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PREFACE

The Program for Educational Opportunity is a univer-

sity-based institute designed to assist school districts

in the process of desegregation. The Program, based at
the University of Michigan, was established by the U.S.
Office of Education pursuant to Title IV of the 1964
Eivil Rights Act.‘

Besides providing in-district services on request
and w;thcut charge to publlc schools in thé six state
region of Ill;nsls; Indiana, Michigan, M;nnesata, Ohio
and Wisconsin, the Program aﬁnually conducts a series
of conferences. During the spring and summer of 1972,
four conferences were held at the University of Michigan
in Ann Arbor, covering topics of critical importance to .
school board membefs, administrators, teaéhers, students

‘and community. These conferences were entitled:
Developments in School Desegregation and the Law

The Personnel Director in the Desegregation
Process |

MultlsEthnlc Curriculum and the Changing Rcle
of the Teacher

The Role of the Principal in the Desegregation
Process

R e <L B P e



iv

The Program has transcribed or received written copies
of the major presentations from each canféfénce and is mak-
ing them available to anyone interested in the pursuit of
equal educational gppcrtunities;

To the cousultants from prafeési@nal associations,
governmental adgsncies, university EGﬁmunitiés, and prac-
ticing educators and attorneys, the Program expresses its
appreciation for their sharing of experience and dedica-
tion to the proposition of equal educational opportunity.

Special appreciation is due Dr. Wilbur Cohen, Dean of
the School of Education, for his continuing interest ané
support of the Program; and Henry Johnson, former Associate
ﬁirectar of the Program and now University ViGEEPIéSidEﬁt;
for Student Services, for his participation in the devel-
opment of the conference series.

Finally, contributions of the below listed individ-

conference series and these proceedings are aéknawleagea-
Dr. Charles D. Moody, Sr., Director -
PROGRAM STAFF: 7 :
Charles B. Vergon, Assistant Director
Maureen Sims Black, Graduate Assistant
JoAnne Coble, Graduate Assistant
Alva Keith Guy, Graduate Assistant
John Taylor, Graduate Assistant

SPECIAL CONSULTANTS:  gyen Baker, Consultant
Grace Green, Consultant

Jean Leonard, Consultant



TRANSCRIPTION:

EDITORIAL ASSISTANCE
AND LAYOUT:

Marilyn Burgard
Mary Moles

_Joel Wyatt

Ann Alvarez
Paula Leidich

Christella Moody

Rufus King
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INTRODUCTION

The Conference on Multi-Ethnic Curriculum and the
Changing Role of the Teacher, held July 10, 11, 12 and
13, 1972, was designed to explore concepts of mulﬁia
ethﬁicity and its implications for developing curricu-
la and modifying the role of tae teacher to respond to

changing meéds.

Major copics of Ehé conference included investi-
gating the rcle_af various ethnic éraugs in determin-
ing curriculum, identifying the role of the school and
the teaehér in curriculum development, discussing hnu-
manistic approaches to the teaching and learning pro-
cess, and determining guidelines for integrating atﬁ—

nic content into the curriculum.
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EXPLORING CONCEPTS OF MULTI-ETHNICITY

Geneva Gay

Since the Supreme Court ruling of 1954, which, theoretically,
eliminated dual school systems, educators have been facing a
perplexing dilemma -- how to make educational experiences most
relevant and beneficial to all students in multi-ethnic classg- 3
room settings? During the short span of seventeen Years we have
seen the rise of many new, and often confusing, redagogical con-
cepts concerning the dictates of multi=-ethnie education. Among
these are compensatory education, cultural depr tion, minority
studies, cultural differences, ethnic sﬁudiés, and cultural plu?
ralism, Undoubtedly, many of these new conceptualizations of
teaching strategieg emerged out of _he sacial— political and econ-
omic activities of ethnic mlﬁﬂrltLéS to redefine their identities
and status in American sacléty $hus, the euphuistic maxims,
"Black Power", "Brown Power", "Red Pswér"f and "Power to the
“Pe@ple' which demanded more equitable treatment far ethnie
mlngr;tles, profoundly affected educational ;nstitutlans, esp-
ecially social studies and humanlt;es curricula,

The vear ;SSS 'signalled the Eeg;nning of a new stage in
this pPerplexing problemn. It began with Black students demanding
more déé;g;gn-mak;ng powers far Blacks 1n the institutional structure,

realistic and ré;evant 1earn1ng éKPEIlERSES, and other curriculum

_ - -5

Dr. Gay is Actlng Ehairman of AfraﬁAmerlcan Studies at the g
, University of Texas at Austin. - 4




chianges which r%fl;ct%é their béé%gf@ﬁnds and embraced t
pésitivé contributions of tﬁeir cultural traditions. VTk
changes wﬁulécénhanae Black identity and improve academi
fomaﬁgéf and Black students would become self-actualizi
individuals. They were soon joined by similar demands £
Native Rmericans,-ngiganeéméri:aﬁsj and Asian Americans
Eéu:atiégél institutions found themselves in the mi
a disturbing dilemma. They were still deeply involved i
educational experiment, compensatory education, which ha
in 1959, and suddenly, without warning, they were beaing
re-—-examine the validity.@f this concept as a feasible ap
té-ehu:ating'minafity youth. The history of education p
no precedent for this turn of events. Never before had

minorities dared to ask anything of American schools the:

J=

willing to give, least of all daring to questién the ten:

of established instrugtiaﬁal Procedures, and aémanﬂing t]

¥

to determine policy.

‘Compensatory education, an expensive and dismal fail
was founded on the concept of cultural degrivatién; This
was primarily the creation of educational psychologists.

grew out of the data that had been compiled by social Sc:



réééafﬂhéfs about Black Americans (e.gl;'Eettigrew.'lEE4;f
Fraz;er, 1940- Myrdal l§44 ngnlhan, -1965; ~Jensen, 1969).
Ihey v;ewed Black l;féstyles as pathalcglaal distorted

;f manlfestatlcns gf malnstream ncrms_ Ihéy déSﬁrlbéﬂ Blacks as

'wh;tes, -lacking the attributes of a cultﬁre, and as cnlldllke"
'iéfeatu:es who were, atrbesﬁ : exaggerated,Amerlaanéih

- The méjar premlse af cémpensatary educatlén was. that
mlngrlty students Were unable to succeaﬂ acaéem;cally in schﬂél
lﬁbécéﬁsé of éérté;ﬁ déflC;éﬂCles, tracéablé to thélf env;r@nmental
éxpérlencengfeviaus to entéring schécl Amcng these deficie ciéé

? were retarded language develépment lack Df mgtlvatlgn and

L 1n1t1atlve, pacrly dEVElapéd Ecncaptual Ekllls, llmltéﬂ

~chcabularies ana the lnablllty tc speak 1ntelllglbly. White
chlldren were well grcundeé ln schgal "kngwahcw" and suceess'far
‘them was'lmminent- There was no reasan, then. to worry about

-alterlng the;r echatlénal programs in any way. Rather. it was

'r;the "alsadvantaged " "culturally deprlvea " minarlty ycuth who

';”néeﬂed enrlchlng ccmpensatlanal exparlénces so that they would

"fnat hinder the continuous Pragréss of white m1ddle=class
chlldren once they enterea the same classrooms. Therefcre, the

o flrat attémpt at cancaptuallzlng multl—ethn;clty blamed the

SRR L TR S Y
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miﬂcriﬁy child fér hié failure, placed the responsibility of

chénge upcn-gthniqiﬁinoriﬁy students, aﬁa demanﬁed‘that the

| éhange be in,thé ﬁifeﬂtiaﬁ of white middleﬁgléss normality.

rﬁa.attemrt'was'gifen.té changiﬁg ﬁhé insﬁitutién or the basic

structure of school éﬂfsiéuié‘tc accémmaﬁaﬁetheseghildreni
Gtﬁérrmajgr'aESumPticns ﬁndetliniﬁé the principles and

programs of cultural'éeprivaﬁién and écmpensat@ry education were i

(1) the environmental experiences of minority yéuth,were'detrimentalf

e LB 4 o, WA 1L AT e e L B e s et e
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v té_échieving aéaéemig"sgceessf (2):ethhic”min§ritiés’ lifgstyles.l
. did not éénstitﬁtéiéigtinct, viaﬁleAgultural‘éntitiész (3) min@riﬁy
youth écﬁlﬂ be sﬁccessfully‘assimilatea inéé thé,midélefclass: ]
Griéntatian'cf'SEhacls thréugh-chPenéatary_prégraﬁs=éesigned to |

‘eradicate the intellectual damages ﬁéneiby?their iﬁPaverisheﬂ

, énviienmenté; and (4)_diffafeﬁcgsbwgre é§nGnmeﬁs,With
éefiéieﬁcies,Impiicit~ih’these g$§qmentsis an affirmation of S
the melting gct ideclagy. If,the,deficigncies of minority youth
could be ccrreéﬁea and their arrested intellectual growth |

?eaetivateﬂ with “catéhup‘pr@grams," then the busineés of scﬁcals

in aducatiné youth could proceed as usual.

- Black and Othe

r 'Minority Studies Programs"
By 1968 it was evident that the promise of compensatory

education had not materialized. Miﬁ;:ity'students still failed



academically. They,ccntinuéd to fall further and_iurther behind
théir white ﬁidﬂle-ciass'céﬁnterpaits_as the sehcaliyears
chgféséed; A few-zéufagegusleaugatc:s-éffered tentative
sﬁggestians that maybeéﬁeccncept of cultural;deprivatian was
uﬁscﬁndi Elacks; chicancs,vané Nétive Ameziéans-began to accuse
educatiana% insﬁituti@né and their Peféannel cf-pfactieingi
fécism and %ramﬂfinggénééidal activities agéinStfthém_ Most -
‘of the aieﬁharﬂadvécatés held on steadily to their conviction -

that:éiveﬁ a little more time é@mpgﬁsatéry_édugaticn would prove

successful. But tha pressure of students' demands won out in the

end. &

By 1969 many eaucatiénélvinstituti@ns.had antergaravneﬁ
Ephase éf thé dilémmai Min@riﬁy‘studiés p:cg?amécf vaiiéus
kindswere'intrcdu;ed——first Blé:k‘anﬁ/aﬁ AngQAﬁer;gén_stgﬂies;
then studies of Mgiican¥Aﬁe:icansrand cther'épanishmspeakers,_
aﬁalfinally Native Americans and Asiénfaiériéans studies.
Theée ?régramg‘vafiéa»in kiné aﬂd Seg§ae_<'Thé range-épreaa from
sugglémentary uni£s>tc existing social studies and literature
curricula, to:separate caﬁrsas,!te a series of courses.
However, the générai'gcliéy adéptéd bymcsﬁ'ipstituticns which
réspsnﬂeﬁ'tc the démandsrwas to revise éxisting sagial studies

and literature curricula to include more information about

E st A St s ek e L



ethhic minorities, or to establish what they called "integrated
curricula." Examples of the kind of rationale and philosophical
" justifications that w%re.used'féf.aréating-mincrity'studfés

prégrams can be féuhd in the ertlngs of erght (1970), R@b;nsan,

Foster. and Ogilvie (1969), Elasslngame (1971). Black Stuﬂles 1n

theJSchgg;g (197c),,and,thev§§§SP;§plletig’(APril 1970) .

‘Tﬁe canceﬁtual1framevark—;differ§nt éthnic gr@upﬂ' chf
ttibﬁﬁi@ns tDiAméricéfs'§réaﬁﬂ355iésﬁAwhigh the various minority
'.‘stuaiéé pregraﬁs-ﬁaé basga,,sgémé #é be-a‘séﬁﬁé ?hiipsépﬁy ?Qr.
selecting_cﬁrriéula céntent and developing iﬁstructignaiv
strategies. Previéus té:thé farmatiQH Qf'this concept, fesearch
studies (e.g., Eaviﬂsan ané Langpilgéﬂ--Rﬁsenthal ana-JécéBSGn,

1968; Stcdclsky and Lesser, 1970) had . been cgnducted whlch

Aprav;deﬂ éVldénea that a stuﬂent 8 academlc Perfarmance is dlréctly

related to (l) the péréeptlans he hclﬂs of himself and (2) his
'teachers'rgérgegtlsns of him. -clark and Clark (1950),
 Goodman (1952); Grossack (1965); and Kvaraceus (1965) studied
rééial attitudes aﬁa,séif;égnéept55gf”Black aﬁdrwhiﬁé chilﬂrén.
‘They found that Black children had.canfuéed?raéial identities,
?reféfring whiteness over blaEkness, aﬁ§ éénséqﬁently, hela.
négativé salfscaﬁcepté. Banks (1970- p. 8) explalnea further

that, "in our scclety we acqu;ra ldéﬂtlty from other:human be;ngs

N,



who are 'significant' t@zus and incorporate it within cursélvgs,
ﬁé validate our iééntity"thraﬁgh‘the evaluation of those who are
-influential in our 1ivesi" Mény ;f-these hsigﬂifieant others"
ﬁere found in Schgal.cufrieulé.' Théée!"hézaes" becéme ﬁédels of
behavior for students to emulate. 77 ' , , %
If the ultimate’gcal of educational ins%itﬁtiéns‘is to |
improve the academic gerfcrma of ﬁlaekvgtuaants, and if
apademic.pérfarmance.couldhe'impravédvby ﬂeﬁglsﬁiﬁé positive ! §
self- cénﬂepts, thenwitrféilG#s iégizaliy_ﬁhat<sch@alé should
,Et;ive‘té 1mpr§§e the Selféébncegts of Black‘yguthi This

objective could be achieved by including more information about

Blacks in school curricula and textbooks. The same argument -

held true for other ethnic minorities. 1In this way minorities

stuéiesrpr@gréms were merely extensions of the principles of

compensatory education since curriculum content was selected i
to "compensate" for or ameliorate the négative selfec@ncepts.

White students would also benefit from such pragrams because

L S L, i s

they would see, prcbably for the first t;me. that Elack5

maée slgn;f;cant cgntributiens to tha ﬂevel@Pment of American . |

o e g i s vt

culture, and, subsequently, change their racial attitudes about

these ethnic minorities. |




Some progress was made but the results were not astounding.

After having experienced a Black Studies Program, Black students'

self-concepts improved, and white children's aﬁtituﬁes.t@wari
Blacks tended to chaﬁge Pgéitively. Academic pérférmancévan the
- whole ﬂid_ngt improve rémarkably_aithéugh thgre were some
noticeable changes.

Little wonder that ‘teachers were apgalléd to find that the
ﬁavelty of thls apprcach seeméé dull.' Black. stuaents gct tlred
of memorizing heroic feats Gf famaus Black Amerlkans and were
anxious to know "when a;e we géing to get éffvthis‘subjgét3"
Wha% had begun as an infallible ﬁétivatiéna; aeviég_déélinea
rapidly in effectiveness. Minority %ﬁuéeﬁtsrﬁgntinued to fail
gcéﬂemicaily ané ‘to feel disillusiéﬂediaﬁa alienéﬁed in Séﬁgéls;

Blacks and ather ethnlc m;rarltlas demandéﬂ that th21r

cultural herltage be taught hanestly ‘and  in depth._ They.recéiﬁéd;

glnsteaﬂ superflalal ana hlghly SElEEthE treatment of a few

historical pars@nalitigs._'Eéé§1e WEra.chéSEﬁ who did not deviate

too far from the white norm of acceptability. Thué,'Eénjamin

Banneker, Charles DreW,gani.ériqus,éttu;ks were added to the

list of "famous Negfgeé,"'but Malcélmixk Nat Turner,‘ané.Eldriage
¥ .

‘CIEéver were only mentioned inzgaséing, if at all. wNative

Americans were no longer described as wild, fierce, savages who

g T e, S



maséacréﬂlwhite'Séttlefs, but neither was the true story of their

displacement from th i¥ native 1andsfanﬂ the gan@ciae-cammittéi

against-thém'éve: told. The Battle sf the Alamg was no lcnger

. the tale of Mexlcan band;tas cruelly ambushlng and slaughtering

a few brave Texans, but naithér were'thé datails of the American
gévernment's v1alatlahs of treaty with Mexlcans and the theft

of th31r 1ands fully dellneated VIﬁ'eése -e the concept of
"minerlty gtuélas" and'its esncamitané'prcgraﬁs'wére merely tﬁkéﬁs
Qf appéasément to ease tha pzessura cf aemands fram d;senéhantea

and dlsgruntled stuﬁents. They 1nterpretea hlstary and culture

as being synonymgus, created ;lluslgns af prsgress in the

’tréatmant of mlnarities‘in'taxtbg@ks'and:s:h@gl curricula; and

corrected some of the most giafing'cmissiéns,imistakes,'ana

dist tanE, but fa;led ta make any substantlve changes in

'explalnlng the story of Amerlca 's growth.

The majoxr pcstulates of the :cncegt cf "m;ncrlty studies"
éld nat dlffer s;gnlflcantly frcm thgse of campensatary educatlcn.
The crlentatlcn Qf teacher ndrmatérlals was still t@wafé the

ideal of Amerlca as a.cultural and rac;al malt;ng pgt even though

some- blem;shes on th;s lmagé were ackn@wledged. ‘True, thgrmélting

pot had not worked perfegtly in all instances, especially for

.-

minorities of color, but it was still a bésically sound premise.
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With Perséverancé;va little practice, and hard work, Blacks

as well as other people of color could make iﬁ into America's
mainstream. AIn the meantime, the inc@rpgraticn_éf the study

of minorities into ¢lassroom activities anarlearning‘éxéeriences
would (1)ﬂ§r§viﬁe aﬁaﬂditianalmaﬁivaticnal stimﬁlus for
minority peoples and mahe the transition ﬁ@ the iainstream
_easier; and (2) develop better racial'attitudes in whité studepté
and make them mcfe*reeepﬁive to including mig@rities-inﬁég'
mainstream society.

ﬁeﬂagagléally, émphasls cgﬂtlnueﬁvté focus on Slmliarltlés

among Amerlcans ~ Racial identity was mérély a matter of birth,
inécnééquential in the dynamics of Ameriéan society. If
dlﬁférences weré‘acknawledgeﬂ ét all, they were ée—eﬁgha51zed

and attributed to ecangmlcs aﬁd class not. Ethnlélty and culture.
To émpha51se d;fferenﬁas was to invite palarigatlﬂn té applaud
‘similarities was to lnsu;é ha:m@ny. j
‘No majgrvchanges were initiated in the preparation of
| teachers and the selection of teaehlng st:ategles_ Aﬁminisératérs,
supervlsafs, and teacher trainers Felt ";an‘teaEhériean teach

at all, she can teach all.kinds of ch hildren." " Admlttedly, such
teaching strategies 35151mulat;@n, anulry, role playing, and

value clarification came upon the scene, but they did not
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résult:fram,thé dictatéaraf mlanlty studles pragrams.é Har
'were they emplayed as navel appr@aches to teachlng mlnerlty
studies effeatlvely. The ccntent was prlmarlly 1nf§rmat;cnal
and teachers rel;ed heavily upan traalt;enal teaching
methéialag;és such as expas;tian.

