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Preface

AII social movements involve conﬂtcm whwh are reﬂez'fed mIelTeC-
tually in controversies. It would not be a sign of health if stch an impor-
tant social interest as education were not also an arena of struggles,
practical and theoretical.!

John Dewey

Debates over education are staged in many arenas: courtrooms, legislative

committees, school board meetings; parent-teacher i interchanges, curricolum

committee meetings, newspapers, magazines, and books; as well as over the

family dinner table. Over the years some problems are soived, some contiover-

sies subside. The debate over coeducation in public schools came to an end a

long time ago. The controversy over the lcgmmacy of using pubhc funds for

the support of secondary schools was resolved a century ago by various state

supreme courts; most notably in the Kafamazoo case of 1874. The decision to

climinate racial segregation, though not yet fully implemented, was firmly

made in 1954 by the U.S. Supreme Court.

But other controversies continue for years deczd&s, or centurm Whnle

some of these, as Dewey pointed out, are both practical anid theoretical, the

underlying theoretical issues are often unclear to participarits in the debate.

TPF cgg[rgyggsy over thet teaching of evolution, for example, rests on different

answers to the quéstion, *‘In our quest for kriowledge and uniderstanding shall
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we rely on_ fiuth and revealed truth or on empmcal evidence and rauonal

thought?’’ Until agreement is reached on that — and no such agreement is in
sight — the debate will continue.
Controversy continues to rage cver the meanmg, purpose, and goals of

education, the cost of schools, the contert of the curriculum, school prayer;

sex education; methods of teachin;, textbooks; discipline; the competence of
teachers; and a host of other problems.

These persistent problems are ones with two or more sides that can be
defended by informed people with strong convicuons The failure to solve

them does not result from lack of research. Investxgators have received

massive grants from foundations and the federal government; their findings

clog the shelves of university libraries. And yet the problems persnst Some of

them seem no closer to solution than they were two or three generatlons ago:

Why?
Thls monograph is an attempt to answer that questxon 1 am not so op-

tumstlc as to think that another book will solve probleris of such complexlty

The best 1 can hope is that I may be able to define the issues, explore the

underlynng reasons for disagreement, illuminate the dark corners, offer some

historical perspectwe, and perhaps help teachers to think more calmly and

reasonably about the problems while the search for answers continues.

The Amierican educatxonal enterprise is so vast, complex, and confusing

that no individual has a clear picture of it all. Even if he has read widely of the

literature, has some familiarity with the statistics; and has visited schools all
across the land, his views mevnably are colored by his more limited personal

experience as student and teacher. Conseqnemly it seems cnly fair that when

he writes a book about education he should let his readers know something

about the personal background that provides the basis for his conclusions,

convictions, and biases.
I have lived long enough to hﬁvé observed many of the changes that have

occurred during the twentieth century, and length of view gives perspective

even though it gives no assurance of w1sdom I entered the first grade in a rural

consolidated school in northwestern Ohio in 1913 and later attended a one-

room country school for three years. 1 ente'ed Delta ngh School in 1921 when

it had an enrollment of less than 200, 1 entered Bowlmg Green State Normal

{which despite its name was already @ four-year, degree-granting college) in

1925. After two years of college, I began tcaching in a country clementary

school in 927, first taught in a suburban high schoOI in 1930 (after taking my

bachelor’s degree at Bowling Green), took my Ph.D. at Ohio State in 1938,

and began my career of teaching future ‘teachers at whnt was then Western

Wshmgton College of Education in 1939.

1 did not begin writing about the problems of educatlon until 1952 when I

was alrady 45 and a tenured full profEssor Conseguently, none of my wntlng

career advancement: I wrote because there were things I wanted to say and felt
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needed saying to a large audience, which includes people who are riot

cducators but are deeply concerned about school problems. ]

_ My years as consultant to the Fund for the Advancement of Education afid
educational advisor to the Ford Foundation gave me an opportuniity to visit
many schools and colleges of education and to talk with educators. Diiring my
10 years as education editor, and later editor-at-large, for Saturday Review |
learned a great deal about the problems of education by reading hundreds of
manuscripts (many of which we had no room to print) plus thousands of let-
ters to the editor from teachers, students, and parents. I am grateful to all
these for the contribution they made to my education.

I.am grateful also to the thousands of students who have been in my classes
over the past 55 years and have contributed as miich to my education as [ have
to theirs. Although the major part of my college teaching has been at Western
Washington University, I have had the opportunity; as a visiting professor; to
work with future teachers at Carleton College, San Jose State; and the Univer-
sity of California at Berkeley.

In preparing this manuscript I have borrowed occasional paragraphs from
my earlier works — speeches, articles, editorials; and books. But; as William
James said when hie found himself doing the same thing while writing his Talks
1o Teachers, *'1 have even copied several pages verbatim; but I do fot know
that apology is needed for plagiarism such as this. 2

I John Dewey, Experienice and Education (New York: Macmilian Irc., 1939), p. v.

2. William_James, Talks to Teachers, Norton Edition (New York: W, W. Norton &
Co., 1958), p. 19.
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Is of Most Worth?

All men do not agree on what they would have a child learn. From
the present mode of education we cannot determine with certainty to
which iien incline; whether to instruct a child in what will be useful to
him in life, or what terids o virtue, or that is excellent, for all these
things have their separate defenders.’

Aristotle

Tii’ejiiség’re’em’ent observed by Aristotle was cld in his time, has persisted
through the centuries, and plagues us today. Wherever an authoritarian

church or ruler is in control, it may be suppressed; but wherever citizens are

free to express their opinions, it comes to the forefront of controversy. Itis the
soiirce of debates over the relative merits of vocational and liberal education;
it fuele the demand for basic education; it underlies controversies over_the
need for physical ediication, sex education, driver training, moral instruction,
and recreational activities in the schools. It is a problem for which there are no
final answers, but it is one that cannot be ignored because no schooling can be
planned and no curriculum can be constructed without at least a tentatively
agreed-upon answer. ) S

Today; a- in Aristotle’s tirie, each kind of education has its scparate
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deEnders, who state a preference and then contend that their favorite subject

or goal is being neglected and deserves a larger portion of the school’s time

and resources. Often the defenders are teachers of the subject; and they can

make a persuasrve case for more of their specralty. becoua it is true that

nothing is given as much txme or taught as well 2 could be wished.

When parerits are asked why they want their sons and daughters to get a
good education they are likely to say; ‘‘Because we warnt them to havegihetter
life than we have had,”’ or ‘‘Because we want them to get ahead in the world;”’

By ‘‘getting ahead’’ they probably mean finding a better pald more pleasant

and more secure job. Thus students are likely to select a course of study in

terms of job preparation and, whenever possible; to avord subjects unrelated
to that goal.
In sharp contrast most eduﬁtnonal phrlosophers, as well as other well-

educated men and women who have thought long and deeply about it, reject

the view that preparation for work is the primary goal of education. The prop-

er goals they ‘contend, are the pursuit of wisdom, the development of human

potentlal. and the search for understandmg the nature of human bemgs and

for a specrf‘ ic vocation is only a secondary, goal and that the desire to make
more money is not properly an educational goal.
Even parents who think first of vocational preparation see a need for the

many goals of education and find it difficult to choose among them. When

asked by Gallup polisters, ‘“What should get more attention in the schools?’’

80% to 90% say ‘‘Career education.” But in responise to another question,

83% say there is need for more basic educatlon And 85% say that extracur-

ricuiar activities such as sports dramatlcs, bands, and schiool newspapers are

“‘very important’* or “‘fairly important.*2
_ Students are equally confused. When high school seniors were queried by

the National Center for Education Statistics in 1980; 71:7% said the schools

they had attended should have placed more emphasis on “‘academics’’ and

then, reversing themselves; 75.2% said that more should have been placed on
vocauonal preparation.3
Thns is the dnlemma Srnce student trrne as well as school resources are

hkehhood that any further extensron of time will solve the problem: Who,
then, should detemune the pnontm, and on what basis?

ln a self govemlng natron the publlc schools must be responsive to the
pubhc will, but the poll results make it apparent that the public will cannot be
determined by asking people to vote on separaie issues without time for
thouglit. Those who make educational decisions must ask themselves what
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priorities the people would choose if they were well-informed, thought clearly,

acted rationally; and took a long-range view of the goals of education.

Liberal Education in the Public Schools
Seneca

Today we are committed to the view that all men and women must b- fiee;

it follows that all must be liberally educated. Not all will go to college,
however, and if these students do not get a liberal education in the elementary
and secondary schools, they will not get it anywhere. And they will need it._

The goal of liberal education is to free individuals from the limitations of

ignorarice, prejudice, and provincialism; to enable them to sce the world clear-

ly and in perspective; to develop their intellectual capacities; increase their sen-

sitivity; and prepare them to make wise, independent judgments. When speak-
ing of such goals for the public schools, many educators prefer the term
general education. But this term is too vague. It lacks a sense of purpose and
has no tradition behind it. It is too easily interpreted to mean a random sclec-
tion of courses without integration and with nio clear goals. Academic scholars
and other intellectuals who are critical of the public schools assume that
because educators avoid the word /iberal they do not endorse the concept. We
can go a long way toward closing the breach between secondary and higher
education by using the traditional term that has the support of the community

of scholars:

Throughout the world a major part of the responsibility for liberal educa-
tion has always been accepted by intermediate and secondary schools. The
great German universities of the nineteenth century had no liberal arts col-
leges; students were expected to get their liberal education in a secondary
school — the real gyminasiuni — before entering the university. In England the
clusters of small residential colleges that constituted the universities at Oxford
and Cambridge had more liberal aimms, but they admitted younger students; in-
cluding many of high school age. And the education provided by English
tower schools was also liberal. Shakespeare, with only the education provided

by a sixteenth century ‘‘grammar_school,” was well acquainted with the

history of many nations and with the literature of Greece and Rome:

The high school serior reading Hamlet, the sophomore studying geometry,

the seventh-grader encountering for thie first time the principles of evolution;
even the fifth-grader reading Treasiire Island, are getting a liberal education.
They are not merely preparing themselves to get a liberal education after they
enter coliege: The failure of college professors to understand this is seen in the
custom of referring to secondary institutions as *‘prep schools:”” But a high

zchool, whether public or private; is no more a prep school than is a college; it

1



is education itself. Liberal education begins as soon as a child has learned to
read. By denying the responsibility of public school teachers for liberal educa-
tion; we have demeaned their role:

Liberal education should not be confused with the liberal arts as they are
taught in collcge Liberal education is a goal liberal arts is a carriculum

designed to be one way of reaching that goal While the goal has remarned

relatively constant over the centunes, the curriculum desrgnéd to achieve it has

changed dramatically and continues to change

The concept of liberal educatron came to us froifi Greece, where the liberal

arts considered appropnate to the free marn of Athens included grammar,

gyrnnastrcs, music; and sometimes drawrng at the elementary level, and logic,

rhetoric, phrlosophy, anthrnetrc geometry, astronomy and miisical harmony
at thc hrgher level. The Romans added to the hst But in the fourth century

became the basis for rnedreval educauon These consrsted ofa tnvrurn gram-
mar, rhetonc. and logrc and a quadrivium: arithmetic, geometry, astronomy,

Each of these severi had a wrder mwnmg than rt has today Graiimar often
mcluded a study of literature; rhetoric included the development of skills in
writteni as well as oral expression; and logic included much of philosophy.
Music, in Greece, ificluded poetry and dancing; arithmetic included a study of
the mystical significance and properties of numbers.

_ It was the Roman scholars of the first century A.D. who first emphasized
the importance of the classics in liberal education. To the Latin scholar
‘‘classical’’ meant having its origin in Greece. Since the days of Rome the idea
that a lib’éi’él Ediication inuét hayé de?ii root& in the past has become WEii

emphasrs on the importance of antiquity (except for the narrative poetry of

Horner) and did not consrder a study of foretgn lankiiages essentral to the

themselves.”
Of the seven liberal arts of the medieval schools, at ieast two, grammar and

arithmetic; are now taught in elementary schools: Geometry is taught in hrgh

school and music at all levels. Rhetoric is rarely taught as a separate course

(although anyone who listens to the speeches of today’ 5 pohtlcrans camn see a

need for it), and logic rarely is taught as a separate course below the collcge

level. Elements of astronomy may be found in junior hrgh general science

courses; but astronomy as a separate course is no longer requrred atany level:

During the Middle Ages it was essential for a scholar to know Latin or

Greek or both if he were to have anything important to read, because the ver-

nacular fanguages had not yet developed literature of rnuch importance. Until

at feast the middle of the nineteenth century, Arnencan liberal arts colleges

and the secondary schools that prepared students for thern spent a large part
of their time teaching the languages and literature of Greece and Rome. The
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value of these languages as a part of liberal education is still debated, but the
absolute need for them as an open door to the world of books has steadily
declined with the development of English and American literature and modern
scierice, plus adequate translations of most of the classical literature. The
declifie of emphasis on the classics made room for many other subjects. _

_ Today it is generally agreed that the liberal curriculum must include the
physical, biological, and social sciences 2< well as mathematics, philosophy,
languages and literatures, art, and music. Many, if not all, of these obviously
belong in the public school curriculum and can be as liberal there as they are
when taught in college. :

But course titles and subject matter content alonc do not make a program

liberal. More important is the way it is tatght and the way it is used. George

Stoddard, speaking in 1962 to the American Association of Land Grant Col-

leges and State Universities, proposed four tests that should bz applied in
deciding whether an academic program can properly be called liberal:

1. The subject matter is enduring. It must not be ephemeral, trivial, or simply

descriptive. There is a search for abstract. principles, generatives, and art
forms — for all that gives meaning and valuic to life. How-to-do-it courses
cannot meet this test.

2. The subject matter is whole, It cannot be simply a segment with no beginning
and no end. However bricf the course; it will start with questions and bring to
bear on these questions the wisdom of the ages and of contemporary
thinkers. The course may end with more questions; and perhaps few answers,

but it will require the student to think for himself.

3. The studeni, at the timie, approaches the subject matter without reference to

technical applications. He may like it just as much, for all that, and will work
hard on it. It will niot take him long to discover that he is achieving a new
literacy that will brighten his life on many occasions and in all cultures. He
will discern, faintly at first, and then with appreciatios, an interchange be-

tween what he learns in the periphery and what he most needs at the heart-
_ center of a specialized career. o
4. Liberal education provides a common language. In liberal education we ac-
1} ”
p talk.’

quire a language that all persons may employ apart from

Technical fields should contribute. richly_to the pool of communicable

knowledge. Every informed person has an interest in mathematics; physics,
chiemistry, geology, astronomy, biology; anthropology, psychology, and
sociology, but there must be some principle of selection for the nonspecialist.
An advan A

subject is not of itself liberal. As we move up in physics,

biology, economics, or logic, the subject matter actually becomes less liberal
= Iess communicable to others. There may _be less communication even
among members of the field. In other words, liberal education, while based
tipon the most advaniced thinking and creating, is a form of intellectual cur-

rency that can be acquired to some degree by every student.4

_ Aliberal education; so defined, can be made available in a variety of ways.
It can be organized around the traditional academic disciplines or reorganized
into larger patterns that cut across the boundaries of the disciplines. It can

focus on historical periods; cultures; or geographic regions. It can be taught by
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means of a selection of great bwks or great ldeas Thc cumculum is less im-

portant than the attitudes of té’achers an: students and the methods of inquiry

employed. If teachers are wise and well informed, they can make a substantial

contribution to students’ liberal education in any course.

These tiberal goals are threatened in today’s universities by the demands of

faculty members for eéver-greater and earlier specialization;, plus the demands

of graduate prof&snonal schools that the undergraduate college become a prep

school for the professional schools. Today’s professors in all the arts and
sciences show more interest in narrow specialization; and in the depth of
L nowledge that such specialization makes possible; than in the broader kind of
hbéral education that, they contend, is shallow and superﬁmal Asa rsult re-

cent college graduates have probably spent only a smail propomon of thélr

undergraduate years in pursuit of the liberal goals and a much l;lrger part in

pursuit of the specialized studies that will get them into graduate or profes-

sional school.

~ This trend has been clear for at least the past 30 years Jacques Barzun,
long a champion of liberal education; found that; when he became provost at
Columbia University; he could do httle to stem the drift. He lamentcd ““The

liberal arts tradition is dead or dymg . the trend seems tb me o clear that to

object would be like trying to sweep back the ocean. » He meant, of course,

that the tradition is dying in colleges and umversmes If this i is true, and I fear

it is; there is all the greater need for pursmt of the hbcral goals of education at

the secondary level where it stilt has a chance to survive.

Vocational Goals
Thc Euromn practlce of sorting out children at an early age and provxdmg

liberal education only for those who are bound for the umverémes, while

shunting others directly into trade schools; is contrary to the American tradl-

tion and inappropriate in a nation that can afford to provnde 12 years of

schooiing for all plus higher education for many. We do not accept the view

that the kind and quality of secondary education should depénd on social

class. Nevertheless; most of our high schools offer a variety of programis from

which students may choose. One sequence of courses is designied specifically

for those who wish to prepare for college; a second and often less demanding

program; is offered those who do not plan to go to cullegc, and still a third

program is available for those who want vocational preparation in high

school.
Because unskilled Jobs are becommg rare, it is obv:ous that youth must, at

some time and in some way, be trained or educated for their life’s work,

Though it is not quite so obwous, it is generally agreed by parents, school '

board members, iegxslators, and employcrs that some part of the preparation

— for those who are not going on to higher institiitions of learning — is a

responsibility of the public schools. Yet the debate over vocational education

in high school has been long and acrimoniois.
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The questions that divide us and are legitimate subject for debate are these:

1. How much basic; general, or liberal sducation should precede vocational
education and how much should be concurrent withit?
2. What portion of the student’s time and of the school’s resources should

be devoted to vocational education at each level of schooling?

3. At what age should vocational education begin? If the answer is that it
depenids on the individual, what are the proper criteria for distinguishing
among individuals? ] o

4. Shioiild vocational education be preparation for entry into specific jobs
as they exist today or for lifetime careers in broad vocationa! areas in which

the skills required for spevific jobs may change rapidly? (If it is to be education
in the broader senise, is it really vocational or general?)

5. Whiat are thie responsibilities of other agencies and institutions? What
kinds of vocational training are best provided through an apprenticeship pro-

gram o on-the-job training rather than in schools? S
The persistence of the debate reflects the fact that those who make the de-
Gisions have failed to ask themselves these questions. Congress passed the
Smith-Hughes Act providing for vocationat education in 1917 — long before it
provided any financial support for basic, general, or liberal education.

Most children at age 14 do not know what vocations they will pursue.
While some broad exploratory courses in vocations can be justified; the more
specific kinds of vocational preparation are not appropriate until the student
has made a firm vocational choice. Many who undertake extended periods of

vocational preparation in high school later pursue vocations unrelated to
training. Gordon Swanson, past president of the American Vocational
Association; @lqg in Phi Delta Kappan (October 1978, p: 89) quotes froma

report of the American Institutes for Research that says, ‘‘About 65% of the
vocational graduates enter the trade for which trained or one related to it.”’

Whether this indicates a total waste of time and effort for the other 35%
depends on whether the training was narrowly specialized or sufficiently broad
to have some liberal value, but the figure clearly suggests that the selective
process leaves much to be desired.

Vocational fraining and vocational ‘education are not synonyms even

though careless writers often usc them interchangeably. Training is the ap-
propriate word for teaching specific skills that require little or no background
knowlecge and can b taught in a sing’e course with no prerequisites. Voca-
tional education is a more appropriate term for a sequence of courses that
prepares a student for a variety of related activities such as those required in
farming or homemaking. Students enrolled in a course in agriculture probably
have learried from their parents how a farm is operated today; what they need
to gain in school is an understanding of plant and animal biology, soil

chemistry, and business management in preparation for the changes that will
comie in farming during their lifetimes. Future homemakers (male and female)

need a knowledge of human biology, the chemistry of foods, child
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psychology; budgeting; and family planning; much of which will be gained in

courses not spe-ificaliy labeled vocational. Carpenters must learn that the

length of a rafter is the hypotenuse of a right-angled triangle; that a room or

house can be made rectangular by the application of principles of plane

geometry. They need an understanding of the strength of materials, including

the various kinds of lumber, as well as the nature and uses of many kinds of

tools. An electrician needs a knowledge of electricity. Thus, because all the

highly skilled trades require mathematical and scientific knowledge as well as
skills, preparation for them is properly called vocational education.

Since the 1960s; when then u. s Commissioner of Edueauon Sydney
Marland was strongly advoeatmg “areer educetnon.'f the term has often been
mxsused as a fancy term for vocational education. But career is defined by
Webster as “a course of contmued progress in the life of a person.”’ Prepara-
tion for a smgle job or vocation cannot be called career education w1thout do-
inig violence to the Englisli language. It seems apparent that typical unskilled
or semxsl’nlled laborers have no greut desire for a career — what they want are

There are careers m auto manuﬁctunng. but not on the assembly lme
Cateer implies upward movement. Preparation for a career in industry,
business, art, music, writing and editing, diplomacy, government; or the
military may begin in the elementary and secondary schools but must be con-
tinued in institutions of higher learning. The most appropriate place for career
education is a graduate or professional school or a specialized institution such
as a music conservatory or an institute of technology.

Most vocational teachers will agree that the scope of vocational programs
in high school should be sufficiently broad to minimize the danger that skills
acquired will soon be made obsolete by technological change. It was not sound
use of a school's resources to train large numbers of riveters at a time whea

riveters were about to be replaced by welders or to train elevator operators just

a few years before elevators were to become automatic. Even though the im-

mediate goal of many students is to start out in a well-paid job; without much

thought to the long future; the goal of their teachers and of those who plan

vocational programs should be preparation for a lifetime in a rapidly changing

world:
Vocational preparation has never been; and should not be; the exclusive

responsibiity of schools: Whether work is in a factory, the building trades, an

oft‘ ce, or a profession, employers through their oider and more expenenced

workers; have a raponslbrllty fora substant:al amount of on-the-Job trammg
Unfortunately, some employers have found it prof' table to let the schools do
all the training so that new employees will alrady have beex sorted out and
teught all the details of thEir Work Some vocitlonal edueators have been eager
educators who want to make the most of the tlt“e and resources avallable to
the schoo's would be wise to pass some of the responslbnlxty back to
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learned more cffectively and more econonucally m school than on the ]ob
People who stress the importance of “ocational education point to the fact

o . a3 e g

that some liberally educated graduates cannot find immediate employment,
and even those who do sometimes have to accept lower beginning salaries than

those who are prepared for a specific vocation. People who stress the liberal
goa!g ",'?‘,PQ!“,’ g{xag yfe is more than work: individuals who leave school at 18
or 22, work a 40-hour week until retirement age; and then live to be 80, will

spend no more than one-fourth of their waking hours on the job. Education

should prepare them for all of life — not for just working life. They contend

that vocational education does not prepare students for the decisions they

iﬁiis’t make as free cmzeus, for the appreciation of beauty, or for thinking

deeply about the thmgs that matter mosi: And they add that at best a voca-
tional education prepares an mdmdual only for entry intv a first job — not

for the changes that are sure to come during that individual’s lifetime. A more

general or liberal edueatmn because it is preparatiou for versatility, is the best

preparation for those who will live in a changing world.

Although these seem to be persuasive argunients, the hberal tradition has
always had to fighit for its existence because its values; which are delayed and

intangible, are not readily apparent to practléal people The many citizens who

prefer a kind of education that yields more immedlate results exert great

pressure on school boards and legislative bahe‘s Asa result of these pressures

the total expenditures of federal, state, and local govemments for vocational
education in the United States iricreased from 128 million dollars in 1950 to 6.4

billion dollars in 1979 and continues to rise at a rate of about one biltion

No one need fear for the future of vocatwnal educatlon Employers want
it; parents want it; legislators want it, and many students prefer it. The future
of liberal education is far more precarious.

Progressive vs. Conservative Goals

i The Progressnve Edueatlun Movement, which dominated educational

interature and many teachers cbllegés (though not nearly all the schools) from

early in this century until about 1950, has passed into history: Writing in 1961;
Lawrence Cremin said:

The death of the Progressive Education Assocxauon in 1955 and the passmg of

its journal Progressive Education two years later marked the end of an era in

American pedagogy. Yet one would hardly have kinown it from the pitifully

small group of mourners at both funerals. Somehow, a movement that for a half

a century, enlisted the enthusiasms, the loyalty, the imagination, and the energy
oOf 4 lafge segimient of the American public and the teaching profession became,

in the decade following World War 11, anathema. immortalized oiily in jokes.s
But though the movement is gone; some of its goals had become ) w1dely

accepted and so nearly achieved; that they remain embedded in American
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schools even though the word ‘‘Progressive’’ is no longer attached to them.
Today’s schools in smaller cities, towns, and rural areas (perhaps less so in
large central cities) are happier places for children than they were in 1900. Old
jokes about children hating school; fearing their teachers; and being reluctant
to return to school in September have much less meaning to today’s children
than they did to their grandparents. Teachers now have a better understanding

of children and of the nature of the learning process and are better aware of in-

dividual differences ir: learning capacity. More teachers now use student in-

terests as a source of motivation;

One progressive goal, however; continues to be controversial — the effort

to broaden the scope of education to include the total development of the

whole child by accepting responsibilities that had once been those of other in-

stitutions or agencies; S
In 1899 John Dewey, in School and Society, catted attentron to the fact

that, as a result of urbanization and industrialization, many responsibilities

that had tradmonally been accepted by the famrly, the nerghborhood the
church and the workplace were no longer being accepted by any of these in-
stitutions. The school, said Dewey, must now accept them:

Educators mterpreted ttus to mean that nf the home and community were

school must provrde them lf chrldren came to school withiout an adequate
dtet, the school should supplement lt lf gtrls Wwere 1o longer recemng tnstruc-

m what was then called “domest:c sctence ” lf boys were not leammg a trade
from their fathers or through the apprenticeship System, the school must offer
vocationa] training. And if children were not adequately counseled at home,

the school should do the counseling.

This view of the school as a legatee mstitutton had by the l930s become
one of the cornerstones of the Progressive movement and one accepted by
many schools. It greatly expanded the scope of education; it also added to the
cost. The broader emphasis undoubtedly enriched the lives of children from
inadequate homes but led to complaints from more responsible parents that
the schools were taking over responsibilities that were not properly education,
that did not belong in the school; and that parents would prefer to accept
themselves. As a result, there was increasing criticism that the more basic func-

tions of school were being neglected ““Time was,’’ said one unhappy father,

‘‘“when I took my children to the circus and teachers taught them to read. Now

the teachers take them to the circus and I must teach them to read.”’

One long-term result of such parenta] discontent was the back-to-basics

movement that gained prominence some four decades later. A more im-

mediate result was that a great many Americans; laymen as well as educators;,

set out to redefine the goais of education and the school’s respousibility. But

some of the first efforts only added to the confusion because these groups pro-

duced long lists of goals with no indication of priorities:



Someone has said that the Teason for the brevrty of the Ten Command-
ments is that they were not written by a committee. Unfortunately, many of
the statements of education goals are the work of large groups, the mernbers
of which find it necessary to compromise their positions before agreement can
be reached.

In 1938 the Educational Polrcm Commrsslon a drstrngurshed body of men
and women whowere then among the leaders of Ameticar education, drew up
a list of 43 educational goals including such things as the inquiring mind,
reading; sight and hearing; recreation; friendship, courtesy, cooperation,

homemaking; publrc health; efficiency in buying, consumér protection, world

citizenship, economic literacy; and a desire to be a *“participant and spectator

in many sports and other pasumes ** There was something here for everyone,
whether the school was viewed as a custodial institution, a playground, a

hospital a propaganda agency; or an educational institution.

. Many edueators accepted this long list of goals because it seemed consis*ent

with Dewey’s view of the school as a legatee institution. But it was of little use

to curriculum makers and otlrer educational planners because it seemed to
justify as an educatlonal ob]ectrve everything that even the most visionary per-

sori could suggest as an experience or activity appropriate to the good life. It

gave approval toa continued expansion of the school’s role and further pro-

liferation of both curricular and extracurricular activities: It opened the door

to all kinds of pressure on the schools to accept ever-increasing respon-

sibilities.
After World War ll laymen developed gremer mterest 1n eduaitlorml prob-

House Conference on Education in 1955 rncluded l 800 delegates ﬁ-om all
parts of the nation. Thelr conF erence report offered the following statement of

It is the consensus of these groups that the schools should continue to

develop:

1. The fiiiidéiiiéii’tal skrlls of commurucgtron - réadmg, wntmg,
spelling, as well as other elenients of effective oral and written ex-
pression; the arithmetical and mathematical skills mcludmg prob-
lem solving.

2. Apprccratron of our democrauc hentage

,,,,,,,,

stitutions.

4. Respect and appreciation for human values and for the beliefs of
others.

5. Ability to think and evaluate constructively and creatively.

6. Effective work habits and self-discipline.

7. Social ccmpetency as contributing members of the famiily and com-

munity.

8. Ethical behavior based on a sense of moral and spiritual values.
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9. Intellectual curiosit and eagerness for lifelong learning.

10. Aesthetic appreciation and self-expression in the arts.

11. Physical and . mental health.

12. Wise use of time; including constructlve lelsure pursults

13. Understanding of the physical world and man’s relation to it as
represented through basic knowledge of the sciences.

14. Awareness of our relationship with the world community.

lt is stgmf'cant to note the changes in emphasxs that occurred betWeen 1938

one of 1938) omits sugh gpa[s as “efﬁcnencyimng)jlng,"f“consumer protec-
tion,” and *“‘courtesy,” which were stressed in 1938. And we were o longer
told that every educated person must be a participant in “‘many sports and
pastimes.”

But the thte House Conference Report Stlll has limitations. lt falls to
dnscnrmnate between ObVIOIlS educztxonal goals, such as the ablhty to thmk

although the Teport str’eis’ed the need for pnonnes ‘“We recommend that
school auithorities emphasize the importance of priorities in education — lt is
essential that schools pursue a policy of giving children first things first,”

did not indicate what these priorities should be.

At about micl-century another group of educators took the posmon that
the major goal should be children’s adjustment to their paysical and social en-
vironment. But “‘Life Adjustment Education,” as it was called, came under
sharp attack from those who said that social adjustment is too easily confused
with conformity and that adjustment to the world of today may be poor
preparation for the world of tomorrow. They added that people should be
prepared to change and improve the world rather than adapt themselves to the
world as it is. Although Life Adjustment Education was a favorite target of
critics in the 1950s; it had a small following and a short life. It was never a
significant aspect of Progressive education and was never a dominant
philosophy in many American schools.

