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FOREWORD

From a letter to the National Institute from Valda Robinson,
coordinator of the Fordham University Inter-Institutional
Program Development Project:

"It has been a pleasure to have the opportunity to work
with the NDEA National Institute in developing course
content for the Urban Teacher Education Program.

"These materials are truly working papers, with some materials
yet to come. These papers, however, provide the framework
for the instructional ideas used in Fordham's new Urban
Teacher Education Program, initiated in February, 1967.

"A logical next step would be faculty in-service seminars,
utilizing these working papers. These seminars could af-
ford opportunity not only for faculty development, but also
for expansion, implementation, revision, and evaluation of
the courses in the new program."

Dissemination of current materials useful in attacking the

problems of the preparation of the teacher of the disadvantaged
is a prime concern on the NDEA National Institute. The AACTE
is pleased, therefore, to publish this working syllabus. It is
hoped that it demonstrates anew the Association's commitment to
the increasing excellence of contemporary teacher education.

Richard E. Lawrence

Associate Executive Secretary
American Association of Colleges
for Teacher Education

Director, NDEA National Institute
for Advanced Study in Teaching
Disadvantaged Youth

Washington, D.C.
March, 1968
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PREFACE

In February 1967, Fordham University introduced a new teacher edu-
cation program, designed to prepare teachers for urban schools. We soon
realized that while plans are wonderful, translating them into practice
requires much intensive and detailed work.

We are indebted to Dr. Richard E. Lawrence and the NDEA National
Institute for Advanced Study in Teaching Disadvantaged Youth for making
possible our use of the services of consultants from many institutions -
as we planned these courses.

Under the direction of Dr. Valda Robinson, with the assistance of
Dr. John King and Dr. Samuel Streicher, our consultants learned the aims
of the new programs and the specific goals of each of the new courses.
They gathered the materials necessary for the preparation of courses
never given previously at Fordham, nor, probably, at any other institution.
To give our consultants as free a hand as possible, we did not include
on the working committees any other members of the Fordham faculty. In
turn, we assumed that our faculty would have the privilege all professors
have of using the material as aids rather than as course syllabi to be
slavishly followed.

The publication consists of working papers developed for four courses:
Children and Youth in Urban Schools
Learning and Teaching - Grades N-9, (Emphasis on early childhood)
Learning and Teaching - Grades N-9, (Emphasis on middle grades)
Learning and Teaching - Secondary School

These resource materials have been most helpful to us. In the hope
that other institutions may profit from the assistance Fordham has received
from its consultants, we are ready to share their suggestions wita our
colleagues everywhere. We hope, however, all will understand that these
are working papers only, not finished products. Indeed we shall probably
never have a finished product since our faculty members, our students, and
our colleagues in the school system are continually revising, modifying,
and, I hope, improving what we are doing.

In order to help readers understand the designed purposes of these
materials and the courses for which they were intended, we have added
an introduction that describes the Fordham Teacher Education Program.

Harry N. Rivlin

Dean, School of Educacion
Fordham University

New York City

February, 1968
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INTRODUCTION

FORDHAM UNIVERSITY'S NEW TEACHER EDUCATION PROGRAM

It is only natural that Fordham University's School of Education, situ-
ated in the heart of the metropolis, should be intensely concerned with urban
education. Better education is indispensable to any program of an American
city as it attempts to deal with its pressing problems. Although urban
problems cannot be solved by the school alone, they cannot be attacked at all
until the schools are functioning effectively, answering the wide variety of
educational needs of an urban community.

However vexing educational problems may be, they nevertheless reflect the
progress already made in American education and the popular demand for more.
only a rich country can afford to give all 1its children more schooling than
some of them want. Only a huuane nation worries about the fate of adoles-
cents who drop out of school before they are fully equipped for life and work.
Only an enlightened nation is likely to be determined that children whose
background has deprived them of adequate educational opportunities be given
whatever extraordinsry help they need to ready them for further education.
Moreover, when citizens attach so much importance to the education of their
children that they are ready to press vigorously for quality education and even
move to another community in order to get it, there 1s great hope for edu-
cational progress.