The substantlve content of the brﬂader schccl curr;culum

remained largely as it .was- p;;cr to the advent ef Black Stud;es

and 1ts ether counterparts.v Amerlca was still partzayed as the

hgme gf the f:ee and the brave._the laﬁd Qf gppa:tunlty and
plenty, anﬂ thé earthly parad;se fa: the wcrld's aQWﬂtradden.'
Education antinuea tc'bé-aavertiseé as a“séé;al panacea far
asglr;ng members of %thnlc mlnarlt;éé. Such 5931etal raalitles
‘as racism, peverty, the mythalagy af raclal harmany, and
cultural hémagen21ty were 1argely égcluaed fram censideratlan
under the "mlngrlty studles" appraach tc ecnceptual;z;ng multl-

athnicity.v

Ethnlc Studles
Thé mast recent’cgnceptualizatian af multi-ethn;city in-
=educatlcnal pedagagy, and the one ‘which is currently in vﬁgué
amang many educatcrs is "eﬁhnig eéueétian“ af."eﬁhnie étudiesi“
It encompasses the. anthrapalcglcal cancepts cf culfﬁre,‘

1cultura1 pluraiism, and cultu:al relat1v1sm. The sﬁppa:tive




tenets of the rationale of ethnic studiés are found in the .
research data of éultufal anth;égglggists;-sécial linguiétsi
saéiélggists; féikl@ristg. and.histériagg who é@ntéhd that the
’11festyles of ethnic mlnsrltl‘s do lndééa constitute distinct
and viable cﬁltural»entities. The arguments of educators sﬁgh
Aas Banks. (1971a; 1971b; 1972), Banks éné~@rambs!(1972); Gayjr
(1970; 1971), Abrahama (1971), Baurgealsi(lQTl)g Gurrea (1972)
Ee;sh (1972), Feldér (1970), Se;am ané Selam (1972),:and
Jacobson (1972) Fravxﬂe a pedagag;cal ratlanale for 1ﬂent1fylng
the impératives of ethnic studies education and strategies for
its successful imglemehtatiénrin-the ciass?acm;! This appf:acﬁ
to multisetﬁnicity ﬁas designed to reég@ﬁd.t@ the pieas of -
’ethiigrmincrities for eéu:atisnal{institutiéns ﬁé‘ﬁruiy honor
their ﬂiversity_r
ihere are‘several approaches to énalyaing "ethnic studies"

as a distincti§e :éhceptualigatian af:multi—éthnicity- The '
simplest wéy is to think of it as an exten31an of "mlnéIlLY

studies" grﬂgrams. Inltlally, school dlstzlcts segking

‘Wthh wguld refléct the Eﬁ;ﬂlﬂ ccmp651tlan of thElr particuiar
populations. Therefore, sincé theré were no Chinese or Japanese

living in Austin, Texas, the school district saw no need to

\




aifér courses about these ethniec groups. Black and Chicano
Studiesvwere created in$téad,'Since they‘weré ﬁégresentaﬁivé
of the‘raéial cgmpasitigﬁ éf'tﬁe'state'DfATEEés. Slmllarly,_
ﬁﬁe Akron (Ohio) public schéals found ;t uﬁtenable to ma};e
A~ény special éffarts to téach chlnese,rjapénése Chlganc and
Native Amerlcan Studles, 51nce thelr ﬁresencé in the local
population was v1rtuaily ncnex;stent. Thé new’ céncept of
éthniE'stuﬁiés Suggest” lnsﬁead that‘all schcal ﬂlstrlcts
éh@ulé include infcrmatign abgut_gié ethni; mingfi#ies~
irrespective of whethar or not they are presently reslﬁentsgéf
Athe distrlct. Thus gtudents would hava greater appcrtunlﬁ;es
to brgaden their educatlanai experlence by studying the cultures
of Gtherréthnlc grcups as well as thélr Gwn. Accgréing to" |
Banks (1971b; p. 115) thére is no b%tte: way éfkciaérly'
"Seeing:DErEEIVéS than by stﬁdying,éﬁhérs.“ |

| Secandly, ethnic studies may be viewed from the standgg;nt

Df what klnd Qf content gges into the maklng of an Ethnic Studies

Program. Banks (l§71- p-. 13) says that "athnlc minority

:studles consist of the scientific and humanistic analysis of the
unlque Qulture and 1nst1tut;ans within . the mlncrlty ccmmun;t;es.
cay (1971- pp. 111-112) suggests that

"knowing abgut the minority person's historical -
blcgraphy is 1mgcrtant but anWLng him as he lives ~~




‘how and why he thinks, behaves and perceives as
‘he does--is crucial to understanding and
accepting the essence-of his cultural identity.
Furthermore, ethnic studies programs must give
as much attention to 1dent1Fy1ng, analyzlng, and
clarifying racial attitudes and values as to the
-.acquisition’ af factual 1n£armat1an abeut ethnlc
'n;ngrltles.' :
‘ The pragrams must ccncantrate on how these -
princigies operate within the cultural context

of the specific. ethnic group, instead of presenting
- structural frameworks as Earc31vad by malnstream '

norms. " : : :

'Theée appfaachés tn teach1n§ muit;—ethnic;ty aistinguish
 bethen culture and hlstary, and canceptuallze culture
anthzgpﬂlcgigally- culture_is,éefinedias E'EEQPLE'S way of
be—iﬁglaﬁd bagcﬁimg,,inelusi#é of theiS;belief systems,
behavioral patterns, gammﬁnigatiéns;s;ylas, artifacts, common
heritagé, world perspective, and other ways of ordering things.
If athnic stuaiea prggrams are to téach the tctallty of the
aultural exper;ences af minnrlty gfaups. they must be ;nter— '
.dige;gl;naz;anrand';nclude nat;anly h;stary,and 11teratu;e but
_Vféligian, f§ik1gré, ﬁugie,“ggyghglagy,'éﬁd=§§mﬁuﬁicétiqﬁ,
'saéiaiiSatian,.énd'eneultﬁfatian ngcesses as“weli.‘5Thay
should provide for both the aequL51t1an and appllcatlan of
kknawledge, the cagnltlve anﬂ tha affactlve d;mens;ons cf
learning. The princ;p;es af such behav;aral sciences as
sociology, psfehclagy'ané cultural anthrépalcgy shéulé-bg used

as tools for providing a wider range of learning experiences.
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The objectives and goals éf instructional Pﬁagrams can
also be uséd EQ asceiﬁain whether thef meet the criteria of
i"ethnia studies." If the objective is'dnly'tg ﬁr@vide
inf@rmatigﬂ about éthﬁié gr@ﬁgs! guch programs aré,moré 1ik§iy

- “ .
to be "minority studies" instead'af~"éthnic Stuﬂiés." As"

identities; (2) develgp-scclal and pﬁl;tlcaifagtlv15m§ ané“

(3) develap skllls and strategles for leeratlng themselves fr@m,

the @ppré531ve farces of raclsm. Ecr_bsth white .and ethnic
minority students they should (1) provide reliable information

about the cultural charactér;stics of ethnic gIDEFSf'(E) examine

. x
the ﬂabilitating’effects cf racism; and (3) provide agpartunlt;es

to 1ﬂant;fy, examlna. and clérlfy their racial attltudés énﬂ
values relative to cultu:al dlfferenées-and cultural relativism,
The éultural plurality of American society is éhe gteéemihent
Grienﬁaﬁiéﬁ in this view of ethnic studies, |

Finaily, ethnic studies may bé éerceiveﬂ as a peaagggiéal
device for teaching minority youth vis-a-vis their own cultural
perspective. iﬁ ﬁhis particular inﬁérpretatidn "ethnic studies"
and "cultural context téachiﬁgﬁ aré syﬁgnYmausi Thé emphasis

is not so much on whaﬁ is taught but how it is taught. The

i i e B3 e e
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mina:iéy students so well that she is able to allow the

.cues her students radiaté (as man;fést ad - classroom bel
téﬁéiétaterhér:giassrgqm,béhavlgr anﬁ selec ég_sf conter
learning activities, and graphic illustrations, is activ
linVQ1v§§*in éfhnié téa:hingf_'She is'making'he:_ccuréé ir
iana_rélefaptlﬁyrbrihging the-cantentintatheexistentia]
§xperient151 réé1mQf'théjstudants, and the:eby émpiéy ing
-ﬁultﬁtél¢§nt§$t:t§aching;- '
AﬁareArealistiEwayzafuﬁderstanﬁiﬁg“ethni§ stuaiE
a_can:e?tgalguidefarteachingabautmﬁltiaethnicityis
Eereeivé'it'as;béing.i’ﬁlu51ve gf all of the abave analyt
'interprétatiéﬁsg, of all the concept stﬁaﬁ_héve-been:usec
fré;sﬁtlyf%ﬁhé'ﬁeiting pst»théﬂry,cuitﬁral éegfivatiéﬁ;
"minarity'stuﬁiesgﬁeeitappearstQ bethé-ﬁﬁét fa%éible.
' cgm§reh§ns1va énaﬁgh ta-inéludeEﬁsmu;tituﬁeaf_atﬁniéit
It encompasses the- affective as wél1fés the cggnitive'd§K
learning. ;Itdemandsnaveltaachiﬁg_sﬁraﬁégiés; ‘Iﬁféall
Vdgéultg:alizing étuﬁénts,byrﬁaviﬁg,Ehemdsg:iauslyregamiﬁé
traditional valgésirﬁé;iafs,5gaals; myths abaﬁt $méfi;a;
as cultural h@mﬁganéity; the m%ltlng Pat,‘aﬁél“aiffsﬁénEE

éahééxags_“ ’It a1laws for exam;n;ng sa:ial realities suc

ragiSﬁ,'gglaEisatien,,anﬂ,egltu:al-Plﬁraligmi: It encours
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activism to produce institutional change. It calls for con-
ceptualizing culture in terms of operational behavior. Tt
facilitates skill devélgﬁment, reflective analytical thinking,
decision-making processes and behavior change. Most importantly,
it enhances a greater sense of self, develops greater humanity,
and prepares youth to live more effectively in a culturally

pluralistic society. N
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"Teaching the Black Experience: Suggested

Approaches and Available Materials”

Objectives

Distinguishing between culture and history.

Dével@ping insights into the essence of the Black
cultural experiences.

Understanding the operational aspects and social
dynamics of Black lifestyles.

Idernlifying criteria to use in selecting content
materials for teaching the Black Experience.

Examination of characteristic features of Black
culture,

Approaches to Selecting Curriculum Content

Ai

B!

Historical realities

Thématlcaspérslstent recurrent themes in the Black
experience, such as Black Rage, depersonalization and
dehumanization, 1nv1slb111ty, struggle for freedom,
etc.

Racism and its determining influence upon the lives

of Black Americans.

Using an interdisciplinary approach to content so as

to achieve comprehensiveness.

Experientialism--focus on the dynamics of Black
culture. :

Cataloging historical epochs and cultural achievements.

S VA
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Teaching Strategies
A. BSociodrama - simulation - inquiry.
B. vVvalues clarification

C. Appealing to both the cognitive and affective
domain.

D. Activism

Avai;ah;gfgagag?;gé from which to select content
materials.

A. Autobiographies - Microcosm of Black culture
B. Music

C. Communication styles

Expressive dimensions of
Culture

D. Literature
E. Folklore

Ff Soul Ideological Conceptualizations

G. Black Power ©of Blackness

H. Socialization

I. Vvalues hﬂt

J. Religion Behavioral Dimensions of
Culture

K. Black Paychology

L. African heritage

M. Slavery

VHistarical'férmative

N. Discrimination and Migration - -
, forces

0. Racism

ot b i ibe gt ke e
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THE MULTI~ETHNIC CURRICULUM -~
A MINI APPROACH FOR A MAXT PROBLEM?

Ramiro C. Gonzalez

Although I am extremely ﬁappy'ta see that the multi-
ethnic curriculum concept has generated interest among’
our educators, I fear that many may view this approach
as the long awaited panacea. Morever, there exists the
trembling thought that the milti-ethnic curriculum may
only be sequential in nature. By sequential I am refer-
ring to a'ér@gram that is here today and gone tomorrow,
then replaced or followed by another "better" program.

The State of Michigan has yet to gain a reputation
as a "doer" in school (Rslz)_pr@blemsi It has encour-
aged or iﬁtraducéd miﬁi—pragrams to solve maxi problems.
As these programs have gredi;tabiy failgd or have been
drastically reduced, they have been quietly phased out
to be later followed by a "better" program. All in all,

each program is expected to face insurmountable odds

Mr. Gonzalez is an Admissions Counselor at the University
of Michigan, Ann Arbor.
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and to survive under the following conditions:
1. an alarming drop-out rate among minority
school youth
2. general racial problems

3. lack of in-service and pre-service train-

ing for ‘teachers, counselors, and administrators
4. an embarrassing supportive service mechan-

ism geared toward helping the student on

dlfflcult subjects as well as aigustment

5. negative attitudes toward minority youth
among students, teachers, and administrators

6. high absenteeism and general disenchantment

with the school systém by minority students
7. under-representation in school systems where
there exist laryge ethnic populations
An enthusiastic and conscientious observer might ask
why a mult1=pr@ng approach -- simultaneously improving the
curriculum, teachlng methods, general racial prablems,
supportive services, attrition rate, etc. -~ has not re-
Plaéed'tha sequential method of eradicating or improving
:existing educational problems. |
It'is obvious that the educational system has never
properly responded to the minority group youngsters. VMDrEE
over, I personally perceive the Michigan Public Education
System as seeking to solve the minority problem (with se-
quential prcgrams)_by expanding and doing i;"1:;@1:.ter“ what

. it has done in the past == déing what hasn't worked before!
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I suspect that the multi-ethnic curriculum concept
is to a large degree aimed at those minority groups who
have a history of being exploited and systematically ex-

cluded (or neglected) from many of the services and rights

guaranteed for all in a predominately white SGCléty Two

nat;céable examples are educat;gn and employment,

Another focus of the multi-ethnic curriculum, I sus-
pect, is the textbooks. an astonishing number of text-
books have not adequately represeﬁted-minarity groups
or delineated the contributions with much emphasis. It
is not unusual to see depictions of minority groups in
settings of poverty, disease, unemployment, etc. ?I need
not elaborate on the negative effects of these illustra-
tions on the minority school child. Generally speaking,
these are some of the problems that the multi-ethnic éu;—

riculum must combat.

The Chicano Student

To gain some insight ingc the Chiéénc student and
how adeqﬁaﬁély he has functioned in our school systen,
I will skim over the Chicano experiences (X-12) in a
Michigan school setting. T find it appropriate at times
to elaborate on personal exgérienees or encounters with

the Michigan school system.
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Monolithic School System --
Diversity and Cultural Differences Not Wanted

Contrary to popular belief, the school experiences
are generally not enjoyable for Juanito. As early as
He first acquires a new name, "Johnny". The teacher re-
fuses to pronounce Juanito's reai name. Also, he learns
English rather quickly.. For if he speaks Spanish he will
be punished, ignored, or 1aughed at by his peers. The
first day of school is very traumatic and Juanito is un-
aware that the worst is yet‘ta come.’

As Juanito ages, his peers continue to ridicule him
while-the teacher naively commands the children.to be
quiet rather than explaining that Juanito has a rich and
different culture. Students laugh at Juanito's acvent,
Other students laugh at ﬁié round sanéwichgs (tacos).
Obviously, Juanito engages in many fights and eventuallyl
béccmes a "problem" child.

In high school the problems céntinﬁe to multiply.
Juanito learns that it is difficult to find sameéne who
can assist him with a few problems he is having in high
school. More specifically, he is having trouble ﬁith

chemistry, algebra, and possibly physics. The teachers

try to explain that they only have 10 minutes between
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with improving the school system.

Although school has been difficult, Juanito is as~
piring to go to é@liege! A guidance counselor, however,
alludes to the fact that college is an unrealistic pos~
sibility and that he sﬁ@uld consider being a mechanic or
possibly a technician.

As one might observe, the problems of the Chicano
student are manifold. I have described only a few of
the variables that the multi-ethnic curriculum must
deal with.

Again, I reiterate that the multi-ethnic curriculum
is a wonderful educational endeavor. But it is aiming
at only one of the many uncoordinated tentacles. Until
the State of Michigan realizes the seriousness of our
educational problems and réalisticallyrbeginé to improve
them, any one program will aniy be what I call an "eye
dropper approach" to extinguishing a ﬂancing fire. oOur
minority children are dropping out of school at a faster .
rate than we can generate enough concern for them. We
are living at a time in history when educational problems
must be dealt with under a minimum amount of rosy rhetoric
and boring statistics that teng to 1lull one to sleep,

children, and. not juSt some of them.
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Left: Dr. Geneve Gay deliver-
ing remarks on multi-ethnicity
as it differs from compensatory

education.
Below: Part of the George Nor-
man exhibit, "Black Odyss




WHITE STUDENES AND A MULTI-ETHNIC CURRICULUM

Abraham F. Zitron

"Joan says: 'black people ~- I hate 'em.' Stefan
says he'd rather Play with a white-man- than with

a brown boy (in the picture) 'because he's white,'
Later he says 'All T like is the white girl'(in

the picture). 'Not the black one, the white one.'"

"Norman says of a picture of a Negro boy: 'He's

a freshie. TLook at his face -- I don't like that
kind of face.' The face in question is hardly to
be seen, and what does show looks quite an unre-
markable medium brown. Vivien says the white lady
'is better than the colored lady' in the picture.
Billy looks at two pictured men (both ordinary and
unremarkable) and says 'A good man -- and a black
one.' Peter assures us. proudly: 'There are no
black people at my house.'" ’ '

[From "The Rightness of Whiteness", ]

The ‘above quotes are from one of the most careful

studies of the attitudes toward other groups of four and

Dr. Citron is the Chairman of Educational Sociology at
Wayne State University, ~ :
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five year old children ever made, a study by the
logist, Mary Ellen Goodman, of nursery Séh@é; chi
New England city. The study was published in 195
Here are some quotes from four year old whit
commenting on black and white rhotos, islls and p-
The area is suburban Detroit. Ruth Barbier, a Do
Eanéiﬂate under my advisement, did the gtﬁﬂy_ Th:
Spring, 1972:
"Because he's lighter and the other's da:

like lighter people.”

o
=

39.  "They're black! I like to play with whit
pPle because they're so nice. Whites are

57. "T don't like dark boys or girls."

den't like dark people."