The conservative view of education stands in sharp contrast to the pro-
gressive view. During the Thirties; Forties, and Fifties a few distinguished pro-
fessors of education — William Bagley and later Isaac Kandel; Ross Finney,;
H.H. i-ioﬁ, J: Donald Butler; and Robert Ulich — continued to stress the im-

portance of tradmonal goals: Philosophically, some of these were idealists

while others were realists; but they shared the conviction that there are certain

stable truths and values that children should learn:

A largcr nixmbcr of spokesmen for the conservative posmon were universi-

ty presidents or professors in arts and sciences, who had a scholarly knowleige

of their disciplines but a more limited understanding of the problems of

educatmg children, some of whom tnevitably are of modest academic talent:

Progressives often accused such conservative educators of placing an exag-



gerated emphasis on leaming facts, but this was niot an accurate iiitél’iii’étitioii

of their intent. The purpose of education, said Robert Maynard Hutchins, *

not to teach men facts, theories, or laws . . . it is to unsettle their mmds,

w1den theu' honzons, ml‘lame thetr mtellects, teach them to think straight if
Arthur Bestor; a vigorous and someumes stndent cntlc of progresswe

education and of professional educators; said; *The learning of facts is not in-

tellectual training unless those facts are seen as the conclusion of systematic in-

quiry; and as part of a larger structure of knowledge,”’ and “The liberal

disciplines are not chunks of frozen fact. They are not facts at all. They arz the

powerful tools and engines by which a man discovers and handles facts.

Without the scientific and scholarly disciplines he is helpless in the presence of
‘facis’;""8

“Tjse liberal studies,” said President Whitney Griswold of Yale; *‘are not a

body of revealed truths or logical absolutes or a quantum of knowledge. They

are studles deﬂgrled to develop to czpacity the intellectual and spiritual powers

of the mdmdual Their aim is to make the most of man in order that he may

make the most of his calling, his cultural opportunities; and his responsibilities

as a citizen. ”9
These three men were regarded by professnonal educators as archconser-

vattves, yet it is clear t'rom thexr own statements | that none of them saw the

htstonans and classxcxsts who take the long-range vxew, beheved that a proper

goal of ediication is to assure cultural continuity; and that a knowledge of the
hterature, phtlosophy, art sc|ence, and hxstory of the past is the bist prepara-

culture.

National Goals

After the launching of Sputnik in 1957, Admiral Hyman Rickaver became

the spokesman fora gioup of Americans who believed we should shift our em-

phasis from personal to national goals. Alarmed by tie threat of nuclear an-

nihilation, they saw mmonal survwal as a goal — perhaps the goal — of

education and said that unless we survive as a free nation other goals are futile:

They held that only an education specrﬁcally deslgned to nourish scientific and

technologlcal talent eould save us. This concern was reflected in the National

Defense Act of l958 whneh prowded for nurtunng talenit and improving in-
struction in mathematics, science, and foreign languages but gave no
assistance to other liberal and humanistic disciplines.

_ Although the new emphasis on quahty was weleome, many educators
became fearful of the neglect of those dtscxphnes not closely related to man-
power needs. Clarerice Faust, then president of the Fuiid for the Advancement

of Education, said:
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__There are already signs that many parents are disinclined to bring up,their
children as manpower resources. . . . Preoccupation with the manpower aspects

of education, however statesmanlike, runs into the fundamental question of

whether the individual exists for society or socicty for the individual. On this
question, the American commitment would seem to be clear, that the individual

is not primarily to be regarded as a resource Of the state but the state as a means
for assuring the full flowering of the individual. 10

Hitler; Stalin; and Mao have always regarded the schcols as instruments of the
state. In their nations, teachers and curricula were selected to foster the in-

terests of the state. The inevitable result of such goals is conflict between na-

tions — perpetual warfare. But preparation for living on a small plant that is

fast becoming a global village cannot safely be restricted to learning the values

of one nation; one political philosophy, one religion; or one cuiture. Norman

Cousins puts it well:

The great failure of education — not just in the U.S. but throughout the
world — is that it has made people become tribe-conscious rather than species-
conscious. It has put limited identification ahead of ultimate identification. It
has attachied value to things man does but riot to what man is. Man’s institutions
are celebrated but not man_himself. Man's power is_heralded but the
preciousness of life is unsung. There are national anthiems, but no anthems for
humanity. 11

Finding the Proper Balance

The history of education has been oiie lorig struggle between those who
would educate for immediate practical erids and those who take a longer view.
The curricula in most of today’s schools represent an uneasy compromiise be-
tween these two views — a compromise made necessary by the fact that most
parenits as well as most educators are unwilling to deny the importance of
either goal. Is there a possibility of achieving both goais with the same pro-
gram? Perhaps thereis. ] o o o

The various categories of education — basic, general, liberal, specialized,
vocational, and professional — are so inextricably interrelated that it is im-
possible to distinguish clearly among them. First-grade teachers helping
children learn to read are engaged in basic education while; at the same time;
preparing the children for future education;, both vocational and liberal; as
well as for a good life in a literate society. Science teachers may view their job
as a part of liberal education or as preparation for later specialization in any of

of educational philosophy or child psychology, if they do their work well; con-

tribute as much to the liberal as to the professional education of their students.



Proﬁssronal educatron may properly be called vocauorial but because rt
rests upon substanual bodres of scholarly knowledge, a umversrty can prepare

academic and scholarly emphasrs At course in Greek tragedy rs lrberal for most
people but has vocational implications for future authors and for teachers of
literature. A course in law may be narrowly professional, but if it deals with
the hlstdrj and philosophy of justice; it can be liberal.

When a high school undertakes to prepare students f’or vocatronal skrlls

such as welding; bookkeeping; beauty culture; or barbering it introduces sub-

ject matter foreign to the traditions of scholarly education, but a well-tauglit

course in vocational agriculture can contribute notably to the student’s

understanding of botany, zoology, and chemistry and hence has liberal value.

Much depends on the teachers; their wisdom, breadth of understanding,

and the  goals they set for themselves and their students. A first course in Latin

should be liberal, but the one 1 took in high school was nothing more than a

labonous exercise in conjugatmg verbs and declining nouns:. It had no liberal

value whatever because the teacher had no understanding of such values. But

if vocational teachers understarld the value and goals of liberal education;, they

can contribute notably to their students’ achrevement if they are scornful of

such goals, they will contribute nothmg to their students and will cause

studernits to share thelr scorn.
One reason for the continuing debate is that teachers, early in their careers,

select a specialty consistent with their interésts and talents- havmg made this

choice, they soon become convmced that the subject or specralty to which they

have decided to devote their career is receiving less than its share of time and

support. When they become a member of a cumculum comumittee or chairman
of a department, they fight for their own subject or specnalty without giving
sufficient thought to the total education of the student.

What is most needed is educational planners who take a ltinger view, who
have an understanding of the uses of all possible subjects of instruction, who
are aware of the long process of development that provides the basis for our
present culture and society; who are fully aware that pupils riow in school wrll
spend their adult lives in the twenty-first century, and who understand how to
make use of the knowledge from the past as preparation for an uricertaiﬁ
future:

All education deals with knowledge provrded from past expenences
because that is all we know. The only question is whether we should place our

emphasis on the very recent past or the longer past. What happened yesterday,

or even an hour ago, is already in the past; the present is only a knife edge be-

tween past and future: But while education is about the past; it is for the

future — a future that is unknown but not totally unpredictable.

We can safely predict that both jobs and lifestyles will change; but there is

much uncertainty about what kinds of jobs will be available in the twenty-first

century: It seems certain that many job skills will become obsolete and that



new skills will be required. Thirty years ago few predicted the large number of

new jobs in computer science that would soon become available: At that time;

very few people were trained for such jobs;, but many who had strong

backgrounds in mathematics and science were able to move into the JObS when

they opened up. There will be comparable opportunities in the future for

graduates who are broadly educated and hence able to move out in any of a
number of different directions:

A ?éiéiiiiiil View ) ‘ ] A
For the past quarter of a century, my personal view has been that a state-

mient of the goal of education need be neither conservative nor progressive;

nieither a long list nor a short one — it can be made in a smgle sentence: In a

Society of free nen and women the proper goal of education is to prepare each

individual to make wise independent decisions. Educated persons are those
who can choose between good and bad, truth and falsehood, the beautiful and

the ugly, the worthwhile and the trivial. Education will help them to make

ethical decisions, political decisions, decisions in the home and on the jOb it

will enable them to choose a good book; a good painting; a gpod piece of

music. It will enable them to make the many decisions necessary in planning a

good life and in conducting it properly:

To make such decisions; they will need a large fund of information but,

even more important; they will need the abthty to think clearly and lbglcally

about what they know — the ability to draw conclumms from ev:dence The

need for such information and for the ability to use it wwely should provide

the basis for all educational planning. 12 .

When this view of the goal of education ﬁrst appeared in prmt in 1957

several reviewers reported that I was an existentialist. This was news to mie,

although it is true that existentialists stress decision makmg My hope was that

the statement of a single goal might provide a basis for reconciling some of the

differences between progressives and conservatives, between liberal and voca-

tional educators; and might be useful to curriculum makers and teachers.
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2

Is Basic?

What Education Is

Although the term Bas:c educanon has been used for a quarter of a century;
it has not found its way into the dictionaries. The adjective basic is defined as
“fundamental”’ or *‘providing a basis for.** But for what? For life or for more
education? Skill iii i'.’o’iijiigéiiiiﬁ Léiiii VE&B& i’s Bébié i6 5 fiii-iiiéi' éiiiaii 6? Liﬁﬁ

of tjle good hre,, but is not basic to further edueatlon

To an American living in the twentieth century it seems obvious that
teaching children to read is the most basic responsibility of the schools because
literacy is essential both to good living and to further education: it might have
seemed less obvious to Socrates. He used no textbooks, assigned no

homework; and there is no evidence that he sent his students to libraries; He

talked and; by asking the right questions, led his students to think rationally

about the things that matter most: His method was the high point of the great

oral tradition in education:

Much of the earliest hterature — the Tliad, the Odyss‘ey, and the Ved‘c

Hymns, for example — wasin vene. which made it easier to memorize. Alﬁ'ed
North Whitehead, in Rhythm ofEduamon says, ““You cannot read Homer

before you can read; but many a child, and in ages past mary a man, has sailad

with ( Odysseus over the seas of romance by the help of the spoken word of a

mother or some wandering bard.”
By the fifth and fourth eentunes B.C., however, many Greeks liad becoriie
literate: Aristetle wrote didactic prose and by his time many of his countrymen

could read it.
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In Rome, a few centuries later; literacy was common in the middle class;

many read both Latin and Greek because many of the teachers were Greeks.

Literacy was required of the large number of clerks and other civil servants.

But we do not know what percentage of the total population was literate

because the | Romans did not think in statistical terms. (It would have been dif-

ficult with Roman numerals and no zero:) We do know that the great library at

Alexandria, the greatest in the world until its destruction in 391 A.D. (by

Christians who feared that pagan Wntlng posed a threat to Biblical truth)
housed tliousands of manuscripts, which were available to those learned

scholars who could read the various hmguages in which they were written.!

Although the Romans had many books; their schools placed greater emphasis
on oral rhetoric.
After the fall of Rome, literacy declined in Western Europe. The convxc-

tion that every person should learn to read did not take hold until the

Protestants of the Reformation began to stress the importance of every Chris-

tian being able to read the Bible; and the advent of the printing press made

many more books, including the Bible; available: )

) After the American Revolution, the Founding Fathers. notably Jefferson,
Frarlkhn, Madison; and Adams; were convinced that a self-governing nation

required a literate electorate; They took steps to expand the system of public

schools that had beenistarted durlng the colomal penod Jefﬁrson oposed a

a.long the frontxer, one-room schools began to appear. But universal hteracy
was still a long way off: S
The census of 1870 reported that 11.5% of white Americans were still il-

fiterate; as were 80% of the blacks (who were only a few years out of slavery)
By 1900 these figures had been reduced to 44.5% for the ‘blacks and 5% for

the whites (only 3% for native-born whites). But these early censuses counted

as literate anyone who said he could read and write. A more rigorous criterion

would have resulted in a much higher percentage of illiterates.2

_ The census of 1980 reported that only one-half of one percent of all adults
are illiterate; but census takers now assume that anyone with five years of

schooling must be literate — a questionable assumption in schools that pro-

mote on an age basis regardless of achievement.?

Considerable confusnon exists over the term “llteraéy," it means different
things to different people. At one end of the scale (the end apparently pre-
ferred by the Census Bureau) it means only the ability to write one’s name and
to read a few simple words. Others use the concept of “funcuonal hteracy,'f
whxch IS defined as the level that enables one to meet the practtml needs Of

say that the freshmen in his class at Harvard were “llhterate,“ to which & hngh



demonstratmg his own illiteracy by misusing the word;
The Reading Controversy
It i riot trig that the easier subjects should precede the harder. On

the con trary, some of the hard&-t must comeﬁrst becadse nature 50 dic-

wh:cﬁ cor;fronts an infant is the ¢ acqmrement of spoken Ianguagz What

an appalling task, the correlation of meaning with sounds! We all know

that the infant does it; and that the miracle of his achievement is ex-

plicable. But so are all miracles; and yet to the wise they remain

miracles.* - o
Alfred North Whitchead

Bccause the spoken languagc is acquu'ed beforc the child comes to school,
the most dnff cult task facing teachets is that of helping children learn to read

— a task so formidable that first-grade teachers ought to be the most highly

respected and best rewarded teachers of any grade level in school or college:

Thc oral tradmon exemplified by Socrates is not sufficient today. Because a

major part of our cultural heritage is transmitted through the pnnted page,

because a self-governing nation needs an informed electorate; and because it is

increasingly difficult for an illiterate adutt to find pmployment or to live a

good life in today’s world, learning to read jis wxdely accepted as the proper

first step in formal education: All schools - accept this résponsnblhty. all

educators agree that it is essential, and yet the teaching of reading — the

methods used and the results achieved — has engcndéred one of the most ran-

corous debates in twentieth-century American education;
_ Although the debate had been Siﬁtiiildé'riiig for a long time; it came to
widespread attention in 1955 with the publication of Way  Johnny Can’t Read

by Rudolph Flesch, a ‘‘consultant on readability’’ to various corporations and
press services, who has a Ph.D. from Teachers College; Columbia University:

This book took the country by storm. Although it received sharply critical

reviews in professional journals and was dismissed by most educators as a

diatribe, it received enthusiastic reviews in magazines read by the general

public. It was serialized in many newspapers. Tens of thousands of _parents

seized upon it; and their purchases kept it on the best-seller list for 30 weeks:

Because many of the readers were intelligent, we!l-educated peoplé, it was

widely discussed by school boards; in parents meetings, in leglslatwe comimit-

tees, and in various conferences on educatioi. Its popularity reflected

widespread discontent; it bwume obvious that many parents agreed with

Flesch that there was something wrong with the way reading was being taught

and that they were determined to do somethmg about it. Whether or not
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Flesch was correct, it was obvicus that educators could not ignore evidence of
such widespread concern.

Flesch's thesis was that there had been a dramatic decline in children’s

reading ability in “‘recent”’ years and that this decline could be attributed en-

trely to the decline in the use of phonics in the schools. His remedy was sim-
ple: teach phonics rigorously and drop alf other methods. If the school will not

do it; the parents should do it themselves; and Flesch was eager to show them
how. The fact that his was a **how-to-do-it”’ book — the full title was Why

Johnny Can’t Read and What You Can do About It — undoubtedly helped to
make it a best seller. - S ]
Educators, including reading specialists, responded that there is no on¢

best way to teach reading — that phonics should be included but only as a part
of & total program and not necessarily as the first step: Nila Banton Smith,
former president of the International Reading Association, was quoted as say-
ing that some children *“aren’t ready for concentrated teaching of phonics un-

il the third or fourth grade.””s (It was not until a decade later that some

reading specialists reversed this stand and took the position that phonics is im-
portant only in the beginning and a waste of time after that.) And most
eduicators denied that there had been a decline in reading ability. ,
_ But the debate continued. In 1961 Charles Walcutt edited a book titled

Toriorrow’s Illiterates, with an introduction by Jacques Barzun and seven
essays discussing *‘the growing illiteracy of Afnerican children;’’¢

* Whien I wrote an editorial on the reading controversy for Saturday Review
in January 1962, we received requests for 50,000 feprints — far more than we

had received for reprints on any other subject. Obviously, many people still
were concernied about the problem:

In 1967 Seaniie Chall, director of the Reading Laboratory at Harvard,
published her report of a comprchensive survey of the literature om the
teaching of reading from 1910 to 1965.7 Although her book was more scholar-
ly than Flesch’s and was intended more for educators than for the general

public, she also cafiie to the conclusion that phonics is essential for beginners

and should be introduced into the program early. Unlike Flesch, she did not
contend that it should be the only method used.

What are the facts? I i fiot a reading specialist and have read only a small
part of the voluminous literature on the subject; but if I may borrow a line
from a familiar document, *‘We hold these truths to be self-evident™:
_ 1: The great majority of children in school today are learning to read. If
““Johnny" is taken to mean the average or typical American child (and many
readers did interpret it that way), the charge that Johnny can’t read is arrant
nionsense: He can and he does.

2. A substantial minority go through school without learning to read well

eniotgh to satisfy their teachers, their parents, their future employers, of

themselves. The size of this minority depends on the criteria used.

3. Inability to read constitutes a more serious problem in today’s world



than it did in yesterday’s simpler society. This fact makes the fionreader more

conspicuous.

4: The number of poor readers or nonreaders who enter — and ooeasronal-

ly graduate from — hrgh schools has increased over the years, not because of a

growing number of rllrterates in the - age group but because more schools now
use socrzl promotmn wrthout regard to aeademic ta!ent or achlevement

The prbblems faced by begmners dif fer substanually from ti0se of mature
1ders whose eyes move rapidly across the page while grasping the meaning of

whole words and paragraphs. To beginners; many words are unfamiliar: They

need a code for deciphering them.
A reader wrth a knowledge of phomw can easily pronounce new words

reader know thelr rneamng? A reader who knows phonics may stiil have trou-

ble with words such as ocean, fongue, or cough; and would never guess from a

knowledge of phonics that Cairo, 1llinois; is not pronounced like Catro,

£gypt; that the pronunciation of Lima, Ohio, differs from that of tlmzr Peru;

or that Thames and Spokane are not pronounced in accordance with common

phonetic rules. There is widespread disagreement concerning the percentage of

English words that are not spelled and pronounced according to phonic rules;

Flesch says only 214 %, other estimates range up to 80%, amd most reading

specralrsts offer estimates somewhere between thse extremes. But there are

Older people who say, “When I Was yonng, all chtld.'en leamed to read"

cither have poor memories, were unaware of the def‘ ciencies of some of their
classmates, or attended sclective private schools that evade the problem of
eduatmg slow lenrners by not admnttmg them. There have always been many

poor readers, no matter what miethods were used.

It is inevitable that some children will read better than thetr parents; some

less well; Parents of the children who read less well are likely to be critical of
the schools An adult who now reads easrly is hke 'y to for;et how hard rt was »

learned, try readmg this sentence:
-sanssnsz slqmiz 2irly bss1 o1 Huoilib ylswisrixs §i bant s uoY

Toa is’eginner ’o’raina”’ry' y prim seemms as iiietiiiiiirehenﬁble as does this mir-

(Phomes would be useless for reading Chmese, Japanese; or Korean; beeause
the characters used in these languages r represent ideas or objects rather than

sounds.) Tne next task is to get the meaning of the sentence; phonics is of little
help in that.



_ Itis also necessary for the reader to know whether the sentence is read from
eft to right or from right to left (as is true of some languages), whether the
page is read from top to bottom or from bottom to top; and whether the book
is read from front to back or from back to front (also true of some languages).
A child may, like the boy in Kipling’s story Kim, wonder whether one reads
the black or the white part of the page. ‘

Fashions in teaching methodology go in cycles. From the 1920s until the

19505 reading specialists, with the support of one wing of the progressive
miovemient, deemphasized phonics because of their conviction that learning

the meaning of words was more important and should come first. In some
schools plioiiics was almost completely ignored. I recall asking the teachers in

a summer-school class — sometime in the carly Fifties — whether there was
any truth to the charge that they taught no phonics. One first-grade teacher

replied; *“Oh, we teach phonics, but we have to sneak it in because it is con-
trary to accepted policy.” B
Flesch was on firm ground in saying that phonics should come into the pro-

grai early. He was right in thinking; at the time he was writing Why Johnny
Can’t Read, that phonics was being neglected in many schools as reflected in
the progras and books produced by some of the reading specialists of that
day. If hie hiad said that much and then stopped; his book would have had

greater influenice on teachers, because many of them agreed.

But he did not stop. He insisted that phonics is the only way to teach
reading and should be the foundation of the total program — a view which
teachiers could not accept. By his choice of title for his book hic gave many
readers the impression that most children were not learning to read. This was
far from true. And he alienated teachers by implying that most teachers of
teading were incompetent. They were not.

He aiso used a faulty and incorfiplete definition of reading. This is made

clear by his anecdote of a personal experience. ‘‘Mary years ago . : : Itooka
semester’s course in Czech; 1 have forgotten everything about the language
itself; but I still remember how the letters are pronounced, plus the simple rule
that ail words have the accent on thi first syllable. Arimied with this knowledge;

1 once surprised a native of Prague by reading aloud from a Czech newspaper.
‘Oh, you know Czech?’ he asked. ‘No, I don’t tinderstarnid a word of it;’ I
answered. ‘I can only read it."*’

_ No teacher; and no sensible parent, is likely to agree that pronouncing
words without understanding what they mean is really reading: It is only one

step in reagling. - L
Sifice about 1960 there has been a gradual shift back toward decoding

words, with a phonics emphasis. Flesch deserves credit for arousing public in-
terest in the problem, but Chall deserves more credit for convincing educators
of the need for chaiige. Flesch’s book was designed more to inflame emotions

than to persuade educators; Chall’s book offered better evidence, and her tone



was quietly persuasive. She was not alone, of course; other readrng speclahsts

were moving in the same direction;
Today nearly ail reazhng programs provide mstructron in phonics —

perhaps not as much as Flesch ‘would like but probably as much as the children

need, if they learn what is rncluded in the program. Incvitably; some do not.

The programs used in the 1980s 4lso emphasize reading for meaning — as they

should:

No matter What methods are employed there are, and always have been.

special problems to be dealt with ini teaching children with reading and learn

ing disabilities. Thece ‘children must be dealt with individually: Merely giving

them more phonrcs will not solve their problems.
Fears have been expressed repeatedly that Americans have become; or are

aboixt to become, less literate and less interested in reading: At the turn of the

century, Publishers Weekly, the book industry’s trade journal, warned that

the rising popularity of bicycling and baseball would result in a drastic deehne

in reading. In the Twenties;, fears were expressed that the popul};nty of motion

pictuies and radio would have that effect. Since the Fifties; many have feared

that television would distract children from books: it certaxnly appears to have

done so for many children; yet books are selling better than ever before.

'No one can say with confidence whether there has been an improvenment or

a decline i reading skills over the last two or three generations becaiise we

have no reliable evidence, based on natronwrde samples, of the reading ability

of our ancestors. Recent nationwide surveys seem to give evrdence of improve-

ment in reading skills during the last decade on the part of children in the

elementary grades but no improvement; and apparently some declinie, on the

part of high school students;

But the much maligned ‘‘Johnny”’ can read, and frequently does.

The area in which a poor education shows up f st is m self

expression, oral or written: 1t makes fmfe dlfferenee how many universi-

ty courses or degrem~ a person may own, lf he cannot use words to niove

an idea from one point to another; his edr‘«canon is incomplete. The

business of assembling the nght words‘ purting them down in proper se-

quence, enabling each one to puﬂ its full weight in the conveyarnce of

meaning — these are the essentials. 9 o
Norman Cousins

Writing . . . is the only subject for Whrch Ihe U S National Assess-

ment ofEducation has shown a consistent decline. ° o
Ralph Tyler

It would be a forward step if we could agree to let the second R stand for

rhetoric ~— the art of speaking or writing effectively. Writing; or *riiin’, , as the



word was used by those who coinied the slogan *‘teach the three R’s;"” meant

only penmanship. Legible penmanship still is necessary, but the interest in

beautiful penmanship, with all the flourishes, has declined since the invention

of the typewriter. Indeed, it could be argued that typing has become one of the

Those who charge that the second Ri rs neglected teday do not mean pen-

manship but rather skill in putting thoughts on paper. Some have attributed

the neglect of writing to the replacement of essay tests by objective tests, but

essay tests were never a good way of teaching students to write well because

there is never time during the examination hour for careful thought or for the

rewntmg and revision that good writing Téquires. Miich miore serious is the

fact that today’s teachers in both school and college probably assign fewer

papers than were assigned 50 years ago. (I say ‘“‘probably” only because no

oiie has made a nationwide count; but I have no real doubt about it.)

Whatever the reason; the writing skills of today’s graduates leave mucir to

be dsnred Regtriatrons written by government bureaucrats are full of jargon,

uniclear in meaning. Laws are written in such clumsy fashion that courts can-

not agree on their intent: Recent U.S. Presidents find it necessary to emiploy

speech writers to help them put their thoughts into English, They defend this

practice by saying that they are ““too busy,”” forgetting that Abraham Lincoln,

in the midst of war, was not too busy to compose the Gettysburg Address, nor

was Winston Churchlll too busy to write some of his best speeches during the

Battle of Britain. These men understood the importance of effective com-

munication. And they wrote better than any hired speech writer.

Members of Congress teday neither write nor speak with the clarity of a

Clay, Webster, or Calhoun — Adlai Stevenson was probably the last to do so.

State legislators are even worse. Reporters covenng the activities of the

Michigan State Legislature reported the follov-ing gems; each intoned by a dif-
ferent elected official:

“There cemes a time to put principles aside and do what‘s nght "

“From now on l'm wétchmg everything you do with a fine toothied comb »

‘“This bill goes to the very heart of the moral fiber of human anatomy."’

“We've got them right where they want us.”’

“I’m not only for capltal pumshment I'm also for the preservation of
life.”

‘“Some of our fnends want itin the bill some of our fnends want it out;
and Jerry and I are going to stick withr our friends:”’

“Mr. Speaker, what bill did we just pass?”
(Wall Street Journal, 19 March 1982)
Bt let us not be too quick to place all the blame on the public schools.
Many state legislators are gii’diiiites of ““the best private schools,” as are soitie

of the bureaucrats who persist in saying “‘at this point in time” when they
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mean ‘‘now.’’ Most legislators and recent presrdents have degres from col-

leges or umversrues, all of them are mature men or women who have had am-

ple opportunity, since leaving school; to read Wrdely and to learn to thmk

speak; and write more clearly if they had the will; Schools can accept only a

small portion of the responsibility.

But we should do our part. All teachers, whether of English, science,

physical education, or industrial arts, can help by demonstrating their own
ability to think logrcally and to speak and write with clarity and force. In
universities, the teachers of teachers can make their contribution by making

sure that those who lack such ability do niot becomie teachers of any subject at

any level
When I was twchmg hrgh schoo1 Enghsh we often requlred students to

write themies of 1,000, 2,000, of 5,000 words. Usually they did not have that
much to say about the topic assigned so they padded to fill the space. In-

evrtably, this led to bad writing.

My view of how writing should be taught has been altered by my expenence
as a writer and editor. As a writer 1 have often been asked to review a book in
‘‘not more than 1,200 words’’ or to write an entry for an encyclopedia in “‘not
more than 200 (or 1,000 or 2;000) words.”” Because I have far more to say, I
find it necessary to condense; to leave out less important things, to omit un-
ii*ec&ssary"" ary Wﬁi'di As éii Editiir i 6ften f6iind it necessaryff to SBE a writer to

thrngs 'I‘hls was partly because of limited space; but I also knew that rf the
writer reduced the length of the manuscript; it would be tightened up and

superfluous parts would be eliminated. This nearly always resulted in clearer

and more forceful wntmg
As a result of this expenence 1 now ask students to write shorter pap"rs. not

longer ones: If T were teaching composition ina pubhc school today, | Would

assign a toprc. or let the students select one, and then ask thein to write as

briefly as possible. I would give the highest grades to the shortest papers if they

covered the subject well:
The task of the teacher is not to produce Wnters of great lnerature ~— 1o

one knows how to do that — it is to develop citizens who can speak and write
clearly and effectwely To achieve this end I would ask clementary school
students to explain as briefly as possible how a game such as bascball,
checkers, or dominoes is played. 'I'he students would be told that their readers
understand Engllsh but know nothing about the game and waiit to learn to
play it. The wnters wrll not_ be present when thelr mstructrons are read

t!on gbout the game. To check the g!anty, of thelr wnung. they, nusht show
their instructions to someone unfamiliar with the game and ask if that person
understands how to play it after reading the instructions. 3
Or children might be asked to explain the differences between a dog and a
?



cat in terms that would be understandable to someone who had never seen

cither: Or they could be asked to distinguish between an elm tree and an oak or

between the climate of Ohio and California. In the latter case, they would

qulckly discover that the real difference is not that California is warmier but

that its clxmate is more varied — some pans of California can be colder than

Ohio. In learning to write clearly, one must think clearly, must learn when

generalizations are approprmte and when they are not.

At the secondary level we mlght ask students to explain the differences be-

tween a noveland a short story, between & president and a prime minister, or

between an atom and a molecule We might ask them to explain how an

airplane flies. In writing such papers they would, of course; learn a great deal

about science and other subjects, while at the same time learning to express

themselves clearly.
This; of course, is not the way orne leams to write a poem or anovel. But it

is the kind of writing most needed today and the kind students will use all of

their lives; whether they write a memo to the boss, an explamation for their

employees; or a note to the newsboy explamlng that they do not want the

paper delivered while they are away on vacation but would like to have one on
the day of their return. Expository writing is basic education:

The Third R

Because mathematlcs is the language of sclence, our nation needs a large

number of men and women who have a sophlsttcated knowledge of hlgher

mathematlcs But anyone planning to become a sclentist, éngineer, statisti-

cian, o or computer programmer needs more than the elementary mathematlcs
properly called basic. After learning the basics students need advanced,

specialized mathematm that builds upon the basics.

