously to solving less-apparent problems.

U s in g  A n a l o g o u s  Th in k in g  
t o  R e -c r e a t e  a  R ule

Consider again the problem with the balloons and 
Boyle’s Law. Boyle’s Law states that, with the tempera
ture constant, the volume is inversely proportional to 
the pressure. Chemistry students dutifully memorize 
this law, but then a certain proportion of them con
sistently have trouble applying it to a problem such as 
that with the balloons.

Now, I am not a chemistry teacher; indeed, I am 
barely a novice student in science, so I share some of the 
same difficulties as my students. That is, unless I use an 
example of Boyle’s Law that I find both easy to remem
ber and to understand, I too have difficulty choosing 
between A and B. The example I use for remembering 
Boyle’s Law involves the piston in my car. As the piston 
goes down, the volume is reduced, but I know the 
pressure gets greater because eventually it gets so great 
it pushes the piston back up again, which is what moves 
my car forward. And I know the temperature stays 
constant because my car moves w inter or summer. But 
in order to use this example, I need to put it in a 
diagram.

Applying the “rule” now back to the balloon problem, I 
can see that the volume of balloon B is greater than that 
of balloon A, so the pressure must be less. Without 
reformulating the law by using the example of the pis
ton every time, however, I personally would consistent-

Chemistry students dutifully 
m em orize Boyle’s Law, but then 

a  certain proportion  o f them 
consistently have trouble 

applying it.

ly choose the wrong answer because it “feels” to me 
(my personal wrong pattern) as though the pressure in 
balloon B should be greater.

The use of an analogous example to apply a rule is 
useful both in science and in mathematics. Indeed, it is a 
powerful, not to say essential, device for solving prob
lems perhaps, in part, because analogical thinking 
would appear to be “natural.”* That is, we are apparent
ly more comfortable with analogical than with analytic
al thinking. In any event, it is a simple enough strategy to 
learn and to use, one that enables a student to con
sistently get the right answer even in opposition to an 
already established wrong pattern of thinking.

As part of introducing any of these strategies, how
ever, the teacher must warn the students of some initial 
problems. First of all, in the beginning, the application of 
these new strategies will seem time consuming, not 
time saving. Since most of the students I am talking of 
cling to time as a life line, it must be pointed out to them 
that, with practice, using these strategies will pay off in 
higher scores and in time saved.

To illustrate, I use an analogy from tennis. Say the 
professional suggests that you change the way you hold 
the racket in order to improve your backhand stroke. 
Initially, the backhand stroke will get worse. In order to 
get better, you have to persevere however cumbersome 
it feels in the beginning. Similarly, my students ask me: 
‘You mean you make that little drawing of the piston 
every single time you want to solve problems that re
quire Boyle’s Law?” And I answer that yes, indeed, I do, 
because otherwise I would only get the wrong answer 
faster.

Once students have developed the habit of using 
selective intervention strategies, once they have been 
given permission to use their errors for constructive 
purposes, then all kinds of good things begin to happen: 
They increase control over their studies, which in turn 
builds confidence, which in turn enables better learning 
and ultimately, of course, better scores. And, with prac
tice, it even begins to happen faster.

One can argue that without Eve’s error in the garden, 
there would have been little or no learning, indeed no 
need for schools at all. But given that initial error, man
kind’s fate in the academic world, as the old saw says of 
history, is simply that he learns from his mistakes or he is 
destined only to repeat them. □

Hunt, Morton. “How the Mind Works." The New York Times M agazine  
(January 24, 1982).
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Letters
Liberal  A r ts  C olleg es

Faith Dunne correctly  notes that 
selective liberal arts colleges drive 
bright undergraduates away from 
teaching, but she misses one of the 
chief reasons why. The very “certify
ing” and “teacher-training” courses 
and programs that she wants more of 
are often the repelling factor.