R

53.
49. "Well I don't like...black...isn't my fav
oY .

23. "I'm not gaiﬁg to ‘invite brown faces. T
invite white faces."

37. "I think my momma doesn't want black peop.

my house."”
40. "These are black, and these (in 1cat1ng wl

are the right color."

47. "I don't like him because he's really blac
[Aesthetics]
(black) is ugly and this (white) is

14. “T;is Whlt% girl is pretty and tha gther a
looks like a cleanlng lady."




40. (Pulled out black puzzle boy and tassad him to
one ;;de) "I don't like him,*"

el 34. "The black man cheats, because I think he's

P trying to cheat now."

i
(¥

"The black man is mean, because his face looks
mean, " »

46. "The black man is mean, he's bad because he looks
it |

18, "Tha'hlack man is Mean, he has a bad look,"

Dver 70 per cent of the 68 children of our sample

made ‘remarks like the above while they were playlng with

or talking about the préjectlve toy materials.

Reared in a culture in which racial ideology is deeply
embedded, » white chlldren learn that skin color is ' -7
salient, and tha white children learn that light §
skin colors are accepted and associated with gagd
and -honored thlngs while darker skin colors are re- : ;
jected and associated with bad ;nferlar; agd fearful

'thlngs, '

The éigﬂs,,languége, rewar&s and punishments, behav-

1ars of referent adults, peer graup nerms and behav!
ior, all tell the white child that the people who
matter are his color. Children note. that almost al- -
ways white persans hold the pGSlthns of respect and
autharlty in the Eac;ety. ’

‘In a white sect;an of the ecity, in suburbia, or in .
the cauntry51éa (other than the South), all people
except some domestic workers and 1awn service workers
are white, _

[From "The Rightness of Whiteness",]




of the University @f Michigan,_sums up a serias of attitudé
samplings (1964, 1968, 1970) of whites toward blacks. as

follows:

. "It cannot be doubted that since World War II there
has been a massive shift in the racial attitu&es'cf
white Americans. This is demonstrated not only by

~the ev;dénce of opinion Pélls taken during thls per-
iod but also by the various acts of Congress, state
1eg;slatures, and munlclpathles intended to pro=
tect the civil rights of black pecple. This is not
to say that the white Papulaticn have come to a full
commitment to racial equal;ty and racial justlce-
the data from our surveys demonstrate how far they
are from that position. But there has been a cur-
reﬁt»ig white attitudes, away from the traditional
belief in white superiarity ar1 the associated pat-
terns of seg:egat;an and dlscllmlnatlén and toward
a. more. equalltarian view of the races and their ag—
propriate relations. This has been a very uneven
movement and many individual white people have not

,méved'with it but,thé direction of the collective
change has been unmistakable." | '

[From pagé 159, White Atﬁitudes'Tcya:@VE;a§EVE§gp1§,
Institute for Social Research, Ann Afbér,”Michigan; IQ?li]

I agree with this conclusion. - Stéfe@types,held by'whifgs

of bla:ks are shifting anap'despite the rgsentment aﬁd angér
specifically about the busing issue, are slowly bu£ surely
approaching. EQméthlng l;ke reality. But the movement is

terribly slow. The vast majcrity‘af educators are agreed
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What of attitudes toward athe: grau;s, Indians, Chi-
canos, Puerto R;cans, Chinese, Japanese?

Ev1dencé'cf systematic studles, evidence of our own
attitudes, as well as those of our neighbors, is overwhelm-
ing that whites are laced with pregudlce against the abave
groups. 7

I have had students from upper Michigan who tell me
that prejudice ang discrimlnation aga;nst Tnd;ans in areas
where there are any number of Indians is intense. Stuients
from reservation states tell me that hard bitter cgntempt
for Indians and discrimination ‘against them ig quite common,

Rev;ew1ng a junior high schaal history text book pub-
lished in 1971, I found the following pPassage under a sec-
tion entitled: "How Was The Wild West Tamed"

"Fgurth the Inﬁians of the Great Plalns were fierce

and warllke. They lived on great herds of bison (buf-

falo) that grazed on the vast Stretches of grassland.
'Théy belleved they had a r;ght to attack anyone who
went across their hunting grgunds. The remains of
expeditions that had perished Whllé cr3251ng the Great

Plains were proof of the strength of the Ind;ans and
the harshness of the cllmate-" '

This is the enly mention of Indians in this section of the text.

‘We from Detroit know of the active prejudice that exists

e o
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in a!particular area of our city. The Mexicans of the
Southwest and the Chicanos of the barrios know full well
the lash of the gringo saﬁiscaste system; in New York
aﬁd in Gthéf large cities of the North, masses of Puerto
Ricans are crowded 1nta slums, the objects of v1rulent
réjectian and cantempt from whites which is anly one de=
gree removed from the racism ﬁlrected at blacks.‘ |
Nor have plngspang and Japanese Praducts yet redeemed
the American white mind from "the yellow peril" of the
1880's and from the mentality that locked Wést Coast Ja-
panese into concentration camps after Pearl Hafbari

There is no need here to recite the types-gf préjuﬁ

multi- ethn;c Amerlca and the multi-ethnic warld,.and-tha?a
growing in his ‘environment, including his school enviiéna
ment, he is not prapared to work and live and interaet,
and to have his~beiﬁg in the real world.

| Th;s conference is not assemblei to establish the
facts of the narrowness, 1Eclat13n and ethnocentrlsm Qf
masses of whites and white students in our sac;ety, but

to attack the problem of whaﬁ can be done through educa—
tion, all phases and aspects Df education, to move white

students toward reallty.
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My own suggestlans stem from sac;clagical and anthra-
pological pa;nts of view. |

F;rst discard race as a méanlngful word in respectable
‘ vccabulary. ' |

We've béenrhad-- We' ve been the v1ct1ms of a huge ‘brain-
wash. It was Hltler who said, "Never tell the little lie,
tell the big one." We are'like the masses who "oohed" and
"ahhed" at the Emggref's clothes when he was stark naked.
We've heard so muchiabgut face,-réad so much about race,
thought so much in racial terms that we think there must
be different races of men.

 Déubtless thgré are physical’diffarences,'deubtless
there are biological differences., But the racists have
built’ on the sld well—astabllshed ideas of farmers, cattle
breeders, horse breeders ~and EQ on, that if you breed for a
quality you get that quallty, ‘and that behav1gral d;ffe:en—
cas are in the genesg ‘Then, too, we'primaﬁes have a feel=-
ing that seeing is b311EV1ng for we get 80O mugh af our 1n—
formation abaut the wgrla fram our sense of s;ght. And if
a seven foot dark African lagks SO dlffarent from a 5'6"
- Bskimo, aren't they different inside, tcé,_dlfferent in
behavior?

The answer to that is no. |

Rac1al differences are behav;crlstically ;nslgnlf;—
cant- 1f they exlst -at all. Racial differences are dif-

'ferences that make no d;fférence.
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What are some of these differences?

There is eaf‘wax; fc? éﬁaﬁpigi -Tthé'are two typeé:
one is "crumbly and dry, the Qtﬁer is'méist and adhesive."
Am@ﬁg Chinese. and Jépa;esa,rthe dry crumbly kind is formed
almost egclusivelyg among Cauéasians and blacks-thé adhe-
sive form ﬁredominates.

There are fingerprint differences alscg’ "A prepon-
derance of loops characterizes Caucasgié and African popu-
lations, whereas Mongoloids have mare Wh@r1s then loops.”

(I'm quoting from Race and Races, 1971, by Richard A.

Goldsby, Associate Professor of Biology at Yale Unive%sity_)

It is well known that éll bi@éd typeé'aré found among
all the so-called races but in;difféting péréantages!é also,
the genes producing at;gné'éni,tﬁé'same time a level of |
immunity against malaria and the théntial for sickle cell
anemia are found améng blécks;

Thefe'are Dthéf §iff%féhEES; differencéé of skinrpig—
mentation, height, haif structure and facial shape; But
-all this makes no difference Whatsgéﬁéf inrbehavicr patentiélg

The vast pgepénderance'@f evidence ageé not disclose
any differénces in so=-called intélliéenge that are bigl@gis
cally based. It-apgears,that Whénréﬁltural opportunity and
access to reward are equalized, aghievgman£ is equalized.

Evidence mounts that mankind is one family, .one race.
Wha£ Wé.héﬁe is iiffering géne pcaié, differiné ggaugs

that produce different appearing phenotypes. But no



differences that justify the depth or seriousness that race

has -come to carry.
When we talk of "race relations," we deepen the chasm
separating éf@upsg Races don't have relations; cultural

groups have relations. No course in Educational Sociology

at Wayne Unlver51ty bears the term "race. There are courses

in Intérgrgup Rela;lcnsi We can speak of b;ackﬁwhlte TE*
latlons, or magarltysmlnérlty relatlgns. Zthe are a num-
ber ofvbettér terms.

I used t@‘féel that this term made no real ﬂifféfEﬁGé’
‘but I now feel strongly that we havewﬁeénkthé victims of
a huge, world-wide hoax of the racists. We ought to stép
this ridiculous nonsense at once énd reflect it in (a) rea-
listic materials on biology and sec;alagy of human groups,
‘(b) rootlng out the term “raee" from the folcial curri-
culum, and (3) tralnlng teachers in the abave areas.

- My second suggest;an is "the whéle thlng" aﬁpréach
It is basic and rad;cal in the origlnal sense of that term.

It is not the suggést;an té add materlal on Blacks,
’Chlcanas, Poles, Cathéllcs and Wémén s Lib to the present
‘curriculum, but to reconstfuct the whole thing.

The issue hé:é'is bést defined, I féel, as matérial—!
ism, anomie and the melting pot theory on the one hand
versus human;sm, renewed mcrale and cultural plu;allsm
on the ather.

Running through our various curricula as a function
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of Whlﬁe P;ctestant éthnccentrism is the view of Amerlca
as maﬁe up people who are cultu:ally and asplratlénally
similar. 7 ‘ 7

I read a histgry @Gﬂk.thé other day which spoke of
the “aldrlmmigratian" from Northern and Westexn Eur@pe,,
the advanced cauntrles, and of the gréat numbers of "new-
er lmmlgrants" frgm the less aﬂvancéd Eguntrleg of Italy,
Hungary, Bulgarla, Pgland Russ;a, and sa Qn.

A culturally pluzallstlc Un;ted States is one in
which all rewards and statuses of the culﬁure are open
to ﬁémbers of all éthnic‘graupé.i It is a cultural situa—
tign in which the damlnant culture (and there must be um-
brella feelings, norms, layaltlgs that tie all tuie sub-
groups together) accepts differéﬁcés;inisubgulturesi and
in which each ethnic and feligigus g:éugrcan;be naturally
itself without fear of ﬁenalty, avé:t or covert. This

freedom is not llmltless, but ;ncludes :ésgect for the
falkways of others and resgect for éem@cratlc values._

It 1ncludes freedam to leava tha group if desired
and to 3551m1late ccmgletely to the daminaﬂt folkways.

The key lS openness and dlgnlty of all.

This means raplae;ng the whole drift and emphasis
of American cuzricula on hugeness, blgness, 1ndustriala
1zatlgn, pgwer, war and dcminance w1th a currlculum about

people and their 11VES and Ercblems.'

One thing, for é;ample; that white students need is
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a greater appreciation of what their own backgrounds have
meant and what tﬁéy have contributed. I dé.nst believe
it nealthy or productive for white children or ycuth to
feel that ‘their culture has been full of nothing but hyp-~
ocrisy, materialism, congquest, ex§l@iﬁation,and bloodshed.
No human group is comprised éf anéels and none are devils.
Many human groups have exploited others in EPEElfic cul-

tural s;tuatlans.i

White Students need a radicallyrréegnst:uatea cur;
riculum that will reflect at all points and in ali ways
the calm and tempered view of humanity, of a humane view
@f human experience. |

Thisrdaeé not by any means mean an impractical cur-
ricﬁlﬁm or éne not Qrienteﬁvtc éarning a 1iving;'indee§,
it will be more practical and more productive than many
Qf‘thé sa-gal;éd hazdsnései agpraéchés;

My concept of Eurriculﬁm is\éverythingithaﬁ goes on
in schools. * White Studeﬁts'need many kiﬁaé’éfvdEsisolaﬁ
tion oée:aticns! They need contacts with integrated fac-
ulty. They need to go to school Withrstudahts of differ-
ent-baékgrgunds from thémselv23_ ‘The best way to do this,
be far, is to work téward IESlﬂentlal desegregat;on not -
iny by color but by social class as well.

White students shauld be actlvely ;nvalvea in pre—”

jects, pcl;tlcal and economic, to maVe our society away

from racism.

ok o
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SHARED DECISION MAKING LIMITATICNS AND ?DSSIBLEITIES

chald Edmonds

I am a black American educational adjinistrat@t. These %emafkéraré
addressed to mjnprafessed liberal, adminis§fétive aliies.r
I was prémptéd to undéf;akg this ﬁiscussicﬁ aféér parﬁici?atiﬂg in the'
t AASA meeting’iﬁ Atlantic City and the Danforth, I/D/E/A EanefénEE—iﬂ Washington,
% Ds C. during the week of Febiuary Zéi | o

Many Qf‘ﬁy 1iberal allies, who count themselves "ghange mak;rs" hé%e be- %
come énaméred of what they cali studgnt involverent or sﬁch other phf%se as
may describe an educatianél setting in which studénts afe major parties tc-.
;curricular design and program administration.

Ircénsidgf student involvement a pfaﬁisiﬂg concept and musﬁ, therefore,
lament the‘faddish natufe of my éalleagués' attention to the SubjEEf.v'ThiS 7 ;
discussion will be partly devuted to those :ifcumstancés.af Educagianél refnrm 7
that give student iﬂvalvement ‘a better ghanﬁe af accomplishment.

School disorder and student dissent advertise the crisis of cénfidence
in pgblic instrgctian} ThgucumulatiVE student presgription for deli rance
1s understandably SU§EfficialAéﬁd ﬁhus iﬁiigts’the liberal Edggatar's inéliﬁa—
tion é@ acquiésgé when ganfrantéd ﬁith étudent demanés; o .

Black gtudents often demand an increase in the number Df black staff.

That 1is an admirable demand, but it is not tactically fEEpQﬁEiVE to the black
student's disaffection with the schuul. Studéﬁt pfétést'at alleblack schaols
shauld warn black students of the éphemeral nature of the long-range improvement
that occurs as a result of ad&iﬁg black staff; I bélievermany schools should

fecruiﬁiblack staffi;but I alSQrbelie§e that Stﬁdénts;éfe entitled to know

that more serious reforms must occur before thelr needs are met.

Mr. Eﬂmanﬂs, farmer Ass;stant Superintendent for Urban Affairs
for the Michigan State Department of Educatlan, is currently
pursuing further studies in Adm;nlstratlve Career Prngram

at Harvard University. .
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White students often ngsﬁd student partiﬁiﬁatian‘in school grievance
- procedures and the like. I caﬁmgndfthis reform, but I cannot commend the belief
that it represents a profound impfavemeﬁti rHy liberal allies should inform
students that effective school reform must remove the origin of grievance.
A gaud deal nf energy and good will is presently ‘consumed by the students
who devise demSﬂdg and the administratars who implement some Df them. If

those energies fail to prﬂdute the pfédiEtEd improvements, we will all be the

T e e e b

f or 1it, _S;udents will grow desperaceg cynical or both; and we need
neither. Administrators will turn to repression on the grounds that studen;s
got much of what they wanted and are never satisfied. The public's crisis of
confidence will escalate aﬁd'gfcdrbach.sﬁudéﬁc déSpersﬁian and administrative
repression. I presume that my allies would lament these devel@pmentsg
~ At 1ssue is the efficacy of student invalvemEﬂt as the respnnse to:

educational disability. |

Most university prafgssars and school supe:intendEHES have been unablé;
to ldentify the arigin of educational disaEilit§ and éhu% administrators have
a very limitéd notion of how to réspnnd to student disafféction. Student

involvement, in such a cirgumstancé, means, 'Sincé we administrators don't

!
i
3
|

know what decisians to make, we may as well admit students to our council

o s et

and concentrate on the process of decision making."
The tragedy is that’ msny who are .a'party to what I describe are sincere i’
and :anscientious educatofs. If they come to grief, the field will be left

to far less attractive types., There are some school districts and colleges

where-this has already happened.
My commitment is to substantive and procedursl educational reform — and

if I must concentrate, for now, I choose substance,

RN
.




-Substancerréféfs to the zumuiative course canﬁént-and éggializatian in
ed;cétian, PFﬁéESS refers to the means and methods by which content is con-
veyed and soclalization attempted.

What I now mean thuﬂdEftaké is a limited diScuSsion of the origin and
natufétﬂf éducafiﬂﬁal disability. What I further intend 1is a description
of the substantive responses that will dissipate some of our disabilities
and thus relieve student invnlveméﬁt of the impossible burdén of fESPQnding
to the whalé of educational need.

The maﬁaéultural nature of Ameri;an society is demeaning for minorities
and marall? untenable for the majority. Public schooling is the most profound -
and pervasive purvégér of our cultural autocracy. Children of color and
minority ethnicity are thus made to tﬂink 111 of theﬁs:lgés, while the
ethnic majétity,reinfcrges its preschool disposition toward ethnocentrism.

This phenomenon has produced adolescents whoraggressivély egtcl tﬁéir
minority ethnicity or defensively admit their majority membership. Neither
condition is conducive to community.

" Community, in the best sense of the word, is a setting in which individuals
are secure, partly becduse they are appfgciated as-individuals and theif‘ccﬁa
‘gfoupiﬂg is a function of race, religion or ethnicity. |

Individual security has its origin in individual identity. Individual
identity, in 8 soclety like aufs,'is latgely dependent on group identity. Group
idéntity has floundered in the United States largely because of the monocul-
Eural,Amelﬁing pot idé@lagy of American social andrpelitiéalrlifeg That
ideology distorts the félatignship-betweén race, ethnicity and the Ameriéan

dynamic.
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Among American institutions, public schools have ESﬁeéially suffered from
this d;gtnrﬁiﬁn. Elazk.étudent éisaEEEﬁgian with public séhacling has its
historic and contemporary écunferpaft among brown, red, yellcw; C~+*holie,
Jewish, Eastern and Southern European Ameri:ans Eicepting biaék, brown and
red Americans, most others have méde their péace with American cultural
autocracy énd'afe-ﬂﬁly recently unsettled owing to black sthdént rejection of
the melting pot myth. "...Peace" is:nat,méant to imply yellow, Cathalic,
Jeﬁish, Eastern and Sauthé:nfEurapéaﬁ American acceptance of culEursl auto-
cracy. "...Peace" is meant to suggest arrangements for coping with cultural
autocracy. These atzaﬁgémengé take the form of parochial schools, monopoly-
of some professions and the like.