Basic mathematics is that needed by a/l who live in today S world. whether

they are farmers, poets, housewives; clerks; philosophers, plumbers, or those

who work on assembly lines: Because the Internal Revenue Service has made

us a nation of bookkeepers; everyone must keep an account of income, ex-

p*e’iiditut&, and contributions to charity Every American faces the problems

of balancing a checkbook keepinga budget and computing taxes. Those who

cook firrd it necessary to convert ounces, cups, and tablespoonfuls into grams

and liters. Because we vote on bond issues it is necessary to know how much

three mils per thousand dollars evaluation will add to our taxes. Soon we may

need to know whether a predicted temperature of 15 degrees Celsius means we

need our topcoats arid whether a hlghway speed of 95 kilometers per Lour
violates the S5-mile-per hour speed limit:

Everyone fieeds some conception of distances, dimensions, magnitudes,
and quantities. If we wish to compare the helght of the Himalayas with that of

the Andes it is of rio great help to be told that one range *‘towers to the skies”’
while the peaks of the other are ““lost ini the clouds:’® When we learn that Mt.
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Everst has an elevatron of 29 028 feet above s sea level but that the elevauop of

value of the two numbers is basic mathematrcs

Does a lot measuring 50 by 156 feet have room for a garden? Will a carport

16 by 22 feet hiouse our two cars? Will a house with 1,700 square feet of floor

space meet our family needs? Does a bedroom measuring 10 by 12 feet have

room for a kingsize bed? If a crty is 400 miles away; can we reach itina day s

drive? Will a car with a 1.6 litre engine puli a trailer? Does abirthrate of 15 per

thousand lead to a population explosion? If we b buy a honse for $70 000 and

pay for it with a thirty-year mortgage at 12%; what is the real cost? How miuch

damage can we expect from a wind velocity of 75 miles per hour or from an

earthquake measuring 7.2 on the chhter Scale? Does the fact that Iran has an

area of 636,000 sqirare miles mean that it is about the size of Ohio, Texas,

Alaska, or the entire United States? When we read that the Falkland Islands

have an area of 6,418 square mrles. does that mean they are aboiit the size of

Long 1sland Nantucket, Santa Catahna, Orcas, or some other island with

which we are familiar?
The mathematics that is basic for living in twentieth and twenty-first cen-

tury America includes:

1. Computational skills: addition, subtraction, multiplication and
division of whole numbers, t‘ractrons, and decimals. (Using hand-
held calculators when appropriate.)

2 The abrhty to estimate size, distance, quantrty, and Werght. using
bijth standard and metric measurement, and the ability to convert

- each into the other.

3. Problem solvmg as apphed to everyday srtuanons

4. The ability to read and interpret tables; charts; and graphs that ap-

pear in newspapers and magazines.

5. Some minimal understanding of ’stéti’siic’s such as tiié ability to dif-

ages, and awareness that high correlation does not mean certainty
of prediction.
6. An introduction to computers.

The National Council of Supervisors of Mathematics proposes a hst similar

to this but adds the ability to construct charts, graphs. and tabls, as well as
the use of mathematics for predrctron and probabrhty As 1 see it; however.
these go beyond basic mathematics and into the higher leval;

By the end of middie school a child of normal intelligence should have

competency in basic mathematics. This leaves ample time during the high

school years for a firm grounding in the mathematics that goes beyond the

basrcs, and builds tipon them, for those who will need it for their further



But What Else Is Basic?
The present back-to-basics movement resembles what was ealled “essen-

tialism®’ a haf century ago — a movement led by William Bagley of Teachers

College, Columbia University, in a futile effort to stem the drift toward pro-

gressivismi. The essentialist’s position; as stated by Bagley; was that the schools
should:

. prepare boys and girls for adult responslblhues throq@ systematlc lranﬁning

m such suibjects as reading, writing, arithmetic, history, and English; requiring

mastery Of such subjects; and when necessary, stressing discipline and obedience,
with informal learning recognized but regarded as supplementary rather than

Central; 12

Although this sounded like plain common Sense to many parents, Bagley
galned few followers among educational leaders of his day, for a trorig tide
was runmng agamst hlm He found hunself desi:nbed by fellow educators as

these adjectives were enough to drive any movement up agamst the wall But
with the decline of progressive education in the 1950s — and especially after
the Ixunchtng of Sputnik — essentialism returned in a different guise and with

anew slogan )
Some of those who urge a return to banc education today would 1 restrlct 1t

to the three R‘s, but even  the much mahgned one-room country schools of the
mneteenth century taught much more than that: Their curriculum included in-

struction in spelling, hlstory, geography. physiology; and civil govemment

Teachers in those schools were also advised to *“cuitivate in children a love of

country, beauty and truth improve their ‘manners, and above all raise their

moral standards to make them worthy of thelr great nation. 13

Children of normal mtelhgence can learn to read, wnte, and perform basic

mathematical calculations in three or four years, just as their ancestors did:
What, then, should be the curticulim of the middle sehool and high school’ It

is obviously niot sufficierit for children arid adolescents to spend all 12 years of
schooling on further mastering of these three basic sktlls

It can well be argued that other subjects of instruction are desirable for all
and essential for some without properly being called “‘basic. » Sueh a distinc-
tion might help to clear the air, The Council for Basic. Educatlon (CBE), ana-
tlonal orgamzatton that has played a consptcuous role for some years in en-

wldespread influence with leglslatures and school boards, and beoause many

professional educators have been prone to ignore its influence, this seems an

appropriate place for some observations on the history of the Council for

Basic Education:

L o

The 10 men responsible for founding it had one thing in common: As in-
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dmduals they spoke out wgorously, often stndently, agamst the educauonal

trends of the 1950s; including many that could be loosely grouped under the

term *‘progressive education:” They were s scomful of “‘teachers colleges”” and

denounced ‘*professors of education.’’ In return they were denounced by pro-

fessional educators: Thcy discovered that most of the professional education

joumals were closed to them,iand when they wrote for popular magazines the

editors were threatenediby educators with mass cancellation of subscriptioiis.
They had been ealied “enemxes of the schools ** but as they saw it and as they
deeply believed, they were not enemies at all biit the best defenders of sound

education for American youth:
CBE was launched in 1956 thh 134 charter members who, in addition to
the 10 foundmg members included many distinguished scholars; Crane Brin-

ton, :loseph Wood Krutch Allan Nevins, Mark Van Doren; Louis Hacker,
Stewart Cairss, Wllham 'Ernest Hocking, Richard Hofstader, and Howard
Mumford Jones, to mention only a few. This is an impressive list; but it is
notable that among the 134 there were only a few natural scientists; very few
elementary or secondary teachers, and only a half dozen psychologtsts and

educators. The great majority of the charter members were university pro-

fessors of hterature or history.
This self-selection inflienced the tone of theu' writing. When CBE

spokesmen wrote about the humanities they were on familiar ground and their

writing was sophisticated. But when they expressed their views concerning the

processes of learning and of teaching they seemed much less sophisticated:

They seemed to believe that all courses in *“‘education’’ dealt excluswely with

methodology and they were contemptuous of methodology: But they were not

consistent about this. CBE vigorously stressed the importance of phonics as

the solution to the reading problem; and phonics is obviously a method of

teaching reading — one that must be learned in professional courses.

In its first policy statement CBE proposed to initiate and support measures

to ensure:
1. That all students without exception receive adequate instruction in

the basic intellectual disciplines, especially English, mathematics,

science; history, and foreign languages;

2. That the fullest opportunity is afforded to students of hxgh ability

to reach mature levels of achievement without waste of timie;

3. That clear standards of actual accompllshment are used to measure

each student’s progress and to govern promotion to higher levels of

the educational system;

4. That teachers are thoroughly educated in the sub’ects they teach

and in current developments therein;

S. That vocational training is offered in dite subordmatlon to the
school’s fundmental purpose of intellectual discipline, and that
standards of achnevement are maintained as ngorously in voca-
tional as in academic fields;
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6. That school administrators are encouraged and supported in

rmstmg pressures to divert school time to activities of minor educa-

tional sngmficance to curricula overemphasizing social adjustment

at the expense of intellectual discipline; and to programs that call

upon the school to assume responsibilities properly belonging to

the home, to religious bodies; and other agencies:

The phrase in the first paragraph ‘tall students without exceptlon, sug-

gests that the writers were unaware of the total range of individual differences

in learning capacxty No doubt they were. Many of the humanistic scholars in .,

CBE had never had even a first course in psychology and had never tried

teaching in a pubhc schoot where children of all levels of intellectual talent

were present. Apart from that; the pronouncemcnt might have been accept-

able to a substantlal numbér of teachers and other professional educators;

who also wanted to establish standards and to resist pressures to add still more

responsibilities to those which the schools had already accepted:

But CBE alienated even “conservatlve" educators by their expressions of

contempt for “edueauomsts" and their scorn of ‘‘teachers colleges.”

Teachers knew, even though CBE apparently did niot; that the teachers college

as a separate, single-purpose institution was rapidly disappearing from the

scene and that most teachers were being edueatéd in liberal arts colleges or

universities. Those who had attended teachers calléges knew that the state-

ment often made by TBE leaders, “twchers colleges teach nothing but

methods,’’ was utter nonsense, that teachers colleges have always given in-

struction in the academic disciplines and that many courses in *‘education’
deal with educational philosophy and educational psychology rather than with
methods. . S ] o

Writing in 1960 Myron Lieberman described CBE as *‘a conglomeration of
viewers with alarm’’ and “‘a kind of Progressive Ediication Association for
educational conservatives.” He predicted that it would *‘orbit almlmsly in
space for a few decades and then wither away, claimirng the mdsprea’d accep-
tance of its platform as the reason for its dissolution.’* Other educators, par-
ticularly those of a progressive persuasion, had still harsher things to say. But
CBE has refused to wither away.

A major reason for its success in gaining adherents was the monthly CBE
Bulletin (now called Basic Education), which for many years was edited by

Mortimer Smith; an urbane and witty gadfly who was skillful at deflating

pomposity, exposing plausible nonsense; and illuminating some of the dark

recesses of education: His ironic comments attracted the interest of so many
well-educated parents, school board members; legislators, and the press, that

hc will deserve some mention in future hnstons of twentieth-century educa-

tiﬁn; even thongh he has never been popular with professional educators. !4

Althtsiigh Smtth’s was the most persistent voice of CBE; he was not its best

known polctmcxst For a time that distinction fell on historian Arthur Bestor,




numcrous arucles in wluch he exconated the group he called “‘educationists’’
and m'ged a return to solid acadeémic scholarship in the schools. After the

launehmg of Sputnik in 1957, many more writers turned their attentlon to

education. One educator remarked, “‘People who had been ignoring the

schools for years suddenly went into orbit and started beeping:”
The miost penetrating beeps came from an admiral named Rickover who

used his prestige as father of the : atormc submarine as a platform from which

to launch his views on education — views that were heard by congressional

committees on_education and printed in the Congressional Record. Bestor

wryly remarked that just as he was becoming accustomed to being the favonte

target for educationists; the barrage against him stopped suddenly as all the

big guns were turned on Rickover. CBE welcomed I Rickover with opern arims.

Over the years, CBE gradually modified some of its MOrE extrenie views, as
any reader of the monthly CBE Bulletin will dlscover In its robust youth its

spokesmen were prone to make categoncal statemenits beginning, “‘All

children; without exception, must . . .** but as the years passed they learried

that individual differences really do einst and are so great in magnitude that it

is impossible to hold ail children to the same standards. At first CBE placed

the blame for poor teaching sqnarely and almost exclusively on professors of

education, but eventilal!y they learned that -most teachers of the academic sub-

jects received their instruction in those subjects not from professors of educa-

tion but from umversny proﬁssors in the various disciplines. In time; some

CBE spokesmen 1 miodified their view of teachier ediication to the point where it

was possible f for them to admit that a scholarly knowledge of the subject may

not be ail that a teacher needs — that there is a place for professional educa-

tion:
Dunng thm same years many educators have moved at least a few steps in

the direction of CBE Now they talk less about trying to meet the needs of the
“‘whole ehild“ and more about the importance of teaching the fundamentais

of the acaden'uc disciplines. Educators today are also more willing than they

were in 1956 to siipport staridards for advancement and for graduation. Gon-

sequently, the gulf between CBE and professors of education is not nearly so

deep as it once was, Today it is entirely possible for professional educator; to

support and defend basic education without deviating from their conviction

that schools must also go beyond the basics and include other subjects and

other activities in the curriculum.
In spite of its early limitations; CBE has played a useful role: It ;trssed the

importance of the academic disciplines at a time when such an emphasis was

badly needed. It gave encouragement to the many secondary teachers who are

firmly commitied to scholarly learning. 1t called attention to trivia in the cur-

riculum and contributed to the establishment of educational priorities. It

helped to stiffen the backbone of school board members who had ide; tlfed

weaknesses in the school but had been intimidated by the expertise of




educators And it forced professional educators to reexamme their own posi-

tion. For a smail and poorly financed orgamzatlon, these were no mean

achrevements

It appears to me, however, that the Council for Basnc Educatlon was

mnsnamed It could _more | appropriately have called itself the Council for

Liberal Education in the Public Schools. The curriculum they propose goes

well beyond the basics and into the secondary level of education.

The back-to-basres movement is currently in a state of disarray l)ecause

i;as:c has comie to mean dlfferent things to different people. In 1977 the Gallup

Poll asked, ‘‘Have you heard or read about the back-to-basics movement?”’

Of those who answered in the affirmattve, 83% said they favored the move-

ment. Bui when asked what it meant, the responses of the majonty indicated

that thev think of the term in relation to certain values as well as to the three

R’s. Basics, to many of the respondents means “good manners,” *‘polite-

ness;'’ ‘‘respect for teachers,” “obedlenee ” “respeet for elders," “struc-

tured classrooms,” and *‘back to the old ways of teaching.”’

The meaning does not appear to be much clearer to educators. When a

group of educators met in Racine, Wlsconsm, in 1977 to examine the state of

the basic skills in American education, the topics first discussed included the

basic skills of learning; but before the conference corcluded the participants

were discussing almost everything that has ever been proposed as an educa-

tional objective: “the use of leisure,” *‘positive self-concepts, ” “econonnc

capability,” *‘health;” *‘direct contact, and if possible, involvement with

power structures and social forces,” and ‘“‘the will to do somethmg about the
problems that affect our lives, families, neighborhoods, and larger com-

munities.*’ 15

if all these objectives are basic the adjectlve has no meamng, we may Just as
well say educanon without the adjective. Since the correct use of Englrsh
language is obvxously basic let us again check the dictionary for help with a

definition. Basic means ‘‘fundamental,” *‘providing a base for,’’ or “‘serving

as a startmg point " It does not mean cverything that someone considers

useful, desirable; or valuable. Unless we can agree on the definition of basic

the back-to-basics movement is a meaningless concept.

In its first statement of policy the Council for Basic Education listed

foreign langiiage as one of the basics. Mortimer Adler, in his Paideia Pro-

posal, agrees, as do many of those who are demanding more emphasis on

basics in the schools

This reflects a long tradition. From Roman .imes untll the elghteenth or

carly nineteenth centunes, Latin was the language of scholarship. Few scholar-

ly tomes were written in the vernaculars; with the result that a student who

knew only the language spoken in his own country was not prepared for higher
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education. In the *‘grammar schools™ the language taught was Latin, often

supplemented by Greek:
After most of the elaﬁssxcﬁs had been translated into the vemaculars and
more scholars began writing in their native languages, teachers of the classical

languages defended the need for their services by proclaiming that a study of

Latin “strengthens the mind”’ and hence was good preparation for the study

of other subject::

century, the view that Latm has some spec:al “n'und strengthenmg” valiie fell
into dlsrepute Many colleges began accepting modern languages instead of
Latm and Greek as requirements for admission. By the second half of this cen-
tury, the less selective colleges began admitting students wiko had received no
instruction in any language other than English. Some colleges also dropped
fbreign languages frdii'i theii' liStS 6f ’r’eijiiiiéiﬁénis fo’i' tlié Bidiéléfs degree.

declmed sharply )
It is true that Amencans are notably deficient in foreign languages when

compared with Europeans. Educated Americans who travel abroad are often

embarrassed to find that while they speak the languages of the countries they

visit haltingly, if at all; the people of these countries speak English: The lack of

emphasis on foreign languages in the schools is not the only reason for this: A

more significant reason is that most Americans have little opportunity to use a

second language outside of school. Europeans, because of the geographical

proximity of nations; have more opportunity to use other languages in their

daily lives. When students in an American classroom ask for the salt in good

French; they get an *‘A’’. In a European home or restaurant they get the salt.

Such reinforcement makes it much more likely that the European student will

remember the word, while an American can safely forget it as soon as the

grades are in: -
One way to encourage American students to elect forelgn languages is to

offer better instruction: In the past; language study has often been a deadly

chore; but in some American schools the quality of teaching has improved

substantially within the past 30 years: In these schools an effort is made to

enable the student to functlon wnhm the forelgn language rather than to place

the emphasis on translatmg it into Enghsh

Today it is difficult to find enough young Americans to fill overseas posts
that require a speaking and written knowledge of additional langiiages.
Knowledge of more than one language is essential for anyone planning to
undertake advanced study in literature, history, or other humanities and is
valuable for those who will become scholars in other fields. But it is difficult to
know which languages to teach - - no school can teach them all.

3 In my own lifetime I have lwed and worked in places where the pnmary
language of the people around me was Japanese, Tagalog, and Melanesian

Pidgeon, my need for which could not have been predicted when I was a stu-
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dent; Latin is no longer the language of scholarshrp, French is no longer the

language of diplomacy: It is doubtful that French and German are now the

most valuable languages for candidates for the Ph.D. in science or the social

sciences.
Clﬁrly there is need for more and better language mstructron in Mencan

schools but to say that forelgn language is basic “for all students without ex-

cepnon” isto stretch the definition of dasic; It is true that even slow learners

can learn to speck a seeond language about as well as they speak English; if

given plenty of time to leam it and the motivation to use it on a daily basis. But

if all public school students who stlll are having diffi cnlty with English;

arithmetic, and other basic skrlls were to spend enough school time on foreign

languages to become proficrent, it would be time subtracted from that they
now spend on basic subjects they sorely need.
Foreign language is essential for many, yalﬁable for others; but cannot be

considered basic for all Amierican studerts. Other subjects have higher priori-
ty.

Is Geography a Basic?

Of all the school subjects; geography is the mmost neglected in American

schools: Few students study it in either high school or college, and what they

learn in middle school or junior high (where it is sometimes lost in a social

studxes corirse) is clearly insufficient. Yet no one seems interested in promoting

it. The Councrl for Basic Education does not include it in its list of basics.

Conferences on basic education rarely give it more than a passing mention.

Only half of all U:S: colleges offer geography courses, and the majority of

these have only one or two faculty members in geography. In 1982 the Univer-

sity of Michigan decided to climinate its geography department entirely, and

the dean of arts and sciences at the University of Pittsburgh has called for clos-

ing the department of geography there: Departments clsewhere are reported

high on the *‘hit hst” for retrenchment. 16

Yet a knowledge of the landsmpes, clrmates boundaries; peoples; animals,

plants and other resources of the various continents;, islands, nations, and

states is basic to the study of hrstory, polrtleal science, econormcs. geology;

biology, and many other disciplines. It is also basic preparation for living in;
understanding, and moving about in today’s world.

Some men in high government office seem hazy even about the location of

nations. Older readers inay recall press reports of a man appointed as am-

bassador to a South American nation who, in his Senate hearing, could not

locate that nation on the map and did not know what langua’ - -vas spoken

there.
No child should be allowed to leave the enghth grade (and no one should be

granted a driver's license) without being able to read a map: Yet rnrlrtary

schools find it necessary to give officers basic instriiction in map reading, even
though most of the candidates are college graduates. During World War II; 1
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left San Franctsco on a troopshlp bound for an unannounced desunauon On

the third day out we were told that we were going to New Guinea. I was travel-

ing as one of a group of lnformatlon-Educatnon officers, most of whom had

master’s or doctor s degrees, yet maiiy of thier had no idea where New Guinea

was or what lt was. Though we were headed in a southwesterly direction over

the Pacific, some thought New Guinea was in Africa, others said South
America.
NeW Gumea, as we soon learned isa huge tsland — the second largest on

our planet Its area is greater than that of California; Oregon; and

Washington cornbmed lt extends so far frorn wect to east that lf the northwest

headed — would be over Kansas Crty And although it is not far ;outh of the

equator, it has snow-capped mountains as well as rain forests, swamps, and

upland meadows. This island was to be part of our lives — some of my friends

are buried there — but our schools had left us totally rgnorant of it.

__ More recent international conflicts have revealed our - ignorance of Korea,
Vretnam, Saudi Arabia, the West Bank; jordan; Syna, Afghamstan and the

Falkland Islands. On a cruise ship crossing the indian Ocean Iast winter, [ was

asked by a passenger whether the land mass silhouetted against the sunset

ahead of us was South America. She was a Wellesley graduate,

__ A comprehensive knowledge of world geography can be gained in half ora

third the time it takes to learn a single foreign language: The basic geography

appropriate as part of the reqmred public school curricilum can be

understood by nearly ail students — by many who cannot be expected .o

understand calculus; chemistry; the plays of Shakespeare, or the poetr of

Milton and Yeats: Geography provtd& the kind of information that is

necessary for travellng, or for readlng the da:ly paper or a newsmagazine, or

for understanding the weather report on televmon

Regardless of the grade level it is easy for a good teachier who knows the

subject to arouse student interest; All that is nieeded are some good books;

many pictures; a glohe, and many maps — not just political maps but relief

maps, geological maps, population maps, and maps showing wind and sea

currents, chmates. and the dlstnbutron of annnals, vegetatxon. and other

as books.
In prepanng teaéhers for th|s subJect the old-tune normal schools and

single-purpose teaéhers colleges did a better job than is being done in today’s
graduate schools of education. In normal schools, everyone planning to teach
in an elementary school had a solid course in world geography Today it is
possible in somic states to be certified for teaching all subjects up through the
eighth grade without a single course in geography.

I do not know the reason for-this neglect; but I am confident that it could
easlly be repaired. For anyone who wants to restore the basics; geography is a

good place to start.
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What Values and Beliefs

Shall Be Taught?

All men do ngtlxgqgrf {hg me vzrme. so rhey narurally hold dii'
Serent opinions in regard to training in virtue, o
Aristotle

Com:emmg the Gods, there are those who deny the very existence of

the Godhead; others s say that it exists but concerns ztseif only with great

and heavenly matters, not with individuals on earth. ; ; .Still others ire

those who cry, I move not without thy knowledge. =~
Epictetus

Some of the most persistent educzuonal problems reﬂect the great dwers:ty

among Americans in rehglous behefs values, and morals. If we all accepted

the moral code that was wndely taught (though not always observed) in the

1890s, we might agree that courses in sex do not belong in the schools. If we all

were Roman Catholm. we might agree that techniques of contraception
should not te included in such courses, and that abortion is a sin. IT we all

were fundamentalists, we might agree that the Old Testamment version of crea-

tion precludes the teaching of evolution, But we are not alike, What, then;

shall be taught? -
In a society with a single religion or a nation with an official church,
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rehglons instruction is accepted as an mnud part of educauon Rehgxoiii

belief is mtegrated into all subjects of instruction, prayer is a part of the

school's routine; religious holidays are observed, and books that n'ught create

doiibts about one’s faith are censored. Often the teachers are members of
religioiis brders
But in a diverse socxety such as thé Umted States, or the Rome of

Epictetus’s time; any effort to include rehgion in the cumcmum of the public

schools immediately raises the question, ‘‘Whose rehglon? The Founding

Fathers, because they could not agree on the answer to that question; and

because they wanted freedom for all, set up a barrier bétween church and state

thh the establishment clause of the First Amcndment to the U:S; Constitu-

tion; which reads: ‘‘Congress shall make fio law respecting an establishment of

rchglon or prohibiting the free exercise thereof.’’ Be. ause pubhc schools are

instruments of the state; courts have ruled that this makes the teaching of

rehgnon unconstltutlonal
The constitutional bamer was often ignored by schools located in com-

munities where all, or nearly all, the families were Chnstians Throughout the

nineteenth and the first half of the twentieth centuries, recitauon of the Lord’s

Prayer was common practice; some teachers read verses from the Bible at the

beginning of the school day; and Christian holidays were obsseived while the

hohdays of jews and oifier minorities were ignored. But when such practices
were challenged, the courts ruled them unconstntuubnal

Today, efforts are being made to aiend the Constitution to permit prayer

in public schools. This again raises the questions, “Whose religion? What

prayers?" These questions are essential because the children in a typical school

are of many faiths;
According to figurs complled by the Nanonal Council of Churches, only
49.7% of all Ammericans are members of any » church; But there is great varia-

tion in different parts of the country. In predominantly Catholic Rhode

Island, and mostly Mormon Utah, 75% of the people are church members,

but in Washington, Oregon, California, Nevada, Hawaii, and Alaska the

percentage ranges from 36% down to 29%.! B
The U.S. Census for 1980 gives somewhat hlghér figurs for church members;

probably because it counts as members all those who, when asked, “What is

ybixr religion?”’ say Protestant, Catholic, or . Jewnsh even though they are not

members of and never attend a church. The bureau reports that about 50

million Americans are Roman Catholics; 4 iiiillitjii are members of various

Eastém Catholic denominationts; 6 million are Jews; and 73 million are Prot-

eitants, divided among 35 or 40 denominations that include Unitarians;

Epis*copahmls, Congregationalists; Presbyterians, Luthérans, Methodists;

Baptists, Pentecostals; Seventh-day Adventists, Latter-day Saints, Christian

Scientists, Mennonites; Jehovah’s Witnesses and many others. Thére are also

60,000 Buddhists, as well as some native Americans who adhere to tribal

faiths. The Census Bureau does not report the number of Muslims, but other
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sources estimate the number as high as a quarter of a million.2
Depending on which figures we accept, the number of Americans who are

not members of any church is somewhere between 80 million and 115 mitlion:

This is the real majority or at least a plurality. It includes Deists, agnostics,

and atheists; plus a very large number who are simply indifferent to rehglon

and prefer not to be afﬁhated vhth any charch: Consequently. itis maecurate

to refer to the United States as a **Christian nation’’ unless an adjective such

as ‘‘predominantly’’ is inserted: Even tizough the majority of our ancestors

were of the Christian-Judaic tradition, in religion; as in other respects, ours is

a pluralistic nation: This is what most Americaris watit it to be.

School Prayer

The nght of mdmdtial chrldren to pray dunng school hours has never been
denied: Children may utter srlent _prayers of their own choosing while the
tacher is talkmg, while other students are recitinig, or during a study hour.
Many have done just that, especially around examination time.

The controversy concerns the desirability and consiitutionality of penmt-
ting a teacher to ask all children to pray aloud together, or face the embarrass-
ment of not praying. while others are.

_ Is it possible to write a prayer acceptable to everyone? Some 25 years ago

the New York State Board of Regents tned and came up wtth a text that they

we acknowledge our dependence on Thee, and we beg Thy blessmgs on us; our
parents, and our country."’ o
The school board of Hyde Park ordered that this aiay’e}jg §a1d éioud by

each class in the presence of a teacher at the beginning of each school day: The

order was challenged and the issue was taken to court. The New York Court of

Appeals; with two judges dissenting; upheld the order. Bxi in 1962 the U:S:

Supreme Court overruled the decision; saying in part:

__ We think that by using its public school system to encourage recitation of the
Regem's prayer, the State of New York has adopted a practice wholly inconsis-

tent with the Establishment Clause. . . . It is neither sacrilegious nor an-
tireligious to say that each separate govern[nent in this country should stay out of
the business of writing or sanctioning official prayers and leave that purely
religious furiction to the people themselves and to those the people chose to look

to for reirglous iuldani:e

The Court also said that the purpose of its decision was to guard rehglous
practice against the kind of political restraints European governments had im-
posed over the centuries.

Prior to this 1962 decision; the state laws concerning religion in the schools

were a bundle of ambiguities. Bible reading was required by statute in 11

states; permitted by statute in five others; and had been upheld by courts

without benefit of statute in seven others, but was specifically prohibited by

the constitution of one state and had been found unconstitutional by state

courts in six states. In at least six other states the fanguage of the law and opin-
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ions of the attorney general suggested that Bible reading might be considered

unconstitutional. Also in 1962, recital of the Lord’ Prayer WS | permltted by

statute in four states and had been permltted by court rulmgs ir1 seven others:
Two states, by statute, permitted recital of the Ten Cémninndments 4

The Supreme Court’s decision seemed to put an end to the ebnfusmn, but
the protest was unmedlate and vehement Cardmal Spellman of New York in

‘“Theirs is a crusade; not for t'reedom of rehglon but for ﬁ-eedom from
religion. Their goal is to strip America of all her rellgwus traditions . . . thisis

the establishment of a new religion of secularism.”’

Burmg the ensuing years most public schools accepted the Court’s decx-

sion; although a few ignored it and continued with daily prayers. Somie

substituted a momeat of silent prayer or meditation during which children

could pray to their own God in their own way. Even this raised problems for

some children. Muslims wishing to pray in their own way would find it

necessary to turn toward Mecca and prostrate themselves — they might need a
mapand a eompass

But over the years the many citizens who felt a need for school prayers

i:eeame more vocal and more w:lhng to endorse a constitutional change. By

the late Seventies this had become a political issue. in 1982 President Reagan

proposed an amendment to the Constitution that would pemnt ‘‘individual or

group prayer in public schiools;”” The wording is puzzling in view of the fact

. that individual prayer has never been pl‘Dhlblted but the intent is clear.

Leaders of the Moral Mﬁjﬁnty enthusiastically approved, but other

rellglous leaders were critical of the Preﬂdent’s proposal Dr. James Dunn; ex-

ecutive director of the Baptist Joint Committee on Public Affairs, said:

Real prayer — prayer that comes from the heart — is freg and personal. No
government permit is needed. As Justice Stevens said, *‘organized ‘prayer
amounts to compelléd ritual;” President Reagan's proposal would guarantee
strife; mock the meaning of prayer; violate the consciefices of children; misuse

thie pisblic schools; and rob home;, churches and synagogues of their sacred tasks,

I oppose state-approved, watered-down, anything-goes school prayer because I
believe in genuine prayer.s

 The Rev. Charles V. Bergstrom, executive director, Office for Governmen-

tal Affairs of the Lutheran Council in the U.S.A., said in an interview:

Asan evangehcgl erlsihgnf.ﬁli tgelleve that mandated prayer can distort what

prayer really is — a personal communion with God 1t is a religious experience
and_therefore bglgngg in the home or church. - . . Also involved are social-
thtlce issues. Every child has a right to go to pubhc school without any pressufe
on his or her religious faith or, if he or she has no faith, any effort to bring

religion into that experience; or make this a Christian nation.§

The Rev. M William Howard, past pnsldent 6f the Nationat Council of
Churches and former executive director of the Black Connicil of the Reformed

Church of America, says:
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Advocates of public school prayer have prsentd this matter as gﬁqap}gtjgre-

tween believers and atheists, but I predict that any such conflict will not be nearly
as disruptive as the conflict that will surfacé between believers and other

The surest way. for U to guarantee our preclous ﬁ'eedom of rehg:on is to keep

the government out of the business of religious devotion. There are already many
positive options open to us to keep alive our valued religious customs without

getting the government or government-related institutions involved:
The first thinig we fieed to do as parents is to take more responsibility for the

religious training of our children; The very best places for religious guidance are
the home and the house of worship.”