Such was my own experience 
many years ago, and if anything, it’s 
even worse now. I wanted only to 
teach English in high school and 
knew that I’d have to take some edu
cation courses to be certified. I took 
exactly one. It was so boring and 
flatulent that I switched my goal to 
college-level teaching. I went on to 
the Ph.D. at Brown, where I didn’t 
have to take a single course in educa
tion. I got practical classroom expe
rience as a teaching assistant and la
ter as an instructor, turned out to be 
pretty good at it (some of my gradu
ate school contemporaries turned 
out not to be), and never had to take 
another education course.

Such courses are still turning 
u n d erg rad u a tes  off. O ne of Ms. 
Dunne’s noneducation colleagues is 
quoted as calling courses like the 
one I suffered through “blackboard 
erasing,” and many still are just that. 
Nowadays, there are two other to r
tures of the mind not even dreamed 
of w hen I was an undergraduate: 
One is called the “touchie-feelie” 
course by today’s undergraduates — 
everybody standing around holding 
hands or group-groping blindfolded; 
the second is based on the fatuous 
theory7 that learning takes place best 
in a “stress-free” situation so every
body gets an automatic A. Is it any 
w onder that talented undergradu
ates are actively driven from the pro
fession by such inanities?

Sure, Dunne is right in identifying 
three reasons why brainy under
graduates re jec t our profession: 
lousy pay, social contempt, and call
ing first-rate education “wasted” on 
precollege-level teachers. All I’m

saying is that there’s a fourth such 
reason: the asinine nature of most — 
by no means all — education courses 
themselves.

— R i c h a r d  H. R e is

Southeastern Massachusetts University 
New D artmouth, MA

It was with great interest that I read 
the article “Liberal Arts Colleges and 
Teacher Quality.”

I had always conceived of teach
ing as a logical sequence to the study 
of the liberal arts. A strong major in 
one of the humanities, in a liberal 
arts college, accompanied by appro
priate courses — three or four — in 
educational methodology and prin
ciples would seem to be the ideal 
setting for a teaching career. After 
all, in our undergraduate days (in the 
1930s), we all felt that solid founda
tions in the subject matter were of 
the utmost importance. What hap
pened in New York City, around 
1930, was that, as a budget-cutting 
measure, the state normal schools 
(teacher-preparatory institutions) 
were shut down and their function 
was delegated to the municipal col
leges, i.e., Hunter, City, and later 
B rooklyn and Q ueens Colleges. 
These had well-founded programs in 
the liberal arts, all of them leading to 
a bachelor’s degree that prepared 
the way for graduate work or for law 
school or medical school.

Thus it was that many capable 
teachers came out of these city col
leges. The emphasis was on a given 
major in one field: English, a ro
mance language, classics, mathemat
ics, and so on. Education courses 
were thought of as an adjunct. There 
was no doubt in anyone’s mind that 
th e  im p o r ta n t  p a r t  o f te a c h e r  
preparation was a mastery of one’s 
field. M ethodology, psychology, 
principles of education could be 
added after one had demonstrated 
ability and skill in one’s chosen field.

I think the city colleges produced 
good teachers, too. No doubt the 
norm al schools, w hose teach er 
graduates had taught us through

elementary and intermediate stages 
of ou r d eve lopm en t, p ro d u ce d  
equally fine transmitters of a cultural 
heritage that we all shared. The 
proof of that may be found in the 
success achieved by their students 
who went on to high school and to 
colleges in the area.

It is, indeed, unfortunate that 
undergraduates in the liberal arts 
setting should be made to feel that a 
teaching career is hardly commensu
rate with the effort involved in col
lege study and work. The nation is 
the loser when such an attitude pre
vails. In the light of current educa
tional needs and problems, I would 
hope that a revision of attitudes and 
emphasis in these m atters might 
ensue.