. Lacking such "arrangements", black Americaﬁs have canfrcnged the autocracy
directly., Most black student demands ultimately seek cultufai democraecy in
public schooling. Lo S t N .

We come, then to the educational efficacy of the monocultural, ﬁelting
pot idealcgy ﬁf Ameriecan lifs.

Hagt liberal educators are agreed on the need to altef courses to include

"the positive cnntfibuti ns of Ameriﬁan minarities. " The ?atiﬁnaie'faf gucﬁ B
language is gfowing recognition of the need to make schaais more pnsitively
responsive to minerities. The defezt in the language i its 1 1ied desefiptian
of the gfigin of minﬂrity.studént,disaffectigni What is 1mplied is thac social
studies and humanities courses ‘are substsﬂtially sound and all that i3 wanted
is the inclusion of persons of color in the course materials. Implementation
has meant inserting black seienmLstg ﬂnd saldiers in the aaﬁial gtﬁdiég’texts

and black artists-in the humgniﬁie§ texts. Student demands, in this area,

have QfEEﬂ pruduced electives that cgﬁeentfate on the mincrities.
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Neither the inclusion of "heroes" of color nor electives in
studies will satisfy the fundamental source of student frustratio
growing consensus on the need to "include' ﬁin@fity affairs in so
and humanities overlooks the more basic inaccufagyi ‘If we have 1
the minority, we have iilrserved the majority. An American histo
distﬁrtgd black history has distorted white history. -

An glective in black hisﬁary that leaves the Ameriéan hister
tact is an extremely modest reform in felatiaﬁ:ta need.

Whaﬁ is wanted 1s public schooling that accurately describes
ship of all parties tD-thé Ameriﬁaﬁ’expefieﬁce! Ihe,fagialg éthﬁic
parties to the American éxperignéé deve1@pgd partly in response tc
Curriculum reform must gcknawledge'sll parties and must describe t
_ feécted to the others.

Only in this wsj can schools cope with black cultural aggréss
white egitural defensiveneséi' If we agree on the need to make bla
more secure, we should be able to agree Dé-thg need to make white

more secure. I see no need here to recite evidence of the disaffe

insecurity that characterizes the middle class, white adoléscent.
that his ingeéuri;y has its origin partly in the untenable task of

he cultﬁral,autagfgcy that comes from the Anglo-Saxon distortion «

r

f American life.

Q

Wﬁeﬁ I began this diséusé;@n, I lamented administrators respor
"student involvement" in a way that is faddish. I lament that fadd
pértly because it pgstpaneé attentiéﬂ fa the substantive issﬁés Ih
cussed. I am tactically convinced that procedural reform must flou

it is accompanied by the kind of substantive reform I suggest.



\
My goal is an educational setting in which all parties are acknowledged
and appropriately described.
Hylultimate goal is an educational setting in which individual identity
is secure; group identity is understood and appreciated; and community is a
function of the pasitive interaction of all groups that are parties to the

American experience.

i T TP ———
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THE ROLE OF THE SCHOOL IN CURRICULUM DEVELOPMENT
Alvin D. Loving, Sr. '
I'd like to think that we Americans are a rational people.
I am not saying we do not have our problems and our hang-ups.
I am sayiﬁg that we are basically intelligent and the combination
of rationalization and intélligencé are two ingredients that are

necesséry to bring us to the point about which I am to speak.

Because we are rational we reeegnize»thaﬁ it's thru curri-
culum that we must help the young peaple'gf America to understand
the concepts of America. It's in the classroom that we must practice
democracy. It's in the classrgam that we must help our yaungstérs
learn how.to think. Tt's the ;nterpersanal relations in the
classroom - teacher with pupil, and pupil with pupil that:giva
a complete understanding of the words "human relations". It's
in the classroom where we deﬁeiap the skills necessary for our
young people to use their intelligeﬁcei» 8kills become tools.
with the proper tools we can manipulate ourselves and our environ-
ment. But té@lsvand manipulation Withéut values can be dangerous.
It's in the glassf@om where we develop values, both moral and
’spiritual, Note I aii not say feligicusr bué it stands to reason
that if our values and our morals are in keeping Wiﬁh the basic
concept of our Judeo-Christian philosophy, then these youngsters
as individuals will maké iheir,cwn raligiéus,chaicesi T am no
theélégian (and I am sure this hés been qﬁit% éviient). I am
no Philgscﬁherg I like to think of myself as'a-ﬁragﬁatist. So

I think, as 1%3&&:5 in eﬂucati@n; as gurriculgm developers, and

Dr. LDVlng is Ass;stant Dean Df Service and lnstltutlanal ‘Relations
for the University of Michigan School of Education. He was serving
as President of the Association of Superv;519n Curriculum Development
at- thé tlme of this presentatlnn.- - :
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supervisors of the process of learning, we have a réEpGnSlblllty

to bring about the educational change in a real;stlc manner.

Speaking of change, this has been an exciting century. I'm
sure the musés of history will probably record it as the most
exciting century in the history of mankind. It has been a
century of remarkable progress in man's attempt to control and
manipulate his environment. In thls century we have gone from
horse drawn vehicles to space ships that have surfaced on the
moon. In this :ehtury we have gone from an agrarian culture to
an urban culture. In this century thru medical science we
have learned uﬁtéld ways of saving and maintaining life. 1In
this century we have moved mountains, shifted rivers, ‘and charted
the movements Qf the elements. In this ceﬁtury we have learned
much about the peeples of the world and are attempting the
develapment of a family of nations. (But I would be remiss if I §
did not also remind you that this has been a devastating century.)
It has been a century of much grief and much heartache. It has
b%éﬁ a century of trials and tribulations. It has Eeen the
bloodiest century in the history of mankind. Thru wars, thru -
civil strifes, thru the use of vehicles, we have killed more

people in this century than in any other time in the recorded

history of man. This has been one of the greatest cantradlct;ans §
of the century: Thru medical sclence, thru methéds af pubi;e ' f

health, we -have learned to preserve life and extend lle but

we have also taken life in abundance.

Because we are an intelligent people, we should be able

el o i
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to put two and two together and get four. Through simple
reasoning we should be able to understand the écmFlicatigns of

separation. I am not talking about the separation of butter

“fat in milk or the separation of the yolk of an egg, I'm talking

£}

about the separations in this multi-cultural scciety of ours.
We still lack unification in Amevica. The melting pot concept
never got beyond the words. That concept only implied the
assimilation of Europeans in America and not all of them. |
There still existed "little Italy", "German town", and"little
Poland". No one iﬁ,thgse days, for a moment, thought about
the American Red Indian,_Black_AmETiEansp Yellow af Brown
Americans or other non-white Americans.

Later reference was made to multi-ethnic Americans as a
symphony, with groups of people blended harmoniously into a
whole, or the reference éc a mosaic, meaning again a pattern
blendgi together into a harmonious whole, but both concepts
were basea on separatiani Later inter-group relations was a
concept closer to what America was, but this too was objective
and unworkable because it, too, implied separation.

Today we talk of hﬁman relations which implies that we

are all human, of varying sub-cultures, each with its own

as one. I recognize that this is an American ideal and that

there are many Amériéans tcda? not vyet réady,t@‘acéept the concept.
: . L 1

Misunderstanding, ignorance, bigotry, or racism may be the cause




that thésé people do not accept it. If one misugdarstands,
it's easy to help him understand if one is ignorant, ignorant
because he believes the ;te:eotypas he's heard, this person,
too, can be helped to understand. If a person is bigoted, this
is often by design. He knows what he is doing; he understands
the concept but he has a mistaken belief in the suéeriarity

of one group over angtﬁer; If it's racism, then he is a part
of the institutional racism that is characteristic of America.
This one is more difficult to deal with. This one implies

hose who have the numbers, the influence, and the power

t
oy
i)

t
it

‘want to keep them, and the best way to ‘keep them is to practice
racism. But the same plurality, influence, and power can be a

positive force if it turns its energies toward ﬁhe dissolution.
of the concept of racism. Only then will we be able ﬁg ease

the minds of people who are ctims of separation.

May.we for a moment look at the whole notion of the multi-
ethnic composition of Améiica. (If you like you may call this g
Sociology 101). We say America is made up.gf many sub-cultures. -
These Eub-culﬁures may bhe raéiali religious, socio-econom ;c:
or age. If I am.a Brown American I belong to a particular’
sub-culture, probably Chicano. My life, in spite of the fact
that I am an Amer;can, will be géverned t@ some extent by that
'sub—aultu’ | If I am Yellow say a Chlnese Amerlcan, aga;n my

subaculture governs much of my attitudes and my life style.

If I am Blackl the same is true. If I am white, the same is true.
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If I am a Methodist, the Methodist discigline effects my
life style. If I am a fﬁndamantaiist, a Catholic, a Jew, a
Zoroastran, a Sihk, a Jain, a Moslem, again my life style is
affected by this!feligiaus sub-culture to which I belong. Think
of the excitement that must be involved in being both Black
and Jewish, or Catholic and Chinese, or Italian and Eapﬁisti

We are all familiar with the sub-culture of socio-economic
status groups.. The middle class subﬁculﬁgge, again, has a life
style that transends racial or religious line. The middle
class Chicano is more like a middle class White, than a middle

class Chicano is like a lower class Chicano. The same would

We talk often of the sub=culture of péVe:ty; The life style of
pcar’peap;e is the same whether Indian, Chicano, Black, Yellow
or White, whether the people are Fundamentalists, Catholic,

Jewish, or Moslem.

The sub-culture of age is a recent phenomenon. After the
White House Conference on. Youth in the 50's, it became evident
that the teenager was a specific sub-culture. “He had his life
style, his mores, and all the other things that characterize

a sub-culture.  Adult sub-culture reacted to him, generally in

were Méthedist, Catholic, Jewish, and Moslem. When one looks at
sub-cultures in this fashion, one is inclined to believe that
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there isn't much hope in the development of a basic American
culture. But there are really no walls separating these many
facets that I have talked about. There are some basics that
lend themselves to unification. TIf one accepts the fact/ that

we are Brown, Red, Yellow, White, Black; if one accepts the

fact that we are Jews, Catholics, many shades of Protestants,
Moslems, Hindus, Jains, and Sikh; if one accepts the fact that
some of us are poor, some of us are better éff, and some well off;
if one accepts the fact that some of us are young and some of us
are older, the mere acceptance of these facts removes any
g@ssibie walls that might rise up between the sub-cultures of

America, .

So the school has a responsibility, a responsibility to
help children and young adults to understand the sub-cultures,
to understand that thesé are all humans, that there are strengths
1nvclved in being part of any one or ccmblﬁatlon of sub-cultures.
' The public schools can't teach rellgicn, but they can teach
about religion and help young people to undérstand_ The schools
can teach‘about the class structure of America. If yéung people
understand what poverty is, what wealth means, and how these
relate toiaur concept of demgéracygjthey are more 1ikely to

develdg ways and means of correcting ills im@liéd in the class

structure, not just implied, but ills that do exist. If we _ |

can help young people to understand that to be young is important

and "that the boy is father to the man", then he will act

byl e
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accordingly and grow by degrees from éne level of maturity
to another. I guess what I am saying is that it is not the
responsibility of the schools to perpetuate the status quo, .

. but to develop éreative individuals who can assist in resolving

separations created by our sub-cultures. End of Sociology 101.

Beginning of Psychology 101. Attitudinal change is one of
the most difficult kinds of change in our process of socialization.
Attitudes have many bases, sometimes they are based on faét; sometimes -
on half-truths, sometimes on frozen generalities, more commonly

called stereotypes. Many times they are based on the desire to
hold power, power thru devisiveness. Hgﬁ often have we heard

it said, "he doesn't have the right attitude"@ Whét this really
means is "he doesn't agree with me". I think there ére only

two kinds of attitudes - positive and negative. Positive
attitudes are those that take us from a point of discontent

to a point of understanding. To be gcsitiva is to be honest.

If one thinks positively, one is more likely to act positively.
The classroom teacher with arpasitive attitude is more likely

to convey to tﬁe youngsters the true meaning of democracy.

Her words, her actions, her feelings will help her young people
to empathize with her. Thru empathy the values that she believes
in will be transmitted to her stuiéﬁté:.ﬁhe'values'af honesty,
fairneésf cénside:atign for others, égncérﬁ fgz one's Selfi-

. oneness of our culture.
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Negative attiﬁuées are the opposite of all the things
I have said about the positive attitudes. Negative attitudes
are often based on insecurity, selfishness, a stubborn unwilliﬁgg
ness to accept the truth, and the denial of the basic tenets

of democracy.

I believe it is more important for a teacher to be
pragmatic than philosophical in dealing with cgzidren. His own.
concepts must be philosophically based, but he must work with
children in a real, practical, and concrete way. He must be
well organized. This implies that he has thought thru every
action that he takes with j@qu people. He must have developed
objectives and goals. He must know how to evaluate the effective-
ness of his teaching. - The supervisor should be able to discern |
this without difficulﬁy; When it is clear in the mind,éf the
teacher that every child has human worth, that every child is
an individual, every child perceives only in terms of his

individuality, then we have a good teacher. Kenneth Clark

in his Dark Ghetto and Résenthalbin his Pygmalion in the Classroom
have both said that teachers too often teach ﬁ@ theif expecta-
tions of children or "what you perceive is what you get". I

would espouse the concept of the comedian Fllp Wilson who says
"what you see, is what you get"r fThe assumptién is that the
teacher with good tralnlng is able to see the real youngster,

the whole yaungster, and will, therefore, be able to help thatr
youngster develop to his full pctential. | |

I think if we can help our young éeﬂgle to understand
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and live and work within the concepts of our own diversity,
those same young people will be able to understand the diversity
of the world, the differences in peoples and in their cultures,
pélitical structures, and economic development. I wish it

were possible for all Americans to have had the kind of experience
that I have had, that my family has had, that many of you in
this room have had. I wish all Americans could have an op-
portunity to live in the Orient for a while, to live in the
sub-Saharan area of Africa, to live among Europeans and those
from "down under", to live among the people of the Caribbean

and the Americas, North, Central,‘SQuth; Canada, Mexico,
Guatemala, Columbia, Brazil, Argentina, and Chile. I find

that Qﬁly when you live among the people and share with them
their concerns and your concerns do you ﬁegin to understand

that the peoples of the world are more alike than they are
different. I know educated East Indians whé were once Harigans
or untouchables, I know East Indian Christiaﬁs, I have worn the
Khadi cap, Punjabi pajamas, the Dhoti and Kurté of India. I
have walked thru the temples of India; I have seen the people
d@lng puja in the Hindu tem;les. I have sat in a little
Christian church in central India where the gospels and psalms
are done in Urdu. I have Sat'én:tha floor during a Kave Samelan,
a poets presentat;aﬂ by the pe@ple of a partlcular v111ag%.‘

I learned to say "Wah! Wah!" or to use th% sign of appreciation

if the pefsan'haPpenéd to be Moslem. I have sat on the floor
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of the college hostels of India and eaten with my right hand
without utensils. I have gone on excursions with Indian
friends and rested with them in the middle of the day‘and heard
them singing their popular songs, which are basically religious
.SDﬁgSg I've travelled from the Delta of the Niger into the
rain forests of Nigeria and @n.to the rolling savana grass hills.
I've walked thru and made purchases in the te%ming market
places along the roads of Nigeria. I've worn the abada, the
flowing loose garb that makes it possible for you to accept

the heat of the seasons. I've sat in the homes of my African
friends ané eaten Fufu and Gari. I understood the origin of
our Saul" food when I ate African Ehcp, which simply meant
tﬁat I was eating black eyed peas, greens, that they call
green-greens, stews and yans. I.haé the excitement of under-
standing their basic culture which was the base for my own
sub-culture.

I've lived long enough in Singapore, Hong Kong, Japan,
Jamaica and other islands of the Caribbean, in Buenos Aires,
Argentlna, in Rio De Janairo, Santas and San Paulé of Brazil
to know and understand that the peaples of the world have more
commonality than differences. I've seen the ;nﬁian headmaster
weep when he racéivei wérd_that”hié son had died 200 miles away,.
knowing full well that he would nevezvsee his son again because
custom and distance was such that his son would be cremated
or buried before he could get to him. Yet there are people that

say life is cheap in India or China.
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All Americans cannot have these experiences, it is
practical, but not possible. But we have perfected technology
to thé point that we can hélP our own people to empathize with
these peoples of the world thru audio and visual methods gf
instfuctiaﬂi My assumption is that we would be honest in what
we film and what we record. I also assume that the teacher
Wauli not permit her own biases to color what the students
saw or what they heard, but would help them relateiﬁhese-éxe
periences to what they see and hear everyday on television.

Wouldn't it have been a real learning experience for our boys

of what the trip was all about.

We in ASCD take great Efidé’in the fact that we are based
in humanism. We say ﬁhat-each individual is important. The
"importance of people" is a common phrase among us. We have
documented our concerns for humanistic education. We, therefore,
can appreciate the words of the American poet, Langston Hughes,

in his poem, "I, Too".

I, too, sing America.

I am the darker brother.

They send me to eat in the kitchen
When company comes, '
But I laugh,

And eat well,

And grow strong.
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Tomorrow,
I'11 be at the table
Nobody'll dare

. Say to me,
"BEat in the kitchen,"
Then. '

Besides,
They'll see how beautiful I am
And be ashamed -=-

I, too, am America.

In that poem an American individual is speaking. Is it possible
for one person to speak to the conscience of the whole nation.

Let me quote the words of another American, a white American,

In a speech before an American white audience he uttered these

words:

"Friends, if I stood here tonight to. tell
you the story of Napoleon, I would take it from
the lips of the French who thought no language
rich enough to paint the great captain of the
19th century. If I were to tell you the story of
Washington, I would take it from your hearts,

~ You who think no marble white enough on which to
carve the name of the father of his country, but
I am going to tell you the story of a Negro. One
who has left hardly one written line and I am to
glean from the reluctant testimonies of his
enemies. Men who despised him because he was a
Negro and a slave and hated him because he had
beaten them in battle". '

He concluded his speech this way. "I would

call him Napcleon but Napoleon won his way to empire
over broken oath and through a sea of blood. This
man never broke his word. I would call him Cromwell, -
but Cromwell was only a soldier. ‘His fame stops
there, and the state that he founded went down with
him to his grave. I would call him Washington but

the great Virginian held slaves and this man risked

b e e e




his entire empire before he would permit
trade in the humblest village of his dox
“ou think me a fanatic tonight, friends,
you read history not with your eyes but
your prejudice. Fifty years hence when
gets a hearing, the muses of history wil
place Phocion for the Greek, Brutus for
Romans, and Washington as the great cons

flower of our early civilization. Then
ping her pen into the sunlight, she wil]
in the clear blue above them all the nan
the statesman, the soldier, and the mari
Toussaint L'Ouverture."