But the Southern Baptists endorsed Reagan 5 proposal Roman Cathohts

voiced support through their national administrative board; the Greek Or-

thodox Church backed the proposal, as did various conservative evangelical

groups. This adds uptoa formidable coalition.

Both Gallup and Harris polls found that a majority of Americans support
the proposal Bﬁt, ina corm’mr‘onai democracy the majority does not always
prevall on the basis of a poll taken at any given moment. Ours is a government

of rajority rule, but mmonty nghts lt seems enhrely poss:blc that therc are

press, or freedom of the individual to refuse to testify against himself in a
criminal trial. The Bill of Rights was designed to proteéct individuals from ma-
jority opinion in times of stress.

Speaking to a convention of the nghts of Columbiis ¢ on 3 August 1982;
Prmdpnt Reagan said, ‘‘I think you’ll agree with me. We need a prayer
amendment, we need it badly,’’ and; echoing the words of Cardinal Speliman;
he added, ‘“We are to have freedom of religion; not freedom from religion.”

_ Perhaps that audience did agree, but a great many Americans who are
familiar with the long history of persecution of those considered “‘heretics”’ or
‘‘infidels’’ will not agree. They interpret religious freedom to mean not ‘merely

the right to choose among established churches; but freedom to reject all

religious belief. Up to now they have had the protection of the eonstltution

and the courts. If the proposed 2mendment becomes the law of the land we

shall have moved a long way toward the denial of that freedom;

Evolution
 The ranger said the river dug the canyon, Mommy, but you said God
did it. Who's right? o ) L
(Caption for a cartoon in “Family Circis’’)

thﬁt hz s tmubled cosmolognsts and th.:ologtans for centuries — one that takes
us de?p into the basic problem of epistemology: In our swch for knowledge
and for truth, shall we draw our concliisions from eitipirical evidence and ra-
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uonal thbught or shall we rely on faith; revelation; religious authority; and

divinely msplréd books?
The problem goes far beyond the controversy over evolution of species. It

includu the question of whether the earth; the solar system;, and the galaxies

camie into existence by divine fiat only a few thousand years ago or have

evolved through natural processes over bxlhons of years, and the question of

whether there was a guiding spirit to provide the design of the cosmos: The
answer determines the way we teach astroniomy, geology, archeology, an-
thropology, biology, and the origin of the human race.

Astronomiers and geologists have accumulated evidence that the em'th the
solar system; and the universe or cosmos have been here for a very }gng time:
Their present estimate is that the ‘Big Bang”’ occurred sonie 15 billion years
ago and that the solar system came into existence about 4 billion years ago.
Astronomers cite evidence that the light now reaching us from distant stars has
been traveling for millions of years; that what we now sce is not what is there
but what' was there. Geologists and biologists-interpret_the fossils, and their
location in sedimentary rocks; as evidence of forms of life billions of years
ago:

Since ancient times some scientists and writers such as Lucretius have beeri

at least vaguely aware of evolutionary processes. And since the publication of

Darwin’s Origin of Species in 1859, most scientists have come to accept the

view. that plants and animals have evolved slowly over millions of years and

that the human species evolved similarly.

At ﬁrst many theologlans l'C]CCted this i mterpretatnon, particularly the part

of it that concerns the origin of man; but in time most theologians of the ma-

jor Chnstnan and JéWlsh denominations came to terms with it; concludmg that

there is no fundament’al conflict between their religious views and the
discoveries of science. Indeed, many of the scientists have been members of
religious orders. Most theologlans now accept the view that the Old Testament
version of creation is allegorical or that the first six days as described in
Genesis can be interpreted to mean six eons or penods rather than six earthly
days of 24 hours each. But there have remamed a substantlal number of fun-
damentalists who insist on a literal interpretation of Genesis and fe;ar that the
science taught in schools will undermine religious faith In many communities
science teachers have come into conflict with such groups.

The never-ending battle for academic freedom to teach a subject asitisin-
terpreted by leading scholars in the field is waged at all academic levels:. But
public school teachers who engage in the battle rin a far greater risk, and
hence need greater courage, than do teachers in a university. Professors who
defend the right of their students to learn the truth, as scientists view it, know
they can count on the support of their colleagues and of the academic com-
munity: But public school teachers who demand the same freedom for their

students cannot be assured of such support. For them it is often a lonely bat-

tle; subject to the prejudices of community members who are unable to grasp




the significarice of the issues at stake. In this respect; the experience of John
Scopes was an exception.
In 1925 the nation’s newspapers gave headline attention to the trial in Ten-

nessee of John Scopes; a young high school teacher who admitted having

taught the principles of evolution despite a state law prohibiting it: Scopes had

volunteered to be the defendant in a test case of the law:

The trial itself was a gaudy carnival; which H: E£: Mencken dubbed ““The

Monkey Trial."”’ William Jennings Bryan rushed to Tennessee to aid the prose-

cution; Clarence Darrow assisted the defense. Scopes was convicted, and the

American Civil Liberties Union paid his $100 fine. Soon thereafter he was

given a scholarship to pursue his graduate studies at the University of Chicago.

He beeame a successful oil geologist, but he was lost to the teaching profes-
sion:

Although the Tennmee law remamed on the betsks’; the publlcn} sur-
rounding the trial and Darrow s success in making Bryan'’s views seem
ridiculous to educated people made it easier for teachers in most parts of the
nation to present scientific interpretations of the evidence for evolution
With'out fe;-ir 6f i-'ep'ris'al Biit S’ctj;ies’ saxd later, “The ii'iei'e pi-’es’eiiee 6f §iieh ﬁ

Fundamentahsts remgmec! qnconv;ns:ed. ln the 1970s; with the energetic
support and growing political clout of the Moral Majority; they succeeded in
getting State legislators to agree that their view of creation should be taught in
the schools.

The new Creationists are more sophisticated than those of Bryan’s day.
They couch their theory of creation in more plausible terms and presentitas a
new science, They 4o not insist that the study of evolution be eliminated from
the L{éh&iié Bﬁiy tiiét equal tiiﬂe Be iiiiéﬁ t6 Ci&tﬁiﬁﬁi&’ views. As a E&iiit

““just a theory™ and to present Creationism as an equally valid theory: Courts

have recently overturned such laws in both Arkansas and Louisiana; but the

controversy keeps popping up in different communities and makes teachers

uneasy about what they can teach and how they should teach it.

The controversy is further confused by the fact that people use the word
theorv in different ways: To many people it means little more than a
hypothesxs, a conjecture, or a guess. But the origin of the universe and of hfe
that is t}mght by scientists is much more than ‘“just a thebry" in this sense. lt
is, rather, a complex set of principles based upon an enormous amount of
evidence and on rational mterpretauon of the evidence,

~ In January 1982 the Board of Directors of the American Assoclauon for
the Advancement of Science denounced any *‘forced teaching of creationists’
beliefs in public schools* and added, *‘Creationists groups are imposing their
beliefs disgiiised as scietice upon teachers and students to the detriment and
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distortion of public cducation in the United States . . . creationist ‘science’ has
no scientific validity and should not be taught as science in the schools because
the vast majority of scientists, who support the theory of evolution; believe
scientific evidence shows that life began several million years ago and the carth
is billions of years old.”

agree with this view. But the underlylng epnstemologxcal problem remains

unresolved. I once taught a class in philosophy in which most of the students

accepted the scientific evidence, but one young man, Who was alreudy a

minister in a fundamentalist church; rejected it in favor of a literal interpreta-
tion of Genesis. When the others challenged him by asking, *‘But how can you
explam the fossils?’’ his reply was unequivocal. *‘If God could create the
world in six days — as he could and did — it would have been a sxmple matter
for him to toss in a few fosslls to test the falth of skeptics.” The others found
it dxff‘ cult to come up with a sausfactory rebuttal.

And there it stands today, faith vs. evidence.

Humanistic Values
Mgzch of Christian polemic, full of that theoiogum’s cuss woy'd

“‘secularism®’ overstates its case. The overwhez'ming maJomy of Chris-

tans in America do ot beleve. . . that “secularism” is a bad thing.

Most Americans, religious or not, want secuiar politics without any

churchly pumzs" they want secular schools; not committed to any doc-
trine under religious control. 10

William Lee Milier

As a matter of fact, true religion and true humanism are not so far

apart as people often assert. . . . The answers may be different but the

goal is the same. Both intend to lead man beyond a materialistic and in-
Stinctive existence toward ever transcendent conceptions of the self.11_

Robert Ulich

The Reverend Jerry Falwell, in his campaign to convert all Americans to his

own brand of fundamentalism; has chosen "secular humanism,” or sometimes
“Godless ‘mmamsm," as kis favorite target Ina full-page advertisement,
publlshed 25 March 1981, he said, “We strongly oppose the teachmg of the
religion of secularism i in pubhe schooi .lassrooms ** He has repeatedly sald the
same thing in televxsed broadwsts Thls  MUust Corme as a surprise to many of his
followers who probably never heard of Godless humamsm secular humamsm,

surpnsed to learn that they had been teachmg “the rehg:on of secular

humanism.”’
Humamsm. of course, isnota rehgxon. though it can be mcorporated |nto
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Thomas More were amiong the Christian scholars of the Renaissance — many
of them members of religious orders — who stressed human values at a time
when other theologians concerned themselves only with God's values. They
also urged a revival of classical learning as opposed to strictly ecclesiastical
studies. The Encyclopaedia Britannica says; ‘‘Though humanism gradually
became identified with studies of the classics; it more properly embraces any
attitude exalting man’s relationship to God; his free will; and his superiority

The word humanities is derived from the Latin Aumanitas which means
“‘humanity”’ or ‘“humaneness’’ and was introduced into the school curriculum

by Italian humanists of the Renaissance. Today a major segment of the cur-

private; consists of the humanities — the disciplines that teach human values
and the spirit of man. Consequently, an assault on humanism carries with it a

threat to higher education; both public and private; as well as to the public

Some of the leaders of higher institutions are aware of the threat. In 1981
President Giamatti of Yale wrote a letter to the freshman class of his university
saying, in part, “*A self-proclaimed Moral Majority and its satellite or client
groups, cunning in the use of a native blend of old intimidation and new
technology, threaten the values of [liberal education].”” ]

Although medieval humanists were criticized by orthodox theologians, and
some came under the scrutiny of the Inquisition, most of them remained
within the church and considered themselves Christians. Today’s humanists

,,,,,,,,

theologian who emphasized the uniqueness of man as a being created in the
image of God. Other present-day humanists hold to value systems that do not
include a belief in God. It is these; presumably, that the Moral Majority have

working for the welfare of all mankind. Many are distinguished scholars;
scientists; artists, musicians; and writers. Some are statesmen. Others are less

or lightly brushed aside. And many of the children of these humanists, in-

What the leaders of the Moral Majority fail to understand; or are unwilling

to concede, is that all Americans have a right to embrace humanistic values if

we choose to do so just as we have a right to choose among religions. We may
choose religious humanism, seculur humanism, or Godless humanism. That
right is a part of our tradition and our heritage: It is guaranteed by the Con-

stitution.
97
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the votes of the Moral Majonty, do not pemst in the|r attempts to retaove that
right by weakening the barrier between church and state. If they do, many of
our best teachers, scholars, artists, writers, and scientists will find it necessary
to migrate to a freer land. We cannot afford to lose them.

Sex Education
For as long as I can remember — and my memory for such things goes back
into the Twenties — we have been iiéaﬁiig about something called a *“sexual

the ““lost generatlori," dated the revolt from World War I. Students of the
Thirties believed it began with the Depression, which made early marriage im-
possible for many who consequently looked for other sexual outlets. Those of
the Fifties thought the revolution was an aftermath of World War H and

began when returning veterans encountered ‘‘patriotic’® coeds: Today's

students think the revolution started just a few years ago; when they were in

grade school, and is somehow related to both the threat of nuclear war and the

invention of the Pill; though how t they conclude that the Pill has made it safe
and legmmate to engage in sex when most of them don’t use it — or any other
effective contraceptwe — escapes me. 12

All these views reflect the innocence of ybuth for nexther sexual activ:ty
nor the open dlscussmn of it is as new as they beheve ln 1721 Harvard
undergraduates formally debated the question, ‘‘Whether it be formcanon to
lye with one’s sweetheart before marriage.”” History does not record the out-
Cﬁiﬁe 6f thi§ fdieiiéib eiiéﬁiiiitei —_ it i’iiéy have been ﬁ di’ﬁW - biit ﬁftei 2m
h|gh school o

It is unlikely that there has ever been a generatlon to whom sex was not a
major interest or which did not include many individuals who violated the
rules laid down by their elders. It requires no great knowledge of history to
know that the sexual mores are no more relaxed today than they have been in
many times long past; and that the loosening and tightening of the restrictions
on sexual activity goes in cycles of irregular length; which are related to a wide
variety of social forces and social changes. There is no doubt; however; that
sexual activity among high school students is more frequent today than it has
been at any previous time in the memory of those now living.

The current trend toward a loosening of restraints dates roughly from the

1890s: It is not so much a revolution as a growing reaction against the restric-

tions that have been vanously, and somewhat carelessly, described as

“‘Puritanical;’’ “*Victorian,” or “Middie-Class.’" The trend was accelerated

by the invention of the automobile, improvements in techniques of birth con-

trol, wars that took ‘young men away from the restraining mﬂuences of home
environments, and the dlslocatlon of famllles resulting from the move from
farms and small towns to larger cities: Freer sexual activity was made to seem



more necessary by the careless readmg of Freud and rnore normal — at least
staustreally — by the careful reading of Alfred Kmsey It gave rise to and fed
upon the literature, motion pictures, and television programs of the twentxeth
century. And it is encouraged by the present practice of labeling pornographic
pictures, “‘For mature audiences only.”” Every adolescent wants to be mature.

Whatever the changes in frequency and kinds of activity — and we have no
reliable statistics for earlier generations — there has been a vast change in the
advice given to young people. A half century ago the books of intimate advice

for boys and girls told readers that any sexual activity outside of marriage was

sinful; and that premarital sex precluded the possibility of a happy marriage

because no man respected a girl who allowed what were then called

“‘liberties.”’ Even then, many girls knew better, but that is what they were

told.

Some of the books read by teenagers today still advise agamst premantal
mtereourse. but the reasons given are practical and psychologrcal rather than
ethical. Many of the authors say that a modest amount of petting and fondlmg
is a normal way of showing affectron and that such prellmlnary activities are a
necessary prelude to good mantal adjustment. And every teenager has read at
sagely ppnufic;ates that whrle cautron 15 advrsable 7and love !S rmpqrtant no
activity involving two consenting adults is necessarily harmful or really sinful.
Many adolescents are certain that they are adults and that the consent can be
obtained, if necessary with the aid of the book that can be discussed on the
next date.

The dilemma faced by adolescents is clear en6ii§h Males reach their period

of greatest sexual vigor and desire at an age when the doors to socially ap-

proved sexual activity are closed to them. But these doors; which have never

been successfully locked and barred, have now been opened wide by a more

pemuésive soctety The dilemma faced by girls is no less perpiexing: Though

some adolescent grrls have strong sexual urges, more are motivated by desire

to be popular with boys or to please one pamcular boy In the absence of an

efketwe and accepted code, each boy or girl must decide where to draw the
line' This places an enormous strain on each lndwrdual for, as chhard
Hetthnger remmds us, “There is no field bf human actwrty in whrch 1t is so

sex and its consequences Increased activity has not been accompamed by bet-
ter understanding: But; in a diverse and fluid society, in which the mores are

tion can quickly become a focus of controversy; for it is impossibie to discuss

the subject yvithout proposing; or at least implying, some sense of values: If a

teacher avoids atl value judgments; students are likely to conclude that one
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choice is as good as another A neutral stand is; in itself; a value judgment — a

Judgment that it is best not to decide: But young people must make some deci-

sions:
When I was education editor at Saturday Revlew we received many letters

asktng why we rarely dealt with sex: Some asked if we were afraid of the sub-

ject, and one writer darkly hinted that it must be one of our taboos: The truth

was that our editors had no fear of sex; either the word or the activity; and; so

far as I was aware Samrday Rewew, when under the edltorshrp of Norman
Cousins, had no «  orial taboos. We knew that sex has been both a problem
and a joy to the human race ever sifnce Eve tempted Adam with the apple;, and
we favored increasing the joy by solving the problems.

_ But we found sex education an elusive term. To some it seemed to mean on-
ly the biology of reproduction — where babies come from and why. But a stu-
dent could learn all about reproduction withiout gaining an understanding of
sex. In any case, reproduction is a topic to be included in a coursz in biology
and cannot really be called sex education. ]

To others it seemed to rneaii, ‘“How do l behave ona date?" or “How far
shall I go before marriage?’’ — the sort of things discussed by Ann Landers,
who is muck more willing to make firm pronouncements than any teacher is
likely to be. This subject is of perennial concern to boys and girls because both
their natural proclivities and the accepted pattern of behavior within the peer
group differ greatly from the mores handed down to us. Adolescents are torn

by conflict between their urges and their superegos. Many need help in
handhng the confhct

To still others; sex education means instruction in the various behavior pat-

terns mvolved in sexual encounters. in the subtle and complex emotional prob-

leins related to sex; and in such things as homosexuality, rape; group sex; birth

control techmques, and abortion:
But the guestion of who is best qualrfied to instruct youth on such prob-

ierns is a perplexing one. Many parents are unsuccessful because of the barrier

between the generations. Ministers do their best but reach only a minority even

of those in their own congregations, and some have neither the expenence nor
the information necessary. Physicians understand reproduction and disease,
but most have no special preparation for drscussmg either psychologlcai or
moral issues.

_This leaves the teachers What can they do to mstruct students on matters

their students others who do have the matunty, know!edge, and wrsdom
might do quite a lot. But which teachers, and how should they be prepared for
the task? And what should they teach that is not taught in other courses?
Biologists already instruct students in the biology of reproduction except in
those commuinties where self-appointed custodians of an earlier morality in-
sist on keeping children'in ignorance. Teachers of literature who discuss prob-
lems of love and sex rarely encounter difficulty as long as they talk about
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characters who lived far away and long ago. But itis qrmtionable whether the
study of the loves of Romeo and Juliet or of Anthony and Cleopatra is of
miich help to students in solvmg their own problems. Social studies teachers
are. Aiware of the social and psychological problems but are even more unwill-
ing than the others to come to any firm conclusions. And the students want
some answers,

After pondering these problems, I wrote an editorial for the 18 December

1965 issue of Saturday Review. The massive response gave evidence that most
of our readers; including leaders of several religious denominations — Con-
gregationalists, Presbyterians, and Methodists — saw a need for more and bet-
ter sex education. Gallup polls give evidence that a inajority of parents agree,
ln l970 when asked “Do you approve or dlsapprove of schools glvmg

This evidence of public approval makes it apparent that sex educatron is

here to stay: But teachers who accept responsibility for teaching such a course

shoixld linow what they are getting into: They wrll qurckly fi nd themselves

theolograns have been unable to agree: Qtiesnons will be asked about abortion

whether or not the topic is included in the textbook or syllabus: The underly-

ing questron is whether a fetus is a separate human being; entitled to all the

rights guaranteed by the U.S: Constitution, or still a part of the mother’s body

with which she is free to deal as she wishes: When does it become a separate
human individual? — at conception, at quickening, at the seventh month,
whenever it would be possible for it to live outside the mother’s body, or not
until the moment of actual brrth"

A brll mtroduced by Senator Jesse Helms of North Carolma, declares that

could be interpreted to mean that anyone responsrble for an abomon is gurlty
of murder or at least manslaughter. This, presumably, is what the sponsors of
the bill intend it to mean; and a substantial minority of Americans, including
leaders of some churches, support such a view.

At the other extreme are those who want abortron on demand regardless
of the reason for it, and contend that a woman has a right to do what she
pleases with her own body and that a fetus is part of her body until the baby is
born. This is a philosophical or theological question; not one to which a physi-
cian; scientist; or teacher can give an authoritative answer. But it is one of con-
cern to adolescents. A teacher who says; *‘It is up to each individual to decide
for himself or herself,’* is not being helpful to the frightened pregnant girl who
happens to be in the class:

The subject of homosexuality will come up, it cannot be avoided. Some

students need information because of their own propensmes, others because

of pressures from associates. But how best to present it is complrcated by the

fact that psychologrsts psychiatrists, and biologists still drsagree as to whether

homosexual tendencies result from inhented characteristics or from early con-

¢
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dlsagree as to whether homosexual activities are sinful or just another lifestyle:

If statlstleal evxdence, such as that from the Kinsey reports and other more

recent studtes, is introduced and students learn that 30% or 60% of young

people of their own age are engaglng in this or that form of sexual behavior;
they are likely to conclude that it must be acceptable if so many are indulging:
Those who have resisted their |mpulses could very well feel left behxnd

‘Teachers of courses il sex education need tact and commion Sense, maturl-
ty, good judgment, plus a great deal of _accurate mformatlon and a con-
siderable amount of wisdom. It is not a ]Qb for those who are merely en-
thusiastic about the new sexual freedom and eager to promote their own con-
victions.

Some things defimtely should be taught mthout hedgmg Every adolescent
male or female, should learn that anyone who engages in the activities that
produce a child must accept long-term responsibility for the nurture and
welfare of that child, whether or not the pregnancy was interided. He or she
should learn that the institution of marriage was developed, in part, to assure
such responsibility, and that avoiding marriage does not entitle parents to
éiiaaé théir ’dii’t& to thé éhiia A Bay niﬁst léarn that thE faet that a éirl has a

snbrlrty for the child he fathers.
778}!@?@% éhéijia be made aware of the risks involved in each of the many
methods of birth control. Thes; should be aware of the dangers of venereal

disease; including the current epidemic of venereal herpes. Young people

shonld also become aware of the need for mutual respect trust; and love be-

tween sexual partners and of the advantages that a . ontinuing; responsible

relatlonshxp has compared to trivial passmg encounters.

Some teachers do an admirable job with these courses despite the dif-

ficulties. Elizabeth Mooney, author of Phi Delta Kappa fastback #47, The

School’s Responsibility for Sex Education, sounds like such a teacher. She
says, ‘‘Today we are not training students in our schools of eduwtxon Wlth
these qualifications. We are not even coming elose We are not encouraglng
students in anthropology and psychology who have had a good baekgi ound in

bxology to get the other quahf" catxons S0 desperately needed to prov:de a good

Character Education
Education has as its object the formation of character.

Herbert Spencer

Knowledge without integrity is dangerous and dreadful.
Samuel Johnson
The very spring and root of honesty and virtue lie in good education.

Plutarch
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~ Itisvirtue . . . which is the hard and valuable part to be aimed at in

education. S
John Locke

Although many writers stress the i 1mportance of character. few seem w:llmg

to define it; even lexxcographers are prone to talk around the subject instead of

offenng clear-cut defi initions. It appears, however, that most people use the
word when reﬁ:mng 10 those relatively persistent or stable personality traits
that have moral or ethical implications. Like other personality traits; it

presumably develops as a result of all of a child’s experiences — interactions
with teachers, parents, religious leaders, and peer group; as well as everythmg
hwd seen, or read, plus, quite possibly, some unidentified genetic com-

ponents.
Character is more mslly 1llustrated than def‘ ncd George Washington is

*****************

often called our greatest president. He was not the best educated, it is doubtful
that he was the most intelligent, an he seems to have been more admirable
than hkwble, but it is widely agreed that he had the traits of character needed
to wir the Revolutionary War and to set the new nation on its path to

greatniess. When others wavered, he was resolute; when others panicked; he

remained calm; when others were willing to give up; He preésed on; and he

made sound decisions under stress. He had & large measure of ¢ courage, integri-

ty, fortitude, dignity, assurance, and command presence. These are traits of
character.

When we think about the conrotations of character, we think of pzople who

told the truth under temptation; made and kept commitments, were generous,
were kind, and otherwise demonstrated what we think of as the Boy Scout (or

Girl Scout) virtues: Mental discipline is surely fine, but character is first an emo-

tional discipline — the ability to control our emotions so that they do not lead us

10 act against higher obligations; 15

Although responsibility for character development is shared with others;
educators cannot escape their own responsibility. It is an awesome task; made
more awesome by the fact that we are uncertain just how to go about it:

It seems reasonable to assume that the books read by children affect

character development in one way or another. Parson Weems; who concocted

*he fable about Washington and the cherry tree; thought he could build

character by telling children tales (however faise) abont the outstandmg
truthfulness; honesty; and virtue of children who later became famous men or

women. This may have some effect on some naive young chlldren. but others

are skeptical of moral tales even atan early age. As a boy I read the books by

Horatio Alger; they provided an evening’s entertainment and were more in-

teresting than homework. But even as a lz-yw-old I noted that while Alger’s

hero always was honest; hard-working, truthful, and virtuous, he also found it
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aavaﬁiagéau’s to marry the boss’s daughter. Of course he fell in love with her
first; but since she was charming, that was casy.

Because serious literature delves more deeply into problems of characler, it
probably has more lasting effect on the reader, but the cause-and-effect rela-

tionship is not easily demonstrated.
Weﬂmgton denied having said that the battle of Waterloo v-as won on thr
laymg fields of Eton; but the fact that so many people quoted the remark,

and attributed it to him; indicates that many believe that competitive sports
burld charz;cter It is true that an athlete learns to work as a member of a team

and to press on even when greatly fatigued: But I have observed that when a

coach says, ‘‘We are building character this year,’’ he means that his team has

been losmg Clearly, he would prefer to win:

Tt is difficult to see how the school can counteract the influence of televi-

slon on children who spcnd more hours before the tube than in the classroom:

From television children learn that itis pcnmssrble not only for the good guy

to kill the bad guy — w:thout a trial or any legal proccdure — but also to

decide for himself who the bad guy is. Though television producers insist that

there is *‘nio positive proof’® that their shows encourage crime; we know that
children learn from all their experiences, and watching bloody mayhem in liv-
ing color is sifely an experierice. While we wait for more positive proof it
seems reasonable to assume that television miist have somé influence on the
character of children, and that the influence is frequently bad.

Public schools have been criticized for failing to develop good character,
and it is true that they have not been notably successful. Do nonpublic schools
do any better? I do not know the answer and doubt that anyone does. Private
schools; in brochures boasting about their programs, emphasize that they
i'build character;’’ although they cite no evidence, Those who riun boarding
schools ought to do better because they have custody of the child for 24 hours

a day. But the parents of such children have much less opportunity to build

character than do parents whose children spend some part of the evening and

weekend at home:

Researchers wishing to investigate the relative influence on character of

publlc pnvate and parochial schools (there ought to be material here for a

good doctoral drssertatxon) might begin by seeking answers to questions such

as these: What percentage of the congressmen convicted of takmg bribes

recerved their education in each kind of school? What is the school

background of publrc employees who become spres and embezzlers and of

of the members of the Mafia or of Al Capone’s gang were products of

parochial schools?
~Many other vanables, mvolvmg many intercorrelations; would have to be

taken into account before conclisiofis could be reached; but even the ansygcrg

to these simple questions might be reveahng We rmght dlscover that years
spent in even the best private or parochial schools give no assurance of high
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moral character, hcwever devoted to that goal the teachers may be. Quite
poss:bly, all schools are faxhng in this regard and no one knows just what to do

about it.
lt seems probable that a school’s best contribution to character dPVCIOp-

ment is made, not by special courses or specific acts; but as an indirc:: resait

of all that we do and of our own character as it is perceived by our students:

Clear rules of behavior, fairly enforced; may help; but I doubt that character

is greatly influenced by school prayer; ritualized pledges of allegiance; or the

lose-order drill of which military schools think so hlghly Character is a by-

prodict — a very important by-product — of a good school and good

teachers, whther the school is public, private; or parochial;
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4

Individual leferences?

Amongst men of equal educanon there is great inequality of abilities

. the woods of America as well as the schools of Athens produce men
of several abilities.!

John Locke

I:ocke was well aware of the influence of both heredity and envu'onment m

producina ability of all kinds: His comments above; and elsewhere in his

writings, suggest that he was uncertain of which is the stronger.

After 300 years and vast quantities of research; we are still uncertain. Some

psychologisis who have examined the evidence conclude that from 60% to

80% of the mwsured dlfferences in mtellectual capacltir rwults rrom heredlty,

Some thnnk the lnfluence of heredlty is alriost negligible compared to en-

vironmental influences in early chlldhood ]
All too often the interpreters are influenced by what they wish were true or
think ought to be true. Schiolars of liberal persuasion, who believe deeply in

human equality, are understandably reluctant to accept any interpretation that

might suggest genetic differences related to sex, race, ethnic background, or

social class: Those who investigate the possnbllxty of such differences have

been accused of sexism, racxsm, or social class bias.
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. But nothing is gained by refusing to look at the evidence or by quationmz

‘the motives of those who do. When we examine the evidence from test scores

we find a number of facts on which nearly ali psjrchologlsts agree. The miost

important is that within each category of human beings we find a wide range

of all kinds of talent and potenualrty There are geniuses of every race and of

each sex and from all social classes; just as there are morons. If each student is

judged as a unique individual, and treated as an individual rather than as a

member of a category, the queitlon of whether there are statistical differences

among the means of the various categories becoities unimportant to a

classroom teacher: The mportant ‘question is, ‘“What are the capacities and

potentialities of this individual child?"’

The decision not to concern ourselves thh statnshcal dxft'erenoes among

categories should not prevent us from facing thie fact that there are enormous

differences among individuals in capacity for learning. By the time a child
enters school these differenices aje too great to be ignored or easily eliminated,
regardlss of whether they result in part from genetics or entirely from early
envrronmemal influences. Teachers can do nothing about a child’s genetic
structure; 7they can do a great deal to improve the child’s opportunities for

learning, if they know what that child’s potenuals are. The testing movement

is an attempt to measure such potentials — an effort fraught with controversy:

Objective Tests
All tests given to human bemgs are de.rngned to measure mdmdual dxf*

ferences — differences in genergl aptltudé for learning, special aptitudes,

knowledge; skills, interest; or traits of personality. If there were no differences

there would be no need for tests. Most of today’s testing involves the use of

objective instruments that began to replace subjective examinations early in

this century because they were easier to score, had greater reliability; and

could be admmlstered to larger numbers of people.