Nonetheless, even when they spring from previous achievement, urgent problems
demand solution in kind. No community can afford to lose its middle class
because of disappointment with the quality of education. At the same time, no
community dare ignore the just demands of those who have been denied adequate edu-
cational opportunities, until now. Schools must learn how to work with
citizens who want better education, even when there is little agreement on what
is meant by better education. Schools must learn to work with all other social
agencies in dealing with urban children and youth, recognizing that learning
is a social as well as a cognitive process. Teachers must be skillful in
working with the widely varying individuals and sub-cultures to be found in
urban schools.

Not only are there no panaceas for the 1lls of urban education, but some-
times it seems as though every wonder-drug leads only to new maladies. To cite
but one example: to act on the suggestion that children in inner city schools
be taught in smaller classes only accentuates the present serious shortage of
experienced teachers, especially in the inner city schools.

If schools conduct inadequate programs of compensatory education, they
deny educational opporturities to the very children who suffer from past neglect.
If schools focus extra attention on the compensatory education needed by some
of the inner city pupils, some parents may feel that the curriculum has been
watered down. Censequently, they may take their children out of the public
schools to enroll them in a non-public school or to move to other areas where
the schools have as yet found no need for extensive programs of compensatory
education. This exodus from the city schools aggravates the educational plight
of the cities. Every child who leaves a city school takes his parents with
him, thus depriving the schools of a traditional supportive force for edu-
cational improvement. Naturally, then, it becomes increasingly difficult to
achieve quality integrated education when middle class families abandon the city.

ix




For generations educacors have found comfort in Henry Adams' observation
that there is no education problem that cannot be solved with more money.
To be sure, without funds the most courageous and imaginative programs con-
ducted by the ablest people result in frustration. On the contrary, money
spent without courageous and imaginative programs and without able people is
often useless. Fortunately, school budgets, though still inadequate, have
risen dramatically, and federal aid is budgeted in amounts hardly deemed
possible a decade ago. Who will formulate the daring plans? How can enough
competent professionals be found to carry them out in such a way that today's
educational problems become tomorrow's opportunities?

For this reason, Fordham University thinks it important to develop new
patterns to prepare teachers and related professional personnel so urgently
needed in urban schools. We hope these programs will prepare competent
beginning teachers and give them the supportive help needed to launch them
on stimulating and satisfying professional careers. We expect the schools
and the university to work together in the education of teachers, not only
to merge theory and practice and thus strengthen the university program,
but also to improve the education of children already in the schools. We want
those who complete this program to be able to serve effectively in all exist-

] ing schools. Beyond that, we want to invest them with the drive and the
ability to help plan new educational programs yet to be developed to meet
the needs of a changing society.

The inauguration of these new teacher education programs is but one focus
in a larger program on which Fordham Unjversity, with its commitment to urban
education, has embarked. It is already engaged in a program for the re-
orientation and recruitment of the university staff needed to achieve the
goals of the new programs; to develop school and district administrators
capable of working with students who are serving as school aides, apprentice
teachers, and beginning teachers. These programs help present and prospective
school administra.ors to work with their staffs, with outside agencies and
groups in devising and conducting new educational programs. Fordham is pre-
paring to work with "grass roots" community leaders and lay citizens in plan-
ning for their cptimum involvement in educational programs in neighborhood and
city. Fordham University is involved in promoting programs of intra- and
inter-university cooperation involving many disciplines in the introduction
and evaluation of promising educational innovations.

The new teacher education programs are the product of many minds. It is
not only difficult but irrelevant to indicate what was contributed by the
Fordham University faculty and what was contributed by other university
faculties or by personnel in the New York City schools, or in other school
systems, both urban and suburban. Special recognition is due Dr. James E.
Allen, Commissioner of Education, for his invitation to the colleges and
universities in the state of New York to plan teacher education programs in
terms of needs rather than in terms of strict conformity with state certi-
fication requirements; to Dr. Alvin P. Lierheimer, Director of the Division
of Teacher Education and Certification of the New York State Education
Department, for hls prompt reaction to our program proposals and for his deep
insight and understanding. We are especially indebted also to Professor Rita A.
McGuire and to Dean James R. Dumpson of the Fordham University School of
Social Service, for arranging appropriate sccial case-work experiences for
the students in these programs.




