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Why Value Diversity?

W hy do caring people—children and adults—value
human diversity? Each of us has our own reasons, notes
Enid Lee, one of many impassioned voices speaking outon
behalf of harmony among people.

Some of us value human uniqueness because it’s the right thing to do.
Respect for each other’s heritages, personhood, and beliefs is an ethical
commitment. We advocate for fairness, we promote compassion, and we
stand up against prejudice and biasonprinciple. Westrive toreach consensus,
to get along with each other, to bring out the best in ourselves and others.
Each new challenge strengthens our resolve to cherish human dignity.

People may also value diversity for pragmatic reasons. Some reason that
if we appreciate each other, the world will sur-:ly become a more harmo-
nious place in which to live and work. On the other hand, the results of
perpetrating hate permeate history—and splash across today’s newspa-
pers. Inour schools, duck-and-play-dead drills are becoming to the 1990s
what civil-defense drills were to the 1950s.

Other people may tolerate each other, at least initially, because laws
firmly establish human rights and prohibit discrimination, although
clearly not universally—or even within the United States—for all people.
Legal guarantees of civil rights are one baseline for creating a more
civilized society.

All of us are learning to value and find strength in each other’s diver-
sity—in how we live and how we teach. Even those of us who are firmly
committed to equality must still humbly struggle to reconcile our own
conflicts and failings. If we engage in this learning process with a cutious,
open spirit, we begin to see history and the future in a different light. We
come to realize that the better we know each other, the more likely we are
to appreciate each other.

Teachersand families are encouraged tocreatively pursueand elaborate
onthe ideas that this book briefly explores. Resources for helping children
learn to value diversity surround us. We urgently need to learn to respect
each other. Our strength lies in our diversity. Together we can build a fair
and more peaceful planet—one child, one group at a time.




~.
>
I
(-]
2
a
@
3
K
>
)
Lo
2
~
5




A Child’s Right to the
Valuing of Diversity

During the International Year of the Child, NAEYC joined other child groups
to advocate for public responsibility fo assure children’s basic rights. Mary
Lane, then director of the Oakland, California, Parent Child Center, authored
this statement, which was published widely, including the September 1984
issue of Young Children. Her message speaks with pressing urgency for
today's world.

reat cultural diversity still exists on our planet, even as

modern technology pushes for more uniformity and as

McDonald’sand Coca Cola spread everywhere. In ecological
terms, we accept the principle of diversity for plants and animals, We
protect endangered species—too late sometimes—in most of the civilized
world. Butif humankind is to maintainitself, the valuing of diversity must
increase in our own lives also.

Indeed, we may become an endangered species unless we begin early to
help our children iearn to value diversity. How? By recognizing the rationale
for such a position and then organizing society to achieve this goal.

As our world becomes even smaller, communication can be almost
instantaneous. Mobility characterizes families more than stability. Peopie
in this kind of world must have these three qualities to succeed: (1) the
ability to cope with change;(2) anopen, flexible personality thatenjoys the
process of change; and (3) the ability to assimilate changes into a satisfying
personal lifestyle. Diversity is the touchstone for each of these three qualities.

A child who associates with children who speak other languages, who
worship in other ways, who eat other foods, whose skin color differs from
one’s own, and whose behavior suggests different upbringing, learns
about the basic similarities of all people everywhere and can understand
and appreciate their fascinating differences. Such children have many
points of reference when they meet people with other values and when
they encounter new situations.

Many of humankind’s great upheavals have been caused by the blind-
ness of those in power to the aspirations of people with whom they
disagreed. The value of an open, flexible personality is well established.




Closed, rigid individuals are prone to prejudice, biased to the extent that
they wearblinders toanything that does not matchtheir early perceptions.
On the other hand, children who have learned that people of all races and
cultures have highambitions and feel strongly about the quality of life; that
love, peace, and respect are universal concepts regardless of the language
used to express them—such children have incorporated the basics of an
open, flexible approach to life.

Survival itself may well depend on the right to experience diversity and
then toassimilate change. Toevaluate the validity of experience for oneself
and one’slifestyle is the outcome of thoughtfully charting a life course, as
opposed to swaying with the whims of the times.

We who speak out for children must ensure that the nation who “tightens
its belt” does not choke its future. We must speak out for the rights of
children—to be nourished, to play, to imagine, and to value diversity.

—Mary Lane
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Part 1

Exploring Classroom
Resources

Intellect annuls late.

~Ralph Waldo Emerson

Y oung children are natural and eager learners—from
the moment they’re born. They pick up skills, ideas,
and attitudes by obscrving each other, their family mem-
bers, and their child care providers. Between the ages of two and
five, children become keenly aware of ditferences in ethnicity,
abilities, and gender. Most young children also learn from other
people within their communities, such as police officers, librarians,
and grocery store clerks, Television has undoubtedly made its
contribution, too.

By the time they begin formal schooling, children have learned to
speak and understand at least one language. They have their own
opinions and interests. Their successes (or failures) largely deter-
mine how they feel about themselves. At the same time they are still
gradualiy gaining control of their behavior. They welcome opportu-
nities to make their own decisions and to take responsibility. When
children enter school they are already experienced and adept learn-
ers, and they are on the threshold of being able to think in more
logical, concrete ways.

Most children enter their classrooms with high expectations
about what they will achieve in kindergarten and throughout their
primary years. They've heard all about school from siblings and
friends. “What will my teachers be like?” they wonder. “What will
I learn?” “Who will be my friends?” Children themselves, their
families, communities, and the entire country entrust schools to
nurture youth in ways that will bode them well for the future,

bl




Chapter 1

What Are Children
Learning?

hatare familiesand educa-
tors teaching America’s
children—who, after all,

will soon be the world’s leaders, labor
force, and voters? Frank Smith states it
succinctly: “Studentis learn exactly what
they are taught” (1986, p. ix).

As we choose themes, materials, and
teaching strategies, e keep our ultimate
goalinmind: weare preparingchildrento
lead rewarding, productive lives in a
peaceful world that always has been, and
surely always will be, diverse. More spe-
cific educational goals for children are
best phrased as questions:

* Arechildrenlearningtolovetheirquest
for knowledge?

Arechildren learning tosee themselves
as competent communicators, inquir-
ers, and discoverers?

Are children learning to negotiate and
collaborate in democratic ways?

Are children learning to understand
and appreciate our world’s rich diver-

2 \ Part 1—Exploring Classroom Resources

sity of cultures, heritages, abilities, and
interests?

* Are children learning to apply all of
their knowledge to build strong fu-
tures for themselves and others?

Most primary-level program goals
weave perfectly within this broad frame-
work. The goals for Americans All (Table
1), one nutstanding national education
program, are derived from theories on
multicultural development, motivation,
self-esteem, and stress and learnin g(Chris-
topher, 1990).

Children who are equipped with knowl-
edge and appreciation of the splendid
variety of people wholiveand work inthe
world will most likely be wise parents
and productive workers. Those who com-
prehend the rocky road of human his-
tory—and the tribulations and triumphs
that have come before the United States
and other relatively new nations-—will
surely make astute decisions as they add
their chapters to human history.




Teaching: Substance
and style

These ambitious but realistic goals can
be reached with and for children. Frank
Smith continues his pointed remarks
about American education by identifying
the kind of teaching that leads to achieve-
ment of our goals:

Sensitive and imaginative teachers inspire
learning of lasting depth and complexity—
a love of learning itself—in students with
all kinds of interests and abilities. But suc-
cess like thisis achieved only when teacher
and student have the mutual respect and
trust that is the basis of all effective learn-
ing. (1986, p. x)

Groups of young childreti commonly
celebrate aMexicanholiday withapinata,
make potato latkes as part of their winter
festivities, try out a walker in the pretend
play area, or read a story onceaweek with
a retired volunteer. These activities may
be carried out with the * est of intentions
and may even make children somewhat
more aware of the world around them.
Such tourist-type approaches, however,
rarely broaden children’s genuine under-

Educational goals for children

* Are children learning to love their
quest for knowledge?

* Are children learning to see them-
selves as competent communica-
tors, inquirers, and discoverers?

* Are children learning to negotiate
and collaborateindemocraticways?

* Arechildrenlearningtounderstand
and appreciate our world’s rich di-
versity of cultures, heritages, abili-
ties, and interests?