Bnt objectwe tests have always been a source of controversy. When they

first wereused as a basrs for grading and promotion; many academic scholars
rejected them, contending that & proper education must include a kind of ex-
amination designed to stretch the mind and give students an opportunity to

demtmstrate their ability to think logically and to express ideas with clarity.
President Gnswold of Yale reflected the view of many when he said in 1952;

“There are some of us who still prefer the essay to the intellectual bingo game;,

scored by electricity.”’
Despite siich protests, Amencans now are tested from the cradie to the

grave — when they enter school; repeatedly while in school, when they enter

college, when they apply for admission to graduate or professxonalischool and

before they are admitted to a profession or a skilled trade. They are tested

when they apply for driver’s licenses; when they entar the armed forces, md

frequently when they apply for other jobs. When they approach the end of
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theu' workmg hves, they are not yet tested to determine their readiness for
tetiremient, but that will come. it yvxll be an |mprovement over the current
practicc of basing retirement entirely on chronologxcal age

“Tests are used in various settings, but their widest use is in the .chools. Ear-

iy in this century educatlonal psychologléts demonstrated thi' individual dif-

ferenices of many kinds are distributed along the normal cur/e with most in-

dividuals falling nedt the mean but somie far above or far be.ow it.

The effort to provide for these mdmdual differences tooi: many forms.

Some schools moved bright children up through the grades more rapidly than

others. Others kept childien of similar age in the same classroom while at-
tempting to individualize instriiction — & dlfﬁcult task with a class of 30:

Others grouped children by 1.Q. or mental age. This was called
"hombgeneous grouping,”’ but the term was inaccurate becnuse the children

in each class were still heterogencous in physical and social maturity as well as

in special aptitudes. Some schools provided fast, medium, and slow tracks; a

few changed this to some variant of the dual-progress plan, which enables

children to be on the fast track when studying subjects in which they excel but

on a slower track for other subjects. A few educators defended the practice of

provndmg separate schools for children at the upper and lower erds of the

scale; but most preferred to keep them in the same building. But all agreed

that it is as flitxle to require all children to master difficult school subjects as it

weuld be to require ali to run the mile in five minutes or to jump over a five-

foot bar. Many would succeed but some would fail, even with the best teachers

or coaches.
But the cntxeism of testing continued: Much of it centered on tests used to

measure mieirgenee, a word so emotionally loaded that it seems unfortunate

that it ever was used in connection with testing. If the terms general aptitude or

academic aptitude had been substituted, there might have been less opposi-

tion.
~ To many people, mtelhgenee seemed to imply something fixed and ﬁnax,

determiined once and for all when the <hild is born: The test makers in-enc2d

no such meaning. Many of them were convinced that genetic traits play a roie

in determining aptitudes f¢-: learning, but all agreed that environmental fac-

tors in early childhood alter test scores. Alfred Binet intended his intelligence

test for use with Parisian children whc shared a common language and

cultural heritage. Henry H. Goddard, who brought the test to the United

States; translated it into English, added new itemms, and standardized it with

American children, estimated that about 60% of what the test measured

reflected genetic influence but 40% resulted from early childhood oppor-

tunities for learning. None of the test makers said they were mwsuring in-

herited capacity directly or exclusively; all were aware of environmental in-

fluences.

Critics contended that mtelhgence cannot even be deﬁned mﬁch less

measured. But finding a definition for intelligence is no imore difficult than
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 finding one for finie, energy, or gravity, all of which appear in every dic-

tionary. All are defined operationally. -
Those who have developed tests of intelligence offer these definitions:
Intelligence is completeniess of understanding, inventiveness, persisterice
in a given course, and critical judgment. o
Alfred Biniet
Initelligenice is the ability o make use of past experience in meefing pres-
ent problems and anticipating future problems.
Henry H. Goddard
Intelligerice is the general capacity of an individual consciously to adjust
his thinking 1o new requirerients.
Wilhelm Stern

Intelligence is the ability to carry on abstract thinking:

Intelligence is the ability 1o underiake activities that are characterized by
difficulty, complexity, abstractriess, economy, adaptiveness 10 a goal

social value, and the emergence of originals, and to maintain such ac-
nvmes undér cond‘ nons that demand a concentration of energy and a

George Stoddard

_ These definitions are not as dissimilar as they may at first appear. All

dlstmgmsh intelligence from knowledge: All agree that intelligence is a capaci-

ty or potential; not a present. level of achievement. -
Much of the criticism shows misunderstanding of the purposes and uses of

tests. Critics charge that children from disadvantaged backgrounds are handi-

capped in taking tests: They surely are. But the test does not cause the disad-

vantage; the test merely tells us how much; and we need to know how much

children are dlsadvantaed when we pian thelr school programs.

A test is a measuring instrument: If it measures what it was dsngned to

measure, its validity is not impaired by the fact that it fails to measure other

factors, traits, or qualms A themlijmeter is dsngned to measure

temperature. If it does this accurately it is a valid instrument, even though it

fails to measure humldlty or wind veloaty and hence does not tell us whether

we will be comfortable outdoors without our topcoats. Similarly, an in-

tcihgcnce test is valid if it measures mtclhgence, even though it does not

measure charactcr, pérsonahty, persistence, or motivation, and hence cannot

predict which individuals will be most admirable, likeable, successful, or free

of neurosis.
Like many oth«“ useful mstrummts, mtelllgence tests measure mdxrectly A

thermometer does not measure heat. It measures the height of a column of
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mercury and from this the observer mfers the temperature. An mtelhgence test

measures what an individual can do with his or her intelligence right now —

how weli he or she can comprehend meanings; make disciiminations, draw in-

terencs, and solve problems: From this the tester makes an inference concern-

ing the individual’s mtelhgenoe

But some of the criticism of the way tests are used is justlf' jed. Test scores

have often been mmnterpreted and misused; Teachers who rely too heavily on

a sinigle group test of intelligence often expect too little from children with low

scores. Soine adn'lmistratcrs have been too arbitrary in keepms children on the

slow track because of low test scores, even though they are obviously doing

better work than is exp’e’cted of those on that track: No one who understands

the difference between aptxtude and achievement would mterpret Scholastic

Aptitude Test scores as evidence of -what studems hzve learned in school, but
many people do interpret the scores that way.
Parents who learn that their chnld’s IQ: is in the “‘superior” or ‘‘very

superior’’ range sometimes assume that the child has it made and will always

achieve more than other students, overlooking the fact that millions of other

children in the nation have comparable scores. Even wnth g hlgh [Q:.a student

stxll must work hard and lwn a great deal before he or she can succeed in any

' The only question will be; “What have you accomphshed since graduatlon?“

7 t/hen the Army Alpha (not really an intelligence test) was given to more
thahigulhon men during World War I and it was found that men Whose
ancestors were from Southern Europe scoréd lower, on thec average, than

those whose ancestors came from Northern Europe, sonie people )umpal to

the conclusion that Northern Europeans were more intelligeiit. A more pmb-

able exphmatlon is that the Southern Europeans had arrived in the Umted

States more recently; had had fewer educational opportunities, and were less

familiar with American cuiture and the English language.

These, howe«er are not legitimate criticisms of the tests; they are criticisms

of the way test scores have been interpreted.
The Paideis Proposal: A Denial of Individual Differences

Democracy arises out of the nonon that those who are equal in any

respect are equal in all respects; because men are equally free they claim

to be absolutely equal 2 S
Aristotle

~ Over the past 30 years we have heard growing demands that the e\ndence
from testing be ignored and that all children be offered the same education

and held to the same standards The first pronodncement of the Council for

Basic Education, which began, “All chlldren, without exceptlon, must .

followed by a list of things they must learn, was mentioned in chapter 2, Many
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of those who joined in this demand were university professors of academic

subjects who had become convinced that professional educators, in their

cagerness to meet the needs of slow learners, had lowered standards for all
students, Wlth the rault that superior students were learning less than they

~ More recently, those who minimized the importaiice of individual dif-
ﬁrenees were joined by social eommentators who had comne to believe that the
American system requires not only equal opportunity for learning (the Jeffer-
sonian ideal) but equal educational achievemient. Soiic even weit so far as to
insist that any admission of possible genetic differences in learning capacity is
un-American.
~ As a result of these conv: .ctlons, efforts to prowde for individual dif-
ferences in the schools came under attack. Courts have ruled that multitrack
systems are unconstitutional unless children of all races and ethnic groups are
répresented in each track; and that intelligence tests may no longer be used in
assigning students to special classes, Some large school systems have aban-
doned the use of intell.zence tests.
These decisions revzal confusion as to the BiirT:B&E of special classes. If
children need the additicnal assistance they will get in a speciat class; the fact

that they are ass:gned to one is not discrimination against them — it i

discrimination in their favor and will increase their opportumty for learmng

The Binet test was ongmaliy developed to help the schools of Paris to decide

which chﬂdren had the greater need for specml classes. [f |gnmem is not to

be made on the basis of objectwe tests, it will be mxde on the basis of subjeé-

tive judgments that are less valid. Civil rights groups that take such casés to

court seem to misunderstand both the purposes of testing and the reason for
But the attacks on tstmz continue. While the trend of the first half of the
twentieth centﬁry was toward more emphasns on mdmdual differences among
children and toward greiter effort on the part of educators to adapt school
programs to those dxfferences, today’s trend is toward a denial of individual
differences, or an insistence th~t the differences must be ignored by those who
plan school programs. o
~ Mortimer Adler was ahead of hxs tIme Smce the day when he was mentor
to Robert Maynard Hutchins at the University of Chicago in the 1930s, he has
d, or denied the existence of, individual differences, insisting ‘‘Men
are everywhere and at all times the same.” In his recently published Pzideia
ProposaP he says; “‘All children . . . have the same inherent tendencies; the
same inherent powers, the same inherent capacities.”’ He softens this a bit by
adding that individuals may possess these common traits in different degrees;
a modification that confuses the issue because the goal of test makers has
always been to measure differences in degree; not in kind. But he remains con-
vinced that all differences have estvironmental origins. He says, ‘‘Preschool
deprivation is the cause of backwardness and failure in school.” He does not




say it is one of the reasons — he lenvs no room for possnble genénc variation.
This conviction that all children have the same inherent powers and
capacities leads Adler to the conclusion that all children shiould be enrolled in
exactly the same educational program for 12 years of elementary and secon-
dary education with no electives except for a choice among foreign languages.
There must be no ability grouping; no track system — children of all levels of

intelligence must be in the same class (presumably at the same ‘chironological

age) where all must meet the same standards of achievement. All must master

nrathenintia through calculus before they leave high school. ‘‘Children who

- manifest deficiencies that would result in their not achlevmg standards of

perfbmmcc must be given special help to overcome these dzficiencics. Such

help would be truly remedial — remedying deficica. o8 “nsit can and must be
overcome. » (Italm mine.)
The Falde:a Program has three goals each 1= t- arhieved through its own

method of instruction: 1) The acqmsmon of orgenized nnowledge by means of

didactic instruction, ';upplemented by textbooks and other aids; 2) the

developiment of intellectual skills of leumms by means of coaching, exerciees;

and supemsed practwe, and 3) éiilzirgal understandmg of ideas and valus by

great books and gmat works of art
The goals are arimirable. “'hey do not dlffer g’rﬁtiy from those discussed in

the section on libeta: education ini chapter 1 of this bock: The first two

methods have always been used by many good teachers in alt kmds of sckools,

although it muss be admitted that teachers who use the methuds of fectlvely are
all too rare. The third method is used by a few outstanding teachers in public
schools; but too infrequently. If Adler can find a way of acluevmg thése goals
by teaching more teachers to use thrse inethods effectively, he will deserve our

gratitude; for no one has yet found a way. If he had proposed these goals and
these trzthods without insisting that they will be effective with all the chlldren

who are enrolled in public schools; he would have made a valuable contribu-

tion: Fiut the completely required curriculum, with the same high standards of

aglnevement demanded of all children, is quite another matter. Will it work?

Can it be done?

The only way to find out is to give it a fair trial with a group of children

sucﬂl as is found in a typncal public school. Since much will depend on the

teachers, and because it may be difficult to find public school teachers who

aave the necessa bEckground and will accept the assignment with confidence

and enthusiasm, I suggest the certification requirements be waived and that

the faciilty be recruited from mambers of the Paideia Group that has made

Mortimer Adler its spnkeman -
This group mcludﬂ famous scholars, writers; and executives: Clifton

Fadiman, Jacques Barzun, Theodore Sizer, Charles Van Doren; Ruth Love,

and a number of college and university praxdents Because they believe deeply

ini the program, I am confident that they will be willing to devote a few years
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of thieir lives to a demmionstration of its feasibility. It will be a egitimate use of
their time and talents because nothing is more i important than good teachi ng.

Some financial sacrifice may be required; but they will be paid the standard

teacher salaries and, because of their outstanding talents, might start at the top

of the scale. Albert Sha:iker; whose endorsement of the Paideia Proposal ap-

pears on the cover of the book; should be glad to demonstrate his commitment

to the improvement of educational quality by giving up his career as a union
leader to jom the faculty

chxldren selected to represent the total spectnim of human capacnty for leam

should be located in a neighborhood that offers all the usual distractions. All

teachers will work with the same studcms through all 12 grades in order that

no teacher may blame a child’s previous teachiers for his learning deficiencies.

Mortimer Adler will join the faculty as a first-grade teacher of arithmetic

and will continue to teach the ‘same éhlldren through the twelfth grade, by

which time all will be required to demonstrate proficienicy with calculus, just

as he proposes in his book. Except for a choice of a foreign language, the

course of study will be the same for all. All will be held to the same rigorous

standards

cessfully followed by all children fail to realize that the children of whom they
are thinking have niever had their minds challenged by requirements such as
th&é ** Very well, we shall let Adler and his friends challenge them daily for 12

long years. Teachers will be judged by the success cf their students in meeting

the high standards. -
If this experiment proves a success, the Paideia Group will be heiled as the

saviors of public education. If any substantial r.umber of children fail to

achieve the high standards, even with these outstanding teachers; xhe Fmdem

Proposal will be written off as just another 1309!5 7e§gepmﬁe7nti,7g1d we shall

continue our search for solutions that make provision for individual dif-
ferences.

Pifotqﬁgz;rg‘Qﬁ ’qf ichb@l age isin, - .4/ not a blessing, but may even be

a curse to civilization unless there goes together with the prolongation a

revolutionary rethinking of the total program and a restructuring of the
rotal educational system from the secondary school upwards$ _

Robert Ulich

When American lawmakers first dezsrﬁd that schoolmg should be requu'ed
for all children; they had no intention of providing secondary and higher

education for all. Their intention was to assure widespread literacy plus suffi-
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cient knowledgc of the basic disciplines to enable a self-govemmg nat|on to

maintain ltself It was not until the last quarter of the nineteenth century that it

occurred to educators that secondary education might be possible for all, and

not until the last half of the twenticth century that some came to accept the

view that higher — or at least postsecondary education — might be ap-
propriate for all. B o o
By 1900 the majority cf the then 46 states had passed laws requiring school

attendance to the age of 14; and by the 1920s half the states had raised the age
to 16; Elgug some ¢ of these allowed exceptions for those who had completed

the exghth grade: Five states required attendance to the age of 16, except for
those who graduated from lngh school earlier.

After World War II, though most of the laws were not chansed it became
a part of the conventional wisdom that all boys and girls, xcgardless of
academic interest or talent, should remain in high school until graduation. 5
nationwide publicity campaign called attention to the number of ¢ ‘dropouits,”’
even though the number had been declining steadily for a century. It was im-
plied that &iBB&Siiis were consigned to a life of unemploynient, destitution,
and probably crime.
Since about 1970 there has been some evidence of a reversal of pablic opin-

1on With increasing frei:uéncy, doubts have been expressed about the wisdom

of requiritig school attendance far adolescents who are profiting little from

schiool and woiild prefer to drop out. High school teachers and principals have

reported that thie reluctait learners caused most of the disciplinary problems

and, by their disruptive behavior in the classroom, made learning difficuit for
other students. o o
Those who still insisted that all should remain in school until the age of 18

said that compulsory attendance was necessary to *‘keep them off the streets,””

overloc king the fact that schools keep boys and girls off the strects for only a

few hours each day ard for only half the days of the year. In any case the

“keep them off the streets’ slogan implies that the purpose of schooling is

éllstodml rather than cducauonal When a school becomes a custodial institu-

tion, it losa its effecuvenss asan eduumonal institution: It becomes a prison.

Students drop out of school for a variety of reasons. Some are restless
youths who cannot bear being ‘‘cooped up,”’ as thcy put it. Others are more
seriously disturbed psychologically and need more help than can be prov:ded

by an occasional visit to a school psychologist. But s:me of those students who

dislike school, as did many before them, will eventually be excellent workers in
jobs that do not require much verbal or mathematical talent. Even in our
technologi&ii bureaucratic society, not everyone need be a technician, clerk,
or bookkeeper There stlll are other jobs.

_ Vocational courses in h:gh schbol have not solved the problem Most voca-

tional education (as distinguished t‘rom vocational trammg which is best pro-

vided on the job) is preparation for skilled trades or clerical work. These jobs
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i'aiiili'e at least average intelligence plus willingness to work — just what many
of the dropouts lack.
Some youngsters who have sufficient academic talent for high school work

lack the motivatior. during their high school years. Aduit evening classes

should be provided for those who develop the motivation later, as many will:

Because motivation is essential for all school work; adolescents should go

to school because they want to, or they should not go. Teachers should doall

they can to enhance motivation but they cannot do it all; students also have a

responsibility. Students who remain in school only beciﬁse they are required

to be there will feel frustrated, and frustration leads to aggression. Other

students and the teachers are l!kely to be the targets of this aggression.

Mortimer Adler assures us that the problems of all these potential dropouits
can be solved by keepmg them i in school, enrollmg in the Paideia Program,
and r?qm'ring them to achieve high academic standards. I wish it were that
simple:

Inewtably, the quest:on anses. “What 1s to become of those who leave
school before they can find employment?’’ In an urbanized society, where the
number of unskilled jobs is declining, there is no easy answer. But forced
schooling is no answer unless we are willing to turn high schools into custodial
institutions. Possible solutions include something like the CCC of the 1930s or
other publicly supported, on-the-job training programs or; for some; the
armed forces. But I would not want our nation’s defenses to rely on men and
women who are reluctant to learn or unable to learn. Today’s armed forces re-
quire technical skills.

Socicty — the state or the nation — has a responsibility for those who can-
not learn or refuse to learn; but the public high school cannot shoulder all of

that responsibility if it is to provide good education for those who are eager to

learn.
If we agree that schooling is not to be compulsory beyond early

adolescence; we still face the questions: *“How much should be available to att

who want it? How much should be provided at public expense?’’ The

burgeoning; in recent years; of community colieges with minimal entrance

standards seems to suggest that state legislators — who presumably reflect the

views of their constituents — are now eonvmced that at least two years of col-

lege should be provided for all at public expense.

Only recently has this been true. The vast expansion of Amenean hxgher

education has been a phenomenon of the twentieth century. In 1900 only

95,000 youngsters, or 6:2% of the age group, graduated from high school, and

only 27,000 or 2% graduated from college. The annual ‘number of college

gmdimtsroseto“ 000 in 1920, 186,000 in 1940, 400,000 iri 1960, arid to one

million in 1980.
No other nation i in hlstory has p@ﬂdd hlgher educanon for S0 lar;e a

pereenmge of its ycuth Today nearly 80% of our yourng people graduate from
high school and well over half of these enter a college of some kind. Until
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recently even the most advanced nations of Europe assumed that if 3% to 5%

of their young people became university graduates, that number would satisfy

all the needs of the nation for l'ughly educated men and women. Since World

War II the percentage has been growing but it still falls far short of ours. In the

U.S:S:R. one in seven lngh school graduates now enters some kind of ad-

smaller than ours: B o )
lt should be iiot&i that 'conib'i’ri’tii’re figii’ré aré 'cb’nfusiiig bccéuse the tei-iﬁ

undergraduate years are taught in the German gymnasium or the French lycee

Wluch are consrdered secondary schools

those of other nations, our attrition rates are much hngher ln England, where

only 14% of the young people enter universities, 87% of these complete work

for a degree: But many of our 12 million college students will never receive

degrees: The fact that only about one million receive baccalaureate degrees

each year tells the story.
Eric Ashby; a noted Enghsh educator who has made a careful study of

American colleges, attributes our high attrition to our *liberal and dlverse ad-

missions standards.”” He says; *It is a part of the privilege of an affluent soci-

eti to be able to sample things and reject them. But the American society may

not be affluent enough to allow this privilege in higher education in the 1980s.
it may then become unrealistic politically to spend millions of dollars on

places in coliege occupied by persons who are not gifted enough, or do not
avrm tha miatiuatinn- tn he o ”5

have the motivation; to benefit from the education which college provides.
_ Ashby may not have been aware that many of those who fail to recelve

degrees are community college students, who enroll for terminal courses or
short vocational courses and have no intention of completing four-yenr pro—

grams But rt rs true that the cost of provxdmg space and instruction for the

great; running to billions of dollars annually Faced with the present revolt
against higher taxes; we must decide whether this is the best possible use of the
money available for higher education.

Although some Amencans now contend that colleges should be open to all;

regardless of intellectual capacity, most educators agree that there is a miuimal

intellectual level below which any ﬁluﬁtlon properly called “higher"’ is anim-

possibility. Professor Fritz Machlup of Princeton, in a wxdely quoted state-

ment, says, “‘Higher education is far too high for the average intelligence;

miiich too high for the average interest, and vastly too high for the average pa- .

ticnce and perseverarice of the people here or anywhere ** A similar conviction
is reflected in the admission standards of some of the more highly selective col-
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IQE, Whlch bmt thﬂt they select theu' students from the upper 5% or even
the upper 2% of hlgh school graduating classes.

‘But so extreme a view is indefensible. Many coIlcgw, pnvate as well as
public, have for many years admitted a much higher percentage of high school
graduates. Some of the students who would have been denied admission to the
prestigious colleges have made excellent records in other colleges; have gone
on to graduate and professional schools; and have made significant contribu-
ﬁ6ﬁ§ to tlié Wb’i'ld 53 iiiio?siiiéii, Ecliiilii’s iiid m?mbérs 6f the i&iﬁi&i 13176?&-
Roosevelt nor Wmston Churchill could gain admission t to the ““‘most highly
selective’” American colleges today, nor could Einstein: Yet these individuals,
and many others; profited from their college education and achieved greatly

after graduation; while many of the graduates of the selective colleges remain

obscure.
It does not follow; however, that higher education is appropm{te for

everyone. Unless the essential nature of higher educatxon is dmnatxaﬁly

changed; it is not appropriate for those who — even after | prcparatory courses

~— cannot read difficult books with understanding, cannot express themselves

in speech or writing, or are bewildered by scientific theories and mathematical

symbols. Nor is it appro,mate for anyone who lacks the eagerness to learn.

Higher education mus* always be, in some sense, selective.
The Gifted, Talented, and Creative
A universal .system of education is ultimately tested at its margins. It

SJunctions fairly well in educating most students in the middle or normal

range but has a tendency to be less effective with exceptional
groups. .
The ngted and talented are a natural resource that has been largely

neglected and underdeveloped . . . the intellectual atmosphere in some

high schools actually creates pressure on the gifted not to achieve, but to

conform and underachieve.s S
Marsha M. Correll

The biographies of men and women who have achieved greatness include
many accounts of the failure of their teachers to recognize special talents: In
this respect European schools fail as completely as ours. European teachers
failed to recognize the special talents of Einstein and Churchill; just as

American teachers failed to recognize those of Edison: -
Although most American schools make special provision for students who

are physically handicapped or intellectually backwards, a fmach o fer

number make adequate provisions for those with supenor talents; ciimer

because of a belief that they can take care of themselves or an attitude that

providing special attention to the gifted is elitist.
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Some do survnve anu achleve Eréatn dspxte their schoolmg, but others

are unable to take care of themselves. They work far below their potential level
becaiise their talents are not encouraged. Some drop out of school from sheer
boredomi.

The adjechves Ialénred and giﬁed are apphed loo@ely to two dispmte
groups. The first consists of those with talénts of a high order in music; art,
dance, poetry, and athletics. Of these, only the athletes receive special atten-
tion in our schools. They “niake the teaii,’” get thieir pictures in the paper, win
letters and medals; and when they are ready for college they receive athletic
scholarsluﬁs A EW Si:litiléiéliiijs are ﬁﬁiilﬂb’le fdi- yb’iiiig p’eb’ple of outstandiiig

But youngsters of exoeptlonally lngh 3eneral mtélhgence are also ealled
talented or glfted even though thelr talents are less speemhzed and their
‘BEE“??E‘,“’E,‘,?‘* for they are not always ““‘A’’ students. They are the boys, and
girls who have keen Eowéfs of observation; who read Wiﬂai iiritliiiiit Wé.itiiiﬁ

language and mathematics, who take pleasure in intellectual activity and have
unusual powers of abstracnon. conceptualization, and problem solving. They

have an exceptional amount of intellectual curiosity, ask more questions than

the adults around them can answer, and often refuse to accept the answers

given: Mﬁny teuchers and parents find them a problem Only teachers or

parents who are themselves of superior intelligence can fully appreciate their
talents.

_ Various provisions are made for these students. Some schools provide a
fast track; a few permit them to slnp grads Some colleges offer early admis-

sion or advanced placement; some have honors programs that offer a richer
fare and greater challenge. A t‘ew Isrge cities provide special schools; aithough
there is growing pressuie to eliminate such schools

But many schools still keep even the most brilliant boys amd girls in the

classrooms with others of the same chrono:ogleal age, where the Worlt is too
easy, the books too childish, the problems assignied too simple. Their inteilec-
tual curiosity goes unchallenged because the teacher is prmplal with the
problem of teaching average and below average clnldren

The advantages and disadvantages of special schools and speclal classes
have been debated for decades. There is something to be said for letting bnght
students spend a part of their time with others of similar age but lesser talent.
But children of exceptionally high intelligence should have an opportunity to
spend some portion of the day; week; or year with others as bright as they and
with a teacher of their own superior intellectual level.

There is no possibility of finding enough teachers wnth 1 Q s of 130 150,
or higher for every classroom in the nation — even the best colleges do not
succeed in that. But a child whose intelligence is of that high level — and there

are some in every school system — should spend some time with a teacher
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who, in addition to knowing the subject and how to teach it, shares the child’s

and great intellectual cunoslty
Such teachers do exist and can be found in almost every sehool system,

however modest the mean test score of public school teachers may be. More

could be recruited by offering special college scholarships for bright students

who want to become teachers. By means of team teaching or a dunl-prtsgress

plan; it is possible to make such teachers Mble to the students who need

them most for at least some portion of the day or week.
The concern that specnl eduamon for the gtfted will lﬁd to the develop-

ment of an mtellectuxl eirte ls a fsﬂa@ thxt should bé lald to rest lf there were

private schools and colleges with high entrance standards than from specml

classes yrtlun = comprehensive public school.

An clite is a group of people given special privileges, recognition, and
rewards. The fear that sbxhty grouping could lead to an intellectual elite shows
lumted understandmz of our culture. We simply are not that kind of a people.
lf we ever have an elite in the United States it will riot be an intellectual one. In
a very r€al sense, we already have an elite of television stars, country singers,
and football players. It might not be a bad idea to try to bring the prestige; in-
come, and recognition of our most intellectually talented people up to the
samme level. But the possibility that intellectuals will ever become a true elite in
Oir country seems remote.

1& thxrd much smaller, group 1s much more drfficult to recogmze m

cnheal men and wormen — who will make the great breakthroughs in sclence,

philosophy; literature; music; and the arts. Such creativity is difficult to

recognize even in adults. Many poets; artists; and musical composers who later

u.ere to be harled as gemuses Were scdriied by critics of their day and ndrculed

until after thetr deaths. Inventors who have changed our lives were considered

fools and dreamers by their contemporanes
Although creative potential is positively correlated with intelligence, the

two are by no means synonymous: Creativity requires something more than in-

telligence — some trait not cicarly understood but that appears to be related to

a willingness to break away from established patterns and solve problems in

unconventional ways. Neither school grades nor scores on achievement tests

ére - measures of these traits. ﬁr straight ‘‘A”" student has demonstriited a will-

haracteristic of the true innovator.

College entrance examiners who are rmprésm by students who rank hrgh

in their high school classes and have also taken part in many school activities

are likely to overlook potentml geniuses, who are not necessarily maladjusted

but have focused their interests too sharply to be called *“well-rounded’’ and



tack vhe ..mr*f =1 0 conform requxrcd of stra:ght “a» smdents .

P SyoUo i (".,w are working on new tests for the prediction of creanvity
= bray tFat measure *‘divergent thinking’’ rather than the correct but conven-
tional responses. But there has not yet been time to validate these tests against
the uitimate criterion — creative achievement during the adult years. My guess

is that the tests will turn out to predict only the lower levels of creativity — not

true gemus ]
Even if we learn to measure creatwe potential, there is some doubt about

how much a school or a teacher can do to develop it. John Gardner says, “The

creatwe process is often not responsive to conscious efforts to initiate or con-

trol it. It does not proceed methodically or in a’programmatic fashion. It

méﬁnders Itis unpredlctnble, digressive, capricious. 7

Ifa te‘achér Ever ENcounters a true potenual genius; perhaps the best one

can do is to encourage him; teach him what one cam, then step aside and let

him alone. He or she differs greatly from the child who is merely intelligent.

Desegregation: is Busing the Solution?
Raclal prejudnce has been a blot on our nnuon from the time the t-:st slaves

were brought from Africa. Until about 30 years ago, blacks were denied ad-

mission to the better hotels restaurants, country clubs, and even many
churches. In trains they rode in separate cars; in thatcrs thf'y sat in the
balcony; as actors in motion pictures they were allowed to play only comic or
demeaning roles. No matter how skilled and talented, they ware excluded from
professional baseball and football teams.

Other races were also victims. When the whvtcs amved nanve Amencans
were driven from their homes and onto reservations. Dunng World War 11
American citizens of Japanese ancestry wefe int¢ i« ~ . *.693, but Germar-
and Italian-Americans were not..

In a single generation so much progress | bAs boxi mada ‘hat boys and gu'ls
now in school fook upon the 1950s as the Dark Ages, as indeed they were for
many people. Hotels; restaurants, trains, planes, and theaters now are open to
all. Numerous black athletes are on professional sports teams. Black actors
and actresses now gppear in significant roles in motion pictures and on televi-
sion.

More needs to be done; full integration is still a long way off. But thls vs a
problem for the adults of the nation. School children should not be asked to

carry the major burden; yet that is exactly what is being asked of them. In

many cities the result has been a disruption of the educational process for

children of all races, because getting an education requires opportunity for

thounght in a calm environment without emotional turmoil. Children are not

likely to learn the academic subjects while in the center of a battlefield in

which pments, school officials, judges, aud legislators are the warriors.