Wwendell Phillips was igcérteéti 50 years late
did write of Phocion, Brutus, Hampden, LaFayette,
but history omitted Toussaint L'Ouverture, first 1
defeat Napoleon.
Other individual Américaﬁg have spoken in a
but they have not been heard. In our qﬁest for h
it is important that we who are IésPQnSibié for t:
of America make it possible for éll those who hav
to the welfare of this nation and to mankind to £
in our history. We who write textbooks of Americ
:préclaim'the merits of our concept of democracy,
the guidaliﬁgs fgrriﬁstfucﬁién and Supgfvisian, W
have a moral réspcnsibility'té “tall'it like it i
purpose if for no @thér,,tQ E%éQ"§uf.gémmitment t
-aﬁd'ﬁgrhélg him develsgraigniﬁg and_self—wartﬁ.
WeiAm%riﬁans are steeped in_the :ﬁ1tufes of
- Little do we know of the p@ét,Tagéte; thé;gréat I
who peined the words of their national aﬁthem? ks

do we know of the writings of Nnamdi Azikiwe, the




”*QfCr;spus Attucks was. the Elrst Amerlcan tc d;e cn the Bastcn

l';that CflSpUE Attucks was black That Dusable, an earl;er

%f“fftrader ‘was a black Frenchman whc fcunded the clty af Chlcagc.
- Delphl were black I thlnk that all ch;ldrén shculd know that

-g@;“whg fcught on. the s;de of thé calanles whén they were seeklng

~59-

”1 NigéIia-_educated in Ame:;ca and belaved by the entire
:i N1ger1an papu;atign.: What da we kncw of the scﬂg ertEfS .
 ;and gaéts of Sautheast A51a, the M;ddle East Earlbbeanp

t Sauth Amézica, and the islands’ gf the Pac;flE Da we knéw
"”Gf Pabla Ne:uda, Ehllean ert or Kath Walker, an. Australlan
‘1!Abér1gine?1, ' | o | )
| ' QI, tga _was steéped ;n Eurapean cu;ﬁure as T went thréugh
V,therschaals Df Mlchlgan, but I was alsa stéeped 1n my an |
 B1ack culture.r I've sat in- all Blaék audlences and llstenéd
to Mar;cn Ardersan, Rcland Hayes,vand Paul Rcbesan. I've _
,attended the fcrums of the Black XMCA 1n Detrclt where I heard | § ’f
hVJW E DeEQ;s, Carter G. Wbcdsan, Ccuntée Cullen, the great |
‘Vpéet,.and cthér magnlf;cent Black Amer;gans. 'vaeisgng the f
!splrltuals n@t because I was an Eplscapallan, bﬁ£ beééﬁéé I |
v'ﬁjgréw u§ in the pale, in the ccnflneg cf th Black ccmmunltj. 

Flnally, I wauld llke ta ‘have all chlldren 1aarn that

ffﬁCgmmGns as we' struggled for lndépéhdéﬂCE @f thlE nat;an, and

That the chances are that Helen cf Tray and the Dracle of -

;;Célanel Hamtramgk and Cglcnel Pulaskl were PGllEh aff;cers

e e et ot e o i -

“ thélr lndependenee. I thlnk all ch;lﬂren Ehculd 1éarn the
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'cgntrlbutlans of the many ‘subcultures Qf Amérlca ta our

tctal s@;létyi 1 thlnk théy gught ta learn it t@gether in ;

a facéftgiféce 51tuat;gp_afvhlacks? WhltES, brawns, yallaws,i
and reds. ‘It then becomes meaningful and they see each’ other
as-huﬁaﬁ-beingstVeé¢h Qith:h;5 éWn"ri;hfcahttibutiaﬁ t§ the’
t@tal;ty that is Aﬁerica;; Ah§'wHéfe,a faceéﬁé—faéé'expéfieﬁce
is Qt pass;b;a, then the learnlng shculd bé thrgugh an ,-

1ntégrated textbaék anﬂ thr@ugh the use. ai f;lms Er thrcugh
theAuse of many of the Gther types of meﬂ;a_ Chlldren should
havé an égp@rtunlty té kngw mare abaut cther Amer;cans.‘ T
'am ba51cally appaseﬂ tg state laglslaturé detezmlnlng thé |

curriculum Qf sghaclsi But I am forced to 1au§ the Leglslatures

afVKehtucky'and{MarY1andrfcr maklngrthE—multlaéthnlgch:riculum‘

a requirement in all of the schools of their states.
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~ Saul CQGEEI

I ﬂan‘ﬁ think there is any@ﬁé.hét%*whélwéﬁld ﬁDt , : :

be inc@fparated into every ;evel-éf a chlla.f educatian; 
.And yetE in many ways, teachers often fail ta recagn;zé'

the ways in whlch thélr own human needs and th@sa Df the;r :
gtudeﬁﬁs must be acknawle&ged and met in the classraom-
SLtuat;Qn.- Thls can nat Dnly ba Ecnfuslng to the: student,
.but may.- affect hls values as a guafsc:nmF so that he learns

to rely on chance, rather than on hls own’ kncwledge of 7
,‘human nature, in h;s deallngs w;th chér pecgle.

Take, fcr exampla, the case cf a day when you, as

a person havé had a lct af thlngs gclng wreng fcr you. ‘ -f
Yau, as a teacher may Walk 1nto the .classroom and ab-

_selutgly blaw up at a ch;ld whc ;s us;ng h;s penc;l tc

'Mr; CGGPEI is Dlr%ctcr of the Washtenaw Ccunty Community
Mental Health Center (Michigan) and a frequenb cansultant

on educatinnal matters. R ‘ [
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beat out a rhythm on his desk. On ‘the day afte:, however

if the same thlng happens and you have had a falrly good

marﬁlng and you haven t had any catastraghes, ycu may

, .not mention anythlng ahout the pen211 What the kids : 5
: learn fr@m»thls is that on any given day the odds are é

SD/SO.that'tapping the pencil is gcing o get a negative
' réspange. If you're a child, one cf the. thlngs yau 11

discover is that 50/50 odds are exceedlngly gcaa vYéu

have to deal with an adult worid and anytlme you canA

get 50/50 adds,,yau re in good shape.

One of the problems in this humanismAEﬁsinéssg there-
fore, is tﬁé'téacher who atﬁemptg‘té behave as if; in
fact, the guts;de world reallg daesn't have any ;mgact
on her. When you've had a mlserable morning,'lt =] per-
fectly apprsprlate to walk 1nto érclassr@@m and say, "I

just had a m;sérabla morning, and today is not going to

e et s 3850 b ik 5

be like any gther‘déyg éﬁd'l'm gi#ing you all fair warn-
'1ng, it! s’ gclng to be raugh fcr everycne.“ That's a_

perfectly valid posltlan t@ take.

HEveryth;ng,has;its;prigeithwéveri If teachers
can have off days, what about students? TIsn't it pos-

~sible for a student to have an off day when he's had a

fight with his mother, got bltten ar chaséa by a dag on |
the way to school, lcst a dime, etc. ?  When he ;gmes 1n,
isn't he ent;tled to have a m;serable marﬁing?

But fgu éee, there's a fairy tale we've built up
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which says that teazhers shauldn't show dlfferences, and
that students, even more. emphatlcally, sh@uid never be

allawed tg show dlfferéncés' ~Thase kiﬁds of attitudes -

onment that deals'nct*gnly'with'mult1=ethnlc Pr@bléms,
Ebut With-tﬁe whaié géﬁéral 1éafniﬁq situatian; itrqeté
: magnlfled hgwever, when ycu talk about multi -ethnic
The:éfare7the-éénaegt-éf democracy, at least as

I am'trying t@'ﬁalk abéutriti is a-neéétivé ccncepﬁitéf
th% extent that it hides and masks some of the VEZY basic
human elements that we're all a part cf whether  we are ‘
stuaents or tEaEhérs. u

' , There's an Qlﬂ farmula that some of you whc have
had Psgch@l&gy,may remembe:‘seelng_- A social psycholo-
gist’bi_the name of Rurt iewiﬁ spentja 1if%timé't:yihg
to ugdéréténd the‘:giatiéﬁshipsbéﬁwégn-pééﬁiégaﬁa:their‘
énvirgﬁﬁentir Among aéher"thiﬁgé, he'éame‘ué;with a for-

mula that's very simple: he said that behavior is a func-

ticn‘@f‘thé~pezsgnélityvas it'inﬁéraéts.wiﬁh ﬁhé éﬁviian—-

ment.' 1 an t thlnk anycne Wauld argue that Qaint.
If you 1@@k at a classrgam 51tuatlon and th;nk abaut
" the persgn,and the pe:sggality,‘yguﬂhave the,téachér,:and
“then you Eaveba'whaleArangéfgf studeﬁtég'eacﬁ uniQﬁé :
' as a persan ar persanallty Sa 1n th;s part of" the for-

mula alone, vaa have a varlety of interactions bEtWéén

1 kgl s e SR ] i
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the péﬁsanvand‘persénality cf the teaéher and the person
and pefsgnality of a whole range of studentsi Then if
you add to it the envlrénment -- and here we' ie ta;klng '
about several klnds of env1r@nment the classra@m en=
v;ranment the sgclal Eﬂv1rcnment the teacher's parti=
cular ELvlzénment, and éach student's part;cular, 1@;@1
syncrat;c env1rgnmant - that chlect;cn of - 1nteract1ens'
will praﬂuQE'behavio:'that'is obv1@usly very ccmpleg |
And when the teacher attempts to- deny the campl%xlty by
saylng, "My persanallty is établé, therefcre chlldrens'
Personai;tles aught to be stable ¢+ I think you miss the

baat in -the entire’ educaticna; prcgess, and I th;nk

your ability to be useful to ch;ld:en d;mlnishes‘markedly.

S0, as a premise, let's at laast undérllne the fact
that if yvou're gglng t@ be c@ncerned w1th multl athnlc
issues, as a teacher yau first have t@ face up to the
question, "Can I take the r;sk sf be;ng a perscn ané not
. just a teacher?"

I must underl;ne the fagt that- b51ng a perscn in
the classraom 15 much mﬂre d;ff;cu;t than b31ng a teachér.
Bé;ng é.persan QEEHS yau up ta quéstlons, it Qpens yDu

up tQ th;ngs and lSSuES students mlght nDt b:;nq uP ord-~

1nar11y. As a teacher, 1n the Dld fashlanéd sense, yau re ,-

'nct r;sklng anythlng. As I sald ‘one of tha ébVlDuE
thlngs 15, it makes ;t 1ég;tlmate for a. student to have

a bad day, and if he has a bad day, h@w are you qc;ng

sttt infai
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~to deal with thaﬁ? It makes it 1e§itimatg for students
tc treat you as a person, with all of the positives- and
negatlves that encourages, as appasad to the role of a teacher.
If yéur securlty ‘as. a teacher lS a fuﬂCtan of &is—

-tanCﬁ ‘between yau and the klds, you're going to 1eaP
| on the democracy no“ion I vas talking abaut much tDD,

‘heavily. And yéu 're never’ g@lng to get at the 1nter—
agtlﬁn ‘that I'm concerned about between a teacher and ' :
the students. in the Elassrmcm.. SG 1et's get rid of
thlE so-called democracy in classrccm 1nteract10ns.

The teacher will be an effact1VE role médel far

b o o o et 0 AL T e e

studénts ‘to the degree that she apprOleatéS humanlsm-

in her own perscnal béhav1cr,’and I mean behav1or in

o St ST i,

the mental health term, actLﬁg apprcprlately as he feels.

- Learning Theory -

e v e St o 5

Let me share three ébservatiGQS-With'yDu; I was

struck by thém, and as ﬁEachérs I think you ought to

be anernéd. Numbér one: I'm stzuck by the absence

RS—

@f'any ev1denca that learﬂlng theary has Eermeatéa

o AR BRE an 5 1 53

the classrccm, We havara gaéd bgdy Df kanl%dgé about

the@ryj There's a 1at we don't kncw, ‘but we kncw a

good deal,abaut learning thegryf

As I go from classroom to classr@gm,‘theré’s véry

11ttle evidence f@r me that what we - alfeady ‘know about
1éarn1ng theary has actually gatten in Ehe classraam. : ' ;

That has lmplicatians fgr teacher tra;nlng, DbVlcusly
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But it also has implicatiéns fér teaéhers'wha aré'preséntly
'fugcti@ﬁing in ciass:egms. Yau're in a full t;me sltua—
tlan where the majDr taSk iS 1earnlng, and: there [ Véry
,llttle éViﬂence that léarnlpg theary == a massive b@dy
of kncwledgé - has affected the classr@am. In fact,
if you look at ‘the. behavior of a- teacher, it would seem
as if she had dcne everything on. earth to deny 1earnlng
theary.A Do yau know anythlng abgut rate learn;ng, serlal
Alearnlng, Iep%tlthE learning? If ycu‘dg,,why dogsn t
1t shgw? ' : 7

I'm not saylng learning theary is everythlng, but
, 1et me glve you. a s;mple examp;é in the elementary schcél

settlng, g:auplng for learning and teachlng. ‘Let's say

we set up three groups; we play a llttle game 1nc1dentally -

| we put labels on thé grnups. Qne we call the bluébirds,
one is the ar;ales, anathe: ‘is sgmething else. ngehcw,
we have the nat;@n that if we' put "cute“ labéls on them,
it dlsgulsés whlch is the "smart" grgup and wh;ah 15 the
"dumh">grcupir of cgurse, the ch;ldren w;thln the f;rst =
7 twa hcurs kngw exactly whlch ;s thé slow grcug, wh;ch is
the fast grcup, and whlch 15 the mlddla graup. So ‘you
: might as well call them what they are, bEGEHSé one of the
\ méSsagés yau send when you apPly labels that attempt tc ”k
Vaiséﬁiée’semethlng is that honesty 1sn't a hlghly valued
v1:tue in the classracm.

_All right, let's say that y@u'have;three'gféups!af
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children. We know a good deal abaut group process;,
‘pretty solid research has been done. Here's Whaﬁ hap-
pens- frequently A studént, as . the top reader in the
mlddle graup, is rawazded by the teachgr. How is he
rewarded? He is made low man in the~ta§ group. Now,
'thEEE'kinds-Qf rewards I éan do withguﬁ, beéausérwhat
that dées in terms of grcup Pracess is it takes aﬁéy
 the status, the §rést1ge, the re;nfazcement the child
gets from .that gfcup, by putting him down 1éwer in a
dlfféfént group. If ygu look at. whc are the better K
students in any kind Df grgup;ng, they re canslstently
the same students, so that we céntlﬂually demaralee
the same lower group Df children. BAnd then the teacher
calls 1n a consultant and says, "I dDﬁ't understand what
hapgénéd; He was doing beautifully and then he plateaueﬂ "
Well, it's pretty obvious why he ‘plateaued. What
you have déﬁe wasié ﬁe§ativ2'reinfa:cemeﬁt job, instead
of a pasiﬁiVé one. '
This klnd of lnformatlan is avallable in thé l;t—
‘erature,_I m n@t telllng ‘you .anything that shauld be
'képt a segret'—ﬁ'ycg Dught.te'knaw this. Yet, behavior-

ally, if you watch the teacherrin the classroom,.he does

this kind of thing over and over again. ‘Wh? do it? It

doesn't help matters any. This may seem to be a far
'cry_frgm humanism and multi-ethnic éénsiéeratiQﬁS, but

- every time you clobber a child, that has a direct impact

e G ST
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on hisflaarning potential. Regardless of what kinds of
curricula and what'éualiﬁy gf‘gufricula yéu provide,
at a personal level if ﬁ@ukreward a child with good be-
havior by making'him low maﬁ éh any totem Falé, you're
not going to get response. It's nét'gcinq to work.
We have another game we play as teachers. Say
yau re teachlng upper elementary ox samawhere in thera,
and y@u have a student wha gets four §rablems wWrong out
of ten. What do. you put at the tog of the paper? Do
, ycu put six rlght? Faur wrong? A,percentage? Do ycu
say gaad? What do you dc? It ﬂaes make a dlffazence,
you kncw. Wé'haﬁg some res earch data that suggest that
for a studEht'whsﬂgets 51x rlght and four wrong, it
may not make a heck of a 1ot Df difference, but when ycu
get'a.studEnt whgréeﬁsve;ghtrwrcng"and-twa r;ght, and
“what ycu stress cén51%tent1y is what he gets wrong, then
byau re escaiatlng all of his failure expectatlons lntc
a 5yndrame based on hi hl,ghtlng,h;s=negat1v2 exger;—
ences. Stat;stlcally, it daésn t make any alfferencé
whether ygu say two right, or élght wrong; the percen-
tage 13 the same. Esychalgglzally, hQWEVEr, it can-
make a huge matlvat;anal difference for the pgcr student.
' Eechnically, within the body of paper, you must
identify where the errors ara} and as-a'g@cd teacher you
ﬁay like to make some notes or talk about it with the-

student so he understands the errors. But I'm talking

b
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about what goes on top of the paper. It may seem like
a mechanical activiﬁy, ‘but it definitely is ngt’ Here's
another example Df the behav1or of the teaeher in the

classracm, based on knﬁw;ng sgmethlng af learnlng theory

and grgup prccess, that abv1@usly hasn't permeated the classroom..

" 50 one priﬁclp;e of gead teach;ng relates to brlnging
1earn1ng theory into the classracm. If you want to ber
a good teacher yau cught te go back and take a look at

'5eme_learn1ng thaary, find out what you don't knawi

'Grgwth,énﬂ;pgyelépmegg
P@int numbér two: Our ?reseﬁt state of knéwiédge‘
ahout growth and develapment is hardly ev1dent in mest
day-to-day educational aQthltléE.: There is a gcad‘bciy
of knowledge abaut*gf@wth'and development. Wé've done
' some strange thihgs in education. -Ifnyu look at, for
fegamgié, the age of entry f@f'chilarEEigcing-int@rschoél,
“about the @nly'cpnclusiaﬁ YOu'can'drawiis that.wé‘have_
totally ignored all the research we know about grawth o
and develapment If yaurlaak at hcw we grcup ch;ldren
at the middle-school level, it would give you exactly
the same conclugion -- we have tatally 1gn@red what we
know, solid research ‘about grawth ané develapment.
, And then Wézﬂlﬂ samethlhg_that's,even stranger.