Pronising though the new teacher education programs may be, we shall
have to evaluate them continuously and make whatever modifications emerge
as necessary. We must see how they work in suburban areas and in inner city
schools, as well as in areas between those extremes. We shall have to evaluate
to what degree these programs have helped teachers to be successful in teach-
ing all of the student body populace. In this process >f evaluation and
modification, we shall rely heavily on the reactions of those participating
in the programs: students, university faculty, and schoo! personnel.

The programs will be expensive for both schools and universities—
expensive in time, energy, and money. No cheap road to quality education
has yet been discovered. Yet we dare not settle for less; ways must
be found to use financial support from local, state, and federal tax funds,
and from private sources.

If the problems of urban education are to be solved (and they must be
if our cities and our nation are to survive) the solution will come through
the efforts of capable, understanding, imaginative teachers and adminis-
trators who possess the needed resources, together with the active cooper-
ation of all citizens interested in the improvement of educationm.

John F. Kennedy often quoted Shaw's, "You see things, and you say, "Why?'
But I dream things that never were, and I say, 'Why not?'" These are days
for profeseional educators, for everyone concerned with education, to. ask,
"Why not?"

General Pattern

The } .8ic Assumptions

1. Only adequately prepared teachers are equal to the job of providing
quality education for all urban children: the privileged and the under-
privileged, the academically talented, and those who have previously been
denied full opportunity for educational achievement.

2. Teaching is so complex a process that teacher education must apply all
that has been learned from research and all that has been learned from in-
sights into how people learn.

3. The proper use of paraprofessionals can improve the effectiveness of
urban teachers. On-the-job service in a paraprofessional capacity can be
important in the preparation of teachers.

Our goal is modest. We want the beginning teacher to be so successful
in his first years and to find such satisfaction in teaching that he will
become a carecer teacher, steadily growing in skill, insight, and effectiveness.

To achieve this goal, the Fordham programs have borrowed many features
from other plans, then added some of their own. To be sure, modifications
must be made in the programs according to the status (graduate or under-
graduate) of the participants, and according to the desired level of service:
from early childhood to high school. All programs, nevertheless, have some
common basic characteristics.
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The Characteristic Features

1. These programs assume that those who have been thoroughly prepared
for urban teaching will experience less difficulty if appointed to suburban
schools, than those who have been prepared for suburban teaching will have
if appointed to urban schools.

2. These programs stress on-the-job training for teachers; always, how-
ever, with the guidance, support, and supervision from the university, school,
or both, to the extent nexessary to protect children from incompetent
teachers. No teacher is ever asked to assume responsibilities which he is not
able to discharge effectively.

3. These programs enable the prospective teacher to prepare himseif
quickly for service as an Apprentice Teacher and subsequently as a Beginning
Teacher, delaying the advanced study of educational problems and practices
until he has a meaningful background of experience to bring to them and a
personal motivation to pursue them.

4. These programs apply basic principles of learning to the education of
teachers. They stress the importance to the teacher of learning by doing,
of learning a skill in the context of its use, of careful gradation of learn-
ing so that one phase is mastered before the next is attacked, and of the
feeling of success as an incentive to further learning.

5. These programs stress the connection between theory and practice
as well as the relationships among various phases of education. For example,
educational psychology and methods of teaching are taught as two phases of
the same process rather than as independent courses studied at different times.

6. These programs recognize that learning is a social as well as an
individual process. They help teachers to deal with both the social and the
individual factors that affect learning.

7. These programs see teacher education as a truly cooperative under-
taking by schools and universities engaged in a joint enterprise. They
avoid the conflict which» arises between universities on the one hand, as
they prepare teachers for the kind of schools they hope their graduates will
help create, and school systems on the other hand, as they struggle to solve
their real and present problems.