Thie public schoois have already done their share: Except in the Pleep South
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most public schools accepted children of all races long before the Supreme

Court ruling of 1954, at a time when housmg, trade unions, and professional

sports still were segregated. Jesse Owens was able to become a famous athlete

and holder of world records in the 1930s because he attended public schools

and a state university. If he had wanted to become a professional football or

basketbail plsyer he would have been denied the opportunily to compete

against white athletes;

South of the an—Dlxon Line, black chlldren went to separate schools

prior to 1954 and most of these were inferior schools despite the *“separate but

equal” doctrme But sinte 1954 most of these have been integrated with white
schools, sometimes after painful strife.

The problem of desegregation looks different to pe0ple in d:ff rent kxnds
of communities because it is different. In a small town it is obvious that
chlldren of all races should attend the one school available; as they always
have in most paris of the North and West, usually without much protest from

anyone.
Ina ctty with many schocls. and in whlch people of different races live in

dxfferent parts of town, the problem is more complex. Dsegregauon of
schools while housing patterns remain segregated ~ cither by tradition or by

economic levels — requires that children be as' ‘gned to schools distant from

their homes if a balance of races is to be achiv ved in every school:

The major metropolitan centers have additional problems; accentuated in

Tecent years by the massive movement of middle-class families out of the inner

cities and their replacement by poorer people; many of them black or

Hispanic. As a result of this transfer of population; plus the growing trend of

white parents i m these cities to send then- c‘nldren to nonpublu. schools the

Detroit only 12% white; and that of Chlcag(i 19% white. Blacks, Hispanics,

and Asians outnumber whites in 33 of the 55 biggest city school systems.s

Establishing a balance of the races in the schools of such cities Would re-

quire the transportation of children into the cities from far outside the city

limits: Some courts have held that the number of children of each of the races

in each school should be propomonal to the number in the commiinity.

But what is the community? For a school in Manhattan, is the community

Harlem, the entire borough of Manhattan, the five boroughs, or the New

York Metropolitan Area, which includes parts of Conecticut and New

Jersey? If the metropolitan area is the community, establishing a balarice of
the races in each schicol would require the transportation of children for many
mlles. sometimes across state lices. The problem of mieeting the different
a!ueatiﬁml standards of all three states, and of apportioning tax revenues
ﬁ'om three states equltably, would keep thie courts tied up for years, while
élnldren waited for their education.

When we take a nationwide view of the problem we find that of our total
population about 11% of Amcricans are classified as black; but some 16% of




the children in public schools are black because a larger percentage of them at-
tend public rather than nonpublic schools and because the black birthresz is
higher. Some 1.5% of Americans are classified by the Census Bu::v:1 & of
Asian or Pacific background, while 6.4% are classed as Hispanic. Only a frac-

tion of one percent are classified as American Indian; kifkimo; and Aleut.

But all these classifications are vulnerable to criticism. A family with a

Spanish surname is classifed as Hispanic even though it recently arrived from

Madrid, has never lived in Central or South America, and has no Indian

ancestry. To assume that all people with Spanish names are disadvantaged;

while those with French names are not; is ridiculous; but that is how the

government looks at it. The people classifed as “Oriental and Pacific

Islanders” dnffer as much fror one another as blacks do from whites: ﬂlack.

as the Censtis Bureau uses the word, often means a child who genetically is

- three-fourths, seven-élghths or ﬁftetn-smeemhs white. Such classifications

make fio senise at all except as reflections of our history of racial prejudice:

Why not just call them all children and send them to the schools where they

will get the best education without worrying about establishing a perfect
balance?

"How fir can chlldren reasonably be transponed ﬁrom théxr homes to
achieve desegregation? How shall they be transported? Shallﬁ they be re-
assigned even if, for soifie, it mieans transfet to a inferior school? What shall
be the penaliies assessed against parents who oppose the transfer? These are
the questions that create turmoil and divide communities into warring fac-

The problem cannot be solved by hurling the charge “‘racist’ against every
parent who objects to having his children transported to a school far across
town. The real motives are far more complex. Some paretits who believe deep-
ly in racial equality and recognize the need for desegregation are not willing to

let their children carry the full burden. Some do not want their children sent to

schools so far from their homes that they cannot easily and safely participate

in after-school and evening activities. Some fear that disciplinary problems

and crime rates will be higher in the new schools; and in many cases there is

good reason for their fears: Many parents would oppose cross-town busing

even if all the children in all the schools were of the same race.

Although “busing’’ has become the code word, it is not the real issue; The

opposition to reassignment would be just as great if school buses had never

been inventui — if children had to be transported to more distant schools by

then' - parents, if they travcled by subway, or were expected to walk:

Many liberal congressmen and Judges whq vngorously support busing as a

remedy for segregation send thcxr own children to private schools that are

segregated on theé basis of soaoecononuc class. Theu' motives for doing this

are very similar to those of parents Who object to busmg Busmg has been

ordered by coiirts and schiool boards, not because they think it educationally
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sound; but because they want to comply with the law and have been unabie to

think of any alternative;

'Has busing resulted in better education for black children? Opinions differ,

partly because of the great difficulty in measuring educational quality and

educational achievement. Those who draw conclusions from their observa-

tions of a few schools usually come up with evidence to support the conclu-

swl}s they prmously held. A more comprehensive investigation, with a larger
sample, was made by Jemes S. Coleman, who had been commissioned to
report on deazrégauon as i-’e’qmred by the Civil Rnghts Act of 1964. When
Coleman’s report Equai‘ry oj‘ Eﬁwanonal Opportunity, was pub]nshed |n

mtegrated nuddlc-class schools Thxs was clted in numerous cases i in which
federal judges ordered busing to integrate the schools.

__ Nine years later, however, Coleman, in his Trends in School mwgreganon
1968- -73, concluded that one effect of court-ordered busing has been to in-
crease the white exodus from the inner cities. When busing was ordered be-
tween inner cities and suburbs, white children who remained in the city were
sent by their parents to nonpublic schools. Consequently, forced busing was
counterproductive in that it resulted in resegregation.

_Disillusionment about busing as a solution is found now among parents of
both races. Clarence Thomas; a black educator who is head of the Equal Op-
portunity Commission and a former Assistant Secretary for Civil Rights in the
U.S. Department of Education; has this to say:

Twenty-e:ght years after Brown, the ewdenoe on mlqonty educauon . pro-

vides no reason to believe that busing or proportional representation is the route

to educational quality. . . . The controversy over busing has diverted attention

away from the educauonxl problems experienced by minorities at the elementary

and secondary levels. . . . A recent poll of black parents in the Boston school
system reveals an awareness of the fuatility tsf’adhemig to a traditional approach

in the face of worsening problems. For the past nine years, Boston has been em-
broiled in a battle over court-ordered busing.
_ The controversy has centered on schools generally recognized to_be of poor
quality. Simply pot, black kids were bused from bad schocls in Roxbury to
worse schools in South Boston, _

Although mast of the parents of black chnldrcn inivolved in thiis plan support
integration as a concept; 79% would prefer a voluntary parent choice system of
integration. Another lmportant message contained in thls po1l is that one does

ln an essay rcv:ew of six books pubhshed in 1980-81; Vernon Smith says;
“Qua iiy education and quality of educational opportunity are concepts and
ideals still being redefined more than 25 years after Brown. A geﬁemnon of
research has not resolved the issi:-s surrounding these concepts . . . the ends
are still right and just; it is the meaas on which contributors to thm six books
continue to differ.”’10
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court-ordered busing has created turmoil and has interfered with the educa-
tion of children of all the races involved; without solving tlic problem. We
must find a better way.
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Be *Sglecteﬂ; Eﬂucated,
and Rewarded?

Tiii:j:iijtiii’é tha*, distinguishes civilized human beinigs is not transmitted
through the geties. It can be lost in a singie generation if it is notipassedijji §ﬁ to

children duiring thieir formative years. Each of the dark ages that biot the pages

of history began when the older generation failed; for one reason or another,;
to transit.: its culture to the young.
Today's children at birth do not differ greatly from their stone-age

ancestors — significant evolutionary changes do not occur within so short &

span. The brain is neither larger nor more complex; the sense Orgaus are no

more acute; and the impulses no better controtied: Yet. wmun a few years

after birth, we expect a child to exhibit all the traits of a cmhza! adult.

Whether he o she will do so depends on education, formal and mformal

The cultare of a civilized society — in addition to tools and techmques —

includes ianguage and literature, mathematics, science, and the arts as well as

customs, beliefs, and social norms. All these must be learned anew by each

generation.
In primitive societies the culture is transmitted directly from paretit to
child, but as a society advances i¢ ‘secomes increasingly difficult for parents to
teuéli their chlldren all the; need to know. When a written language develops,
childrcn ‘must learn to read if they are to have access to recorded knowledge.
Gradually the process of social transmission becomes izstitutionalized.

Schools appear, and with the schools come teachers.

Sahhte .



Ina eomplex society, or one in which the rate of social change IS ac-
celerated the respunslbnhus of teaéhers muluply No longer is it sufficient
mierely to teach children to read and to guide them alimg stabhshed paths
Now teaciers must initrodiice children to a complex world in which many of
the paths are not clearly marked and prepare them to live in a future world
whose boundaries are yet unknown. This makes teaching the most difficult
and the most important of all the professions. With good schools and good
teachers our society will survive and fiourish. Without them our society will
decline.

Teaching as a Profession
Psythotogy isa scwnce, teachmg is an art, and screnczs never

generate arts direcﬂy outof lhem;feives An inrermedimy inventive mind
must make the application, by use of its originality.!

‘Teaching is indeed an art — a very high art — involving creativity, imagina-

tior; intelligence; concern for students; understanding of the nature of the

lesi ning process; knowledge of the subject taught; and ability to communicate

that knowledge as well as the originality mentioned by William James: Like

miner axts it regrires talents and skills not easily transmitted from one in-

ividuet t- uncthier: But in today’s world, teaching is also a profession:

# v.s.ession rests upon a substantial body of scholarly knowledge of a

kirid that regy 'res higher education. Medieval universities prepared men —
rarely women, althtsugh the story of Porua in Shakespare 5 Merchant of
Venice suggests that these were exceptions — for careers in theology, Iaw, and
medncme, plus a fourth — the scholar—teacher who eventually would instruct
2" the others. The word “doctor” meant scholarly teachers long before it
came to mean physiciza as it now is commorily used — a usage that resulted no
doubt fro.: e fact that the physician was often the only person in town with
a doctor’s degree of any kind. In some countries, however, the teacher was
called ‘‘master”’ rather tan ‘‘doctor’’ and consequently we now offer bo:*
master’s and doctor’s degrees. The reason for placing the master’s degree
Yelow the doctor’s is lost in history,

When 1 was in Sydney I once spent an evemng w:th a group of educators,
some Australian and some American, An American teacher asked whether
teaching was coasidered a profession in Australia. *‘Of course;’’ an Australian
replied; ‘‘It is one of the only two real professions today.’”* He went on to ex-

plain that a profession is a vocation chosen by people who are dedicated to

their work and who place their contribution to human welfare abové their own

pecumxrygams

He contended that law and nedlcme, as practiced today, are at bect only

horderline prOfessions because practitioners accept a fee for each service

rendered and judge their success and the success of their colieagues on the



basis of income: Teachers, in contrast. :"ay spend an extra hour after school

helping chiléren and never think of charging a fee or asking for overtime pay.
They accept this as a professional duty, because the prim ty obligation of a
professional person is to the students, clients, «« patients, not to an employer
or administrator. They do their work as well as they can, not because they are

requlred to by an overseer but because they feel obligated to the people they
serve.

In nmetmth-century Amenca, however, elememary tﬁchérs were rarely
considered prbt‘éssmnai musé few tjf them had any hlgher edu’c’at:on As

for il rhels Gunnﬁ the Siiiiii'ljéi’, and becoine a teacher the following fall.
Most of tie teachers who taught e in elementary school had only this kind
and aitount of preparation. Typically, the women taught for only a few years,
married, and then it teaching. Obviously they could not be considered
members of a lcamed proﬂsslon
graduates of hberal arts collegu, and at least a Ew had recewed some mstruc-
tion in pedagogy. In the South; a small-town superintendent of schools who
made a lifetime career of his work was often called ‘‘the professor.”” But
public school teaching could not be a true profession unti! a much larger
number of teachers were better prepared for their work,

The problem of deciding what is a profession is confused by the fact that
the noun *‘profession’’ and the iaiééiiiié "BEBf&EiBﬁii" are used in substan-

tiatly different ways. A profzssional actor needs talent but has no need for

higher edusation; Shirley Temple was a fine actress at the age of four. We
speuk of professional football and basebail plgygrsi pqusslcngl _gamblers,

and even of professional criminals, but tlus does pot mean that they are
members of the learned prof:ons It means only tha: they zre good at what
they do and are pald for it.

ional status Lawyers and physxéums are hcensed but nmversxty profmsors are
not. ‘iergymen need no legal licerises — only the approval of their respective
denominations. But barbers, beauticians, and realtors are licensed.

_ The effort to evaluate the present status of feaching or educa’ion as a gro-
fession is made difficult by the fact that these words refer, not 19 a singlz oc-
ciupation, but rather to a cluster of related activities, The profession of educa-
tion imcludes swperviscrs, school and college administrators, and a wide vari-
ety o specialists such as curriculum directors, counselors, school psychologists,
and clessroom teachers of every subject from elementary reading to nuclear
physics and dhilosophy. All these men and women share responsibility for the
education of the young, but they differ greatly in outlook; educationai
background, and their own concep. of their roles and responsibilities. They
~ have no well-establish.d channels of communication. No single professional




journal is read by all or even a majority. Elcmentary and secondary teachers

and college professors all too rareiy confer with one another on professional

problems:

While all physicians hold M.D: degrees; and hwyers hold law degrees,

teachers and other educators possess a wide variety of degrees: A:B:; B:S. in

Ed;, M:A;; MA: in Ed;; M:ACT., Sc.D:,; Pd:D;; and Ed.D. It is difficult for

men and Womcn of such 6aned edileanonal backgrounds to think of

themselves as membcrs of the s same profsslon
Beumse of its great dnvemty, n seents probable that tachmg wﬂl remmn a

profwsxon, dwersnty is necessary and desu'ﬁble, even whlle we commue our ef-
forts to improve ediication by enbaiicing the status of teachers.

Salaries
Public school teachers in our affluent nation do rot live in poverty but

neither do they enjoy many luxuries: As indicated by the tabie below, their

mean saiarics have remained only slightly above the mean for all Americans

earnmg sasaries or Wﬂﬁ.
Wmmolukl&fwwﬁtiiﬂiﬂmﬁrvmn

Mean salaries o]‘ instructional Eymiugs per f . tirie empr yee
staff in elementary and secondary working for salaries or wages in
public schools all vocations in the U.S.

192930 5 1420 s 1,38

1939-40 1,441 !,282

1949-50 3,010 2,930

1959-60 5,174 4,632

1969-10 8,840 _1.30

1979-80 16,813 14,800

1981-82 19,894 ?

Sowrce: Digest of Educational Statistics, 1981, N.C.E.S., U.S. Gowt. Printing Offi:* #.. ~ M
figures for 1981-82 which are from Estimaies of School Staristics, 19 -82, ' V4 p. 8).

_ The top salaries for teachers of long experienice are, of course, miich higher
than those listed above. The mean is pulled down by the large number of
teachers with only a few years experience. The meun also differs greatly in dif-
F rent pﬁrt& of tne nétloﬁ Iii Klil?ki ﬂié méﬁn §5|§i'§' fdi’ iéﬁdiéi'i Wﬁi 332 W

Despite mﬂauon, the purchasing power of teachers and other employew
has more than doubled since 1930. Almost all Americans are living better. But
it should be noted that duﬁggmé second half of this century the working

hours of men and women in most vocaticns has been reduced while the work
week of teachers has not; and in some states the school year has been length-

ened.
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Although many teachers took a cut in salary during the éégliyilgsofi 7@{@6&}

of living dropped so much that teachers who kept their jobs had an increase in

pu: chasing power. From 1940 to 1970 the salaries of teachers rose faster than

the cost of living, but between 1970 and 1980 teacher salaries did not keep pace

with the rapid inflation of that decade: Their purchasing power dropped by
about 15%:2

Dunng this same half cemury there has been a dnstmct trend toward
ajunlizatwn of alarm for teachers at the various mde levels In 1930 iiéarly
all schools paid hxgh school teachers substanually more than elementary
teachers, and college leachers received considerably more than high school
teachers. Today, elementary and secondary teachers are on the same salary
schedule in nearly all school systems. The mean salary for high school teachers
is slightly higher becaizse more of themn have master’s degrees, and they have
usually taught longer.

The salaries of college twchers today are no hngher than thosc of pubhc
schoo] teachers who hold the same degrees. Although the mean for full pro-
. fessors in major universities is now about $38,000, and in a few institutions
" much higher than that, the mean {or faci:'ty members of all ranks in all kinds
of higher institutions was about $26,000 in 1982-3. In many public schooi
systems a teacher can rise to that salary with a master’s degree; and with a
Ph.D. or Ed.D. may be considerably higher. Consequently; an individual’s
decision as to whether to teach small children; adolescents; or adults need ot
be based on expected differences in income.

Even though teachers do not live in poverty; their salur:2s arc lower than

those of people in other professions and vocations requiring comparable skitls

and education: But there is little point in comparing teacher salaries with those

of physicians because medicine is a fee-taking profession while teaching is a

socialized one. People in socialized professions receive lower pay because their

value is determined by someone else; physicians set their own fees and have a
considerable am~unt of control over the fees established as ““standard’* by the
insurance groups that pay mwiml bnlls

Nor is there nmch point in comparing teacher salams wnth those of movie
stars or pwxcsszonai athlstes, whose worth is judged by 1hE rarity oi their
talents and the number of people willing to pay to see them perform. An out-
fielder who can hit 60 honie runs a year is highly pald becsuse there dre few
who can rival his feat and becaiise many pe.sple will pay to watch. Television
6i' iii6ii6ii ijiétiiié Etﬁi‘i cin déiiiiiid liiﬁh §§l§i‘ié§ Eei:ﬁL& !!'(eii' p’e*fdi’iiiﬁiii‘.&

royaltm basc. on how many readcrs arc wnlhng i) buy it. But teachcrs, except
for those on television, reacn only a small audience.

The contention that teacherc should accept lower salanw than those in
otlier vocations because of greater joh security misses the essential point.
Security has great appeal to those of mediocre ability, but to able and enter-
prising men and women it is of little consequence. They are more ¢oncerned
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ibéiit bpportumty A salary schedule that provides 7ecurity but offers no o>
>ertunity for advancerue it after the age of 40 is Jikely to atiract people o onltr
modest avility,

Somie still insist that teachers, hke mmxst'.rs. should renounce wortdly
goods when they choose their profession — that they should get their - 2tisfac-
tion from the knowledge that they are contributing to the welfare of humsni-
ty. Pe haps there were a few such teachcr n the Middle Ages but to zspect to
find iwo miliion of them to staff the American schools of today is a hopeless
task. Better rewards for superior teaching would attract more talented ; =n
and women into our profession.

The Rewarcs of Superior Teaching
Adults who look back over their student years can easily recall some

outstanding teachers who stimulated their thinking, motivated their learning,

and raised their levels of aspiration. Unless they were exceptionally fortunate

they wiii recall other teachers who were mediocre in these respects, and some

who wet e downright incompetent. They may be aware that some of thelr best

teachers. had the same degrees and the same years ot‘ experience as soime of the

worst. It is very probable that ihe best and the worst drew similar sihnes

Public sci:ool teachers are trapped by salary schedules which; in most cases

are based entirely on degrees and length of service. All Teceive the same salary

as soon as they have the speclfial degrees and about 13 years of expertience.

Earning the degree is lzbormus but not es’p’e’cmlly dnfficult fz:; &#yone bright

enough to become a teacher in the first place; and getting the ex; crience is just
a matter of hanging on:

Hangnng on requires more pers|stence than talent Orice teachers gatn
tenure they are not likely to lose their jobs unless they commit felonies or
mrollments drop sharply. Under present laws, rules, and union contracts, ad-
ministrators find it so difficult to discharge teachers for incompetency that
they just give uip and let the children suffer. And it would be nzive to assume
that there is no incompeteznicy among “‘fully certified” tenured teachers.

No certification requirements can give assvrer .¢ that every teacher who
meets_the standards will be competent. No secuence of college courses; no
period of supervision, can make it certain that every teacher will have the
necessary combination of traits. The best that can be EBBE& is that *-.tter selec-
tion of candidates and better teacher education will increase the probability
that ieachers will have the desired traits and wili &« able to avoid the mistakes
that render teachers ineffective. We do not keew how to Braﬁae a teacher

with the “‘intermediary inventive mind®’ that makes a great teacher:

Because of these limitations it |siunwu- to admirister certification ce-

quirements rigidly — to insist that every teacher must have taken the same

courses either in the professional seques-2 or in the academic disciplines. Nor

can we safely :3sume that requiring more coliege education will result in better




sion and not concern ourselves with what courses they took in college.

_ But we must also reward good teaching and provide for upward movement.
Today we d> not. By the time teachers are 38 or 40, they arrive at the top of
the salary schedule and know they will draw the same pay /emcept for cost-of-
living adjustments) until they retire. At an early age they uave bumped their
heads against a very low ceiling. And this is true of even the very best teachers.
Upward progress has been stopped at an age when people in other professions
are just getting started and can look forward to many more years of upward

movement.
Teachers of exceptioral competence should be excepuonally rewarded -

by greater recognition, luglter sglnnes, or both: If they are not, there is great

danger that they mav be drawn away from the profession by the higher
rewards offered in other vocations. This is, indeed; what is happening — what
has been happening for a long time.

) lf we can agree tlm teaching mlent mﬁst follcw the normal curve of
dlstnbunon, just as do all other talents, it follows that if only we could lden-
tify them — if we could agree on a way of Judgmg talem — we could name the
best 3%, 107%7 or 1% of teachers iz each scliool systemi. But because of the
ceiling on salaries, these iﬁdiﬁdﬁm have no more opportunity for advance-
ment than do those of lesser talent. If they become administrators, as some
will, their great talent as teachers will be lost to students — a tragic loss — and
there is no assurance that they will be equally successful as administrators
because administration requires a different combination of traits,

These remarkable teachers should be kept in the classroora and adequately
rewarded. Their talents are as rare as the talents of the best actors, writers,
musicians, architects, or scientists. But while the best of those in other fields
i'EcEiiié hxgherf Eiliri&, and the véry BEi have some chance of wmmng i N6bil

reachers are condemned to obscunty and modest rewards. Thenr top salaries
will be roughly comparable to the top salaries of coal miners; garbage collec-

tors; or those who work on asscmbly lines. There is something terribly wrong

with such a system;

Legislators and school board members — all of whom have been students

and know that teachers differ greatly in talent — say they would like to pro-

vide luglrer salxm for siipenor teachers; if such teachers could be identiric3;

but they say it is ﬁru-nemlly xmpossrble to raise the saiaries of all teachers in

order to reward ¢ apeiior minority. When the issue is raised in teachers’
Hieetings soMmeoii. § lxkely to shout, *‘Merit payl” as though u were a naughty
word. Both A? ‘T antl NEA are idamantly opposed to basing pay differentials
on ment and msr..t that they must be bised on cbjwuve cnterm such as degrees

This effectrvely precludes any pcssibrlxty of a true ment-pay play, becau.,e
the iniportait differeiices aifionig teaci:>rs do not lend thenselves o objective
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mwsurement Evaluation must be based on human Judgment just as it is when

we select a symphony conductor, senator, or president, or when we judge a

book, a musical composition, or a work of art; And yet we do make these

Judgments and distribute rewards accordingly: No one dreams of judging

novelists; artists, or musicians by aslglhg how iong they have worked or what
degres they held Teachmg, too. is an art,
Teacher unions fear that a merit-pay plxm would give administrators more

power, and that they wauld reward docmty and confonmty rather than quality
of teaching. But this can be avoided by taking the decision making out of the
hands of administrators and basing promotions on a distillation of subjectwe
judgments from colleagues, visititig scholars, parents, students, and fornier
students.

Of all thtse, l would place the hnghest cmphasls on the opmlons of forme.
years 7and, ask thenlsejves whnqh teachers contnbuted the ‘most to thclrfeduce
tion. By the time teachers reach the current top salary and are ready to be pro-
moted above that level, some of their former students will be adiilts. They
would be k2ppy to have an opportunity to offer evaluatfons of their former
teachers. Their judgments are essential; fellow teachers, administrators, super-
visors, and other visitors have seen the teachers at work f:r only a few hours,
but former students have observed them daily for a year or more. They are the
ones whose opinions should be listened to.

The public schools might borrow ideas from collegs and umversntm,
ivh:ch rank theu' faculties as teachmg assustant'., mstructors, assnstant pro-

chairs for outstanding full profcssors

Many coh‘gs evaluate teaching perfomanoe beforc making promotions;

though major research universities tend to be more concerned about research

and pubhcuuons But neither rmch nor the journai articles of professors

can be judged “‘objectively.”” They are judged subjectively; and the judgment

is every whit as difficuit as are Judgments of teaching qnahty zfcs a result of

such judgments, facully menbers are motivated to improve the> work: In-
evitably, somie errors are made, but the system is far better than onc of keeping
all in the same rank throughout theu' lives:

Public schiool teachers should also be given titles, as they arein some coun-
trm They imiglit start as apprentice teacher-, Tove up to the rank of instruc-
for, and then the more talented could aspire to betome naster twchers* Fears
that all parents might want their childten to have the master teachérs could bi
allayed by means of a teami-teaching plan so that each child would have a
master teacher for a part of the day. o

‘Would a ranking sysiem cause jealousy? No doubt it would, Just as there is
jealousy among members of all arts and professions. There - jealousy among
college facuity members; but no one suggests that we reduce il rofessors to




the rﬁnk of instructor )ust to avoid it. The occasional jealousy does not
senorrsly dmnzge the educaucml process.

Pay dxftt-renmls among the ranks should be substannal Master teachers
should receive salaries higher than those paid to any teacher today. They
should be paid as mwci: as administrators ini order that tlie best teachers will
iiﬁt be fdri:ed tﬁ leﬁ" it ﬂie élﬁSﬁib?jiﬁ iii 6i‘dﬁ 16 idi!ﬁiii:'e tﬁéiii@li!éé N6 ﬁiie

the bert physncran p .ln; wrth paueprs ln,the ho;prtal and no one should
insist that a peincipal must lave a salary higher than that of the very best
teachers. In this respect, professions are vastly different from businesses.
_Is all this just a dream? Perhaps; for the tide runs strong against it. But ]
hope the time will come when all professional organizations and teacher
unions will make an hoaest effort to find a satisfactory way of relating pay to
quality of work instead of saying it can’t be done. If they do not; the profes-
sion will continue to lose some of its best teachers to jobs that offer higher
rewards. The schools; and the students, cannot afford to lose them.

Unions and the Ultimate Wespon
Industrial and trade unions became an accepted part of the America:: ™erz

at a time when employees were badly explcited. Miners; industrial workers,

seamstresses in clothing factories; and many other employees warked long

hours under hazardous conditions for poor pay. Because of the surplus of

labor, a worker had no choice but to accept the pay offered. If he protested

about wages or working conditions, lie was likely to be fired for insubordina-

tioh:

At the same tune, the owners of mines, faétons, rmlls, and raxlroads were

growmg enormously nch buxlt nransrons, bought yachts and mamed oif
«hata larger part ¢ - “¢ir profits should go to rhose who worked in their shops.

Jrinns wei e nece: ¢+ 7 because individual workers were not iit a position to de
-+ .iid nigher wages Ui butter working conditions, but a itnion leader represent-
iny ther: 3ands of workers could make such demands an threaten to close the:
plant if the demands were refused. By the 1930s a majority of Americe-s had
eb’ii'ie t6 ;lie i:éii’cliisitjii tﬁi’t ilie Etrik’e i; é l’eﬁi’tiiiiite Wéﬁiiéii égémst é ﬁﬁié’té,
leaders still would preﬁr to settle dlsputes by arbitration but insist on the nght
to strike as a last resort. .

In industry and m‘ing; unions were siiccessful in getting higher v ages und
making work places sater and more comfortable. Wages rose so ra;idly that
by 1945 or 1950 many miners and semiskilled factory workers had highe: in-
comes than members of tbe less well-paid professions such &u teacking; viurs-
ing; social work; 23td the wiwsy. Inevitably i. occurred to teachers that

rnjonization might be a way of improving the sala:ies and working conditions

5 393



of t&chérs The movement toward unionizauon grew most r'pndly in school
systems where administrators were arbitrary and unwilling to listen to teacher
grievances.

But qusnom pers:st coneernmg the appropnatenss of umons in nonproﬁt

profaslquwmch ~eceive theu' support from pubhc ﬁmds In a 1979 ednonal
deqadq of expenenge wnith collective bargan;nng many [wghers are st!l! qmtp
ambivalent about it. They are particularly unsure of the valuv of their
‘ultimate weapon,’ the strike.”” My own conversations with, and letters from,
teachers in many parts of the country confirm this view.

Parents and other citizens are similarly ambivalent. Whexi i&ked “Should
public school teachers be permitted to strike?’* 45% said yes; 48% said no,
and 7% were uncertain, The figures are almost identical for those with and
without children in school and there were only minor regional differences.?

Because unions come into power only when teachers vote to have the union
represent them, teachers, when given the opportunity to vote for or against
rmrmnmuon must ask themselves these questions:

1. Arc unions succcssful in gemns better working 66565&665 and

various cities is confusing and co-flicting; teachers should evaluate

the evidence themselves, instead of accepting the interpretation of

someone who is pro-union or anti-union:)

2. Are the long-range gains rsuitmgr from a strike sufficient to offset

- the loss of education resulting from a pi-olonged smke?
3. Isthe pnnciple of collective bargammg less aporopriate in a profes-
_ sion tlian inan .nduamal job?

4. Is éollect.ve bargammg liss’ nppropnate ina voat:on pald from
public funds than in an mdustry that has profi ts to dmde?

5. If the union &ﬁbta«s‘m a union shop, is it sound pohcy or ethlcally
legitimate (Fegzrdic < o tbe law) o forc. thie dismissal of a teacher
who was teaured baio e wis union existest and wbo, for reasons of
conscienice nr other ~. &5 i, ititises ' il Of 10 pay comparable

Al these questions are in some sense ““loaded,”’ but I have t.ied to state
them in suct. 3 way as n~! o imply the answer, They must b2 asked, and
answered, by any teacher tacing the problem of whether to vote for :nioniza-
tion.