* Arechildrenlearningtoapply all of
their knowledge to buiid strong fu-
tures for themselves and others?

standing of themselves, their friends, and
the other people with whom they will live
near and work every day of their lives.
Hit-or-miss classroom activities on any
topic are simply insufficient to establish a
classroom permeated with success, trust,
and mutual respect. Instead of relying
on a few special activities to boost

Table 1. Americans All Program Goals

Increased knowledge about self and the history and cultures of others

Increased personal relevance of content and oppo: nities for self-expression
Improved interpersonal and motivational skills

Increased feelings of belonging and affiliation

Increased opportunities for positive peer relationships and cross-cultural relationships
Increased opportunities for success and validating feedback

Improved stress management and coping skills

Increased knowledge about self, family, community, and adaptation

Improved student performance
Decreased environmental stress

Decreased student alienation and boredom

From The Peopling of America: A Teacher's Munual for the Americans All Program (p.10) by G.C.
Christopher, 1990, Washington, DC: The Portfolio Project. Copyright © 1990 by The Portfolio
Project, Inc./Americans All. Reprinted by permission.
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We are preparing children to
lead rewarding, productive lives
in a peaceful world that always
has been, and surely always
will be, diverse.

Equipping a classroom with devel-
opmentally appropriate learning
materials is just one smali step in
making it possible toamplify learn-
ing and facilitate relationships.
People-—children, families, teach-
ers, administrators, and residents
of the community—are the sparks
who make learning come alive!

self-esteem or to highlight cultures
and human diversity, in a truly success-
oriented school, mutual respect and trust
are embedded within all that children do
during t*eir day. Curriculumis what hap-
pens—thematerialsand theteaching strat-
egies, the discipline and the projects, the
languages spoken and written, the ways
families areinvolved, the foods served for
lunch, and the connections that are forged
with the community.

Rather than demanding extra time and
expensive equipment or materials, this
curriculum-is-what-happens integrated ap-
proach to teaching heightens children’s
competence and self-esteem, makes the
most of readily available human and ma-
terial resources, empowers children to
develop empathy and counteract bias,
and reestablishes teaching as alively, chal-
lenging profession. The ideas and materi-
als suggested here are designed to be
incorporated into the daily learning proc-
ess and are based on the most reliable
information available on how young chil-
dren grow and learn.

Fostering children’s
intelligences

Every community, every school, every
classroom contains a wealth of resources
forlearning, Even whenbudgetsare mere
shoestrings and supplies are limited, the
primary instigators of learning always
remain—children and their teachers.

4 \ Part 1—Exploring Classroom Resources

Recentresearchhasrevealed that
people have at least seven differ-
ent ways of knowing, or of processing
information (Gardner, 1991). Theseseven
intelligences waxand wane over our indi-
viduallifetimes, buteach way of knowing
is always present to some extent in all of
us. In considering this list, consider how
children and adults have strengths, and
areas to be furtherdeveloped, in all seven
intelligences:

¢ linguistic (such as poets or writers),

¢ logical-mathematical (strongest in sci-
entists or mathematicians),

* musical (performers or sophisticated
listeners),

* spatial (perhaps artists or surgeons),

*» bodily-kinesthetic (athletes or dancers
are typical),

* interpersonal (getting along with oth-
ers), and

* intrapersonal (self-knowledge).

The curriculum-is-what-
happens approach to teaching

* heightens children’s competence
and self-esteem,

* makes themost of readily available
resources,

* empowers children to develop em-
pathy and counteract bias, and
» reestablishes teaching as a lively,

challenging profession.

L Miag
fd




Chapter 1—What Are Children Learning? \ 5

()
‘

s




Our goals for children are far more likely
tobe reached if we view learning through
this kaleidoscope of muliiple ways of
knowing; thus the ideas throughout this
guide encourage teachers to encompass
all of these human intelligences in plan-
ning for children and to capitalize on
young children’s intrinsic desire to learn.

The remainder of this first part of the
book describes a unique, unfolding per-
spective on ed ucation that values human
diversity. We start with a look at the
commitments teachers must make to
themselvesand their communities. Guide-
lines are offered for selecting a wide vari-
ety of tangible resources that children,
families, and educators have on hand or
can easily assemble to create a classroom
that embeds mutual trust and respect for
all people. Ideas are also provided for
preparing a well-rounded environment
through learning materials, field trips,

Children’s seven intelligences
* linguistic

* logical-mathematical

* musical

* spatial

* bodily-kinesthetic

* interpersonal

* intrapersonal

and guests, all of which are critical for
keeping children in touch with and in-
volved in the world around them.
Part2suggests ways toexpand familiar
teaching strategies and curriculum ideas
with other appropriate resources to cre-
ate a truly integrated approach to learn-
ing and teaching.
The third part of this brief guide lists
selected children’s books and identi-

In a cruly suc_ess-oriented

school, mutual respect and trust
are embedded within all that
children do.

fies just enough resources to
whet teachers’ appetites for more
professional-practice information.

The vision of flexible, enriching,
integrated education can serve as a
springboard from which children
can celebrate their own—and our

6 \ Part 1—Exploring Classroom Resources

country’s and world’s—diversity.
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Chapter 2

Liberating the Human
Spirit

anging above Carol Brunson
Phillips’s executive-suite
desk is a plaque she earned

at a spelling bee in the Chicago schools, a
poignant reminder of her youthful
achievements. Most of us treasure similar
tokens—artwork from our childhood,
notes teachers wrote to our parents, or
photographs of our first bicycles—that
remind us of how our eatly roots enabled
us to flourish.

Phillips is an eminent and articulate
early childhood educator who challenges
all of us to grasp the realities of race and
culture in society. As an advocate for
children, their families, professionals, and
the democratic principles upon which this
country was founded, she identifies four
ethical commitments for educators who
strive to implement curricula that rest on
trust and respect (Phillips, 1988, pp. 42-47).

Teachers are urged to challenge them-
selves to grow with these four commit-
ments. Begin now to tackle the issucs
raised. Then, as experience with all areas
of diversity accumulates, return againand
againto these cthical statements. Why? In

part because they provide a measure for
professional progress; but most of all,
these commitments establish direction for
a life-long process that will enable us to
stretch even further toward reaching the
goals we share for all people.

CoMMITMENT #1. Identify and ex-
amine how society—through its
major institutions [such as] schools,
health and welfare systems, govern-
ment, and media——perpetuates rac-
ism and oppression in very obscure
yet systematic ways.

Institutional racismin the United States
cannot be denied, nor car it be ignored.
By accepting that our society subtly, and
sometimesblatantly, discriminates against
and stereotypes people, we can better
understand the realities of the lives of the
children we teach. Only with this percep-
tion is it possible to establish a classroom
atmosphere that values diversity. Nearly
one third of US. students live in non-
White, immigrant families (Ogbu, 1987),
so0 a substantial portion of our population
is affected by institutionalized barriers to

Chapter 2—Liberating the Human Spirit \ 7




success. By the year 2050 about one half of
the U.S. population will be non-European,
according to the Census Bureau.
Discussions, especially within diverse
groups, are excellent ways to bring out
differing experiences and perceptions of
bias in society. Perhaps primary teachers
in each building or school district could
set aside staff-development time to begin
toexamine their own experiences, or teach-
erscould arrange informal gatheringswith
parents in the community to gain a better
understanding of their backgrounds.
Reading, attending workshops, mulling
over ideas with a friend or supervisor, or
individual deliberations are other
avenues to consider in starting

COMMITMENT #2. Examine how we
asindividuals participateinourown
oppression and the oppression of

. others by unconsciously mirroring
the oppressive relations of the
larger society.

This commitment on behalf of children
requires us to acknowledge and take per-
sonal responsibility for our own beliefs
and actions. Again,questionssuchasthosc
listed here, when pursued within groups
of people whotrustand respecteachother,
may help adults recognize and analyze
their own ethnocentrism.

the process of identifying system-
atic discrimination.

Whatever the route taken, each
teacher can take an honest look at
America’s culture by detecting
and analyzing patterns of discrimi-
nation. These are some questions
that mightbe raised for discussion:

By accepting that our society
discriminates against and
stereotypes people, we can better
understand the realities of the
lives of the children we teach.

* Why are so many national and
local leaders White males?

s Whatare the long-term implications of
testing and tracking for children?

* Why aregovernmentbudgetsoftenbal-
anced on the backs of people with the
fewest resources?

» Whatkinds of role models are exempli-
fied in sports? Movies? The news?

By assessing oursociety'sstrengthsand
weaknesses, teachers grow, both profes-
sionally and personaliy. Asa result, teach-
ers treat children more fairly and become
better learning facilitators in their class-
rooms and communities. Kendall forth-
rightly acknowledges, “Once we under-
stand about the pernicious nature of insti-
tuticnal racism, we can never recover the
comfortable position of ignorance. We
have bought a one-way ticketand there s
no return—we can only move forward”
(1983, p. 77).

8 \ Part 1—Exploring Classroom Resources

* Do we expect children with stay-at-
home mothers to be better nurtured
than children whose parent(s) work?

* How do we respond to jokes that poke
fun at people for their religion, race,
cthnicgroup, nationality, or otherchar-
acteristic? What do we say tocomments
such as, “l1 don’t notice skin color.
Everyone’s the same to me”?

* Why do we use common phrases, holi-
day grecting cards, posters, or work-
sheets that depict stereotypes?

* How do we handle children’s ques-
tions about skin color, clothing, hair-
styles, language, or abilities?