8. These programs bridge the gap that too frequently exists between the
preservice programs conducted by universities, and initial experiences of
the young teacher after appointment by a school system to a classroom. They
assume that the education of a new teacher does not end with certification
but must be continued into his first years on the job. They stress that
beginning teachers need appropriate assignments, and continued help from the
university. When a beginning driver passes his road test and gets his first
driver's license, he is not asked to drive a huge trailer truck through the
garment district. Why, then, should a newly certified teacher be thought
able to teach a class that would tax the ingenuity of a highly skilled and
experienced professional?

9. These programs reject the outworn concept that the competence of a
beginning teacher can be developed by a lock-step progression through a series
of unrelated courses. Instead, the procedures are adjusted to individual
differences among teachers as they develop teaching.
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10. These programs treat the prospective teacher as a member of the
school faculty, utilizing the gervices of the participants as school aides and
ag apprentice teachers to improve the effectiveness of urban schools.

11. These programs provide for the kinds of cooperative preservice and
in-gservice teacher education activities designed to lead to continuing pro-
fessional growth of both school and university personnel.

12. These programs utilize the university resources in many disciplines,
more than those usually available in teacher education programs.

13. These programs recognize the contribution made by the cooperating
teacher to the Apprentice Teacher's profes~icnal growth by appropriate list-
ing in the university catalog, by tuition-free enrollment in a
graduate course, by access to the School of Educatioa library, and by
participation in teacher education activities on the campus.

Upon satisfactory completion of the required experience as Apprentice
Teachers, students will be recommended for a provisional state certificate
under the New York State and New Jersey State Advisement Programs. Those
who follow an appropriate program leading to the degree of Master of
Science in Education (Teaching) or to a Graduate Diploma in Teaching will be
recommended by the University for a permanent state certificate. by pursuing
in the Graduate School of Arts and Sciences a program of grad.ate studies
approved for purposes of state certification by the dean of the School of

Education.

These state certificates are valid throughout the state and are not
1imited to service in urban schools.

The Major Stages

The teacher preparaticn programs for both undergraduates and college
graduates assume that those who are admitted have satisfied the liberal arts
background requirements for the appropriate New York State provisional
certificate, that they are proficient in oral and written English, and that
they meet state standards with respect to character and health. Applicants
will be denied admission if they do not meet these conditions unless a program
of additional courses, independent study, or other activities can be arranged
that will enable them to meet these requirements. It is recommended, but not
required, that applicants for admission have an adequate background in cultural

anthropology, psychology, and sociology.

Stage I: As the first step in the teacher education program, the pro-
spective teachers enroll in a course guch as "Children and Youth in Urban
Schools," which deals with the physical, psychological, and social factors
affecting the development of urban children and youth. As an integral part
of this course, students serve in designated schools as school aides, and as
assistants in social case work agencies for urban children, youth, and their
families. The céurse comprises lectures, class sessions, conferences, and
supervised field activities.

Stage II: Those who are in Stage 11 divide their time between service
as Apprentice Teachers and enrollment in an appropriate section of "Learn-
ing and Teaching." They may not enroll in any university course other than
those included in the teacher education program except by approval of the dean.
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Prospective secondary school teachers participate in Stage II for one term while
prospective teachers in early childhood education, primary and intermediate grades,
and junior high schools participate for two terms. During the second term, the
assignment is ordimarily on a school level contiguous to the original level. For
example, those who have served as Apprentice Teachers in early childhood education
for one term may be assigned to the primary and intermediate grades for the second
term; those who have served in the primary and intermediate grades may be assigned
to a junior high school.

Apprentice Teachers are appointed by a school system and assigned to a specific
teacher or teaching team for approximately four hours a day, five days a week, for .
the entire school term. They follow the school calendar, not the university calendar.
Working under the direction of the classroom teacher and under the supervision of
the university instructor in the co-requisite "Learning and Teaching" course, 1
Apprentice Teachers help with non-instructional responsibilities as well as teach
individual pupils, groups, and the entire class. Apprentice Teachers should have
opportunity to visit, observe, and work with other classes and teachers in their
school and to participate in grade, subject, and staff conferences.