In that whole mass of good iata on grawth.éﬁd develch
ment, we left something out. I can't say it out loud

because we're being taped, so I'll write it: SEX. And

ER N ——
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we said that this part of growth and development is most
critical. And then we got into Eémé weird game which says,
éepénding on which school distziét we_gé”in; we will
deal with this in graﬂes éﬁé,'lhree; and‘fiﬁe?rérig:aies
seven and nine, or at some other magical number, as if
this thing, after we have fizst abétfaciea it out gf
growth and ievelcpmeﬁt, can then be abstracted one more
time so that you géﬁ turn it on and off, at grades cne;
three, and five, or seven and nine, or wherever. ‘This is
totally ridiculous. |
This is not to minimize sex ééucaﬁian; Wﬁiéh, from
my point @f.viéﬁ;wié a'valuébie:learning ﬁ@?ic iﬁ the -
CléSSféDm! But if you take it out of the context, out
cf'the t@ﬁal growth and development sequence, I tﬁ;nk
that'S'a'distértigni- I don't think yau‘ré ﬂéihg'a ser-
vice to children. | |
The delivéfy of sex education programs is really

wondrous to béﬁ@lﬂ,~é$pé§ially when we parade the troops

in. Who are the troops? ' Well, the ﬁu:se'ana the physician.

ture and then they parade out. And here's a classroom
full of students and a teaéhez left with them. It would
be analogous to a father who sat down and said to his

~son, "Here, read this book", and walked out. "P.S.. Don't

‘ask me any questiqns'abcut,iti“ 0f course the nursé:and_'

doctor always say they'll answer ary questi@ns, but they
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1?héi

are ééSéﬁt 1ly strangers to the classrgém_
ccntact bétWEén thé student and the nurse and ﬂa;
hava genérally been aféund négat;ve, traumatlg ez
that has happened.rrArérstg

OF ,'Eé;p At'l
t Qnes wh

: thése:pggple?
nly one

scmethlng badr
ﬂ Tl

ood éﬁ%éti@ﬁ%f
:'“ the

héf is
That means the te

m“

;lEnGES;
able: to ask. questlans
nct Egnslsténtly,"nct'
takg tlme—ta emergé;  Ihei£7
tlméa
to be cgmfertahlé énaugh tg ﬁeal w;th the sub
Masb cf us grawnsugs a:

can ﬂeal w;th thase QVEI
Taka a lack at ygu1

has
laﬁﬁ mast téaahers aren t
: .‘ Ygu.must rgcggnlzg tha mea:tance af grawth
develagment in thé classfaam.
behav1gr an& EEE ta what éxtent what ygu aa 15 caj

-3

on 6

of bays is éifferent the
lite r»‘

téﬂt w1th whaf we alreadyiknaw abgut g:gwth and de
A Thé,' :Erat

“ ) ‘m‘

. The task @rlentatlan
afrgirls at alfféréﬂt age 1évels.
ﬁcn th;s, an,s@ﬁé}agtent;'
'an grﬁuplngi 'fhé'#ay;yau éféup f
at the thlrd grade léVEl E:@bébly

reascnably cléar
But~bas

77;,§§es'have“;mgact
"réaélng purposes

Vtg be dlfferent{frcm thé grauE for réad;ng at slxt
rlEVEL; - Not basad salely an readlng 5klll
als@ on what we knaw af grewth anﬂ ﬂéVélEPmEﬁt._'F
mast gtudents ‘the m%anlngful things that go on in7
llves aré muGh m@re,relatedrta_thélr grawth anﬁ da
ment sequence than théy are tc'ﬁhe ccntent yau re ;
ém-:,'_'r.:c@; '  "

1n the :las




Affective Materials

The thiré'paint:' Feelings, éffective materials, have
never beenllégitimizea in public schools as meaningful,
~worthwhile, transactional currency. As I move around the
schools, what I pick up is that feelings, especially nega-
tivéﬁféelings, are intolerable =-- that the expression
of feelings is, for the most part, artificial, and that
the most agceptablé feelings are the positive ones. It
écésn'ﬁ even matter if they're real or n@t,ras iang.as
y@ursay-niee things and smile. It doesn't matter if
you're a ﬁeaehér'cr_a Stﬁdéntivtﬁét‘s the currency with
'_which peggle.relaté;'fAnd it's totally phony; the stu-
dent knows it‘and_the?teachar knows it;_bu£ the_gamé'géts
played. .It gets perpetuated year after year after yéar;
"Humanism cannot grow in such an énviranment;

Now, my bias as a psychologist tells me that how
:éyau make it, how you grow ﬁp; what kind of a péfsaﬁ,ysu
are going to becaméfris in large ﬁeasu:g a function of
how yaulearﬁ'ﬁc;cépé'ﬁitﬁ yguf féelingswhile grcwing'
up‘_ I dcn‘t cafe abéu£ Y§ﬁr'cagnitivevéducatiéﬁ. TD,,'
5 ﬁbe sur%, it 15 1mpcrtant, but’ I'm ccncérneﬂ abgut ygur 7
‘, {aftect1ve educatlcn.‘ And tc the extent that we' dcn t |

. deal %ff%ctIVElY w1th feelings 1n the classraam, I thlnk
'.WE lgse the Dgpertunlty ta help stuﬂents grcw up to be “

,famean;ngful adults.v Ihat's what I'm céncerned abcut - -

.that educatlgn becémas a tacl that educat;an bsccmes

,arna1 an—aaniﬁnﬂ - ] -nnii g%ﬂ1ﬁﬁa—ﬂ!a%.ﬁal—;ﬁ.§ L ym A e o= g ®
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is meaningless, and I think we all knaﬁ that. If it's
to be goal oriented, ghén paft’af the -goa. shguli%bé
.the ability tc adapt to one's QW£ feelings and be able
to transact business with others.

One of the reasnns I take this position is a very

- selfish one. We have too many customers in 'the mental
health centers in this country, and we don't need any
more. 1In a kiﬂd of indirect wéy, teachers are helping
to produce casualties. There's grcbablg not a direct
causal felaticnshi§ -~ I don't mean teachers set out
to do this S§ibut to the extent that childrénjlearn
to deal with feelings”in.a very artificial, very dis-
honest way, I think the payoff is that we end up get-
ting more children in the mental heélth centers, and
we don't need them. We have more than enough.

One of the reasons I také seriously coming to
télk tc y@u teachers is that it's a protective device
for the mental health centers. You have a great deal
ta'da'with'wﬁﬁch cﬁstemérs come to ué'and which don't.
Yau can prcmate humanlsm and more effectlve learnlng
if yau keep ;n mlnd the threa pg;nts I ve mentigned

1)' Learnlng Theﬂrg - What da yau know abeut it? o

Have you used it?

2) Grcxwth anci Develépment- What dg y@u know akout
that?‘ ch da you use it?. '

o 0 3) AftéctIVE mater;al The whcle area Df feel;ngs‘

~nd what happens to them in the classracm



Cammunlcatlan

If you'll bear with me a m@meﬁt we'll talk about
communication. For learning to take placé, c@mﬁunicai ‘
tion must take place. There's =ome very interesting
data about communication activities. If you look at a
social system =-a school syétém; for examgiaﬁ you can
define a series of levels through whicii communication
occurs. You have top administrators, sécan&—lévél ad-
ministrators, middle-level maﬁagememt; front-line tea-
chers, and the students; finally; at the bottom.

In an ideal social systém, you'd have.ﬁc be very
concerned about the communication pattern. There was
- a study dqné at MIT in the eérly 19§D'sf,in which some-
body studied the bést communication pattern in a bomber.
That is, if you héve a crew of Pééple flying!a'iargé

bomber, what's the beét communication pattern? Should
anybody in the plane be able to communicate with any-
r'ane else in thevplane at any point in timg? Should the
pilot be able to ccntﬁcl wﬁarcammunicateS'ts whom? Un=
der what conditions should peaple be able to cammunl-
cate w1th each ather? Should it be a verbal cammunls
cation process? A- llght going on? Or a saund cemmun
icati@ﬁ process? | -
Dﬁg of the findings wgs that‘in timelafkwar the

- man who had respanslblllty far the alrc:aft shgula he

able to cantrgl cgmmunlcatlgn- and tﬁat anyane else
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aﬁght to be able to get through immediately to the_man

in charge so that he could open the communication pattern.
If you look at some of our school systems today,

if you look at some of our state hospitals today, if

you look at some of our police departmenﬁs today, and

a few other organizations; you'll discover that we're

operating as if we were in b@mbérs iﬁ time of war...

that there's. a communication précess that scmehﬁw is

uni-directional, The other intfiguinq thing about a

ni-di rectlanal communlcatlgn pracess is that the mast
frequent vehicle of expression is a written memo:
Mémcé From, TQ;-Canerﬁing;
We Engw'saméthing of what happens in a ani-direc-
tional communication préceési Let me tell y@u'samé
: af the data because it affects not just the individual '
classréam; but the whole structure of a public‘schccl
" system. In a unisdirecti@nal process, with a written
memo as the vehicle for eémmunicatian, what ténds to
As the message goes frcm_leval to level, c@nnatative
‘ meéﬁing is aitacheavtc iti. For example, the superin-
tendént=@f a state hospital sent a memo out saying .. . :
.“St,art_ing‘jﬁly—lP ﬁq.éne will ?ar& on the gggss behind y
A Eﬁii&inég“( That‘s a—éleafscﬁt statéﬁant;- Héﬁ could

anybgdy misunderstand it? Yet, as that statement went

d@wn the l;ne, Ey thé tlme ;t ggt to the staff nurses,
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the connotative meaning was "Hey, did you know that
last week it was raining like hell whén.the superin-
tendent came to work and he couldn't find aAplaee to
park his car? Aand wh- t he really says is, you leave
him one Space behind the building ‘so he can park his
car; he doesn't really care whether you park on the
grass behlnd A building or not." Here we have an example
of tha written meaning saying one thing, and the conno-
tative meaning saying another. |

Now, what happens in connotative meéning also,
in uni-directional processes, is that the values be-
tween the levels build up, And as the values build
up, the only pEfSDE—Y@u:haVE to be concerned about is
the Dne'gersan immediaﬁely above yéuf If what you do
-gatisfies him, the reét of the system doesn't matter
at ali. o

. What that tends to produce is a- set of 1salated
=level_,, What vy lcse is abv;@us, thé cantext of the
~total eduéatianal process gces out the window. To
the extent that the re iz a need fgr staff to cgmmunlcate!
across levels'in ﬂfdef té’havéHSémé relevance for the |
educational pracess, yau lgse it in a_unl-dl:e;t;gnal__
,y,tem l;ke this.

With reqard to. students in the a:ea af ;cmmun;ca—l
ticnf Haw yuu set up ycur classraém fcr cémmunlcatlan

Eurpgses ;s extremely crit al i he Whélé pracass éf

* learnine
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I understand that you have looked at some classic
examples of the passive-receptive student and the teacher-
lecturer, as one kind of communicaticn process. The lec-

ture method of communication has little paygff- What it

thing the student has to be ggnce:ned abaut is listening
for those things the teacher thinks are important so

they can be fed back to the teacher. That gets conver-

" ted to a grade, and then, of course, gets immediately

sét to one side. That is a ngn—learning situaticn: no-
thlng gets 1nternallzed in that process, but mater ;al
gets repeated over and over again. .

The pgint then abeut-cammunicati@n in the classroom
is that y@uvhavé to have the variety of procedures which

makes it possible for the students and the teacher to

‘work out communication; and students differ in how they

commu:icate. Again, we have some data to indicate, for
examgla,'that many students are much more comfortable
ccmmunicéting naniverbally.‘ It's lovely to have a bright,

upper middle- -class student who is able to turn into words

: anytblng and everyth;ng very. easlly That s nlce-far a.

- teacher because lt s :ElnfcrcemEﬂt far be;ng a qagd

*eacher, ycu gét 1nstant respanse, 1t s very grat;fylng. -

But fer the student who's not’ used to that egmmunlcatlan

pattern - well, 1f that 5 the preferred mode yau set ,

ug in the classrgam yau're punishlng a lat af stuaentu._
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You mﬁst be able tg'set up a variety of communication
procedures. |

The specifics are idiosyncratic; what-yéu do as
a teacher has to take into account personality in a
given environment. You have to look at your classroom

as an environment. If you want to look at preferred
modes of communication among students, you can use a
very simple sociometric technique -- any teacher can

do this. Tiis can give you some notions about which

students relate to which other students, and for what

purpose., That kind of sociometric pattern can be built

along a-whglé-variety of issues to help give yau?SGmé
clues about thébwhglé communication process.

Again, v.u can acét éem@ératié if your notion of
democracy is not, "If you want to speak, you must raise
your hand, and everyone will be féccgnizeii I'll get
around to you as soon as I can. It's a big classfgcm
and it's hard. to éet everyone recognized" -- that's
lovely, isn't it? Except that it déésﬂ't fit with the
fact that for lots of students that's not an adeéuate
way Eéfrthém‘ﬁc be able tD égmmunicate information to
'yéu! it doesn't work. o | |

) chiyou‘d@’ﬁanagé tg'ééteffective é@mmuﬁ;catign
going in your classraém:ié a functiﬁn of what yéu know
| ébqut:ygﬁ§ glasé,'andﬁyéﬁ-havara réspcnsibility'tn un~

i

dézsﬁaﬁﬂ‘that clags.
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Materials and their Use
A lot of things have been developed in recent years
~around the country that can be of some use to you in
rﬁha classréém; They're not specifically multi-ethnic
in nature but from my point of view have high relevance
for multi-ethnic concerns. For example, there is now a
brand new journal called "People Watching", which is
éeﬁderﬂeﬂ with curricula and techniques for the teaching
of behavioral sciences at all levels. What I would like
to see happen,; and I spent some time in my own research
assuming this, ié the development of the hehaviaral
sciences broadly defined as a major technique for tea-
chers in the gléssraﬁm;- : o o
When we talk‘ab@ut learning theory not only is
it st:iking to me that teachers don't know anything about

1earning theary,'but it is uttérly criminal that students .

what they're supPGsed to be daing-

If you look at some of the recent work of Jerome
Bruner, at Harvard, one thing hé highlights rather inten~
_sivgly is that cﬂgnitlve material, 1ntelleutua1 mater-
:iaL, can be braught dawn to practlcally any 1eva1 in ther
classroom. You can teach some very camplex.stgif_at,. .
| the‘very-éarliast‘1evel'éf étuients;;:lt‘sfa techniéalr
.”igsue;inVélviné:héw‘y@u7put~thé“métézial tpgétﬁer;  Rai§hA
,Qjemann, in Cleveland, has spent a l;f ﬁ'iﬁé’éevélégiﬁg'v'

'materials in th;s general cﬁntext Egn Lippiﬁt'aﬁérééme,‘



=81~

of his colleagues at the Univeisity of Michigan have for
some years.been.preparing materials in this area. We
have been working on a 50 unit curriculum on the behav-
ioral sciences beginning at kindergarten, going through
sixth grade.

The critical thing about this kind of material is
that it is best used by teach&rs with students, at
appropriate points in time. You dan't teach it M@nday,
Wednesday and Friday at 1:24. Life doesn't occur on
Monday, Wednesday, and Friday at 1:24, But'if there
is a teaching unit DD scapggﬁatlng, the time to use that
is when you've had an event Df scagegnatlng in the classH
~ room. = Then you pull out the materials,

These ﬁﬁitsf iﬁcidentally, are best prepared when
the teacher takés.them‘and internalizes them for himself
in lesson plans and teacﬁing‘units of his own. I'm ter-
ribly susplclﬂus and very uncamfartEELE?w1th any packaged
set of materlals tcéay in the bread area of humanism,-
or behaviaral sciencas, or grawth and &avelcpment or
what have you. If yaa get a pagkage gf materials what
you do as teacher ;s serve as mlddleEman so that the |
materlal gaes ﬁram the baak ta yau ta the atudents, it's  ;
ster;le._ I'd almcst rather nct have you do 1t at all,
~Humanism of the k;nﬂ we're talking about ;s an inter-
'perscnal thlng Eetween students and teachers, and 1E

can anly occur if the teachgz 1nternal;ges the material
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and ﬁakes it part of himself and doesn't lean on someone
-else'é packaged material.

And children can tell, you kﬁaw; they - =1 tell whether
something is phony or genuine; they know when something
coming from a teacher is heartfelt and when he's just
giving it li§ service, 1 have always been intfiéued,
when I go into a first grade classroom Suring about
the first two weeks of the school year, to find that prac-
tically any student in that first grade classroom can
give me a fairly éccurate diagnostic assessment of the
teacher. 'Included in that willlbe his strengths and
weaknesses, what he'likés_cr doesn't like, how to make
~him happy or angry -- a whole fanqe of aata, within the
first weeks of school. Children spend a great deal of
time and energy diaQﬁ@Elng their ;éachers.

One of the'things they learn very early is how to
tell when the teacher is lﬂ sho ﬂest- when the teaahér is |
playing a game. Now, no one is alldwed to talk about
that, but what becomes ve;y apparent 1ﬁ>that that be;gmes

almost tﬁé pfevailiﬁg nazm for the Stﬁdéﬁt; Ifr when

he is enraged all he communicates 15 denial, then the
studenﬁ when he's enraged bas to behave similarly.
What you're Joing thgn,ls denying the,reality of what
-goes Dnin’i;teféctisﬁ‘hetweeh'agteaﬂher and sﬁudénﬁ;

Much of what I've described hits-right at the very
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root of some of the multi-ethﬁic concerns yéu have, bhe-
céuse it is at the foundation of solid human intéractianf
Because of thé lack of awareness, the lack of basic know-
rledge, the unfamiliarity acrass.sccial groups, all of
this)dishanésty, all of this game-giaying of democracy
really gets heightened. I think it's really behind Some
of the problems you can face warking’aé teachers,

The teachers' expectation for change, then, comes
about in producing the kind of classroom atmosphere that
allows for humanism to grow by dealing with, by my point
of view, not just cognitive materials. I'm not saying
yéu can avoid the:ccgnitive material -- that's a nec-
essary part of the educatianal prccess.: But learning
theory, growth and develaéﬁent,_and feeliﬁgs must be
emphasized as legitimate, critical parts of the growth
process. )

As I sa;d there is mate:; | and it is ava;lable‘
'DDn't buy it as a package, Gat to know it, get to 1aak
at it, understand wLat's there and see if yau can inter~
nalize some of it to use as you need ;t in the classraam,

Thlngs do beqln to :hangé - the numbar of kids wha
are sent to the grlnc;pal's fo;ce gaes down, the number
of absencﬁs fr@m schecl that a:e not based on “hcnest
rmedléal éyﬂuses“ ‘tend to drap fo étc. It's not a
maggr pananea, 1t's nct galng to cure all cf the prabsr

lems. But what 1t can dc is creaté a bas;cally h@nest

EE
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environment in which the learning process can tak%'place.
I suppose that's what it's all about, the best honest

environment you can produce.

end by suggesting to you that that is prcbébly,th& most
difficult task for teachers. Can you be honest? Being
honest requires risk-taking that mgst‘cf you haﬁen‘t

faéed up to. Being willing to take some of these risks

can be a very exciting activity. Are you ready?
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INTEGRATING ETHNIC CONTENT INTO THE CURRICULUM

Ora McConner

DESIGNING THE ETHNIC CURRICULUM

Crucial to building a dealgn for ;ntegratlng ethnic
content into the cuzrlculum are answers to three kinds of
~questions. First, what are the cbjectives of the proposed
curriculum? Next,.what shall be its sécpe? In other words,
what knowledge, skills, facts anﬂrcthér experieﬁees shéuli
Ee included? Third, how shall. this Fnowledge be organized
for classroom instruction -- in what 9a£tefn and sequence
should learning experiences:be Grderéd? |
Viewingvcurziculum aévelapﬁant és an @réefly and
fhcughtful prucess, the fallaw;ng steps are suggested as

helpful ;n building a curriculum, multlsethnic or DtthWlSE‘
1. "DiagnéSis-gf Needs

1
2. Development of Objectives.
3. Eelectlgn of Content

4

- 4, Qrganizatlon of chtent

ME, McCcnner is Curr;culum Dlrectar far A:ea B, Chicagc Public

Schagls.




|
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{2}

1

6. Organization of L%afn;ng EXPEILEEQEE
7. Determination of What and How to Eva
A brief discussion cf each step with emphasis

-three and four will be presented.