Only through honest self-examination
can we root out the prejudices that we
have learned, practiced, and intentionally
or inadvertently passed on to children.
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Experiences past and
present—stories read as
children, TV and movie
images, holiday celebra-

When even one child is diminished in
any way, all children are diminished.

tions, statements made
by friends and acquain-
tances—constantly shape our beliefs.
Many times, our experiences enable us to
become more appreciative of the marvels
of human diversity, butno. 1lways.
Researchreveals, forinstance, that many
teachers arebiased againsteither males or
females, as wellas African American chil-
dren, lower-socioeconomic-status (lower-
SES) children, and childrenwith different
abilities (Curry &Johnson, 1990). By accept-
ing these common oppressive biases, teach-
ers erode opportunities to nurture the next
generation. When even one child is dimin-
ished in any way, all children are dimin-
is d, as is our effectiveness as teachers.
Education about all types of diversity,
as conceived here, is not a self-esteem
booster treatment for children who are
considered to be oppressed or culturally
differentordisabled; rather, thisapproach
to teaching is designed to help each of us
overcome the tendency to harbor demean-
ing attitudes about some differences, while
placing a positive value on others. Neither
mainstream America nor any other culture
or group is the center of the universe.
Young children are curious about their
commonalties, their diversity, and their
interwoven heritages. Ineveryclassroom,
children and educators can put into daily
practice the values Americans and others
in the free world share: democracy, re-
spect, free speech, truth, justice, and har-
mony. Children who learn in a demo-
cratic atmosphere will gain the perspec-

tives and knowledge they need to make
wise decisions (Hendrick, 1992; Perry &
Fraser, 1993). Perhapseventually, the vio-
lence and oppression that have character-
ized our national and international past
can be laid to rest.

COMMITMENT #3. To truly under-
stand what culture means to a group
of people, to understand how cul-
ture is a source of group power and
strength, and to examine how to al-
low groups te retain their cultural
integrity while they gaintheskillsto
function in the larger society.

Again, looking at our own lives and
then attempting to put ourselves in oth-
ers’ shoes are good ways to consider how
to meet these three interwovenchallenges.

¢ What does our culture mean to us?
Why and how do we celebrate impor-
tant events? How would we feel if our
language, orclothing, or cherished val-
ues were ignored or ridiculed?

What aspects of other cultures make us
feel comfortable? Which characteris-
tics tend to tip us off balance? Consider
attributes such as history, language,
music, dress, art, literature, religion,
childrearing styles, and values.

Which cultural values and behaviors
must be preserved to enable children
from any culture to maintain their
sense of integrity, personal history,
and meaning of life?

¢ What additional skills and per-

The greater the disparity
between home and school, the
greater the anxiety for children.

spectives mightsomechildrenneed
if they are to function successfully
in broader society?

Most young children function
quite well at home and in their own
neighborhoods. They are relaxed,

10 \ Part 1—Exploring Classroom Resources




have friends, and feel asthough they have
some control over their lives. They have
spent five or more years learning from
people who understand what matters in
their community. Then comes enrollment
in kindergarten or first grade. White and
Siegel describe how it feels for children:

Itis the somewhat pleasant, but scary, des-
tiny of small children tobe faced constantly
with the task of going to where they have
never been before, of meeting and dealing
with people they have never seenbefore, of
doing things they have never done before.
Inanew environment, they havetoarriveat
emotionalandsocial settlementsbefore they
begin to enter into the problems and proc-
esses of intellectual problem solving. They
have to ask, “Is it safe here?” “Can some-
body like me be here?” “Can [ trust the
people here?” “Can I trust

(Pechman, 1992)—teachers demonstrate
genuine respect for children and their fami-
lies (Hale, 1991). “Children learn best when
their physical needs are met and they feel
psychologically safe and secure” (NAEYC
& NAECS/SDE, 1991, p. 25).

In a genuinely diverse classroom, all
children are empowered as learners. We
know from long-term research that chil-
dren who get off to a sound educational
start during their impressionable early
years are far more likely to become pro-
ductive, responsible adults (Lazar &
Darlington, 1982; Lally, Mangione, Honig,
& Wittmer, 1988; Weikart, 1139). Culture
is the most powerful vehicle for learning
because culture is the child’s very being.

myself to manage what |
have to?” {1984, p. 253)

The greater thedisparity
between home and school,

In a genuinely diverse classroom, all
children are empowered as learners.

the greater the anxiety for
children. How can teach-
ers smooth this frightening transition for
young children? By approximating famil-
iar aspects of the local community in our
classrooms—by aligning homeand school

Teachers who develop
curricula based on trust and
respect

examine how American society
petpetuates racism and oppres-
sioninsubtle yetsystematic ways;
recognizehow individuals uncon-
sciously mirror this oppression;
enable cultural groups to retain
their integrity while they gain
skills to function in the larger soci-
ety; and

use their influence to change op-
pressive systems.

{Based on Phillips, 1988)

Effective educators are well-informed
about, sensitive to, and responsive to cul-
tural differences. They tune in to the local
community. Children, families, and edu-
cators thus get to know each other in the
spirit of building strength through their
differences. Even seemingly minor at-
tributes—hairstyles, narnes used for rela-
tives, or recreational choices—are impor-
tant indicators of a family’s treasures,
Some individuals, families, and cultures
are boisterous; others are sedate. Some
rush about; others are more laid back.
Some cultures expect children to avert
their eyes when talking to adults and
never to ask questions; others fcster bold
forwardness in their children. If such va-
riety didn’t exist within and between
people and their cultures, how dull life
would be!

How do schools preserve these pre-
cious cultural differences and still make it
possible for peopletolive ai .d work peace-
ably, side by side? Teachers can select
classroom resources, teaching strategies,
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and curriculum ideas that draw rrom the
vastrangeof human experience, that merge
classrooms with communities, and that en-
able children to truly think and to solve
real problemsincreative, respectful ways.
That's the essence of valuing diversity.

Without this alignment between home
and school cultures, overcoming the re-
sulting mutual mistrust and alienation is
exceedingly difficult (Comer, 1988a, b).
The nation’s alarming school drop-out
rates attest to the lack of meaningful,
confidence-inspiring education for chil-
dren, even of those in the mainstream
(First & Carrera, 1988). We must act now
before more members of the next gencra-
tionare set adrift by a system that harbors
institutional racism.

COMMITMENT #4. Use our power to
change the oppressive systems that
exist in our society.

Inequities have been perpetrated, at
cnetimeoranother, onnearly every group
of people who call themselves Ameri-

cans. Most teachers have probably heard
Phillips’s account of

a story often told about a woman walking
besideariver whohearsthecryofadrown-
ing man. She jumps into the river, pulls the
man to the shore, and revives him. Soon,
she hears another cry for help, and again,
jumps into the river to save the victim. No
sooner has she pulled the second man out
than cshe hears another cry. And so it goes
alldaylong, our womanpullingonedrown-
ing person after another out of theriver. At
day’s end, exhausted, she sits down beside
the river to rest, and realizes that she never

once stopped to go upstream to find out
who was pushing people in. (1988, p. 47)

Educators who promote bright futures
for children rush upstream to stop the
discriminatory systems within and be-
yond the schools—whether they be the
testing establishment, curriculum writ-
ers, school boards, legislators, vendors, or
politicians. As activists, we can use our
individual and collective power tocall for
“equal access to opportunities for educa-
tion, jobs, housing, health, and growth-
enhancing family lives” (Phillips, 1988).

At the same time, we must be realistic
about what we can achieve in the class-
room. “Schools alone cannot (nor should
they be asked to) make up for all the
barriers children face at society’s hands.
They can, however, create opportunities
for children to overcome hurdles”
(Pechman, 1992, p. 30). Educators can be
the standard bearers for human rights and
democracy in schooland gobeyond to work
on the problems in society. The strength
and future of our country,eventheworld,
depend on optimal development of our
most precious resource—our children.

We must examine these four commit-
ments beore we implement a curriculum
that integrates and values diversity. We
may need to reframe our perspectives
about differences before teaching can be
effective, and we must continue to return
to these ethical commitments as experi-
ence in dealing with cultures sheds new
light on the impact these commitments
have on children.




Chapter 3

Criteria for Learning
Materials and Activities

ost primary teachers have
closets full of posters, pho-
tographs, books, games,

patterns, computer programs, learning-
center materials, and bulletin-board ideas.
All of these items and ideas are still valu-
able in a diverse curriculum, although
perhaps not quite in the way they were
originally intended.

The guidelines offered here are posed
as rquestions to help teachers evaluate
how well typical teaching resources—
materials and activities—convey respect
for the dignity of children and their
families. Experiences and items that
meet these criteria are more likely to en-
courage development of the skills, atti-
tudes, and knowledge that are the foun-
dation for future learning and good citi-
zenship (NAEYC, 1986; NAESP, 1990;
NAEYC & NAECS/SDE, 1991, for de-
tailed curriculum guidelines and assess-
ment strategies that reflect developmen-
tally appropriate practice).