Meanwhile, they enroll in "Learning and Teaching" (early childhood education,
primary and intermediate grades, junior high school, senior high school). The
lectures, class sessions, and outside reading are intended to synthesize what
the student has gained from his background in the behavioral sciences and subject
matter in order to strengthen his understanding of tie psychology and sociology
of learning as bases for developing appropriate methods of teaching.

Although the course includes what is ordinarily discussed in courses entitled
“Educational Psychology," "Principles of Educatiom," and "Curriculum and Methods,"
the material studied is applied to the specific practices and problems which
students encounter while serving as Apprentice Teachers in urban schools. Moreover,
the instructors in this course work with the Apprentice Teachers in their assigned
classrooms. _

Those who demonstrate at the end of one term that they are ready to advance
to Stage III do so. Those who are not ready to advance to Stage III at the end of
two terms may be dropped from the program, or may be required to participate in
Stage II for a third term.

State III: Apprentice teachers who have demonstrated that they are ready to
serve as regular teachers, and who have received a provisional state certificate,
are appointed by zhe school system to a full-time position and paid a full salary
according to the regular salary schedules. They are designated as Beginning
Teachers; this indicates the kind of assignment which will be appropriate. Such
adjustments as a shorter teaching day, smaller classes, fewer classes, specially
selected classes, or closer supervisory assistance may be necessary.

Ordinarily, teachers are in Stage III for two terms. During the second term,
arrangements should be made for Beginning Teachers to observe and work with other
classes and other schools. After two terms, Beginning Teachers who are not ready
to advance to Stage IV may be dropped by the school system or may be required
to participate in Stage III for a third term.
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All Beginning Teachers enroll in "Classroom Problems of the Beginning
Teacher." This course deals with problems encountered by Beginning
Teachers in such areas as classroom management, curriculum and teaching,
and discipline. The university instructor works with the individual
Beginning Teacher on his own classroom problems and, in cooperation with the
school personnel, offers such counsel and help as may be appropriate.
Although as much attention as necessary is given to working with Beginning
Teachers on their own.classroom problems, the course emphasizes approaches
to education and to curricular procedures other than those used at the schools

to which Beginning Teachers have been assigned.

Stage IV: After having served successfully as an Apprentice Teacher
and a Beginning Teacher, after having completed the co-requisite course,
the teacher should be able to demonstrate that he can perform satisfactorily
as a classroom teacher and can earn the salary commensurate with his
experience and training, without additional support from the university.
Those teachers who perform satisfactorily and meet the other requirements
set by the school system should achieve tenure at the appropriate time set
by the Board of Education regulations and state law.

When these teachers have a background of successful classroom ex-
perience, they are ready for a program of graduate studies which will further
prepare them as career teachers, and which will lead to the permanent state
certificate under the New York State Advisement Program. Thus, they may
enroll in programs leading to the degree of Master of Science in Education
(Teaching) or to a Graduate Diploma in Teaching. Those who meet the require-
ments for admission to the Graduate School of Arts and Sciences may enroll
in a program of graduate studies in that school and at the same time meet
the requirements for a permanent teaching certificate, if this program of
graduate studies is approved for purposes of state certification by the
dean of the School of Education.

Other graduate programs are available in the School of Education which
lead to service in other careers in education such as special education
or guidance and counseling.
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Statement of Objectives

Three dimensions face the teacher in the city school: the child,
the school, and the urban situation. The teacher will find it necessary
‘to know all three, not only separately, but also together, in the dynamic
and often complex relationships which develop among them. The large
city is a complicated, rapidly changing center where people of many