The Education of Teachers

The nations. ide reexsisniation of the schools that began in the 1950< 222

continues todny Iec to contros ersy over the ways teachers are educried: i its

initial phase the debate wes characts-ized by such extreme statemcnis that it

appzared that the scholars and scientists of the nation were liniig v3 #gainst
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the educators. Pechaps it was inevitable that the fifst broadide, should be

fired by those most angry and answered by those most vulnerable; but before

long, more reasonable and moderate peopie from both groups began making

themselves heard. It became apparent that doubts and uncertainties existed in

both groups: The result was a search for solutions.

The disagreements were based on fundamental differences in philosophy
rather than on ignorance or malice. They resulted from different concepts of
human nature and of the le’arnmg process. Thé ébiiflict is bm understood in
terms of a thesis and its antithesis, even though few of those involved in the
corntroversy accepted eitlier the thesis or the antithesis in its piire form, aiid
many of us found otitselves torn betweeri thie two points of view. Biit, as a bat-
tle of ideas, sometinies between individials, more often within ifidividuals, the
controversy took this form of diametrically opposed views:

The El&&i‘é thesis in education rests upon these basic premises:*

. Man is dual in his nature: He is a thinking animal, but the fact that

he thmks is of far greater importance than the fact that he is an
2. As an animal, man can be studied empirically through the sciences
of bnology, psychology, and soéxolzjgy, which can throw hght on his
responses and some aspects of his mdmdual and social behavior.
But man as a thinking being — his nost important aspect — is best
knOWn through the humanities and a rational approach.
3. Man, in hls fundam=ntal nature, is everywhcre and at all ums the

] undcrlymg sumlanus

4. Certain periods in human histox:y represent thie human mind at ns
highest peak, and our cultural heritage is best transmitted to the
young thirough the study of the writings and other achievenicnis of
these periods.

5. Man possesses free will. He can choose between good and bad,; be-

tween the valuable and less valuable. He is not a machine.

Ampram of these prermses ieads t0 rﬁe ]
foftawiug pnr ipt& (B‘ a basuforformai edncatwn

gvallablg go rian qnd |sf e;sentxal to )us bgst 7d\~yelopfmentf as a

human being. But knowledge is not the end of eJucation; it is a

means toward an end. The «nd is understanding, which is achieved

by his ability to reason.

Transmission of the cultural hcntage is the m:gor r&sponslbxhty of

the schools. It must involve a knowledge of the classics and clear

thinking about the ideas in the classics.

3. Basic or liberal education must be sharply divorced from vocational
and other forms of specializ:¢ aducativii icsi it become invelved ir

9
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practlcil and mundzme coderanons. which evenmaﬂy will sweep

it into oblivion. But, since intellectual excellence is the chief good,

from which all other goods foilow; a liberal education is the best
preparation for any vocation because it results in the fullest
 developnient of the mind,

4. Because trith ltself does not change, liberal aluauon should
change but httle t‘rom year to year or century to century ‘
siibject matter. In elementary schools the major emphasis should
be placed upon learning the skills involved in the use of word and
number. Linguistic facility will be stressed at all levels, and the stu-
dent’s knowledge of languagé must involve the study of languages
other than his own.

6. The curriculum must be constructed by those bcst 7qua!1ﬁcd to
know what is best; what is most important; and what logically
comes first, The interests of children and of adolescents do not con-
stitute a reliable gmdc

7. The teacher must be a scholar; and the better scholar he is the better
teacher he is likely to be:

Those who hold to the classic thesis usually deny that the art of te’achmg can

be learned in professional courses in education. They believe rather that the

time devoted to such courses could better be given to improving the scholar-
ship of the future teacher.

This classic thesis provided the basis for most formal schoohug unhl well
‘ato the nineteenth century. It controis the preparation of college and universi-
ty teachers today. Except for those in community colleges; it is rare for a col-
lege ieacher to have had any profess*~nal courses in education; and many have
not even taken a course in elementary psychclogy.

Early in the twentieth century a new point of view developed — one that

reflected scientific discoveries of the nineteenth century, including the Dar-

winian view of human origins, as well as the new psychology with its emphasis

on mdlvldual differences and new methods of testing intelligence; plus the

pragmatic philosophies of Charles S. Pierce, William Jamez: and John Dewey.

The antithesis that fevefoped from these convergmg Streams
was a rqectzon; aImast pomt by pamt of the cIass‘Ic theszs-

understood if approached through the empmcal sciences mc!udmg
biology; psychology, and sociology.

2. Mind is not a separate entity but an activity or function of the en-

tire organism; especially of the neurological system.

3 lndxvtdixal differences of many kinds; including learning capacity;

are vast and are measurable. In educational planning these dif-

fereiices are more important than the aniformities.
- i‘ :
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4. Final or positive knowledge is niot available to man. Facts are at
best statements of probable relationships. We should devote
ourselves to finding and using the best available eviderice, but new
experimental investigations may render this evidence obsolete.
Consequently, we cannot proceed from hard and fast premises but
only from tentative probabilities.

5. Values are relative and rest upon no absolum, no a priori truths.
The values of another day may not be appropriate for those living
today.

A move toward the anuthésls bééame apparent in the late mneteenth cen-
tury and gamed momentum in the tWCnthth It was ewdent _in the normal
schools and teachers colleges, whnch began to stress the importaiace of
understandmg the nature of chlldren their interests, their capacities for learn-
ing, their limitations, and the ways in which one child differed from others. To
those who accepted the antithesis — which was related to, but not identical
with, the Progressive movement in education — the goal of education is the
‘‘growth’’ of the individual. But ends are not final; when achieved they
become means toward other ends. In the final analysis ends and means are in-
distinguishable. It follows that education is not preparation for life; education
is life itself.

) Byrthe 1930s this philosophy had become dominarit in graduate schools of
education — it was most apparent at Teachers College, Columbia University.
Because a great many graduates of this institution became teachers in the
single-purpose teachers colleges of the day, it had a controlling influence on
the way elementary and secondary teacliers were educated.

However; the antithesis never was accepted by those reswnsnble for the

education of college teachers, who still were educated in accordance with the

classic t thuls Programs leading to the Ph.D; cbmmued to stress scholarship —
often in a narrowly delimited academic area — and prepared students to be
productwe scholars; Althbugh the majority of ' recipients of this degree intend-
&d to become college teachers, they rarely received instruction in the history of
educauon the various philosophies of education, or the nature of the learning
process. It was assumed that if college teachers knew their discipline well and
were engaged in discovering new knowledge within that discipline, they could
learn on the job how to teach the subject. As a result, a wide gulf developed
b’etW’e’eii the outlook 6f ¢6llé§é ’t&’ch’ei’é éiid ihﬁi 6f ’éléiiiéii’tzii'? éiid S‘Ec’éiidé’ri

that began in the Flftm and contmus today.

Since 1950 we have moved a long way toward reconciliation of the dlf-
ferences. After the decline of the Progressive movement, professional
educators began to reassert the lmportancc of scholarly knowledge for all
tﬁchers without abandonmg the importance of understanding the nature of

the learning process or the need for understanding the school as a social in-
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stitution. The synthesis that has emerged reflects general agreement on these
principles:

1

All teachers, regardless of the subject or age group to be taught;

should first become liberally educated individuals with a broad
understanding of the major areas of knowledge and free from the
limitations of ignorance, prejudice, and provmcrahsm In the
course of their college education they should come to see their own
special field as a part of a larger whole and related to other areas of
knowledge.

In addition, | teachers should possess a scholarly knowledge of the
subject or subjécts to be taught. The scope of their academic major
should be consistent with the range of subjects they will teach. Con-
sequently; it should not be too narrowly specialized; it should be a
iiiéjor designed for teachers, not one designed for engineers, physi-
cians; or other specialists.

In addition to their liberal education and thelr major field of
specialization; teachers need a background of professional educa-
tion: (This is a deviation from the classical thesis. Principles one

and two above are deviations from the antithesis; but most of those
Who work closely with teachers now agree on the need for these

moves in the direction of a synthesrs )

Although we have not reached full agre‘-ment on the kind or the amount of

professiomnal educatron to be required of teachers; there is a fair amount
agreement on the following:

1.

Yourg men and women who plan to become teachers should first
give caretul thought to the meaning; purpose; and problems of
univarsal public education. Sch thinking may be incorporated into

a course in educational phllosophy, which may or may not follow

an historical sequence; or it may be included in a course deallng

with the problems of education (such as are dealt with in this

book.)

Teachers should have the best understanding that psychologists can

Bive thern of the nature of the learner and of the learning process;

of the nature and extent of individual differences;, and of the
developmental processes that occur during childhood and
adolescence.

Before entenng the classroom, teachers need some mtroductron to
the methods and materials of instruction. This need not be ex-
haustive becaiise miuch of such information will be gamed on the
job.
Teachier education should irniclude a period of practice teaching,
cadet teaching, or internship during which a supervisor tries to
make sure that the knowledge gained in points one, two, and three
above is applied in the actual teaching situation.

.
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Desplte the fact that most programs for teacher educatron now 1nclude

these four essential elements; we ..trll hear many complamts from students that

courses in professional educaticn are dull and uninspiring, and that within the

reqinred courses there is much dupllcatron of content The fact that some o“

We should not |gnore such criticism. We should take steps to assure that there

is no basis for it;
The duplication of content. results from course proliferation. A typical

mniddle-sized state umverslty (the one with which I am most farrullar) offers 77

separ#te courses in education at the undergraduate level, plus an addrtional 87
courses at the graduate level — 164 courses in all Though each professor can

justify the course he or she teaches; duphcatlon of content is inevitable.’ Ob-

vrously no students take ail 164 courses — it would requiré many years of col-

lege evenif they studied no other subject They sample from among them, bas-

ing their sampling, in part, on a list of requirements. But they take eniough
courses to hear the same topics discussed repeatedly. The fact that course pro-
hferatron is found i in other discrplrnes is a weak defense, though it is trie that
almost any university department could improve the quality of instruction of-
fered by reducing the number of different courses.

A second problem is quality of teaching: W"ten students encounter a poor

teacher in an academic subJect they shrug it off as just ore of the hazards of

academic life: When they encounter a poor teacher in educatron they ask, “f

he knows so much about good tenchlng why doecn the demonstrate it?”” Con-

sequently; it is rmperatwe that those who teach the professional courses re-

guirgd for certification be master tachers themselves and conduct classes that

are mtellectuaily stlmulatmg lf a university finds it necessary to employ somie
reseurch speclahsts who lack classroom competence. those lndlvrduals should

undcrgraduates, who can be turned away from the professwn by umnsplred
teaching. I am aware that some professors of education are superb teachers
and that these are as llkely to be fourd in small departments on obscure cam-
puses as in famous universities. But our schools of education still harbor far
too many faculty members whose : 2aching is mediocre. And the students
know who they are.

‘We must find ways of attractlng m~ studems of superior talent rnto the

programs that prepare future teachers. A present the minimal standards for

entering such programs are much too low. even in years when thiere is ani over-
supply of teachers: Even the best program of teacher education cannot assure
quahty on the part of its graduates unless those entering the program are
carefully alcctcd on the basrs of intelligence, scholarship, personality, and
motivation for teachmg _Even a very modest requirement such as a minimal
scoreof 450 on either 7the verbal or the mathematical portion of the SAT
would be a step upward and would do a great deal to offset the curren: fear
that students of inferior intellectual talent are entering our profession.
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schools of encmcenng. medicine; and other lcamed profmsnons. lf hberal

scholnrshlps were offered, ' “ew such schools — because of their selectivity —

would have no difficulty attracting studeats. Bright students are prone to

select the coitcgs with the highest admission standards. And the graduates of

such schools would be in great demand by the schools paying the highest

salans The schola;nhlps could be provided by funds from the major founda-

tions, the federal goveinment or by soliciting donations from the people who

now are critical of the low entrance standards of schools of education. (I am

giving my proceals from this book to such a scholarship fund.)

The few graduate schools of educatlon that already have rigorous entrance

staridards do not, in most cases, prepare teachers. They give their entire atten-

tion to the preparation of admlmstrators, supervisors, and specialists of

vérious kmds Bt the greatest need is for outstandmg teachers of children and

adolescents. The major graduate schools of education make little direct con-
tribution to that need.

] Co 1958), pp. 23.24;
2. The Condition of Education, NCES, U.S. Govt. Pﬁiitiiig Ofﬁce. 1982 p. 103

3. Stanley Elam, ed., A Decade of Gallup Polls of Attitudes Toward Education,

1969-78 (Bioommgton. Ind.: Phi Delta Kappa, 1978), pp. 238,254,
This section is an updated version of an address given at the University of Min-

nesota; 10 December 1954, and published i in Journal of Teacher Education 6.
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6
Why Do These
Problems Persist?

Many of the problems discussed in previous chapters are related to the
dnsagreement over edueahonal gom dlscussed |n chapter 1. Such dmagrggxlfgg

reduce the mtenslty but the controversy will continue. We can live with it as

long as we are willing to search for acceptable compromises through the

democratic process.
Other problems result from ‘he uncoordinated nature of our educational

establishment; the cultural and religious diversity of our people; the demand

for more and more years of schooling; and the fact that parents have come to

expect more than the schools are able to provide: All the problems are inten-

sified by the lack of proper dissemination of information concerning the
schools.

The Unsystematic American System
1 once had the assignment of assisting a man who had recently been ap-
pointed director of education in one of the developing nations and had been

brought to the United States by the Ford Foundation for the purpose of learn-

ing what he could from our educational programs. He had read widely but had

never before been in this country. -
He said he would like to start by talking with the **head man:”* 1 told him

that there was no head man in American education: “But i isn’t there a U.S:

Commissioner of Education?”’ he asked: I agreed that there was but explained




that the commxssnoner has very littlr control over our schools: “‘But who is in
charge?’’ he asked. I had to adrmt that 1o one is in charge

I could understand his bewilderment because in most nauons the schools
are under the control of a central agency, located in the nation’s capxtal The
chief education officer is often a member of the cabinet, appointed by the
chief of siate. It is appropriate to speak of thie Soviet systei of education or
the French system for these are national systeitis and legal entities. Someé in-
dividual officer or an official group within the national system decides what
the goals of the school shall be; what subjects shall be taught, what standards
shall be used in admi‘ting students to each level and graduating them from it,
who shali be accepted as teachers, and what textbooks shall be used.

The United States has nothing comparable to this at the nationa! levei. The
U.S: Secretary of Education has little real power or authority except for the
distribution of federal funds. When the Founding Fathers wrote our Constitu-

tion they left problems of education to the separate states; the word ‘‘educa-

thl’l" docs not appear in the document. As a result we have 50 separate state

systems and one for the District of Columbia.

Some states have eétabltshed firm control over the schools within their

borders, pthers leave many decisxons to local communities: Within the limits

imposed by the states, schools are under the control of local boards (except in

Hawaii where one board serves all schools in the state), which govern units

ranging from a single one-room school to those of large cities with thousands

of classrooms. There niow are some 16,000 such local boards, a number that
has drr—ped froia 127,000 within the past 50 yearsasa result of schocl dlstrlct

consuudation. Each local board is, to some extent, a pollcy-maklm_ body,
although board members often express frustration over the extent that their
decision-making power is restricted by state Ggencies. the courts, and a federal
bureaucracy that has provided financial ascistance,

As a result of what Frederick Lewis Allen once called “The Unsystematlé
American System;"’ the chief characteristic of vur schools is their vast diversi-
ty. States differ widely in their requirements for promotion and graduation,
requirements for teacher education; salaries for teachers, and funds made
available for education. Even within a state there is great diversity; one city
may have very high standards while another has low standards. Although

many states have set minimum salaries for teachers; the maximum in some

cities is much higher than in others in the same state for teachers with similar

qualifications: A high school diploma from one high school may give evidence

of scholarly achievement while one from another school — even in the same

city — mdlcates only that the student has been enrolled for four yzars. Conse-

quently, any statement about American education, or any criticism of it; is

probably true for some schools; faise for others: Much of the endless debate

about the quahty of aiuamon results from this fact because no observer has

an adequate knowledge Df all our schools; Each one generalizes only from
firsthand khowledge of a few schools.
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I gquld not want it thought that I am proposing a naubnal system bf

education for the United States: I would uppose it. Even our state systems sti-
ﬂe 1mtumvr by unpdsmg too much control But our lack of a national system

Thcre xs little doubt that we have some of the Imt schools in the world and
somne of the worst. Some of our teachers are geniuses; others are not as bright
or well informed as their students. Sommie school buildings are magnificent
edifices for learning; others are a disgrace to the community. Some schools of-
fer a rigorous academic curriculum; others use a cafeteria approach with
something to please every taste. Much of the controversy over education
results from this diversity. The debaters are talking about different
classrooms, different students; different teachers.

Sijiiié iii"db’léiiis i'&iilt fi"diii poor iitiéulﬁtiBii 6f iiiﬁiiué iEVEE 6f édiiéétiiiii’

students to repeat these courss. wasting student time. Even whcn credit is

given for high school courses, #s is true in foreign languages, most colleges

give only one year’s credit for two years of high school work: On average; this

may be reasonable but for some students itis not: There i is mo good reason to

befieve that a l9-jcar-oid collcge frshman can learn twice as much in a year as

1 high school senior who is only a year younger: Advanced placement and ear-
ly admissions programs have demonstrated that some of the duplication can
be ehmmated without loss to students, but only a few colleges have such pro-
gams.

Graduate educauon is not well aruculated wnh undergraduatc Studcnts
Who have majored in a subject during their undergraduate years often comi-
plagn that the first courses required in graduate school are no more advanced,
ﬁifd iiﬁ béttéi’ tﬁiiﬁht thﬁii thﬁﬁé lliéy t66k 55 iiiidi:i'ﬁi’édiiiﬁ:?» Giidiiéiéi 6f
reason, that the courses they are requlred to take for an M. E,d ina umversnty
diplicate ones they have had as undergraduates. It seems that professors in
graduate schools just can’t believe that undergraduate -ourses are adequately
taught.

Some problems are exacerbated by the rivalry between public and non-
public schools. Graduates of independent or church-related schools sesm to
take satisfaction from each new report of problems in the public schools: They

cite the recent study by James Coleman, Public and Private Schools, as

evidence that their own schools have fewer discipline problems and produce

better ‘“cognitive outcomes.” Then they offer this rather questionabie

evidence as a reason for providing vouchers to enable more children to attend

nongublic schools. This angers public school educators, who sec their own in-

stitations threatcned
The more prestigious private universities take pleasure in rcporung that
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their graduates have higher incomes and a statistically better chance of being

listed in Who’s Who than do graduates of state universities; preferring to

overlook the strong probability that these achievements result more from

greater selectivity of students than from better instruction: The kind of

students they recruit and accept are more likely to have high incomes

rezm'dl of where they BO to coliege, especlaﬁy if they come from families
that can start thetn off with inherited capital.

In the 1950s highly selective liberal arts colleges such as Swarthmore;

Carleton, and Reed took pleasure in calling attention to a study reportmg that

graduates of these colleges are much more likely ultimately to acquire Ph.D:’s

and become academic scholars than are graduates of other undergraduate in-

stitutions. They mterpreted this as evidence of superior instruction, but a more
hkely explanatlon is that thse colleges admit as freshmen only students who
have the mtellectual capacity for graduate wurk A eollege that admits unly
very bnght freshmen will have very bright graduates regardless of whether it
teaches them more than other colleges during the undergraduate years.

Cultural and Religious Diversity
As was poitad out in chapir 3, Americans adhere {0 & wide varey of

faiths, Christian and non-Christian; and nearly half are not communicants of

any | church The majonty of our people thntk of themselves as members of the

white race, but even of these many have some racial mixtare in their ancestry if
traced back far enough: In 1980 the Census Bureau reported that 26 million
Amencans were black, but many of these are geneucally part white: About 35
million are Onentals who can_trace their ancestry back to Chma, Japan,
Korea, ot Vietnami, but some of these are genetically part whnte or black. One
and a half million are American Indians, while some seven million fall into a
category called ‘‘all other races.”” These include Polynesians, Micronesiars,
Melanesians, Eskimos, and recent migrants from the Near East.!

_ Although we take pride in, and profit ﬁ@iiﬁ, "o’ui' diversity, problems of
education are more manageable in a nation where all the people share a com-
mon cultural heritage, follow the same religion, and are of the same race. Peo-
ple of different backgrounds inevitably expect different things of their
schools.

As a meltmg pot the Umted States nas not been a complete success. For a
tlme the melting pot seemed to work becaiise those who came from Northern
Europe and settled in rural commiinities in the seventeenth and eighteesth ceri-
turies intermarried freely and seldom returned to their ancestral homes. They
ceased to identify themselves with any European nation, lost interest in their
ancestors; and came to think of themselves only as Americans.

3 But ‘many of the deseendants of later arrivals; ltahans, Greeks, Slavncs, and
Serbo-Croats, as well as the Irish who came after the potato famine, have re-
tained their traditions and have divided loyalties. These are the *‘hyphenated
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Amencarrs ” ltalian-Amencans show their loyalty to ltaly by becommg defen-
sive when anyone criticizes the Mafia or suggests that Leif Ericsson discovered
Amenca long before Columbus. Irish-Americans show their devotion to ‘‘the
old country”’ by contributing funds to the IRA and by celebrating St.
Patrick’s Day.

_In the past, our schools pald scant attentlon to the chnldren s cultural
heritage and attempted to move them rapidly into the mainstream of
American life. An unfortunate result was that children of immigrants often
became critical of the language; clothing; food habits; values; traditions; and
lifestyles of their parents and became alienated from them. Now some schools
are making greater efforts to enable children to take pride in their diverse

cvltural backgrounds; but the problem of balancing that emphasis against the
ueed to adapt to American life is a difficult one that is as yet unsolved:

Most Americans believe deeply in the valiie of education and assume that if
somie is good, more must be better. As a result; the number of years of school-
ing required has steadily increased. In the early nineteenth century four or five
years were considered adequate for most children; but by the end of the cen-
tury many states required attendance through the eighth grade or until the age
of 16.

By 1900 it had become &ialilish&l policy to Broi;lde ;ééaﬂaéfy' Ediicaﬁon

tion; and child labor laws, the median years of schooling for young Arnencans

increased from 8.1 in 1910 to 125 in 1980. Faced with a growing number of

less academically talented students, high schools felt that they had no choice

but to lower standards to a level everyone could meet;

Since mid-century a groimng number of citizens; mcludxng some educators,

have insisted that higher education is appropriate for all, regardless of

academic talent. The total enrollment in colleges of one kind or another in-

creased from 3. 7 rmlhon in 1960 to lz ri'iillion in 1980. The number of college
dlplomas granted in 1950.

This impressive growth could not have been achleved wnthout some lower-
ingof standards for both admission and retention. Inevitably, a high school
diploma now means less than it did when slow learners were encouraged to
drop out before graduation. Since the day when ‘‘open enrollment’’ replaced
cntrance staiidards iii e'o'u'egea aiid coiiiiiiiiniii collégéi, a déﬁi’é als’o’ has Ess

has replaced “C” as the average grade. Straight “A” students have become so
numerous that graduate and professional schools find it difficult to choose
among them. In some colleges more than half the students graduate ‘‘with
honors.”” Because of these changes;, more years of schooling cannot be as-
sumed to mean better education.
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_ Employers have failed ia grasp the implications of iiiiiiiérsai iiigii sehaoi

school, a diploma gave some assurance that the holder had better-than-

averagc academic ablhty and could easriy be trained for a white-collar job.

Employers who make such an assumption today may be in for a rude shock;

and they will blame the schools rather than the people who have insisted that

évery adolescent must receive a drploma ‘The Marine Corps and Army con-

tinue to boast that most of their recruits are high school graduates; unaware
that graduation has lost much of its meaning;

Parental Expectations

~ The immigrants who came to America in the seventeenth, eighteenth, and

nineteenth centuries were of all social classes; but the majority came from the

lower class. In the Old World; opportunity for upward mobility was denied

them; however great their talents; but on the frontier; where class lines were

less sharply drawn and opportunities more abundant; upward mobrhty was

possible: It became the ¢ Great American Dream that children would rise above

their parents in socral and economic status

For many; the dream became reality. Sons of serfs became farm owners
and often their sons moved to cities and prospered. Sons of day laborers
became policemen; clerks; shopkeepers, and skilled mechanics, and some of
their children went on to college and entered the professions. Families as-
sumed that each gcieration would attain higher social status and greater pros-

penty than the precedrng one: Free public education would provrde the way.

In the twentleth century the dream began to fade. When more young peo-
ple received high school diplomas and college degrees; these credentials gave
less assurance of upward mobility. Now the son of a faétory laborer who
receives a high school diploma may find himself back orn the assembly line

bestde hrs ﬁther The son of a man who became a banker, insurance agent or

degree just to rep1ace7hls father Eoys and 7grrls 7whose parent; are oo]]ege
graduates now need advanced degrees to achieve the vocational level of their
parents. Many do not achieve that fevel. Parents who still expect their sons and
daughters to rise above them are likely to be disappointed and to feel that the
schools have failed their children.

Parents who are hlgh achievers may no longer expect their children to rise

above them, bu' they still hope thelr children will equal their achrevements

Parernits who have dernonstrated supcrior talent in such areas as music,
mathematics, or science are likely to expect their children to display com-
parable talent. An All-American football player expects his son to follow in
his footsteps. Physicians frequently expect their sons or daughters to become
physicians and assume that they will be qualified to eriter medical school. If

the youngsters are not qualified, the parents question the qualrty of the
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chnldren s school‘mg and ask, “If we could do xt, why can’ t they?"

But it is inherent in the nature of genetics that children wxll differ from their
parents. Just as some are taller, stronger, and more agile than their parents,
others are shorter, weaker, and less agile; some will be more intelligent than
their parents and some less intelligent, no matter how intelligence is measured.
They will also differ from their parents in the nature of their talents. A parent
who excelled in mathematics may have a child who hates the subject and
prefers literature. A parent who loves to read may have a child who reads with
difficulty and prefers to ski. While educators understand these facts, many
parents find them difficult to accept.

In families at the upper end of the scale in any talent; there is likely to be a

regression toward the mean with the next générauon Only rarely do the

children of geniuses become geniuses. The son of a man who can run the mile

in four minutes is not likely to equal that record: A parent who has an 1.Q. of

170 is likely to have children of high intelligence; but their scores will not be

quxte as high as those of their parents:

These facts should not be used to excuse poor schools or poor teaching; but
they help explnm Why mtelhgem and educated parents are among the most
severe critics of the schools:

ln dealing thh parents whose expectauons exceed !hexr children’s
capabilities, private schools have a dlstxnot advantage over pubhc schools
Whern Woodrow Wilson was prcsxdent of Princeton hie was called upon by a
W@th}" dﬁWﬁgéi W'iﬁ Wiﬁtéd it iiiidéiitﬁb?! thﬁt ihé WES iiﬁyiiig thé iiﬁiVCiSity
chammg," asa frwhman Shq admxttedfthat’ hel;sﬁon disliked s;ydymg and
made low scores on tests, but said she was holding Wilson personally responsi-
ble for seeing to it that her boy worked hard and made good grades. After
listening patiently, Wilson responded, ‘‘Never fear, madam. We guarantee
success or we return the boy.”’ Public schools do not enjoy the privilege of
returning the boy. If he cannot fearn, or refuses to learn, the school must con-
tinue to do its best and will be blamed if he fails to succeed.

Informing the Public
 People without information are apt to be extremists, whereas those
with information are inclined to more moderate opinions.
Frank Abrams, former Chairman of the Board
Fund for the Advancement of Education
If everyone were fully informed, educational controversy wonid not end

but its intensity would be greatly reduced: The necessary debates would

generate fess heat and more hght

An mfomied person knows that phomcs xs an ssentxal mgredxent ina
readmg program but does not believe that more emphasis on phonics will solve
all reading problems.



An iiii'drﬁiai person RﬁoWE tiiat iiiiéiiigeﬁce tests iiave ’o’ﬁéii iibéﬁ iiiisiﬁter:

valuable tools that should not be discarded. ) ) o
An informed person is aware of the need for highly trained mathematicians
in our society but does not believe that every high school student can master
calculus:
An informed person familiar with our tradition of religious freedom will

agree that children have a right to pray to the God of their choice but; being

fammar wnh our Constitution, will also know that group prayer cannot be re-

qulred in public schools.

An informed person knows that young people must be prepared for their

life’s work (zmd that most American parents and lawmkers expect the public

schools to play a part in that preparatlon) but will reject the view that ail
éducatlon should be *‘career education’’ bécause llfé is more than work.

In public debate, an mformed educator isata dtsadvantage While an ex-
tremist can make dramatic, unqualified charges that command attention, in-
formed people know that their statements must be qualified in such a way as to
make it clear what schools, what teachers, and what students they are talking
about. They know that any statement beginning **All children, without excep-
tion; must . . .” reveals ignorance of the total range of human capacity for
learning. Informed people are aware that statements must be phrased in such a
way as to allow for these differences, therefore making their prose less
vigorous, less effective in commar.ding attention. Their qualified statements
are likely to sound cautious.

While extremists can lash out recklcssly against opponents; moderates,

because they stand in the center of the arena, must maintain balance while

fending off attacks from all sides. Yet it is an essential part of the political

process in a self-governing society to resolve conflicts by compromise. The

first step toward compromise is informed debate:

The Media
Parents’ impressions of their schools are influenced by what they hear from

 their children, but a large part of what most citizens know about today’s

education comes to them through television, radio, newspapers, and maga-

zines. These media could contnoute greatiy to pubhc understandmg of the

persnstent problems of education by provxdmg accurate information,

thoughtful lnterprétation, and calm analysns But; with occasional bnﬁla}rt ex-
ceptions, media coverage of education is poor in quality, inadequate in scope.
All too often the facts are misinterpreted, the analysis is misleading.

_ Television covers dramatic eveiits that lend themselves to visual messages
that can be compressed into a few minutes of pririe time. It rarely deals with
the essence of education. When college students were in revolt a2 decade ago,
closing schools, threatening and sometimes assaulting administrators, and oc-
casionally looting or burning college buildings, they learned to use television



for their own ends. They annouiiced their plans in advance and did not
become noisy or violent until the cameras were ready to roll. After watching
the events at Berkeley and Columbia, students in other colleges wanted the
same publicity for themselves and decided to get into the act.

_Although the great majority of students continued to study and to learn;,
television watchers got the impression that most students were spending their
time protesting and had no interest in getting an education. One result was
that the public became less willing to support higher education — a problem
that continues to plague us long after the protesting students have been re-
placed by a new and different generation:

Newspapers, with a few exceptions, notably the New York Times, which

has had outstanding education editors and writers since the time when Fred

Hechinger became edueatron edrtor in 1960; do not give educzuon the atten-

tion it deserves: The : coverage is spotty, unbalanced, and lacking i in depth. One

survey of a sample of papers revealed that of all the space given to education
48% goes to athletrcs. 18% to social | activities, and only 34% to everything else
— @ category that is overloadal wrth reports of + frontations and disordets.