Many excellentcommercial and teacher-
made learning resources a*-'evelopmen-
tally appropriate for most young chil-

dren. Others are casily tailored to
children’sindividual needs and interests.
Many of these fine materials and activi-
ties have already become an integral part
of primary classrooms.

Unfortunately, many other handy re-
sources fail to meet these high standards
necessary toconvey respect. Donot throw
out the rejects; instead, use these less ap-
propriate items—with sensitive guid-
ance—to enable children to discern dif-
ferences between stereotyped and authen-
tic portrayals of people.

With this knowledge, childrenin ciass-
rooms that cherish human rights and
democratic ideals can thenbegin to coun-
teract discrimination by writing Jetters to
publishers or manufacturers, talking to
government or schiool officials, refusing
toread a book that pokes fun at a group of
people, and standing up for what is fair
whenever the occasion arises.

During a name-calling incident on the
bus, for example, a child in such a demo-
cratic classroom might defend another,
not with fists, but with reason: “People
are not for teasing. Calling kids names

Chapter 3—Criteria for Leamning Materials and Activities \ 13
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hurts their feelings.” Children will con-
tinue to use these skills as adults when
they try todetermine truth in advertising,
evaluate the validity of news stories, as-
certain a politician’s stand, or consider
the message perpetrated by the nameof a
sports team.

Apply these guidelines whenever new
classroom materials or teaching strate-
gies are chosen so teachers can ensure
that commonly portrayed negative im-
ages are offset by a preponderance of
high-quality, developmentally appropriate,
antibias curriculum activities for children.

GUIDELINE #1. Do children learn
primarily by extending their own
experiences and gaining insights
from each other? Does the activity or
material make sense to them?

People of all ages—but especially young
children—learn best when they start with
what they already know and then have
opportunities to expand upon their ideas
and experiences,a process sometimes called
scaffolding (Fischer & Bullock, 1984). Cur-

riculum content worth knowing (NAEYC
& NAECS/SDE, 1991) and that is appeal-
ingtochildren’s interests will more likely
remain relevant and thus remembered
than will fragmented bits of nonsense.
Children are anthropologists who be-
gin to learn about their heritages and
values within their own families (Weitz-
man, 1973; Wolfman, 1991); they branch
outward tc learn about their friends as
they mature: “If diverse cultures are rep-
resented in the classroom, the teacher will
find a wealth of opportunities to help
children become aware of cultural differ-
ences and to understand that nocultureis
better or worse than any other” (Little
Soldier, 1989, p. 89). In these classrooms
children are not mere tourists, getting an
occasional superfluous glimpse of some-
thing unusual; they are immersed in the
relevance of culture and other human char-
acteristics in their daily lives (see Table 2).
Children who work together to pre-
pare their friends’ favorite family foods,
build replicas of different types of con-
temporary homes, or hear descriptions

Table 2. Watch Out for the Signs of a Tourist Curriculum

Trivializing: Organizing activities only around holidays or only around food; only
involving parents for holiday and cooking activities.

Tokenism: Having one Black doll amid many White dolls; a bulletin board of “ethnic”
images—the only diversity in the room; only one book about any cultural group.

Disconnecting cultural diversity from daily classroom life: Reading books about
children of color only on special occasions; teaching a unit on a different culture
and then never seeing that culture again,

Stereotyping: Showing images of Native Americans all from the past; people of
color always shown as poor; people from cultures outside the United States only
shown in “traditional” dress and in rural settings.

Misrepresenting American ethnic groups: Treating books and pictures about life in
Mexico as equivalent to the culture of Mexican Americans; doing activities based
on Mexican American culture to teach about families from El Salvador or Guate-
mala or Nicaragua.

From Anti-Bias Curriculum: Teols for Empotwering Young Children (p. 63) by L. Derman-Sparks &
the A.B.C. Task Force, 1989, Washington, DC: NAEYC. Copyright © 1989 by Louise Derman-
Sparks. Table revised 1993 by L. Derman-Sparks and printed by permission.
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(sometimesinchildren’s homelanguages)
of each other’s family photos find much
that's familiar to them, Comments such
as, “Hey, my grandmother lives at our
house, too!” or “Our family likes to play a
game like bocce, but we call it bowling,”
are indicators that children are building
bridges between each other. They are in-
deed making sense of their world.

Memorizing facts, such as dates or the
names of capital cities, on the other hand,
is a waste of time at any age. Dates are
only meaningful when children have de-
veloped a concept of the passage of time
and understand the importance of the
events (Seefeldt, 1975). This doesn’t mean
that young children can’t learn geogra-
phy or forge their own time frames, but
they assimilate information better when
they use these facts for a purpose in gen-
erating their own sense of history.

Knowing the name of a city and coun-
try is useful, for example, if a classmate’s
aunt and uncle live there and the group
can write letters to them and exchange
information. Childrencouldfind outhow
long it takes to fly or drive to the area,
what the climate is like, what kinds of jobs
people hold, what their clothing is like,
which languages are spoken, and much
other information to compare with their
local community.

Many teachers find they stick to their
goals for children more closely if they ask
themselves these questions for every ac-
tivity or material:

¢ What are children really learning by
this experience?

For every activity, ask

* What are children really learning
by this experience?

* Does it have a meaningful purpose
forchildren—does it make sense to
them?

16 \ Part 1—Exploring Classroom Resources

* Does it have a meaningful purpose for
children—does it make sense to them?

Whatever the project, learning is enhanced
if children can identify something famil-
iar that they can latch onto and then
work—usually individually orby collabo-
rating in small groups—to build on what
they know.

GUIDELINE #2. Can children carry out
nearly all of the activity themselves?

Curricula that truly respect children’s
intelligence centeron projectsand themes
that children can accomplish by them-
selves as industrious learners. Lack of
opportunity to achieve real success on
their own at school jeopardizeschildren’s
self-esteem and their desire to stay in
school. Schoolwide multicultural fairs, for
example, make marvelous events for fac-
ulty and families, but if adults do most of
the work, children are robbed of enrich-
ing opportunities to work and learn to-
gether. Educationis notaspectator sport—
it is a social learning process.

Wise parents and teachers find away to
involve every child in major events such
as fine arts programs or year-end celebra-
tions. Even the youngestchildrencanvote
to select a theme, compile lists of materi-
als needed, construct props, prepare
snacks from many cultures, make tickets,
and distribute programs. First graders
who are learning about money might be
cashiers; others could set up chairs or
greet guests. A few of the second graders
could design signs or read poetry in their
home language while others carry boxes
of supplies or manage other tasks. Older
childrentake partaccording to theirabili-
ties and interests, too, sometimes assist-
ing younger ones. Everyone contributes
to the success of every occasion.

Daily classroom activities—yes, even
those labeled systematic instruction—also
can immerse children completely in their
ownlearning when theactivities are struc-
tured toengage children’s thinking. Chil-




Classrooms that respect children’s
differences proudly display children’s
original artwork, creative writings, and
other cooperative and individual
efforts so that everyone can appreciate
their true accomplishments.

reached by each child.
Evidence of children’s
progress—their very
own masterpieces, un-
touched by adult inter-
ference—covers the
school’s wallsand halls.

Mindless activities
such as “workbooks,
patterns,and cuttingand
tracing lines fare] largely

dren are always willing to tackle new
challenges. They are curious. They get
excited about learning. The teacher’s role
is to capitalize on this energy.

“We built our whole school with blocks.
Look, hereisourroom,” proudly exclaims
Teixeira, whojusta few monthsagospoke
only a few words of English. The con-
struction is recorded with a nearby cam-
era; the photos will be added to the class-
room book. Teixeira and her friecnds may
dictate or write a story about their work
so that other children can read about
what they did.

Inspired by the construction, some chil-
dren might draw a floor plan or share an
opportunity of secing the blueprints of
the building. Perhaps an excursion to the
scheol’s utility room would add another
dimension, or the neighborhood could
spring up around the school as the chil-
dren use more blocks to add more build-
ings. The entire project might be pre-
served by using discarded boxes, glue,
and other art materials to construct a rep-
lica. Streets, cars, buses, playgrounds,
trees, classmates’ homes, stores—how
much there is to explore!

Classrooms that respect children’s dif-
ferences proudly display children’s origi-
nal artwork, creative writings,
and other cooperativeand indi-

a waste of children’s
time,” contend Katz and Chard (1989, p.
ix). If school doesn’t make sense to chil-
dren, they’ll wander aimlessly, interrupt
others, or ignore what's assigned because
everything looks like something they did
before. None of their seven intelligences
will be inspired.

Conversely, when children experience
real successes in diverse environments,
they grow as increasingly involved and
responsible members of their classroom
and community. Children immersed in
learning rarely exhibit discipline prob-
lems—they’re too busy to goof off!