SELEETING CONTENT

Selecting thé content :f curriculum is o
crucial decisions in curriculum-building. Wh
and what not to include may be ﬂé ermined by
- fa ;arg ;!'fatlﬁﬁal or otherwise. Validrané
cantent usually réfl Qts'curr%nt réséé:§h ah£
EQﬁmEﬁsurate With_thé saeial,'gultgral and . po:
ties of our times. -

Insféa51ng gressuré on schools to include
terlals into the curriculum lS grgéuéingrhasﬁ€
'F:égramsrané gthplg'gnltsf If takénfﬁé thg'é}
Eragtics_§i11sufélyguilify.the“valuas inhai
mgvemEntQL'Traditicnally,' p’e,,iéé°ma§é:iﬁ th

'fcr n%w knawledgé by aﬂding naw gaursesi  NEW

i w&re asglgneﬁ these EEW cgurseg_ Wlth the ra;

:ﬁf'EnéWlEﬁgé.aﬁa'prélif r t;sn af Eaur5ésr tlj
'P%Imlt the 1n:1us;én af évery Eubject deemaa a
Wlth :areful plannlng basei on saund researeh
Vsugggrted by sghgal persgnnel isuccessful ,ité

:p“éthn;f Egntent 13?;_;hé reggla Eurrléulum bé;
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CURRENT PROGRAMS

Many current studies of ethnic programs, especially
those dealing with Black values, cluster around three general

objectives:

1. the enhancement of Black self-concepts;
2. the development of pride -in Black heritage and
contributions; and

3. the improvement of white attitudes toward Blacks.

A unique feature of these ébjectives!is the interfaéing

by

of feelings and facts. Another feature is the effcrt made
to provide ééﬂfidé?geg comfort and competencies when tea-

ching ethnic content.

SUGGESTIDNS-

Integrating Black English into the Curriculum.

The concept of BLaék English is so nevw that many tea-
chers reject it as incorrect, non-standard or lazy speech.
"Linguists such as Joan Baratz, Kenneth jchnsgn, W. Labor,
Rgger Shuy and William Stewaft have made major contribut.lons
toward identifying Ifeatures of Black English in contrast

with Angl E llsh. (B.E. and A.E.)

- The implication for instruction is that it should center on:

1. Crucial points of difference between B.E. and A.E.

2. Eight key grammatical and syntactical features of

e TR
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Black English identified by Baratz.

. Selecting activities which

a. Develop listening skills.

b. Teach standard grammar.

c. Reinforce standard grammatical uses through
contrastive drills, games and role playing.
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GUIDELINES FOR INTEGRATING MULTI-ETHNIC CONTENT INTO THE CURRICULUM:
COMMUNICATION SKILLS AND READING

Mattie Claybrook Williams

On a bright sunshiny September morn in a small midwest-
ern town, several mothers lock arms to form a chain around
a yellow school bus.... A southern governor bars the en-
trance to a state university.... A group of students take
‘over the administration building of a large eastern univer~
sity....A community in a northeastern borough decides that
it wanté a voice in decisions that affect its schools....
Publishers make a mad rush in making revisions to meet
state adaption deadlinés;_i.White faces become black faces

in illustrations found in textbooks.... Little Black Sambo

is removed from a library shelf because of the image that
it projects...Urban textbooks are writteni;..Esychclinguis-

tics becomes tiie base for the development of a reading

Mattie Claybrook Williams is a Langdagé Arts Consultant R
with the Chicago Public Schools. . . ' E
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series...Minorities are recruited for advanced educational
training...Token minority members are appointed to key
educational positions....Black Studies programs are insti-
tuted on many campuses...and "Sesame Street" introduces

an innovative and uniéue approach to pre-school learning.
These are but a few of the many situations that have been
the result of changing values, prejudices and attitudes

that directly affect education. The questions érise:

Could these situations that havé deep prejudicial implia
cations have been avcided? Would others have been neceg-
sazy? Perhaps such circumstances would never have arisen,
had curriculum content in the past embraée& a pluralistic
point of view.

Ethnicity and content campfise but one aspect of the

total curriculum, although an important one, to be sure.

Dne must, however, think in terms of a broadé: scope that
includes the behavioral Dbjﬁctives, materials, activities,
pedagogy and avaluative procedures.  We must know: EE§£E

we are going; how we w1ll get there. and when we have arrived.
Assuming that we know what behavier we want to change and §
that our evaluation will be nade in terms of .these gcéls}
‘let us then consider the means by whlch thlS will be ach~
ieved. In thlnklng cf multlpllclty in medium (centent),
‘let us pursue. ;t fram the "tzlple M" apgrcach- m@tlvatlaﬁ,
materlalsf anﬂ methodalagy, as they relate ta the teach;ng

of readlng.

A G WL e e L e T
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MOTIVATION |

Thé-mannEE in which youngsters are motivated to pur-
gue a- learning task is important to his success. Attitudes
towards youngsters, especially Black youngsters, have caused
"Death at an Early Ade." This statement by Kozol sets forth
a truth that is very evident in Black schools. |

The syndrome that Black youth have no motivation “s

a myth the matlvatlanal factor that should set the siage
for learning is often omitted because of this myth. The
task of develaping a readiness for instructian is influenéea
by the findings of social scientists, which in turn justi-
fies the feelings of many educators tﬁat minority groups,
_especially Biacks, canng£ be expected to profit from the
instructional program té the extent that white youth can..
Therelis accuracy in the postulates that Annie Stein des-
cribes as the basis of “Strétegieé for Failures."

1. These children are of low socio-economic statﬁs;

their parents have a low educaticnal level and

théy are lower-class.

educatlanal achisvement, WEak self—:gncepts,
cannot defer gratlflcatlon, or plan for the future.

3. Their env;rgnment has a “ceztaln grayness" and
prevents the develégment of self-help, leadership,

and community organization.

4. They are culturally deprived, dlsadvantaged, ‘and
. "education may rlghtly be ﬁ@nsldered as ;nte:ven—
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As for the mystique of reading prerequisites, this is how

the ghetto children are said to fare:

1.

They have no verbal stimulation -- "insufficient
communicative interaction during the critical pre=
school years for adequate linguistic skill to de-
velop"; "language is repetitious, dull, colorless
and unimaginative, reflecting the environment within
which they exist."

They are non-verbal: -"verbal output, but not pow-
er, is the zame as for the middle-class child."
The child has no visual stimulation since he is
not surrounded with "artifacts" that "give him
opportunity for comparison (e.g., between things
that are large and those that are small)." He

has no auditory stimulation since his home is a
"noisy but non-verbal environment" and family

conversation is "deprived of meaning." 4

Society for well over oue hundred years, admitted or

unadmitted, accepted or rejected, has held these truths

to be gelf-evident.

Unless these myths are dispelled and attitudinal

changes are positive, Black youth as well as other minori-

ties cannot profit from the instructiana; program.

METHCDOLOGY

The youngsters are motivated, the proper materials

are chosen; what then? This question advances the logical

thought that, given these two elements of the instruction-

al program, the methods of teaching concepts and understandings

Rt o T PR S
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must follow. What is the best methcd to use? There is

no best method. Again, the individual child's needs will
dictate the approach. An aclecﬁic approach that embraces
many techniques and strategies is most desirable. Fﬁrthér—
more, diagnostic. and prescriptive teaéhing can assure all |
youth the maximum rewards from the instructional program.
Researchers in the United States Office of Education's

1964 First Grade Study have offered evidence that the tea-

cher is the most important component in the success or
failure of a reading program.

Silberman, in Crisis in the Classroom, points up the

fact that the achievement of pupils' and ﬁgachegg' perfor-
mance increased in direct proportion to the positive expec-
tation levels.

| This means the development of a readiness for learn-
ing, diagnostic and prescriptive teaching, as well as mas-
tery learning. All youngsters are dependent on that per-

son whose charge it is to direct the educational program.

MATERIALS

skills is of little value unlessvperueivea as relevant
by the léatner;“ 1 |
: Théfterm "relevance" in education implies that"ﬁhat
is to be iearﬁéi is perceivei by the learner as having
meaning in his present iife”aﬁd utility in fuﬁure léarning
9 ,

and coping situations.
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Any material chosen for the teaching of reading to
minority groups must be based on an assessment of the needs
of a given group. The content should reflect the-findings
of diagnostic procedures and learning modalities uniqué
to a particular youngster. This is perhaps the most im~ ,
portant consideration.

Materials should be selected in terms of apérapriatéﬁ
ness for use in the development of a well-balanced reading
program that includes: (1) the deveicpméntél reading strand,
(2) the curricular feading strand, (3) the corrective read- -
ing-strand, and ﬂé) an enrichment reading strand.

To say that such materials must be bi-racial and bi-
cultural seems trite and self-evident. Every ethnic group
insists that its unique cultural céntributiqns be reeégs
nized and appreciated as part of our American heritage.

The foregoing introductory remarks have a»direct bear-
ing on the setting of éuiielines for the integratiny of

multi-ethnicity into reading materials.

Specific Guidelines

--——-Attitudes of all persons involved in curriculum devel-
opment should be positive and objective.

=== All ethni: groups should bérrepresénted'in the content
of readiny material. |
English; occasions for "shifting of gears" in oral

usage must be outlined.

AR S
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Materials should reflect a genuine respect for all
groups -- morally, ethically and aesthetically.

Materials should be designed to assist in the devel-
opment of identity and a positive self image.

‘'Three dangers should be avoided: "“intuitive psycho-

logy, reverse prejudice, and easy conscience." 1

All ethnic groups should be represented in all mater-
ials for all children; publishers must not publish
separate editions for different segments of our society.
Selections representative of all groups should be
integrated in all materials at the appropriate time.
Separatism in content for specific portions of time .
(such as Black History Week) must be eliminated.



References

li

-97~

Elkind, David. "Ethnicity and Reading: fThree Avoidable

Dangers." Reading; Children's Books and our Pluralistic

Society. Newark, Delaware: International Reading

Association, 1972.

Jablonsky, Adelaide. "Toward Curriculum Relevance for
Minority Group Children." I R C D ‘Bulletin, 5 (Summer,
1969) . |

Robinson, H. Alan. "Communications and Curriculum
Change," Language, Reading and the Communication Process.

Newark, Delaware: International Reading Association, 1971.

Stein, Annie. "Strategies for Failure," Harvard Educa-

tional Review. Cambridge: Harvard Press, May, 1971.

A e R T



~98~

'HERITAGE OF THE AMERICAN PEOPLE:
A SOCIAL STUDIES PRESENTATION

Kathy Partlow

The theory of the Tri~Ethnic D:.American Heritage .
Program was developed by Sister Christine Davidson, S5.J.
Sister created a program whose s:@?e was to include in-depth
studies of the three main American minority grgu§5 == the
American Negro, the American Indian and the Spanish-speaking
Aﬁerigan! This program was to be implemented wherever pos-
sible within the diocese of Lansing.

I had begun to teach a course in Blaék Studies in
Lansing when I came in contact with this new program. My
background is in Social Studies and I had had some %xpéfi
ience in a Black Stﬁﬂiéélpfégfam in Milwaukee, Wis;ansin,
and in Lansing. We degidea.té use the Tri~Ethnic program
Vdu:ing thé‘1971§72 5§hac;'year as é pilétlcgurseg 'It.was

a teacher at the Jackson Catholic Middle '

Mreg. Partlow ia

School, Jackson, Michigan.
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rta be taught us;ng ‘the TrlsEthnlc thea:y and ‘any practical

,methcds and EQurSE @f stLdy that we cculd déVlEE.

The prcgram had several ﬂbStéGléE tg avercgme at the

 cnset I féel that these shculd be- mantlaned PELD+ tg,a

dlscussign of the praétlcdl aspacts af the course so that :

'nyau w111 have an unde:stand;ng

af why we were set up as
. 7/,

:;we weré. 7" B
”han rst pzablem, I felt, ‘was. the age—lnte:est graup

w1th whgm we were wgzklng,  The . cgurse was. taught ta seventh

.and Elghth gradérs.‘> d;d nDt feel that th;s agé graug has

':a great lnterest iﬁ a‘T' —Ethn;c or m;narlt;es tgge Qf pro—

B 'gram_ Dldér students bégln to develép such an 1nterest

' Fram thé start -a magar ggal Df the Prggram waE tg develgp

nterést Qn the part of the students ;nvalved - an 1ns'

Vteréz+ ;n learnlng mere ab@ut :ertaln Amerl'

7 A a- result we- used a multlatext, multlstea h :thcas

'3thtype cf agprcach.ﬂ.:f,k1, L “,jT;ij; B

A se:ond Qbstacla was parentérh any parénts af stu-

,jdents tcday feel that any typé cf mlnDr;t;es pragram is

  unnecessary and nat WGfthWhllE.; They dlgplay th21r strcng<"

:>prEjud1ces and can easily prevent a pragram frgm gettlng ;

"’?fstartéd We, therefcré, dec;ded to call the pregram Herlﬁ

‘ffftage or: Culture Qf the Amér;can PEDplE 1nstead af the Tr;ﬁ

Vif Ethn1c or Elack Studles Prﬂgram i(MEdiglrf th%n is EESIEE

;}tc take 1f lt ;s sugar—caated ) bTh; t;tle and our ccu rse

='cutlane seemed ta satlsfy any ije éns!;iﬂ,,

n mlncrltles. SR
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‘A th;rd preblem and a very re 'l one, to me, wasvthe
, 1dea1 quality af our schaal.g Jacksén CathﬁllE Mlddle  'H
' Schaal 15 privatelg fundad and as a :esult caters ta middle~
 :taéup§e: middlé class-fam;lles;and:nat,tg m;no:;ty'grgugsg'A’w
We were thus able to éc much 1mplement;ng and lnltlatlng ”
,’desplte a- 1ack Qf many funds.r I fact we were able tc do |
mare ;mplementlng than I ever found pc551ble'dur1ng.my |
years w;Lh the publlc schcel Systéms.. The re& tape wasr
_lacking and nat as: blndlng, and thus, creatlgn cf the p,i—'
,,gram within an ldeal s;tuatlcn was samewhat easy. .

? The Herltage Pragram, as pr lcusly stated was se£
up.an a pllgt-trlal bagls.  It was offe red tg the t@p
'thréerthP académically) graugsncfISEventhﬁELthh'graaérs
férjloormiﬁﬂtesva’wéék. '(Tﬁus;vitjwaé a;halféﬁimé c§ursé;:
s;nee Gur fegular classes me. Eﬂo'mihutés'eaehfweek )

The 1déa Was tc try cut Slste: Chr;qtlne s thecry
7aﬁ&'1f lt Warked - lf students Wéré 1nterestad 1f parénts,”,
were" lnterEEted - then, the prégram could: be further de— :”
velapéd fcf 1nclu51cn 1nta the séh@cl's currlculum gf stuay._

We Ean ‘TIOW v1ew the ccurse as 1t wa% establlshed WE'

set up faur main units of student 1nte:est and develapment.
Sincé"thgjprggram_was‘calléd Culturé or Heritage'cf o
tthe Ameriéanf§36912;3wéfspéﬁt‘thévfirst‘qua=':r‘develépiné o

a unlt Dn CULTURE.~ We felt the stuﬂénts shauld ‘have.an

1dea, flrst cf all a: hc bfé d a tcplc Eultura really 15._;,, ;“§~';

fWe began by develaplng culture as sharad learnea behav1ar
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From here we saw that culture 1ncludes thlngs like art cus-
- toms, rél;g;an;~g@vernmant, education, and language and
that‘each of théée‘haé ﬁaEerial*cauntérparts- We théﬂ-'

dev elcged the ;dea that a natlan must have a culture and

it is th;s cultufe which makes a nation uleué ~- differ-

t Erem ‘all others. - The students thén became aware of a

\m\

'ccncept baSLE t@ the pragram == that 13 that peaple aré

éulture and that Wlth;n a natign all pecple,'m;narlty and/cr

ma j rity, Eantrlbute t@ that cultu:e's cénstant develgp—
ment and ;t is hé,' in that culture ach ieves its un;que,r
natu:éi Tﬁus, we Siscussed in gé ral how Blacks, Iﬁ¥?
bdians ‘and Ch;can@s have cgntrlbuted ta the uﬂlquéness éf
rthEI.TSAi | A
From here we. m@veﬁ into. Qﬁ:rseé@nd unit -- AWAEENESS.
'We aevelcpéa this in-a EQnVéfSé manner =§-that is, we dls—
cussed what ;t means té ‘be awaré and P:Gvéd that préblems
Qccur w;thln a sgc;ety 1f lts members became unuware,.~We_
saw what causes unawarenass. Th;s was tD sh@w that many
. of us are generally_unaware,  Thé students.then V;ewed,whét
cguld hapgen t@ a culture and 1ts un;queness (thus connec t
;ng the twc units) 1? 1ts members were unaware af the cul—
tgral éevelgpmént.; We concluded by dlscusslng several Pf -

‘bléms résulting fram a lack of awarenass -—'the chlef one

“being ‘PREJUDICE ... our third unit.