' different ways of life come together; the school in the large city is
affected by the complications and changes of the city's political and
gocial 1ife, Both create the environment in which a teacher must work
to prepare a child to develop. "children and Youth in Urban Schools"
proposes to :ntegrate the methods and theories of several behavioral
sciences in order to give the teacher the background he will need for
this task, It represents an interdisciplinary approach, through
anthropology, sociology, and social psychology, to the complex problems
of teaching and learning in the modern city. Each of these disciplines
has a contribution to make to the urban teacher: a unique way of looking
at the processes involved in urban education., If these viewpoints can
be applied to the processes of teaching and learning, they can continu-
ally enrich the quality of education,

The overall contribution of these disciplines is a knowledge of the
past which enables the teacher to have a unique insight into the mean-
ing of the present, This is a knowledge of the past and present in
terms of "culture," as the social scientists understand it, Today's
problems are perceived as the result of man's effort to fulfill in a
complicated society those basic human needs more simply met in an un-
complicated society. Man's effort to meet the probilems of group living
in traditional villages becomes the basis for an analysis of the way in
which man faces the problems of group living in the highly organized
city. The "culture of poverty" or "youth culture" or the "culture of
one's peers" or "lower class cultute" is seen as the result of man's
effort to meet ever-present needs in the measure that he becomes aware
b of these in a modern, industrialized, commercial, urban way of life.

In this way, the concept of culture comes to have great meaning for the
: student of modern society.

F The anthropologist brings an analysis of the universal components

E of human behavior: heredity, environment, and the culture men have
created, The focus is threefold: the biological unit, the natural
environment in which the city exists, or the constructed environment of,
the part of the city wherein the group or the individual lives; the ways
of 1life which express themselves there, and the subcultures of the city.

The sociologist brings an analysis of social structure: the way in
which man's social relationships are organized; the manner in which the
structure of society is related to the functions which must be fulfilled;
the manner in which social change takes place, The social psychologist
brings an analysis of the development of the individual personality in
its creative response to the environment, the culture, and the social
structure of the city. :
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What are the implications of this kind of knowledge for people in

schools and social agencies?

1. It leads to an awareness of oneself as man; this, in turn, helps
the teacher understand all others as men in the broadest and
deepest meaning of human experience.

2. It leads to an awareness that the values, goals, and patterns of

H behavior of the dominant culture (middle class) are only one of
. many ways by which man fulfills himself.
3. It leads to an awareness that the subcultures of America offer
alternative ways--perhaps richer and more satisfying--by which
man fulfills himself.

4. It leads to a perception of the relationship between the
dominant culture and its subcultures.

Thus, a teacher may be able to predict the experience of Puerto Ricans in
New York when (a) he knows the dominart culture to which the Puerto Rican
comes; (b) he knows the culture which the Puerto Rican brings with him;
and (c) he knows the processes of change which occur when two such cul-
tures meet,

NOTE: This course is designed to include students with varying depths
of experience or study in the social or behavioral sciences. For
convenience, Activities and Readings are listed immediately follow-
ing the pertinent content. Readings are keyed:

F Recommended for faculty
AS Recommended for advanced (experienced) students
ALL Recommended for Faculty and all students




1, THE URBAN COMMUNITY

This part of the curriculum seeks to give the future teacher an under-
standing of the city as a way of life, a set of values, which people
seek to realize, It is a physical environment, a group of people,

and a complex of political, economic, and social imstitutionms. The
pupils encountered by most new teachers come from the urban commun-
ity. Consequently, a knowledge of the urban community should enable
the new teacher to cope with what might otherwise remain an imponder-
able situation.

1.1 The Cultural Component

The city must first be understood as a way of life or as a com-
plex of many ways of life. Within it, men perceive the world in
a particular way and create distinctive patterns of behavior.
People of many different cultures come into contact and sometimes
into conflict. A study of the cultures of the city prepares the
teacher to perceive each child within the framework of the cul-
ture and value system from which that child derives. In this
manner the teacher learns to see the world from the viewpoint of
the child and to teach the child in terms of the things that make
gsense to the child,

1.1.1 Significance and Role of Culture

The primary concern of this section is to sensitize the future
teacher to the significance of culture and its central role in
human development, in communication, and education., Culture is
the sum total of the ways of believing, thinking, feeling, and
acting which constitute one's way of 1ife--the way of life of
the Japanese, for example, as different from that of the Mexicans;
that of the middle class white as different from that of the
Mexicans; that of the middle-class white as different from that
of the Negro. '