Young children can become engrossed
indoing their own personal research with
picture books, making visits to a histori-
calsite, or conductinginformalinterviews
of fricnds orrelatives. Ask asecond grade
class, for example, to find out how and
whentheirfamiliesfirstcame tothe United
States. Explore who might be able to tell
them. Some children might use a tape
recorder, others couid write notes. Where
might they find more information? What
memorabilia exists from thosecarly days?

Some children may discover that their
parents flew here on a plane when an
older sibling was age three, or learn their
ancestors walked southward across the

vidual efforts so that everyone
canappreciate their true accom-
plishments. Progress is mea-
sured in terms of sensible goals

Children learn when their hearts,
hands, and minds are engaged.
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Figure 1. Example of a Web Approach to Developing Ideas
About a Topic
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From “A Bagof Hair: American 1st-Graders Experience Japan” by M.K. Glover, Spring 1990, Childhood
Education, 66, p. 155. Copyright © 1990 by Assoeciation for Childhood Education International.

continent thousands of years ago. The
story for others may describe family
brought here against their will in
America’s colonial days or arriving on an
immigrant ship at Ellis Island or Angel
Island at the turn of the century. One by
one, each helped America grow into a
pelitical and economic world power.
Chart on maps the families’ departure
and arrival points, moves, and location
where the children live now. Construct
on the playground a timeline of arrivals.
How many miles have their families trav-
eled? Why did they settle here? Perhapsa
relativecouldsing a few traditional songs
with friends at school. Language arts,
math, science, history, art, music—the
possibilities are endless for stretching
children’s varied intelligences.
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Childrenlearmn whentheir hearts, hands,
and minds are engaged (Katz & Chard,
1989). ldeas branch out much like spider
webs—that is how teachers and children
jointly develop classroom projects and
identify their outcomes (Workman &
Anziano, 1993). One example is how a
first grade class pursued its interest in
Japan (Figure 1). Using a web approach,
one topic ‘eads to another; children take
off to explore their own particular inter-
ests, and all the traditional subjects inter-
mingle in meaningful ways. Everyone
plunges into learning with verve!

GUIDELINE #3. Do culture and his-
tory come alive?

The best icarning, materials and activi-
ties authentically capture real-life people,




adventures, beliefs, and conditions that
led to events and ideas. Teachers who
eagerly delve into their own understand-
ingofhow the United States has evolved—
from immigration to Manifest Destiny to
Puerto Rican statehood, from slavery to
immigrant labor to build the railroads to
equal opportunity employers—will pass
on their curiosity and history’s relevance
to the youngest of children. To obtain a
truer picture of all that has happened,
lecate information presented from varied
viewpoints,compared to material limited
to a Eurocentric perspective.

Reading together biographies and his-
torical fiction—such as the Laura Ingalls
Wilder stories (1953), Turquoise Boy (Cohlene,
1990), or The Olden Days (Mathieu, 1979)—
leaves young children spellbound, espe-
cially when the stories are supplemented
withhands-onartifacts. Seiect photographs
of people and their surroundings, unproc-
essed wool tobe carded, tortillas to mix and
shape, Navajo blankets to wrap around
themsclves, or old-fa:ldoned games to
make and play. Storytellers, puppets, di-
oramas, hands-on history museums, cook-
ing, gardening, films, or computer simu-
lation games are just some of the means to
bring everyday heroes and heroines to
life—and up to the present—for children.

Stay alerttoerroneousinformationand
stereotypes in steries and illustrations,
especially in older books that are viewed
as classics (Wilder’s portrayal of Native
Americans as naked, for example, in On
the Banks of Plum Creek). Encourage chil-
dren to think about why people held bi-
ased ideas. Together, seek out what was
and is more accurate.

The grizzled Mountain Man—

addresses the children as he begins. One
young boy’s eyes widen like saucers as
the storyteller waves a five-foot long,
scraggly stick during a yarn about a wise
American Indian. Children sit on carpet
squares, transfixed by the humorand sus-
pense. Wiggly? No way! These children
are immersed in history!

Experiences involving real people, vis-
its toneighborhood stores, and otherlively
experiences—such as those described
throughout this classroom guide—help
to counteract the negative, stereotypical
images of Native Americans and immi-
grant groups who arrived on America’s
shores centuries later. Invite children into
the cultures and histories of their own
families/peoples—many children will
have two or more—and those of their
friends and neighbors (Root, 1992).

GUIDELINE #4. Are people’s real expe-
riences—<lothing, habits, music, homes,
families, foods, capabilities, prefer-
ences, ages—accurately portrayed?

Accurate and fair portrayals of many
culturesand individuals are still difficult to
locate, although recent materials tend to be
somewhat more relevant and sensitive to
people’s feelings and history than works
published before the Civil Rights Move-
ment (CIBC, n.d.). Publishers who special-
ize in culturally relevant materials are usu-
ally reliable sources (see Part 3), but teach-
ers still need to exercise care in making
sure the materials are good matches for
what children already know and to their
need for concrete, hands-on learning.

Children can develop critical thinking
skills as they evaluate how an illustration

dressed inbuckskin—holds groups
of 3- to 93-year-olds at rapt atten-
tion for an hour as he tells tales of
the Appalachians in the days of a
century or two ago. Gifted story-
tellers such as this former teacher
draw the audience into the drama.
“All right, all you critters ... ,” he

Invite children into the cultures
and histories of their own

families/peoples, and those of
their friends and neighbors.
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might make someone feel, consider
whether features on a doll or puppet are
authentic, or discuss whether a story’s plot,
language, or characters are realistic. To-
gether, teachers and children cansearch for

¢ authenticity instead of stereotypes;

¢ aesthetically pleasing, realistic, and yet
distinctive drawings of ethnic people
or persons with impairments (instead
of illustrations exaggerating features
or showing European-looking faces,
skin, and hair textures that merely have
been shaded red, beige, brown, orblack);

contemporary as well as historical
treatments;

heroines or heroes worth admiring;

everyday lives featured moreoften than
special occasions;

materials written and illustrated by
people of the culture or group being
described, and in their native language
occasionally;

story plots that demonstrate people
working together (rather than glorify-
ing violence and war), and

terminology that is current and posi-
tive (rather than condescending, pa-
tronizing, or dehumanizing such as
savage, primitive, or I is for Indian).

Weed out materials that perpetrate
myths or that portray insulting images,
and use them in teaching children “to
recognize stereotypes and caricatures of
different groups” (Derman-Sparks,
Gutiérrez, & Phillips, 1989, p. 3).

GUIDELINE #5. Are a variety of cul-
tures and human characteristics in-
cluded, withemphasis on the peoples
who live within the children’s com-
munity? Are people viewed as
uniqueindividuals withinaculture?

Legends and similar reminders of the
past are marvelous teaching tools now
and then, but as a steady diet they may
suggest to your g children that these cul-
tures are froze.. in time, or that they no
longer exist. Overemphasis on rural set-
tlers or pioneersignores the fact that many
immigrants came to—and stayed in—
America’s burgeoning cities.

Contemporary—as well as historical—
people and their lives demand portrayal if
childrenare to fully comprehend the march
of human history and its relevance to life
now. Children who know real people—
froma variety of cultures and age groups,
and with varying capabilities—are far
more likely to expect fairness as a way of
life for all within democracy. They soon
recognize that people within any group
are not all alike, and begin to see each
person as an important individual.

Demonstrate thatdiversity is valued by
helping children get acquainted with
school staff, medical personnel, service
workers, iocal leaders, and many people
within the community. Encourage chil-
dren to attend interesting events with
their families, and schedule frequent
classroom guests and field trips. In addi-
tion, display pictures of women and

Table 3 summarizes some com- ==

monly perpetrated myths that
aredispelled in the Americans All
materials and elsewhere as indi-
cators of the type of unfair, untrue
information that has prevailed
about the various cultural groups
who live in the United States,

Make sure materials are good
matches for what children
already know and to their need
for concrete, hands-on learning,
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Table 3. Distinguishing Myth From Reality

Native Americans

Myth: Columbus discovered America in 1492.

Reality: Native Americanswalked from Asia
tothe continentof North Americaas longas
30,000 years before Columbus landed here.
There wereabout 10 million people—speak-
ing 350 different languages—living on this
continent in the late 1400s.

Myth: The first Thanksgiving was a Pilgrim
and Indian feast of rejoicing.

Reality: A feastof Thanksgiving likely never
happened. “Many Native American
groups regard Thanksgiving as a Day of
Mourning. . . . Forthem, itisasymbol of the
Europeans’ first foothold on the North
American continent and the demise of the
Native way of life” (Ramsey, 1979, p. 29).

Muyth: Indians were savages who scalped
settlers.