— F r a n k  C a r o l l o

Staten Island, N Y

H u c k  F in n

June Edwards has given a good 
answer to the question “What’s Mor
al About Huckleberry Finn*" (Fall 
1984), and I hope that this excellent 
article will help to keep this great 
novel in the high school curriculum. 
However, even the most perceptive 
interpretations of novels cannot pre
vent other readers from finding dif
feren t meanings; a school board 
might still have to confront someone 
who can point to what’s immoral 
about Huckleberry’ Finn. What do 
w e do then? Even if we argue that 
good teachers would emphasize the 
positive values presented by Ed
wards, we would still have to explain 
why we don’t choose novels and 
plays that support our values clearly 
and consistently so that we would 
not have to explain away the shock
ing and confusing actions that are 
admittedly part of this novel.

I would suggest, therefore, that 
while accepting Edwards’ remarks as 
far as they go, we also argue that the 
value of any great novel or play, in- 
cluding Huckleberry Finn, lies not in 
the moral that we extract from it but 
in the entire imaginative experience.
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In the case of Huckleberry Finn, that 
experience includes both the shock 
to our moral sensibilities at Huck’s 
actions and statem ents and Mark 
Twain’s wonderful sense of comedy 
that makes us laugh not only at the 
“bad guys” but at life itself. In our 
eagerness to interpret the classics so 
as to satisfy the moral claims of our 
communities (as well as our own), 
we should be careful not to explain 
away the very qualities that make 
these novels and plays worth read
ing.

Granted that there will be resist
ance in many communities to such a 
defense of literature, we would have 
the advantage of appealing to the ex
perience of everyone who reads or 
has read literature with any degree 
of pleasure. As we look back at the 
books that we have enjoyed, can we 
honestly say that it was the moral 
lesson that made them exciting? I 
don’t think so, and I’m confident that 
we can gain support for Huckleberry 
Finn and other classics by emphasiz
ing what they alone can do for their 
readers: make them see and feel life 
at a deeper and more comprehen
sive level than can be reached by 
other books. By thus shifting the 
ground from morality to literary ex
cellence, we can, I believe, win the 
s t r u g g le  to  k e e p  b o o k s  lik e  
Huckleberry’Finn  in the curriculum.

— La w r e n c e  W . H y m a n
Ridgewood, NJ

W o r l d  H u n g e r

Jeremy Bernstein’s “Science Educa
tion for the N on-scientist” (Fall 
1984) discusses an important en
deavor and gives three very good 
reasons for attempting it: curiosity 
(o f non-scientists), technological 
bew ilderm ent, and technological 
necessity. He might have added a 
fourth: the practicing scientist’s atti
tude of skepticism toward even the 
m ost pithy slogans and the most 
sweetly reasonable propositions un
til they have been tested against real 
data.

This is a pity because, had he done 
so, he might have been more dis
posed to demonstrate this skeptic
ism in his own article. He would not 
then, I believe, have so enthusiastic
ally endorsed the vulgar distortions 
of the world hunger problem that he 
describes as being presented at the 
University of Delaware: “In previous 
classes . . . the biologist had ex

plained the facts about hunger and 
had made it clear what the resources 
were. On this . . .  day, the discussion 
had to do with choices — specifical
ly: Whom shall we choose to feed?
. . .  The moral dilemma is clear. Feed
ing people raises health standards, 
especially the health standards of 
ch ild ren . H ence, it p ro d u ces  a 
growth in world population, which, 
in turn, lowers the standard of living 
for everyone.”

Now just what are the data that 
support this sw eetly reasonable 
theory about the effect of healthier 
children or Garrett Hardin’s equiva
lent pithy slogan, “More food means 
more babies?”

The answer is that, on the whole, 
the data support the opposite view: 
When children are healthier, popula
tion growth rates tend to go down, 
n o t up. O ne can make sw eetly  
reasonable guesses as to why this 
should be: Poor rural families, who 
are the main source of the growth 
rates, have children because it is in 
their economic interest to do so. At 
an early age, the children bring in 
more income than they consume. So 
if a child dies, the parents produce a 
new one. Indeed they tend to over
compensate to allow for the possibil
ity of future deaths.