Initially, the student teacher must be made aware of his
own culture. This is best done by skillful comparison of his
values and way of life with those of other peoples, (Culture
i{s learned. The variations in behavior are understandable in
terms of learned patterns of social behavior, not in terms of
differences in biological heredity. If prejudices, discrimina-
tions, and insensitivity were inherited, a course such as this
would be useless. Fortunately, since culture (values, goals,
behaviors) is learned, people are capable of changing their
patterns of belief and behavior.

E Activities

1, Observe a short sequence of unfamiliar behavior. Write
factual reports (without value judgments or explanations).
Several student reports should be compared,

2. Report on one incident observed during the first visit to
a clagsroom or a soclal agency. Compare the reports of at
least three student observations of the incident for errors
in perception or for evidence of cultural blindness.




3, Seek out people from other cultures who have come to the
United States; interview them on their experiences with
American culture. Similarly, interview Americans who have
had experience with foreign cultures. (This latter requires
perspective and caution, since there are varied reactions
among Americans to foreign cultures.)

Readings

F,AS Arensberg, Conrad, and Niehoff, Arthur. Introducing
Social Change: A Manual for Americans Overseas. Chicago:
Aldine, 1967, Chapter 2, "The Concept of Culture,"

F,AS Hall, Edward T. The Silent Language. Garden City, N.Y.:

Doubleday, 1959. (PB R204)
Excellent description of nonverbal communication

through culturally defined signs. i
|
|
|
|
|

ALL Kluckholn, Clyde., Mirror for Man, New York: McGraw-
Hi11,1949 (PB35071) Chapter 1, "The Concept of Culture."

Classic presentation of concept, Gives a clear, well-
organized definition with vivid illustrations. Complete
work recommended for further development.

AS Kroeber, Alfred L. Anthropology: Culture Patterns and
Processes., New York: Harcourt, Brace & World, 1963.
(Harbinger, HO18)

More advanced reading on personality formatiom through
the communication of culture. 5

AS Linton, Ralph, The Cultural Background of Persomality.
New York: Appleton-Century-Crofts, 1945. -
An excellent description of the formation of personality
through the communication of culture.

| Films and Other Materials

t 1, Any of the great documentary films could be used conveniently
:

i

here: Flaherty's Man of Aran, Nanook of the North, or the
Japanese documentary by Shine, The Island, to cite but a few,

2, Other films which may be used to illustrate different cultures
are: Black Orpheus (Orfeo Negro) (the Carnival in Rio);
Roberto Cavaldon's Macario (the study of death in Mexican
culture); or the Mexican quartet, Raices.

3., Edward Steichen's The Family of Man is a photographic pano-
ramawhich car serve as a means for examining human experience
from all parts of the world. 'The thematic approach of
Dr. M. Opler might serve as an illustration of one scholarly

§ approach to understanding universal problems of man, Shanker's

Weekly, an Indian magazine publishei in New Delhi, has an
annual children's art competition illustrating the drawings
of children. This might be compared with the Japanese film,
When Children Draw, for the similarities as well as the dif-
ferences of children's drawings from one culture to another,




1.1.2 Cultural Similarities and Differences

Some basic cross-cultural study must be done to give the student
a sense of the significance of other cultures to the people who
belong to them, and to provide an understanding of the ways in
which cultural institutions are integrated, Descriptive material
{1lustrates the differences among cultures; analysis enables the
gtudent to understand why the differences exist, With developing
insights, the universals--common denominators basic to all cul-
tures--should emerge. The student should attempt to integrate
what he learns now with the culturally-rooted differences he will
be likely to encounter in the classroom,

Activities

1. Demonstrate that one can use ingenuity in coping with what
might be encountered.

2. Demonstrate that even in a culture with different language,
different outlooks, and different values-~-much sharper
differences than those to be encountered by the teacher--