Reality: Native Americans were kind to the
new arrivals, and taught them how to sur-
vive in the wilderness. They shared their
medicines, and helped immigrants to build
shelters and canoes with trees. They intro-
duced foods to the Europeans—turkeys,
maple sugar, corn, beans, squash, sunflow-
ers, and pumpkins. They taught newcom-
ers how to farm this soil and how to dry
foods to preserve them. The First Ameri-
cans showed how to mine precious metals
from the ground. The democratic principles
of the Iroquois government probably influ-
enced the content of the U.S. Constitution.
In return the Europeans shared their metal
tools, cloth, guns, sheep, goats, and horses
with the Native Americans.

Myth: The U.S. government has been gener-
ous with Native Americans.

Reality: AsEuropeanimmigrantsspread out
across America, they took over the fields,
pastures, forests, and hunting and fishing
areas that had been cared for by Native
Americans for generations. The Indians lost
aboutabillionacres—oftenin fiercebattles—
and were forced onfo reservations unsuit-
able for farming or hunting.

The U.S. government signed at lcast 380
treaties with the Native Americans and

broke nearly every one. The needs and rights
of Indians were often ignored or even
trampled on by the Bureau of Indian Affairs.
The First Americans were not considered
U.S. citizens until 1924. Indian children were
taken from their homes and sent to schools in
an effort to replace Indian languages and cul-
tures with White American ways. Today, the
U.S. government is making efforts to repair
the enduring effects of the broken treaties.

African Americans

Muyth: All Africans werebroughtto America

as slaves.

Reality: Archaeological clues in Central and

South America indicate that African explor-
ers and traders may have arrived in this
hemispherebefore the Europeans. Some Af-
ricans came with the Spanish explorers as
soldiers and guides. About 15 million slaves
were brought here between 1600 and 1800.
After slavery was abolished, millions of free
Black immigrants came to this country—
many to northern industrial cities—to look
for jobs. In the early 1900s, about 500,000
immigrants arrived at Ellis Island from Af-
rica and the Caribbean.

Asian Americans

Muyth: Asian immigrants were easily assimi-

lated into U.S. culture.

Reality: Chinese, Japanese, Filipinos,and im-

migrants from countries such as Vietnam,
Thailand,and Koreaoften havebeenlumped
together as a group, but their histories, cul-
tures, and experiences in this country are
very different. Until the 1960s, most Asian
immigrants were treated unfairly by immi-
gration and other discriminatory laws.

Chinese. The economy in China was
wavering as gold was being discovered in
California; few Chinese miners remained in
the mines due todiscrimination. Thousands
of Chinese workers labored in the 1860s—at
lower wages than Whites—tobuild thewest-
ern partofthe U.S. transcontinental railroad.

*Based on materials froma variety of sources includ-
ing Americans All,




Anti-Chinesesentiments prevailed foryears;
from 1882 until 1943, only a few Chinese
students, teachers, and merchants were al-
lowed to come to this country.

Japanese. Hawaii’s sugar plantations
drew the first large wave of Japanese immi-
grantsinthe 1880s, but racist lawsinCalifor-
nia and tight immigration laws limited the
number who entered the mainland. Japa-
nese immigrants, mostly men, were only
allowed to marry other Japanese—a restric-
tion thatled to the dehumanizing practice of
selecting brides chosen from pictures. Dur-
ing World War II, the U.S. government sent
many Japariese Americans to detention
camps in this country.

Filipinos. Some Filipino immigrants
came to America in the late 1800s, but
when Spain transferred the Philippine Is-
lands to the United States at the end of the
Spanish-American War in 1898, Filipinos
became U.S. nationals who could enter the
country at any time. Most Filipino immi-
grants experienced discrimination. Some
were mistaken for Japanese Americans
and sent to detention camps in World War
I1. In 1946, the Philippines became an in-
dependent nation.

Europeans

Myth: Most European immigrants came to
America to escape religious persecution.

Reality: Religious persecution brought Pil-
grim and Puritan families here, but many
European immigrants came for other rea-
sons: adventure, dreams of riches, belief in
freedom, jobs, escape from famine or over-
crowded homelands, gain of land for farm-
ing, relief from taxes. Between 1600 and
1800, about half of the immigrants came as
indentured servants (they agreed to work a
given number of years for the person who
paid their boat fare).

Uponarrival, many Europeans witnessed
continued oppression for their religious be-
liefs, experienced governmentby aristocrats
who “thought that democracy was the
‘meanest and worst’ of all forms of govern-
ment” (Bailey, 1966, p. 27), found difficulty
in securing jobs, and paid taxes without
representation.

Mexican Americans

Myth: Mexican Americans are newcomers to the

U.S. southwest.

Reality: In1521Spaininvaded and defeated the

Aztecs—who had long lived in what is now
Mexico—and enslaved the Indiansand exposed
them to European diseases. Within 150 years,
so few Native Americans remained that Afri-
can slaves were brought to Mexico. The three
cultural groups intermarried and are theances-
tors of today’s Mexicans.

Land disputes in the U.S. southwest have
played a major role in the fate of Mexican
Americans. Before it became a state, Texas was
part of both Mexico and the United States and
anindependentrepublic. New Mexico, Califor-
nia, Nevada, Utah,and partsof Colorado, Wyo-
ming, and Arizona were ceded from Mexico to
the United States in 1848, and suddenly many
Mexicansbecameresidents of the United States.
These Mexicans were frequently treated as a
conquered people, and discriminationwas com-
mon. Mexican miners were driven out of the
gold camps by discriminatory laws and vio-
lence. Mexican farmersandranchers weretorced
off their lands by therailroads. They resorted to
migrant work at low wages. Many Mexicans
still find themselves welcome only when the
United States needs ciheap labor.

Puerto Ricans

Muyths: Puerto Rico is an independent country;

Puerto Rico is like a US. state.

Reality: Puerto Ricoisa U.S. commonwealth, or

self-governing U.S. possession. Puerto Ricans
are U.S. citizens who elect a governor and rule
themselves under their own constitution. Their
representativeinthe U.S. Congresscannot vote.
Puerto Ricans living in Puerto Rico can vote
only in local electior<, not for membeys of Con-
gress or for the president; those who live in the
United States can vote in all U.S. elections.
Puerto Ricans pay U.S. taxes and serve in the
armed forces. Some hope that Puerto Rico will
become the fifty-first state.

Myth: Puerto Ricans arethe sameas Mexicans.
Reality: ThePuerto Ricanpeoplcareablend of

the island’s original Taino Indians and set-
tiers from Spain, Portugal, France, and Italy.
Puerto Ricans have their own unique Carib-
bean culture.




men of all ages and from
different ethnic groups en-
gaged injobs thatare familiar
to most children—postal
workers, police officers, re-
tail personnel, medical staff.

Children who know real people are
far more likely to expect fairness as
a way of life.

Choose toy figures and pup-
pets that accurately represent several
features of our humanity.

Language shapes how we think, and
the influx of recentimmigrants from hun-
dreds of linguistic backgrounds presents
a unique challenge to American schools.
Althoughsome earlierimmigrant groups
sought to homogenize themselves into
the English-speaking culture here, many
parents today prefer to preserve their lan-
guage heritage through their children. It is
also important that children maintain their
ability to communicate with their families.

Children who are not native-English
speakers will eventually need to learn
English if they are to thrive in this coun-
try, and may become fluent in two or
more languages, as is common in indus-
trialized European countries and Japan.
Childrencanswitch fromone language at
home to anotherat school, asis evidenced
by the variety of dialects and colloquial-
isins most Americans already use invary-
ing circumstances.

Learning to sign a few fragmented vo-
cabulary words, tosingonesongin French,
or to identify a few Braille letters is lin-
guistic tokenism that demeans people’s
abilities or cultures. Books, texts, record-
ings, games, and children’s writings
should reflect the diversity of language
within the community. Kendall cautions

teachers to “Look carefully at the use of
dialect. Is it genuine or is it fabricated?”
(1983, p. 60). Look for books generated by
speakers and artists who are part of the
group described; translations, for ex-
ample, often miss the broader context in
which a story takes place.

Respect children’shome languagesand
incorporate them into the school as chil-
dren gradually learn to function in En-
glish. “Research suggests that whole lan-
guage activitiesmaybehelpfulin further-
ing both oral and written English lan-
guage development of LEP [limited
English-proficient] students” (Abramson,
Seda, & Johnson, 1990, p. 69).

Encouragechildrentoread and writein
the language in which they most comfort-
ably communicate. They can teach each
other (and their teachers) useful phrases
andbeloved songsin theirown languages.
Families might be asked to share maga-
zines, newspapers, or other printed mate-
rial with the class. In a classroom that is
filled with lively literacy experiences—
print materials and plenty of opportuni-
ties for children to talk, play, and work
together—children will naturally achieve
greater communicative competence and
theability to see eachotherasindividuals.

What if a classroom or community ap-
pears to be homogeneous? Extra efforts

are needed—perhaps adopt-
ing a Sister School (Koeppel &

Respect children’s home languages
and incorporate them into the
school as children gradually learn
to function in English.