- PREJUDICE was an interesting and difficult third unit

s e 0 R M i
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- of stuﬁy; We again began,byrdefiﬁiﬁg what préjuaice is.

1 We d;s;ussed What it dlﬂ to a culture,éf heritage_ We v1€wed
scme 93531bla plans to be used WhLCh mlght heip allév;ate ‘
_scme af the prcblem_ We cancludéﬂ w;th the 1&33 that 1t

is pregudlce and general unawareness whlch have caused the:
rcultural eantrlbutléns cf Blacks, Chlcanés and Ind;ans to
remain uﬂknawn fgr 50 1Dﬁqi' With thlE 1n mlnd Wa moved
vlntQ our flnal unlt -~ an 1n—aepth v1éw of each Df thgse :

three mlngr;ty g;aups and hcw each has helped make American-

""iﬁus’ﬁéibégan'ﬁﬁiﬁ’ivriii-iHE MTNQEfTYVGRDﬁPS?bTEé
Negf§>§¥:Thé Indian ~~ The Ehieancr It was at this palnt
‘that, far the flzst tlma, a text was used by the students.
,535133113 each was—appraached-as a.qrcup w1th1n American
saclety that has cgntributed tc ;ts cultural grgwth We
v1ewed the hlSthlcal develcpment gf eaeh gréup and its
icantr;butlans. Each Was V1ewed %eparately

The Elack was appraaGhed mgre thrgugh the traﬂ 7; n 1
histar;gal view ——'that 15, frcm Afrlca, thraugh slavery, e
to v1ew1ng the Black man 1n Amerlcan llf% chrnngleglcally.-.
from the U;S.vRevclutlcn to the War Qf 1812, to Jaékscn—
;‘;anlsm, t@ C1v11 War anﬂ Recanstru:tlan, ta the Sganlsh Amerlcan

.War, to thé 20th Céntury Wlfh Wgrld War I, the Depréss;cn,

Wcrld War II, the Flftlés, the Slxtles %s thraugh thayg7‘

Then we VLEWEd*hlSAGDﬂtrlbutlgnS- The American Inéian‘wasxb
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viewed w;th a cultura; rather than hlstérlcal view. We
v1ewed his emergence thousands of years ago fzam Asia. We .
then: VLEWed various Indlan gr@ups - haw each llVES, lts.
culture -= and" f;nally how the Indlan has cgntrlbutéa to
U.5. culture. The Chicana was v;ewed in much the same
méﬂﬁer;-f &

Thls malnly ;s the péagram"és lt wab éet up.‘ Iﬁé.
’methadclggy used does deserve some mentjjn here. As pre-
v;ausly Stdtéa ane chlef ccncern was malntaln;ng student
: 1nter?st; Thus avery meth@d we cauld thlnk gf was used.<
These are sama of the methéds we used

1. Class ﬂlEEuSSanS.=‘ These were teachez ~led. ’The

‘stuﬂﬁnts respondeﬂ to gulde questians and to com-

ménts made by Gther students_f They took notes
"~ based on. our. class dlscuSSlGnE. Ma;n—;deasrwézé

erttén on the chalk baard

2. Small graqp Wark - Ehls was student led.r Heré
students warked 1n gréups Df fcur gr flve. They

"21ther d;scussed a t@plc (far axampla, the various .

grgups met ‘and dis:ussed some péSSlblthlés of .
praetlcal things whlch m;ghf allév;ate the prcblém
of Préjuﬂlcé), gr they Wgrked Qn graup Préjects :

or on prablem sglv1ng as.a graup.

3. Praject WQrk _
a. 'Creat;ve maké saméthlng type of work. The -~
B culture PEQjéEtS and pregualce bcmb are samples
of this. ‘ ‘
b. Illustratea; éréati#e writing
1. Newspapers on display

i
i
i
i

j
L
i,
o




"'Gthér twc bélng "have—ncts.“’ As the game prgg'

vthls person wculd be a cultural c@ntrlbutér."

-,ertten 3551gnments»—s samplég Df written wark
'15 als@ cn dlsplayi Students 4igd 1n—depth d;s— o
.cusslcns ln a’ written farm. )

_"Star Pcwer“; where the élass was lelded ;ntc

: gressea ther“haves" were glven rulé-maklng ‘pow-

er,'and the;r pzegudlces became §v1dent.

. E%KtszGkS*iif'l  >.- ;.f:."%» s o : o

:and gat/lnvalved w;thaut errgr.r It 13 als@ :alled.v
;‘“cenceEt develepm%nt“lc '"prcb1em 331V1ng " We
fbeg;n w1th a tgp;c;‘fér éxample, Préjudle%. We
-~ view that ;t is a pr@blem.; From here we view some . - ir,:i:

2. The baaks authared by the students :
3. The lllustrated prEjudlce booklets

Résearch wcrk - During Lhe un;t on Awa:eneS%,

each student resea:ched some famgus Black persan,

wrote a’ b;cgraphy on h;m/her, and dlchSSéd why

Laarn by da;ﬁg,ss'21mulated gama - At the start

of - the Prejudice Unlt we played a game called .   7 ; ‘{_ i{

three graups, one be;ng thé "hgves,“ and the

a. . Stary gf the Negra, by A Bcntemps

b. The" F;:st Amerlcans, by D Jaeebsen

3Audla§vlsuals- Twa gama fllms are: "Black His— o

téry —-= Last, Stglen, or Strayed," and "Black

:and Wh;te-'ﬂptlght."‘ We have alsa Drderad LT >'§°

set . cf tapes-and fllmstrlps on the lives af fae o : 'f

'mgus Blacks._ ”}gw

Hllda Taba Strategy - Th;s is a fairly new. con-

‘cept 1n methadglggy.! It 15 based gn the lﬂea Df o 'é f,f;

‘ evelsp the topic

lattlng'the stud%nt ﬂlscuss“ag

- of ;ts causes,Vthen”scmergf,;tsAeffects,Land,.1astlg,,"
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we reach a canclu51cn,'a ccncegt or a generallzaﬁ
tlaﬂ_' For example- "Prejudice within a, ‘nation
can cause that culture to lose some of 1ts unique=
ness." Samples cf thls type of: work are. alsg on .
 .&15§133. It is extremely dlfflcult ‘to get junlar
high students - to do- general;z;ng ~=-but once: they
get the 1dea and the "hang" gf it, they &a a great
) ij w;th it, rand then they are thlnklng on th31: own.

ThlE, then, was our: prcgram "It wculd be raallstlc o
naw that +the schacl year 15 aver to assess the results, esp——

ec;ally if we are tc be practlcal.

' FirSt’éé &ld Enccunter pr@blems as the year prcgressed-".

‘ ay *Lack gf t;me ~~ This was a magcr Prsblam The
,class only met: 100 m;nutes a week.u This: was -

~ not encugh time and we slmply d;ﬂ not flnlsh
- We never f;nished Unlt v, and we néver even
AL ,began a d;scuss;an gf the Chlcanc.k :

b." Lack af materﬂals ava;lable -_~In the area of
~the ChlEaDD; very 11ttle 15 avallable at. all.ai_'

fThere ‘are-a few. audla—vlsuals here. ~The Ind;an

. 'is beglnnlng tc get more, but ls still lacklng."

c.  Invglvement of tag studénts nnly - All students
" did not benef;t by the Prggram Elnce 1t was"'
.11m1ted tc the tgp graups_’r LT

Secgnd;y, désplté the prcblems, the p:ogram must have
stimulated sema 1nterests because 1t 15 b21ng added on’ a )
£ lstime ba51s fcr all students for next year as a replace_
‘ment fgr the a;ghth graae Ameriean HlStGIY :Qurse, W;thln |

Vfthe prcgram, we w;ll 1nclude some U s H;stary (;t 15 Am- o

p6531b1e n@t tg do- sa )

e G ot S SN A - i
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Thus, next year we will have méréﬂﬁimeivmare students,
aﬁd‘hégeful¥y we will be able to develop a wider, more in-
eclusive prsgrém whi2h'ngfeel,will'bénefit many young -

people.

jhé‘SQGiaIJStudi%s prégram,that has been'dégcribed in

~ this gape:'isipiéSéntEQ in its entiréty—in,th§'Céursé»Dé%

scription’ that follows.




-107-

. SOCIAL STUDIES EDURSE DESCRIPTIDN

Kathy Partlaw o

CGURSE DESCRIPTIDN S

_Herltage of the Amerlcan Peaple 15 a new appréach w1th1n

the SEQPE Df 502131 Studles. Emphas;s is plaCEﬂ on . two.

‘areas.’ First, the generai emphas;s is on. a cultural ap-

praach ta the develcpment af the Unlted States as a na-"-
tion, rather than cn the trad;tlgnal, chranélaglcai de=

_Velopment af the céuntry,_ Secgndly, the ‘course. empha51s
"13 Qn the cultural :éntrlbutlans of gzéugs, ‘rather. than

-on the. mere events which accurred WLthlh -American- grawth
‘Vand d%Velapment.f Thrée graups 1n Particular are strassei

w;thln the develapment of the céurse., These are the Amer=
ican Indian, the Amer;can Negrc and the Spanlshaspeak;ng I

"Amer;canp'WLth emphasis on the first two. - The réaséning

behind th;s is that these grgups unt11 recently have been
Qmittéd from the pages cf Ameri:an Hlstary, but have gréat-
1y addea ta our’ :ultural grcwth and our’ ﬂéVélOEment lntD

a pcwarful natién ‘ ; : ; '

‘Hérxtage @f the Amerlcan Peaple lS spéclflcally ﬂeslghéﬂ
~ta stréss the present as well as ‘the past Emph351s 15

- plaeed thraughcut the caurse Qn what culture (her;tage)

'ls, and what 15 ;ncluded Wlthlﬂ 1ts;s¢ape,' Frcm:thls

Vlewpcint ‘the. students became merefaware gf the her;—'i‘

'tage or. eulture or hlstary of - thelr'cwn naticn., “We view .
_¢w1th ‘Some depth the culture gf the Amer;can Indlanr thus
-enabling the studénts t@ become mcre awaré af thase Amer—f

'flcans Wha were here when the Eurcgeans arrlved and ena- a

:':bllng thg students to’ alsa v1ew w1th dEpth the Amerlcan

-and his mlgratlcn to the"U S A:'byvfl%}d

} Negro. We' bagln w1th a 5tudy Qf hlS Afrlcan herltage.'

gxln detail the

'”system Ef slavery_ Fram haré wé parallel thE great events
‘af the past’ ;n the;U S.‘
v1ta1 rale w1 (

and see th the Negra played a:;

Sam:'af thesg EVEntS wauld be

i
[
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:the develgpment and expans;cn of the U.Si; the Revalutlan,
the War of 1812, Jacksanlan;sm, the Civ1l War - and Reccn-

structlgn, World War I the DEPIESSLQH, and World War II.

‘We alsc view the rele cf the Spanlsh—speaklng Amer;can
.w;thin the develapment af the natlan. (chever, thls
le Sketchy,, ;nce it 15 an entlrely new area of study

rand thus fewer materlals are avallable )

‘CDURSE OUTLINE

A. - Cul®ure
1, View meanlng - what 15 itz L )
2. oObserve varlaus aspects or parts of a nation's:
culture.‘ : ' : - N
‘a. ncn—mater;al parts- art, ‘customs, language,
_ :‘ggvernment, rel;glan, educat;gn R -
'b;s_materlal parts -- speg;f;c Dbjects resultlng

”frcm ncnﬁmaterlal

3. View eut51de geagraphlc factars and th21r lnflus

ence on culture ——i

‘ja. geeple
.;b.' war

14;:.VlEW the unl uengss Df a natlcn bggause of its.

:ulture
- Ganéra; averv1ew af tha cultur% cf the ‘U.S.A.

a. Madern culturé - mcaarn happenings in U.S.
. ;Shaw ‘how. we - have a un;que culture
C. fDlSED?EI what makés it unlque'—s céntrlbus
e "tlcns of all peaples ' BT
, d; 'Character;2e ﬁ,g. culture exactly

B. Awareness

1. What does it mean to be-aware? . .

N Yt AT 5 e




C. r?fEJEiiGEZ,f j ‘, ': ”"'17' ' - i'

.
2.
3.
e

" 5.

FS‘

What causés pregudlge w;thln a natlonﬁr

eldse

Stress on the canVErse -~ unaware?

: Vlew causes and effects ——-'

a. - whg are pecple unawa;eﬁ

b, What can this do to a natlan and its culture?

‘Establish a rélatlonshlp between culture and

’awafeness:'““

V;ew the mean;ng of- prjudlce

In the u.s. A? V

,»Whax can pregud;ce do to:a natlcn - efrects?

Wha* are some PDSSlbllltlEE fgr slaW1ng down pre:udlce?
CDnnect prjudlce and - culture
Ecnnect Pijudlce and awaraness

- D. 'Eantrlbutgrs ta the U S A.Aculture -

1.

- C;vaarallel the cultural

~The Amerlcan Indlan

a.v.Stress on his backgraunﬂ -= as a mlgratar frgm Asia .

7 b. VlEW the way he llVEd - hls culture : ,
ﬂ,c_, Dbserve vgr;éus grgups Qf Tnd;ans - cﬂmpare/centrast,}

culture :'

 ;§-,'F1t the Indlan 1ntg the Ec@pe ‘of Ame:;can Hlstafy—,

'culture S

The Amerlcan Negfé

'a.'*vlew his glor;cus past -~ br;ef study on Afrlca

E.?iDbserve his emérgence lnta Amer;can culture'
via slavery ' '

eventual g:cwth gf the

' U.S.A.

_ perspective w1th1n each event

and theh place the - Negra ;nta his prcper |

--fThé*Spanish Speaking Amerlcan

7,3., View. hls pastrs— hlE culture

b.,‘V1ew hls emergence lntc Amerlcan culture

k4
1
5
A
¢
i
3
4
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C. Stress the prcblams he has had

4..-View tha a@ntrlbut;ans made to Amérlcan culture

B A by each graup ”_'
- ITII. GEHERAL THEMES DR CDNCEPTS

A..'The tatal plcturE'af the*U S. (our hérltage) is the ;
: result of the eff@rts af many dlfferent graups of peaple,,ﬁ

Awa:eness is a necesslty fcr cultural develapmént

B. ?
C. Prcblems arlse frgm a lack Qf ‘awarehess and then result ?
in Péaple vleW1ng cultural develepment w;th@ut 1t5 ;
'i:fullness Gf segpe. S T ‘ }
D. A. general plcture of culturé is made whale by the ?
,study cf spec;f;cs._ - é
.JE,  A natlan E ;Jlture ls ;ts peaple and thls 15 ‘what .
makes a natlén unique. ' ' - ]
v, 'SPECIFI SE AIMS

A, To dlscaver an awafeness of the various groups who §,
have ccntr;buteﬂ ‘to the grawth cf the U.s A., parti= :
' cuiarly thase whg have been léft cut untll recently.

S

To. be aware Gf the spec;flc cgntrlbutlons af such grgups. .

,‘ﬂll

'::Tc have a gcod understanding gf the 1deas af culture
V(herltage) generally.r '

D. To. understand why Eartaln grcups have ngt been glven ;
‘V”thg praper Gfédlt w1thln the pages of hlstcry. . ;

E. Tc view the prgblams faced by these speclflc grDups. "gj:
V. SPECIFIC SKILLS TO BE ACQUIRED It &

A, ,TG 1earn tc wark w1th Peer=grau§5 and share 1déasr
Wlthln small graups af classmatés_:?  

E.,”Tc ach;eve an ablllty to Elaarly express cne 5 Dwn

ffldeas w;thln a larger group. .
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'F.
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To achieve an. ablllty at selfﬁexpréssian_bg way of
the written w@ri ' ‘ L

. To hec@me more able ta dc reseazch aﬁd'thus improve

the aspans;an af learnlng,‘
To achleve more critical th;nk;ng or prgblemssglv1ng SkillS'

1. Learn to gathér 1nfﬁrmat13n and view Prablems,,"
2. Vlew claazly causes Lor pzablems ; S
3. Be able to see- effects or results frém causess

4. Learn to make geﬂeral;zatlans or speaulatlgns

based on - factual 1nfarmat;an

To expaﬁd cne s creative abilltles by way of pragect wark.-

VI. SPECIFIC RESOURCES

Al

TextmDDkS!

1_' The F;rst Amezlcans, by Dr.;pi Jacobson (a cgltural

2. :The Stéry of the Négra by A, Bcntemps (an QVEIVléW :

of the Négré from his Afrlcan background and hls
'emergenge 1ntc Amerlcan culture) o '

'Supplementary materials ——'books

1. Before the Mayflawer - iérgne Bennett Jr___v'

2. ‘EyéW1tnéss ‘The Neg:a in Amerlcan Hlstary‘—— Willlam Katz"

3. The Negro in- Amerlca -= E Spangler'

4. vThe Mexlcans in Amer;:a == Carey MEWlli;ams

5. Bisgraphles cf famgus lﬁdlans, Negraes, Chlcanés

6. Ccntemparary llterature 1n the same three aréa5—s=‘

flEthn or non-= flet;@n

: 7. varlaus othér bgaks
Sugplemantary materlals == audla—V1sua1

- 1. Fllms and lemstrips

a,_ ¥B1acg History -- Lost, Stolen or Strayed"

e bt

o i |
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b;sr?Black and Whlte. Uptlght"u

“c; :Sarles of Black f;lmatr;ps

d. '"Integrat;an ~="10 Years' March"

e, "The"Fafggtten Amerlean“ -

f;, "A Day in the- nght of Jcnathan Male"
'2!'7Dthers-i_'. ?:f; ﬁf i.ﬂ ”

a. - Afrg-Amerlcans - :ecard

7 'b_ The Rggts Qf Eregudlce == Pamphlet_
vII. METHODOLOGY o o
= A. Class dlscusslans %s £éacher—diréét5ﬁf”'
B, SmaLl grgug wark ﬁ%-student—d;rected, téaéher—gﬁiﬁééj'
C. PrégecL wark-’-» | PR |

;g ’Newspapers
2;-:Eaak=mak1ng ,
,i'vCreatlan of educatlanal and taplcalseanterea gamesff?;;

3
4. ~H15cellanecus prajects (c:éatlve, callages, pcemsf=b:

s banners, sangs, ete.)

D. 'ﬁSé Qf audig%visual matariéiéf_fiims;”Sﬁiipsj:réééQdé;L1'
1”taPes i7;' "1 ’ . - | ;7 i : E r“, ”' iy

E. Rale—playlng,rstudenti zected- teachersgulded

F. :Ind1V1dual student research |

' G;"ertten ass;gnmentsE;: ,f}f5

,H.' Test1ng of materlals caverad _