Editors, eager to give readers what they want, are convinced that everyorne
wants to know ‘‘who won.”’” They know that fooiball and basketball, with all
their sideshows — marching bands, cheerleaders, and baton twirlers — lend
themselves to photographs that enliven the page. A Latin class is rarely as
photogenic as a bevy of cheerleaders in miniskirts or a_halfback making a
touchdown. Social activities are reported because parents like to see the names
of their sons and daughters in print. ,

But there is another reason for the failure to cover the more important
aspects of education. Many editors believe that good reporters can cover any
subject — that they can learn about the subject as they go along. Editors
assrgn b?giﬁﬁeré io cover biifv Eﬁiiie, irifﬁé accidents; marriages, dlvorces,

and eventually to national or mternauonal news. But adequate coverage of

education requires much more than the ability to report dramatic events; It re-

quires understanding in depth of the problems facing the schools; of the con-

flicting goals of education; of the history of educational problems, and

especially of the statistics used in reporting the results of education: Few

reporters have the necessary background consequently education statistics are

frequently reported without adequate interpretatrorr

The need for knowledge of the history of alucatron ‘was revealed in the
1970s by those who reported the Monﬁson methiod as “a dramatrc new ap-
proach to alucanon * A more knowledgeable reporter would have been aware
that thie Montessori methiod has been around for a long timhe. It was brought to

America in 1910 and was taught in many normal schools and used in some

schools m the 19203 And every year or two some bnght young reporter comes

tant as learning facts — unaware that Socrates carie to that conclusion a long
time ago.
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Statistics from official sources are often misinterpreted. Through t'ie Fif-
ties and Sixties many reporters glibly quoted statistics from the NEA in-
dicating a nationwide shortage of 150,000 to 200,000 teachiers. Readers were

led to believe that there were that many classrooms without teachers, when in _

fact there were few, if any. The figures were arrived at by subtracting the

number of fully certified teachers available from the number that would be re-

quired to take care of growing enrollments, replace those leaving the profes-

sion; and reduce class size: In truth; most of the slack was taken up by teachers

who were not yet fully certified but many of whom were; nevertheless, perfect-

ly competcnt During that penod a teacher with an M:A. T from Harvard who

took a job in California could not be fully certified without a course in

Cahforma hlstbry and Calzforma school law. Such teachers were counted as

oversupply of teachers in the Seventies. Alrﬁdy there are indications that
publicity being given to the oversupply of teachers today will contribute to a
shortage of teachers in the decades ahead.

Because they have an exaggerated oplmon of the power and authonty of
top administrators, reporters blame school superintendents and college
presidents for things not their fault. One city superintendent of schools was
sharply criticized in the press because the scores of pupils on a nationally stan-
dardized achievement test had fallen sharply within a decade. Ignored was the
fact that; during those years, many middle-class families had moved out of the
city and had been replaced by poorer families. The test was one that reflected
socioeconomic background as much as it reflected the results of schooling. A
better informed reporter would have explained the real reason for the decline.

But administrators also get credit when none is due. A reporter eulogizing a
retiring president of a state university gave him credit for “‘building up*’ the

enroliment from 10,000 to 30,000 in 30 years; when in fact the population of

that state had grown enormously during those years and state law required the

Pubhmty glvcn to th&se mnsleﬁdmg ﬁzurs was partly ruponsnbie for the

university to accept all high school graduates. The president did not *‘build

up”’ the enrollment — he just happened to be in the front office while it grew.

He could not have prevented it had he tried.

Another reporter said a school supenntendent had ““hiked’’ teacher salaries

by 85% during his term of office; when in fact teacher salaries all across the

nation had risen 110'?‘ dtlrmg these years. A better reporter would have made

it clear that the salaries of local teachers were falling behind.

Newspaper coverage reflects the journalistic tradition that news must be

dramatnc, startling, or at least unusual. When reporters are assngncd to cover

the education beat, they are prone to look for evidence of disorder or uﬂ@g
controversy between teachers and adrmnlstrators, paremal protest about bus-
ing, or studeiits smoking pot. These are worth headlines. If thcre are no

dramatlc problems to be revealed they may look for unorthodbx styles of



while teaching aigebra. if he teaches in the usual posmon he will be lgnored

Athletics get better coverage than anything else because sports reporters

stay with their subject long enough to become competent. They understand

what they write about. Moreover, a breezy ﬁ'ee-wheehng style is more ap-

propriate for writing about sports than for writing about serious educational

problems
William Strunk Jr . advxses wnters, “Use the active voice. Make definite
assertions. Avou;l tame, colorless, hesitating, non-committal language. Omit
needless words i For many wrxters thls is sound advice; lf used thh oauuon
vice to extremes agd sacrifi ice accuracy to style Thelr news items — and
especially their headlines — abound in strong language and definite assertions:
““We are becoming a nation of illiterates;”” ““There is no discipline in today’s
schools,”” *““Teachers colleges teach nothing but methods;”” ‘“Children are not
being taught to write;” *‘Johnny can’t read;” *“Today’s schools are inferior to
those of 1900, ‘‘Swiss schools are better than ours.”’

Such statements are strong; forceful; and unhesitating. They appeul to

editors because they command the attention of readers. But such assertiorns,
for the most part; are simply not true: They need to be quahﬁed by ad)ectwes

such as many, most, some, or a percentage; even though the result is loss of

vigor. Education writers face the difficult task of retaining a vigorous style
while reporting facts aocurately It isn’t easy.

The fact that SAT scores fell substantially from 1963 to 1979 was widely

reported in newspapers and newsmagazmes Wnters, parents, and even some

educators interpreted this as evidence of a nationwide declifie in the quality of

high school education: This was a gross misinterpretation.

The A in SAT stands for aputude — not achievement. This test was de-
sngned to measure students‘ aptitudes t‘or learning in college, not what they
learned in hxgh school It is true that by the time a student reaches high school,
apntude is usually reflected in achievement, but the correlation is far from
perfect. lf we want to know what students have learned in high school; we
should give them achievement tests. And we should give the tests to all
students, or to a carefully selected sample of all segments of the school popula-
tion, balanced geographically as well as across ethnic and racial lines.

_ SAT scores are based on no such sample. They are not intended to be and
should not be interpreted as though they were. Only a third of the high school
students in the nation take the test and these are self-selected on the basis of

the desire to enter one of the minority of colleges that requi-~ the SAT for ad-

mission.
In New England New York; and some other states, from 50% to 69% of

students had such desires and took the test in 1982 But in other states the

percentage was much lower: 4% in Utah; 3% in fowa; and only 2% m,South

Dakota. In my own state most students take the Washington Pre-College test
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in preference to the SAT and yet our local papers cite the national decline in

SAT scores as evidence tltat thie schools of Washmgton are failing. Clearly; the
people need more accurate mformauon
Even if the sample were not geographlcally skewed, rt would tel us notlnng

about average highi school students becausz they are not mcluded in the sam-

ple. Of those whio took the SAT in 1980, 70'f weré in the top two-fifths of

their high school classes; more than 91% had taken four - years of English' 67%

of the boys and 51% of the girls had taken four years of mathematics; 76% of
the girls and 70% of the boys had completed at least two years of foreign

language.

Obviously this is a hlghly selected group. The ﬁct that thc'se takmg such
academic courses made Iower scores in 1980 than those who took it a decade
sarlier suggests that enrollment in academic courses gives 1o assurance of
superior aptitude; as some scholars have contended. These figures also refute

the contention that test scores declrred because stude'rts were takmg more

COUI'SCS
The blue ribbon panel appointed in 1976 to investigate the causes of the

decline in SAT scores found evrdence that between 1965 and 1970 more

studerr(s with lower grade averages m high school began taklng the SAT,; but

the panel found no evidence of any substantiat change in the categories of

students electlng to take the test after 1970, The test scores suggest; however,

that more students of lés’ser mlent erhm each category — rich and poor, ur-

ban and rural, black and white, etc. — may have chosen to take the test in the

Seventies. The triith is that the Wirtz committee was unable to agree on an ex-

planation for the decline in test scores after 1970: Many hypothss were pro-

posed — larger families, more broken homes as a result of dlvorce, increased
time spent watching television, etc. — but nore was proven: Nor has the rise in
test scores since 1980 been explalned There is no evidence of a decrease i in
broken homes or television viewing since 1980 and yet the scores have begun to
rise.

Education reporters should make it clear to their readets that the SAT is
not a test of basic literacy or minimal competency: it is a difficult test designed
for superior students of high academic talent. Let nie cite just one item from
the test that is no more difficult than many others. I would hazard a guess that
some reporters; as well as some business executives, school board members,
and iéiiiiatoﬁ will find it difficult.

Crty Ri is 200 miles drrectly east of ctty T and ctty His 150 mlles drrectly

north of T. Assuming that the cities lic in a plane, what is the shortest
distance between H and R? S o
(A) 150 B)175 (C) 250 (D) 300 (E) 350

Bright students who understand the Pythagorean theorem and recognize

that they are measuring the hypotenuse of a right triangle may see that the
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ratio 150/200 is the same as % and that thxs is a 345 type of right triangle:

They will then sce that the hypotenuse must be 250 miles:

But thisis not a test for slow learners: Failure to find the answer thhm the

time limit may be a handicap for students preparing for some professions but
it is not evidence that the sehoals are turning out dhteratcs

A competent reporter writing about the declme in SAT scores would have
clarifi ed some of these facts. He surely would have informed readers of the
geographical imbalance of those taking the tesi instead of telling them that the
decline gave evidence of a national decline in educational quality. )

Reports of SAT scores give teachers as well as students a bad name. Many
reporters cite SAT scores as evidence that teachers are less intelligent than
members of other learncd professions. No doubt some are because our
minimal entrance standards are lower than those in engineering; law; and
medicine; but to draw such a conclusion from SAT scores is a gross misinter-
pretation of evidence.

The SAT is not given to those who are in a profession or have qualified
themselves for it. It is given to high school students. When students take the
SAT they are asked to select from a list “the field that would be your first

choice in the college curriculum:”’ One of the choices is education: This is very

different from asking what profession an individual plans to enter: Bright high

school students who want to teach an academic subject — Enghsh history,

mathematics; or science — are not hkely to check ““education’’ as their choice
of subject: They check Engllsh history, mathemat:cs or science, even though

they intend to take such professional edueatton courses as are requlred for cer-

tification. Consequently their scores are not counted among thosé who plan to
become teachers. The only ones counted are those who plan to teach subjects
not on the hst or those who have a  vague interest in becommg teachers but no
strong interest in any academlc subject.

No one knows how much these facts dlStOl’t the figures commonly mted
but it seems likely that many of the weaker students who check “‘education’’ at
the time of taking the SAT will never become teachers. If the tests were given
to those who actually enter the profession and become teachers of academic
subjects in the public schools, the scores might be much higher. A competent
reporter would point this out.

NeWSmagazmes reporting the declme in SAT scores made the same errors
as newspapers — probably for the same reason. Editors of newsmagazines
also are prone to assign inexperienced reporters to education. They defend the
practice by saying that men and women just out of college have firsthand
knowledge — from a student’s point of view — of today’s schools; but they do
not yet know enough about anything else to write about it.

When I was at Saturday Review 1 was visited by a clean-cut young man in a
Brooks Brothers suit; who had just received such an aééiiﬁiiierit He had

recently graduated from an Ivy League college; where he had won a Phi Beta

Kappa key; and before that he had attended a famous prep school: He had
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travela! in Europe but had not been west of Phxladelphta He had never been
msnde a pubhc school but he wanted to be a Joumahst and his editor had told

~ ln eager preparahon for hls new assngnment, he had read Blackboard
Jungle, Why Johnny Can’t Read, and something by Admirai Rickover. He
was unaware of professional journals of education. When he asked why so
many teachers viere on strike, and I suggested that he talk with someone at
AFT or NEA; he had to ask what the initials stood for. He wanted to visit a
teachers college and was surprised to learn that such single-purpose institu-
tions had just about disappeared from the American scene. He had heard
about some of the problems of big-city schools but knew nothing about
schools in small towns or rural areas.

Despite my best effoits 10 help him; his first pieces of writing were full of

blunders. He expresced alarm at the discovery that half the children of the na-

tion fall below the norm on achievement tests: But he read his mail; visited

many schools, talked with teachers, and began to learn a great deal about

education: He was a fast learner and over the next few months his articles im-

proved Unfortunately, as soon as he began to demonstrate some degree of

competence he was transferred to another section of the magazme that the
wditor consxdered more important; while another ﬂedghng TEPOTtEr was as-

srgned to education:
That was 20 years ngb Has the ébverage of educauon in natmnal

1ssues of the three major ones: U.S. News & World Reporr T‘me, and
Newsweek

~ U.S. News rarely grves much space to educahon but their cover story for

the issue of 17 May 1982 carried the scare headline, *‘ARE WE BECOMING

A NATION OF ILLITERATES?” The story inside clearly implied that the
answer is yes, and much of the blame was attributed to poor schools and poor
teaching. Then, only four issues later, they reported, ‘‘Forty-six percent more
books were sold in stores in 1981 than five years earlier and the biggest gains
Wére réiiétérEd by ha"rd-’cti\’wéi' Edi’ti’o’né éiid iii’o’ré Ei(penéiiié iiﬁberbﬁeks ” Sineé

statements must be in error. When I wrote to the editor to ask which, he
replied that he saw no discrepancy.

The problem was the headline; which led readers to erroneous conclusions.
The word becoming implied that the number of illiterates is growing; whereas

the evidence is that illiteracy has declined steadnly for the past two centuries. A

nation of illiterates would be one in which a majority could not read nor write.

We neither are; nor are we becomlng. that kind of nation: The truth is bad

enough: Functional illiteracy is indeed a problem for some segments of our

populatton There was no need to exaggerate. It should be added that the

editor; rather than the writer; was responsible for the headline. Editors decide
what will go on the cover.
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Tfme frequently gives a pan of a page to education (no more than 1% or
2% of the space available for all suibjects), iiiid Newsweek has a page on the
subject in every other issue. But about three-fourths of their pieces in the past
§ix months have dealt with higher ediication iistitutions. Most of tlic few re-
cent pieces on &' wmentary or secondary ediication are spot-news items dealing
with unusual schools rather than with the national scenie. One could read all
three newsmagazines regularly without gaining much understanding of the real
problems of education or of what is going on today in the nation’s schools.

The news is available for those who want it. Education Week provides ex-
cellent coverage of developments in elementary and secondary education; The
Chronicle of Higher Education does the same for higher education. Unfor-

tunately; neither is read by a sufficient number of peopie outside the profes-

sion; nor by nearly cnoixgh classroom teaohers
The weekly magazines gave more attention to education 30 years ago than

they do today. Life; which was then a weekly; in its issue of 16 October 1950,

gave an entire issue of 150 large pages to education and dealt with schools in

Oregon; Arkansas; Iitinois, Missouri, and North Carolina as well as-the

Northeastern states. The cover girl was a 15-year-old sophomore honor stu-

dent at New Trier Hngh School Some of the articles were unfairly critical —

one on tachers colleges was written by a novelist who apparendy had never
looked at a teachers college anywhere west of the Hudson — but there was a
good an;cle on “The Educated Man”’ by Jacques Barzun, one titled; “A
Good High School in Illinois™; one on great teachers; and a fine guest
edltonal by Henry Steel Commager titled, ‘*Our Schools Have l’ept Us Free.”
There was also a report of a Roper Survey, ‘“What U.S. Thinks About
Schools ”

1n recent years, no magazme reachmg a large 3 udncnce has gwen that Rmd
of attention to education. Perhaps orne reason is that they no longer employ
education editors. In the 1950s Terry Ferrer was listed on the masthead of
Newsweek as ‘‘Education Editor.”” Today, no education editor is listed on the
masthead of any of the three major newsmagazines. Presumably, assignments
related to education are passed around among various writers; none of whom
specializes in education.

Monthly magazines can give writers more time and space for calm analysis
and they are not limited to photogenic subjects. They can, if their editors wish,
publish articles by authors who are well informed and qualified to make

judgments concerning education. But very few do. Reader’s Digest, with a cir-

culation of 18 million; reaches more parents than any other magazine and

could help to keep peopie informed about the problcms of education. Butina

deals with pot-smoking rather than education:

_ The quality magazines have more space for interpretation but they give far

less attention to education than the&  did a generation ago when Frederick

Lewis Allen was editor at Harpers, Edward Weeks at Atlantic, and Norman

!
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Cousins at Saturday Review. The reason for this is unclear. Editors who say

that their readers are not interested in education are ignoring the evidence:

Saturday Review more than doubled its circulation during the ten years it

published a monthly supplement on education — circulation grew from

250,000 to 620,000.

Misleading and inaccurate media coverage has contributed to the present
low morale of teachers. When teachers were asked in ‘971 “Suppcse you
could g0 back to your college days and start over again . . . would you become
a teacher?" 71% sard they “certamly would" or “probably would " When

asked what had a negatlve effect on therr morale, 66% mentroned “Pubhc at-

titudes towards the schools’’ and 60% said *‘Treatment of education by the
media.’’
Itis drfficult t'or teachers to take pnde in therr professror. when they know

that the public is being told by newspr.pers and newsmagazines that teachers
are less intelligent than members of otier professions; that today’s children
are not learning what they should, and that public schools are inferior to
private and parochial schools. Teachers may know that all these facts have
been misinterpreted by the press; but they also know that because people have
been iold these things over and over again they believe them.

To correct erroneous misinterpretations; our nation needs a good monthly

magazine — one reaching large numbers of intelligent citizens outside as well

as inside the teaching profession — that deals as thoroughly and as competent-

ly with education as it does with national politics; international relations;

economrcs, science, literature; and the arts: No existing magazine serves this

purpose. Much of the criticism of the schools appears in the | popular press,

while the amilysrs and rnterpretatron appears in professronal publications writ-

ten by eduators, for educators: The fact that few people outside the profes-
sion read both sides contributes to the persistence of educational problems:

1. Statistical Abstract of the U.S. 1981, p. 33ff.

2. Condition of Education, 1982 Edition, NCES, p. 104.

Y
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7

Of an Eﬂucaior

Any book on Amcncan edumuon — unless |t 1s stnctly a rmarch report —
reflects the author’s familiarity, or lack of familiarity, with our vast range of
educational institutions, small and large, rural and urban, public and private,
located in various parts of the country. It reveals the author’s awareness, or
lack of awareness, of the history and changing philosophies of educational in-
stitutions and of the available psychological knowledge of the learning
process. But the tone of the book is also influenced by the author’s personal
experiences as a student; a teacher, and in some cases an administrator,
parent, or taxpayer. It is because we differ in all these respects that we come to
different conclusions.

My favorite professor; when he caught himseif relating another personal
anecdote; apologized; “I hope you will forgive me for talking so much about

my own experiences but mine; you see; were the only éxpenencw I ever had.”

Before concluding this book I would like to relate some of the experiences that

hak given me insight into the teaching-learning process. A large part of what I

now know;, or think I know, about teaching results from these rather than

from anything I have read or was taught in college classes:

* %k ok

1 bczan tenchmg at the age of 20 in a two-room school at Rocky Kidge;

omb, where [ taught grads 5 through 8: Near the school was an abandoned
stone quarry where children often plnyed durmg the lunch hour. One after-
noon they returiied with a *“funny shaped rock’’ they had found. I knew very

-

e i 117



httlc about géélogy but énom;h tcs recognize a tnlobnte I alsa knew thnt the
rocky ndgc that gave the village its name was of Ordovxctan hnmtone 1 ex-
plained as best 1 could what the fossll was and how it got there. All thé
cliildren were interested. They had been tmawarcﬁthaﬁt the land on whlcfh,they
lived had once been uinder the sea and that the fossils, which many of them
had seen, had once been living creatures. They wanted to know more.
~ We had an encyclopedia and a Book of Knowledge and I found a few
books on geology. We read everything we could find about tl.. geology of
northwestern Ohio. The students learned not only that the region had once
been under the sea but that much more recently it had been covered by glacial
Lake Whittlescy — an enlarged Lake Erie that shrank when the glaciers re-
ceded:

The next day all the children went to the quarry and returned with a box
full of fossils of various kinds. With the help of the books, they identified

many: The entire group took part; fifth-graders were as interested as eighth-

graders. For the next two ~ays grammar, arithmetic; and the other subjects

had to wait while we ail studied geology:

Years later I had a letter from a man who had been a pupil in that group:

He had become a geoioglst and attributed his interest in the subject to his early

encounter with 3 trilobite: (Im;ldqntaﬂy, not a smgle parent complained that I
was teaching *‘evolution.” But that was in a more enlightened era — 1928.)

Pérhaps because of that experience I have never liked rigid schedules that
tell a teacher what must be taught and when. Thé naticmﬁl had of the Frcnch
school system once boasted to an Amenean visitor that, by ldokmg at hxs
watch, he could tell exactly what every 12-year-old in France was studying at
that moment. 1 would not care to teach in his system. But some teachers im-
pose rigid schedules on themselves. I recall one sweet old lady who taught
European history. When it was announced that th: school v/ould close for two
days because of bad weather, she gasped, **Why, my students will miss the en-
tire thirteenth century.”

I prefer a looser scheduE that allows ‘me to seize upon opportumtm to
make learning exciti.g. This experience also convinced me that teachers can
offer elementary instruction without a scholarly background in the discipline
if they are willing to join the students in their search for knowledge.

* % ¥

Because there was no principal at Rocky Ridge I had to make decisions on
my own. One seventh-grade boy was irighter and better informed than

anyone in the eighth grade. He was also larger and more mature. He was bored

with school because nothing he heard discussed was new to him: He told me he

wished he could get out of grade school and go to high school in the village a

few miles away:

1 knew that there was a county rule prohibiting grade-skipping; but after

talking with the boy’s parents, who agreed that he would be better off in high



school I decided to 1gnore the rules; At the end of the year I gave the boy a

diploma saying that he had completed eight grades.

No one ever caught up with the violation: The boy did well in high school

and later in college Bnth he and his parents were grateful. I have no regrets

* % *

Gomg back to my own chrldhood when 1 was 4% yeurs old, Santn Claus

hrought mea set of blocks each wnth a prcture ot an ammal on one srde and

first !etter of the nafie in scnpt and pnnt capltals and small letters The game
was to look at the naine and guess what afiimal was pictired on thie opposite

side.
The first word [ leamed to read was ELEPHANT Other words COW

DOG, CAT, etc. — were not so easily distinguished, but ELEPHANT was the
iarge name of a large animal. Learning the other words took a little more timie
and closer examination. Rudolph Flesch would not like this because 1 learned

to read many words before I had studied phonics, But it worked.
%k %k &k

At about the same age 1 had a large map of the United States, mounted on

a board and cut out aiong state lines; tike a jigsaw puzzle I soon learned to put

it together and in the process came to see each state as a gestalt and to see its

relation to the other states. All these patterns remain firmly fixed in my

memory and have been of great help to me in driving around the country and

locating placs 1 have read about. If 1 am asked ““What state lies north of

Wyoming?"’ 1 have no need to go through the nonsense of ‘'bounding the

states.”’ I need tmly laok at my mental map and I see : Montana. My only / con-

fusion xs about the boundanes of some of the smaller Eastern states, Y*L‘?‘,‘

were left attached by the puzzle makers becﬁuse they were too small to cut into

Separate pieces. I still am vague about these.
¥ %k ¥

None of the teachers who taught me in elementary school had much profes-
sional preparation or higher education of any kind. Several were 18-year-old
iiris Wh’o’ had Erédiié’tid fr6iii high §i:hbb1 iii the spﬁh’g, ﬁtten”ded a n”o’ﬁiii!

Despite their lack of preparation, some of us leamed to regd easily gmd
well; while others in the same class read very poorly. Some of us became adept
at arithmetic, while others, taught by the same teachers, learned to hate the
subject. Some students (mostly ;-irls) learned to write beautifully while others
-~ of whom I was one — never learned to write legibly cven though we per-
formed all the same zxercises as prescribed by the Palmer method of penman-

ship:
119
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This lcads me to thmk that the achlevements of students may depend much
more on what they bring to class in the way of special talents and motivation
than on the ‘quality of the school or the skill of the teacher. Some students
from even the poorest schools achieve greatly; some from the best schools
achieve nothirng. -

* % %k

Perhaps this chapter should have been titled, ‘“‘Confessions of an

Educator:” Anyway, at this late date; I want to ease my conscience by con-

fessmg that I rarely did much homework wlule in hrgh school I did read a
great deal durrng the evenings — several books a week — biit these were not
“homework”’ because they were not assrgned by teachers. Some were trivial
but others were good historical niovels, books of travel and exploratio .
poetry, brography. geography, science, and a great deal of history.

Soirie of my classmates had no time for sich books because they were busy
every evening doing their homework in Latin and algebra. They made better
gtades in these subjects than I did — a fact that might have been a handicap if
I had planned to enter a highly selective college.

. l soiiieﬁiiies Wonder Wliat l iiiiéht liaiie accoiﬁiilishEd in later 9€ars if I liad

my adolescent years. They enrichedr rny life and broadened my horizons. And I
still have doubts about the kinds of homework most commonly assigned. 1

would like to see more work and less play during the school hours and more

time for leisurely reading at home. The television set does have a turnoff but-

* % ok

In an earlier chapter 1 mennoned the currently wxdespread belief that all
boys and grrls should graduate from high school because **dropouts’’ are
destined for a life of poverty, unemploymernt, and crime. Not always. When I
was in grade school rny best fnend was a boy named Buck who lrved on a

rnan 'S work dunng the summer.

Wher Biick entered high school he soon found that forinal education was
not to his taste. He dropped out after a few months and returned to the farm.
so’nie a0 y'eéis later. Wliilé iiiéitini tlie sceno?s of iiiy cliiidliood i Went to see

rpachrnery ln hrs shcds that must have cost a half-nullron dollars; and had a
Cadillac in the garage. (I; with my Ph.D.; was driving an elderly Ford:) Buck

was planning to retire soon and expected to spend his winters in Florida where

he had bought a second home.
So much for dropouts. I do not begrudge Buck his success; he earned rt He

always worked harder than I did and he had talents of his own — he was very

good with animals and machinery: Neither do f think he made a mistake in

dropping out of high school; He has had a good life:
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undergone the discipline of farm work nor have they learned a vocation from
their parents. Still, I doubt that much is gained by forcing them to remain in
school if iﬁéﬁ lack both the interest in school work and the talent for it. We
must find a better solution.

* %k *

When 1 was teuchmg English at Rossford; an industrial suburb of Toledo;

we gave all seniors the Ohio State Intelligence test: This was a test widely used

at thm time as a basis for college admission;

To everyone’s surprise; a boy named Rlcardo scored in the top one percen-
tile for college freshmen. Not one of his teachers had previously recognized
Rick as a boy of superior talent, but after the test scores were available we gave
him more attenticn. We learned that his father was a puddler in the local glass
factory who had brought his fafmly over from Italy only a few years earlier

and that no English was spoken in the home. Despite that handicap; Rick had

leamed to read English well but; because his spoken English was awkward, he

was reluctant to speak up in class and he did poorly on essay tests.

We gave Rlck more ericouragement and helped him geta college scholzir-
sl'up He majored in mathematics and Iater became an engineer. Had it not
been for the intelligence test he probably would have become a puddler in the
glass factory. o

¥ % *

_ As ateaching assistant at Ohio State I taught educational psychology under
the direction of Sydney Pressey, who invented a teaching machine long before
Skinner ever thought of it. His machine presented a question with four
answers. The first question might be ‘“What is the capital of Ohio?’’ and the
poss;blc answers CLEVELAND CINCINNATI COLUMBUS TOLEDO

pressed QOLUMBUS a bell rangfand ghe next que.stlon Jpwed Eressey sald
the machine had the characteristics of a good teacher. The immediate reward
for a child who came up with the right answer was the knowledge that it was
right. The machine did not scold or criticize when the answer was wrong; it
just sat there waiting patiently for the right answer. Children who came into
the laboratory would play with the machine by the hour seeing who could get
through the 48 states first.

‘The machine didn't catch on because this was in the heyday of progressxve

eduentoi's Who charged that the machine taught “nothmg but mere facts."’ At
that time no one dared ask; ‘“What is so mere about a fact?”’
* % ¥

For those who want adventure, teachmg offers mﬁny Opportumtus
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various South Pacmc lslands i have yet to talk with one who has any regrets
abom not returning (o teach in his or her own hometown.

One of my students, Charmmné ng. t pal a bouk maimwnpt for me. 50
we became well ib?iiiiiiiit?d Aftev she martied and had two children, she and
her husband decided they would like to teach in Alaska Thiey found jObS inan
Indian-Eskimo village near the Arctic Circle, where she taught the first three
grades and her husband taught the next three. There was no high school.

Thiey had a great tifiie. They loved thie cointry, the northieri lights, and the
i)i:éiilé thii ilié iéiiibii’iﬁii”e diﬁijiied to 60 ’d’egi"e& bélﬁﬁ iei"d, tliit WiiS an

moose as a gnft., Dunng school hours their ¢ own small chnldren were qared for

by a motherly Eskimo woman who made mukluks and parkas for them.
Their salaries were higher than those in the states (Alaska was a territory at

iiiit tuné) iiia Wiili iiBiiéiiii iji-BiiiiiEd f6i- iiiéiii iiiia no ijli& in the village to

- Efiéf a year or two they moved to iﬁé Aleutian Islands for variety. I don't
know where they are now, but the last time I heard, Charmaine’s husband was
pnncnpal of a school in Fairbanks: I hope they will read this anecdote and

write to me

%* %k %

The dnfference between a buraiicrit and an admimstmor is thnt the

tions for othets t00.” A good administeator, on the other hand, kndWsrtherrE
are times when the riles should be waived or ignored to avoid harm to in-
dividuals, or because of special situations.

When I was a teaching assistant at Ohio State Umversnty my advnsor, Hc:nry
Goddard. ‘wanted to go away for the summer and asked me to teach the classes
that had been assigned to him. I was delighted because they were upper-
division courses and my experience in teaching them would look good on my
record when it was time to look for a job. But after Dr. Goddard had left town
someone from the registrar’s office called me to say that I couldn’t teach the
courses because the rule book said that feaching assistants could teach only
lBWEi-iiiiiiéiBii EBiiiké i Wéiii t6 k?e Déan G?di-ié Arps HE iSBiidéi'id ilié

hell; rules were maae to be broken. Go ahead and teach the classes. I'll fix it

up with the registrar.”

Arps was an administrator — not a bureaucrat.
% % %

After one of my professors at Ohio Stat. :iad delivered a brilliant lecture on

a difficult subject, an admiring student asked; *‘Sir; how long does it take to
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