Bernstein could have found these 
data in many places. I’ll mention The 
Poverty o f  Nations (Johns Hopkins 
University Press) by my colleague, 
William W. Murdoch, because it is by 
a biologist who points out that the 
world hunger problem is primarily 
economic, social and political, not 
biological. The training of a biologist 
no more fits him to give “the facts” 
on world hunger than does the train
ing of a physicist.

I should add that neither Murdoch 
nor anyone else thinks the solution 
to world hunger is for the United 
States to reach out and feed some
one. For all the agonized moral ques
tions Bernstein considered at Dela
ware, U.S. food aid is more likely to 
be based on such needs as disposing 
of farm surpluses and propping up 
corrupt and inefficient Third World 
oligarchies that are friendly to us. 
Even when motives are good, food 
aid can be bad since it causes agricul
tural prices to go down, thus further 
impoverishing the rural majority.

— A l l a n  St e w a r d - O a t e n
University o f  California  

Santa Barbara, CA
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YOUR FAMILY
doctor o f H i X i i t a *

CHIROPRACTIC L 'j/T  
IS CONCERNED S f r '

ABOUT THE 
GRAVE RESPONSIBILITY 

BEING PLACED ON EDUCATORS.
Every year, thousands of health problems in 
students of grade and high school level are first 
recognized by their teachers. Likewise, coaches 
and physical education instructors often detect 
health irregularities which m ight interfere with a 
ch ild ’s physical performance and learning ability.
Part of their jobs? Not really. It’s that extra sense 
of dedication that makes these already 
overworked public servants give children that 
extra attention. The “ school guardian”  is 
responsible in many cases for the detection of 
potential health problems and the funneling of 
children to proper health authorities.
What most people don’t know is that most health 
problems are far too complex for the teacher to 
note. And with a busy schedule, the educator 
can’t be expected to have the time to screen 
problems that are beyond his or her scope of 
training, no matter how conscientious the teacher 
may be. The result: many children have health 
problems that retard their ability to learn or 
engage in sports effectively.

Here’s what you can do:
■ Parents should be urged to take more 

responsibility for their ch ild ren 's health.
■ Parents and teachers should be alert to such 

th ings as changes in energy level, postural 
changes, moodiness, listllessness or any 
unusual signs that signal a problem that will 
impede learning. One of the observable signs 
is lack of interest in school activities.

■ The structural balance o f the ch ild ’s body 
should be considered. The school teacher will 
no doubt note the ch ild ’s posture, but that 
does not always indicate the structural 
integrity of the body. Comprehensive 
chiropractic examinations, including 
examinations of the spine, pelvis, neck and 
limbs should be recommended to avoid 
developmental problems.

■ Incorporate posture awareness programs 
into your class projects. Write for suggestions 
and materials.

J€A AMERICAN CHIROPRACTIC ASSOCIATION
1916 WILSON BOULEVARD • ARLINGTON, VIRGINIA 22201



“ Inside Your Schools,” the only regularly scheduled 
television series devoted exclusively to covering public 
education, can now be seen each month in millions of 
households nationwide.

Produced by the American Federation of Teachers, it 
tells the story of skilled and dedicated teachers, innovative 
classroom techniques and highly motivated students.

Each half-hour show appeals to the vast audience of 
parents, teachers and others who care about the system 
that educates 90 percent of our youth.

Join entertainer Steve Allen, this year’s series host, as 
he follows AFT video crews to school districts across the 
country and right into America’s classrooms.

Offered for in-service viewing in thousands of schools, 
the series enables teachers to share ideas and keep up with 
new developments in the profession.

“ Inside Your Schools” airs monthly on over 500 cable 
systems affiliated with The Learning Channel and on more 
than 70 PBS stations.

INSIDE 
YOUR 
SCHOOLS®CD

American Federation of Teachers 
555 New Jersey Ave., N.W. 
Washington, DC 20001

N onpro fit Org. 
U.S. Postage 

PAID 
Permit #3826 

W ashington, D C.