Mulrooney, 1992)—to ensure
children’s familiarity with
other populations (Table 6).
Often, even people who ap-
pear to be similar actually are
quite diverse—just ask about
their favorite music, or cloth-
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Table 4. Caution

All children need to see people like themselves in abundance in their classrooms,
as well as be exposed to the range of diversity among humans; however, the impact
of the various institutional “isms,” such as racism, on the images in our society (e.g.,
in the media) and on the production and selection of materials for early childhood
programs means that some children are much more likely than others to see people
like themselves.

* Those children most likely to see images of people who look and live like themselves
are European American, middle or upper-middle class, able-bodied, or male, and
live in two-parent, heterosexual families.

* Those children least likely to see images of people who look and live like
themselves are children—of color; in interracial/interethnic families; with
disabilities; or in families that are poor, homeless, single-parent, extended,
or gay/lesbian headed.

Early childhood educators must take care to ensure that images of children
and adults from the least-likely-to-see-themselves groups are amply and
accurately represented.

From Anti-Bias Curriculum: Tools for Empowering Young Children (p.13) by L. Derman-Sparks &
the A.B.C. Task Force, 1989, Washington, DC: NAEYC. Copyright © 1989 by Louise Derman-
Sparks. Table revised 1993 by L. Derman-Sparks and printed by permission.

GUIDELINE #6. Is pride in each
child’s heritage fostered?

ally and naturally learn to appreciate di-
versity withinand among culturesand all
peoples. The time is always right to nur-

Some people believe that through cul-
turally focused materials and activities
children develop an inflated sense of su-
periority about themselves and their cul-
ture. Such a tragic educational misuse is
indeed possible, as evidenced by our
country’s long and tenacious history of
prejudice against peoplewhoappearnon-
European. Other indi-
vidualsbelieve that cul-

ture truth, self-esteem, and pride in all
children, all people, as individuals with
their own unique attributes (Table 4).
Each of us is a product of at least one
culture. Weallgethungry, need a placeto
live, love our families and friends, seek
productive work, and learn what our cul-
ture deems tobe important. These are the

tural materials only
point out differences
that can aggravate dis-
likes among children.
Abalanced, respectful,
integrated educational
approach—such as that
advocated here—never
setsone cultureor group
aboveanother, butrather
helps children gradu-

A balanced, respectful, integrated
educational approach never sets one
culture or group above another, but
rather helps children gradually and
naturally learn to appreciate the value
of diversity within and among cultures.

Chapter 3—Criteria for Learning Materials and Activities \ 25




starting points for young childrento natu-
rally learn about cultures and how to
achieve harmony with each other in a
democratic country.

Abalanced, respeciful, integrated edu-
cational approach never sets one culture
above another, but rather helps children
gradually and naturally learn to appreci-
ate the value of diversity within and
among cultures.

GUIDELINE #7. Are principles of de-
mocracy instilled?

Today democracy shines so brightly
around the world, as peoples struggle
for—and sometimes gain—the freedoms
thatfor so long have been denied to them.
The fall of the Berlin Wall opened up new
hope for many oppressed peoples, but
Americans alsocannot take their rights and
responsibilities for granted, nor assume all
in the United States are equally free.

When children experience democracy
as a way of life, they grow in their com-
mitmenttoall the lofty ideals—truth, jus-
tice, free speech, equal opportunity, vot-
ing privileges, human rights—that the
Constitution of the United States upholds.
Using teaching materials and strategies
thatintegrate concepts of respect, human
diversity, and democracy is essential if
children are to become self-motivated,
self-controlled problem solvers and the
leaders of the twenty-first century.

Criteria for learning materials
and activities

1. Dochildren learn primarily by ex-
tending their ownexperiencesand
gaining insights from each other?
Does theactivity or material make
sense to them?

2, Can children carry out nearly all

of the activity themselves?

Docultureand history comealive?

4. Arepeople’srealexperiences—cloth-
ing, habits, music, homes, families,
foods, capabilities, preferences,
ages—accurately portrayed? Are
people viewed as unique individu-
als within a culture?

5. Area variety of cultures portrayed,
with emphasis on the peoples who
live within the children’s commu-
nity?

6. Is pride in each child’s heritage fos-
tered?

7. Are principles of democracy in-
stilled?

w

First, we turn to specifics about some of
these materials. Then, in Part2 we explore
the primary teaching methods—demo-
cratic conflict resolution (McCracken,
1990; Carlsson-Paige & Levin, 1992),

positive discipline
{Nelsen, 1987), an

Using teaching materials and strategies
that integrate respect, human diversity,
and democracy is essential if children
are to become self-motivated, self-
controlled problem solvers and the
leaders of the twenty-first century.

antibias curriculum
(Derman-Sparks &
the A.B.C. Task Force,
1989), and coopera-
tive learning (Kohn,
1991; Slavin, 1991)—
that can help ensure
children’s commit-
ment to our country’s
democraticway of lifc
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Chapter 4

Preparing a Diverse
Environment

ach year, the group personality
is a bit different as new chil-
dren enter a kindergarten, first,
orsecond gradeclass. Every year, though,
familiarity and balance are the keys tocreat-
ing aclassroom that welcomeschildrenand
invites them to be comfortable as they ea-
gerly go about learning through develop-
mentally and individually appropriate ex-
periences. The teacher's warmth and in-
sights are evident in all that is absorbed
from—and takes place in—the classroom.
Concentrate onbringing topics to life—
in a way that integrates the curriculum,
whetherit'sscience, reading, spelling, lan-
guage arts, math, music, art, physical
education, or social studies—with an
abundance of hands-on cultural artifacts,
mobility aids, foods, and everyday stuff.
Inclassrooms that celebrate diversity,
children encounter objects, ideas, and
people that make them feel at home from
the moment they first walk through the
door. Select items such as these from the
world’s marketplace:

pillows, rugs, and wail hangings;
baskets made from many materials;

lacquered boxes, wooden bowls, hol-
lowed-out gourds;

wind chimes, drums, and other au-
thentic musical instruments, plus re-
cordings of a variety of types of choral
and instrumental music;

sculpture and prints of fine ast work;

jewelry made from woodenbeads, shells,
turquoise, seeds, and other materials;

puppets and dolls made from fabric,
wood, china, plastic;

stuffed, rubber, and wooden animals;
pictures, magazines, and books;
eating and cooking utensils;

coins and paper money;

plants and plant materials—such as
cacti, ferns, and cotton—from different
climates;

tools for everyday living; and
much more.
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Collaborate with other teachers to accu-
mulate a varied collection of these arti-
facts for the entire school, then rotate
items. In this way a minimum amount of
storage is needed, and costs are kept low.

In each classroom, every learning center,
every wall, every shelf, every nook and
cranny proclaims “All children are wel-
come here!” Within the first few hours of
school,children’sown artand writing spring
up on the walls, as children transform the
classroom into theirown habitat. Some chil-
dren might like to make a mural depicting
the good times they had during the sum-
mer. Others could write individual storics
about "My family likes to ... " or ] wish |
could . . . ”oranother themwe that will begin
to foster friendship and understanding,.

Labels in two or more languages might
be attached to pet cages, pencil sharpen-
ers, and other objects. Posted friendly
phrases in children’s own languages can
greet children upon return from recess.
The wide variety of cultural and personal
expressions convey the message thateach
child is valued, cach ethnic group is im-
portant—no one feels put-on-the-spot or
ignored. Everyon. is competent!

Before many days have passed, chil-
dren begin to feel at home with objects
some of their friends already recognize
from their own homes. “When we bring
bits and pieces of the world into the daily
life of our programs, the unfamiliar be-
comes familiar; what was outside our
experience becomes part of our frame of
reference,” notes Neugebauer (1992, p.
16). Each item to handle, see, smell, hear,
or taste leads children on tomore learning
that awaits them.

Because “there are no advertising stan-
dards for the promotion of educational
products, or surgeon-general’s warnings
that the product could be dangerous to
mental health” (Smith, 1986, p.10), teach-
ers must rely on their own professional
judgment when tailoring classrooms to
diverse children and their communities.
The five educational goals for children
(Chapter1)and sevencriteria for learning
materials and activities (Chapter 3) are
incorporated into questions to consider
whenever selecting projects and specific
materials (Table 5). Positive answers to
these questions most likely indicate that
the action or strategy supports the devel-
opment of sound educational goals, and
thus children’s long-term development.

Textbocks, computer
programs, and audiovisual
materials

Nearly every so-called educational item
on the market claims to be developmen-
tally appropriate ormulticultural, buthow
can everything be just right for every
group of young children? Be skeptical!
Slick packages particularly may claimthey
require no teacher preparation or other
materials—that merely means that some
business people believe that teachers are
incapable of thinking for themselves or
finding the time to do so.

Oftentimes the smaller publishers and
suppliers carry the most authentic mate-
rials (see a listing in Part 3). What’s more,
these rarely advertised materials gener-

ally lend themselves farbet-

The wide variety of cultural and
personal expressions convey that each
child is valued, each ethnic group is
important. Everyone is competent!

tertothe flexibility required
by teachers’ imaginations
and children’s interests.
Insist on previewing
everything before pur-
chase. If items cxist al-
ready in the school’s col-

lection, carefully examine
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Table 5. Diversity in Our Lives: What Are Children Really Learning?

These questicns offer a guide for sclecting appropriate learning materials, teaching
and parenting strategies, and activities for young children in programs and at home.

1. How welldo pictures, posters, games,
and other materials represent real
people?

q.

f

g
h.

Are people respectfully depicted
as positive,active, considerate,and
cooperative?

Are the numbers of males and fe-
males balanced?

Are people withavariety of physi-
cal and mental abilities depicted?

. Are people from various ethnic/

cultural groups pictured in tradi-
tional and contemporary settings,
dress, and hairstyles? Are facial
features, skintcnes, and other char-
acteristics accurate? Are artifacts
and information authentic?

Are people of many ages repre-
sented?

Are work activities, dwellings,
natural resources, and families de-
picted with diversity?
Dodisplaysfeaturechildren’s own
original art work?

Are materials placed where chil-
dren can see and touch them?

2. How well do the messages in
children’s books and recordings—
both individual titles and the collec-
tion as a whole—reflect reality?

a.

b.

Arethecharactersandillustrations
diverse (see a through fabove)?
Do characters speak and act like
rea] people?

Are text and illustrations accurate
in their information?

Are both historical and contem-
porary settings depicted?

e. Are situations resolved in ways
we expect children to emulate?

J- Are children urged to think criti-
cally about what they read, hear,
and see?

3. How are children encouraged to suc-
ceed?

a. Dopeople, learningmaterials, toys,
and activitiesreflectchildren’scul-
tures and the world’s peoples? Do
children and families feel re-
spected? Are people within the
community seen as primary re-
sources? Are differences resolved
through discussion with families?

b. Doadults have realistic, individu-
alized expectations for children
based ontheir ages, abilities, learn-
ing styles, family values, and life
experiences?

c. Are children taught—and ex-
pected to use—skills such as deci-
sion making, democratic conflict
resolution, and acting to solve
problems? Arechildreninterested
and absorbed in worthwhile ac-
tivities?

d. Doadults support children’s curi-
osity, self-motivation, and desire
to control themselves?

e. Are various types of play offered
(small-/large-motor, quiet/noisy,
mostly child-directed/some adult-
directed, individual/small group,
cooperative/individual)? Arechil-
dren encouraged to engage in a
variety of activities?

f- Arechildrenurged toevaluatetheir
own efforts and progress?
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them before use, to avoid sud-
den surprises that might neces-
sitate an unexpected change in
the direction of children’s learn-
ing. Use the seven criteria ques-
tions in Chapter 3 and those in

Supplement standard curriculum
materials with real-life items that
more fully convey the topic.

Table 5 to determine how well
eachactivity promotes sound educational
goals for children. Note the date, graphics,
vocabulary, expertise of the consultants
on the project, and even the packaging,.

“Too often the world is presented from
a White, middle-class American point of
view . ... Cultural differences such as
styles of dress or foods eaten are pre-
sented as foreign, quaint, or exotic. Pre-
senting material in this manner encour-
ages intolerance rather than openness in
children,” warns Kendall (1983, p. 63).
Whenindoubt, callinexperts—colleagues
or school families whose cultural per-
spective is from the inside because the
cultureistheirs—tohelpdetermine whether
the item reflects reality and fairness.

Review textbooks, workbooks, and
worksheets for possible bias. Supplement
these printed curriculum mater:als with
an abundance of real-life items that more
fully convey the topic. Textbooks, work-
books, and worksheets are probably the
weakest of resources to inspire children’s
learning because often they are static—
watering down ideas, portraying wooden
characters, and failing to capturc and en-
gage more than one or two of children’s
seven intelligences. Most computer games
are not much better; they’re simply work-
books glorified by color and sound. Rote
memory practiceclearlyisnot theway young,
children learn—and remember—Dbest.

Children will learn far more in using
computers if teachers seck out computer
games ana simulations, for example, that
spur children to make logical decisions
and experience the consequences of their
choices as the task urfolds (Haugland &
Shade, 1988; Clements, Nastasi, &
Swaminathan, 1993).

Computers can also make it easier for
children to write their own stories, to edit
their work, and tomake the product avail-
abletootherstoenjoy. Unlesschildren are
accomplishing meaningful things—at the
computer or on paper—their time could
be far better spent doing something else.

Filmstrips, recordings, and videotapes
are staples of every school, but must be
used with caution to avert any possible
ethnocentricity or outright stereotyping
subtly or blatantly embedded in them. If
necessary, rewrite sections of filmor film-
strip narratives, or select just one song or
portion of a recording; translate lyrics
into children’s own languages. New re-
cordings are continually being released.
Use Red Grammar's Teaching Peace (1986)
or Ella Jenkins’s numerous recordings in
imaginative ways. Look for audiovisual
materials produced by people whose cul-
ture is featured.

Prepare read-along books and tapes,
using the children’s writings or other cul-
turally authentic works not yet converted
into this popular format for beginning
readers. Children cando practically every-
thing: the reading, the cues for page-
turning, the labeling of the cassette.

Sometimes, when budgets are limited,
the best that can be done is to use the
materialsonhand, evenif they are biased or
outdated. Point out to children any distor-
tions they may not recognize; encourage
children to detect factual errors, inconsis-
tencies, or stereotypes. Ask probing ques-
tions such as: What do you think is unfair
in this story? How does this story differ
fromreallife? Why do you think children
live differently today? Which illustration(s)
could hurt peopie’s feelings? Why?
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Don’t stop with just alerting the chil-
dren about biased materials. As Carol
Phillips urged earlier (Chapter 2), go up-
stream, ~nd try to stop whoever is push-
ing people in. /s a class, write to the
company and d:itributor to protest the
stereotypes. Be sp. cific about the problem.
Document information. Suggest ways to
make improvements. Ask for the cour-
tesy of an answer. Send copies of theletter
to the principal, the curriculum specialist,
the librarian, and any other school staff
members whoshould know about the con-
cerns. Children will be so proud of them-
selves for standing up for what'’s right and
fair, and will gain valuable critical thinking
and consumer skills in the process.

Borrow more appropriate books and
films from a library; write better materi-
als; ask parents toloan authentic artifacts;
plan for regular guests to share their heri-
tage; engage children in creating repli-
cas—textbooks should take a back seat to
better, more appropriate ways to stimu-
late learning anyway.

Stand up for what's right

1. Alert the children to biases in any
materials. If necessary, explain
what is more fair or accurate. De-
velop children’s skills and knowl-
edge to find factual errors, incon-
sistencies, or stereotypes.

2. As a class, write to the company
and distributor to protest the ste-
reotypes. Be specific about the
problem. Document information.
Suggest a reasonable solution. Re-
quest a response.

3. Send copies of the letter to the prin-
cipal, thecurriculumspecialist, the
librarian, purchasing agent, orany
other school staff members who
should know about the concerns.

literature, therefore, must be undertaken
with the greatest of care, so that children
early in their lives gain an appreciation
for the articulate use of words
from many languages and the

Ask probing questions such as:
What do you think is unfair in
this story? How does this story
differ from real life? Why do you
think children live differently
today? Which illustration(s) could
hurt people’s feelings? Why?

value of fine art in conveying
universal messages.
Children’s books hold a
wealth of fascinating informa-
tion and inspiration, or serve as
a vehicle for perpetuating myths
and stereotypes, depending on
the choice of content and how it
is used. A hard lesson for many
of us is learning that being pub-
lished doesn’t guarantee material
that’s true or fair, whether a pic-

Children’s books

Children’s trade books are a vital part
of the process of learning to read. All
throughtheearly years, parentsand teach-
ers who enthusiastically read to children
several times each day find that their chil-
dren are the ones who become the most
avid readers. The selection of children’s
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ture book or an encyclopedia.

The Council on Interracial Books for
Childrenonceserved asa watchdogorga-
nization for antibias materials, but as a
consumer advocacy group was no match
for those who put greed or hate above
cherished democratic principles. Steer
away fromcartoon characters; poorly con-
ceived illustrations; stories that patronize
childrer (asinsing-song poetry); and dolls,




Select books more representative,
more accurate, and positive in

their portrayals of cultural

heritages and today’s diverse

families and workforce.

Lionnidramatically conveys the
value of cooperation between
fish of different colors; his sim-
ply elegant collage illustrations
enhance the message. After read-
ing picture books such as this,
children might write or tell other
stories about cooperation; or
they might carve woodcuts or

toys, and other products that are com-
mercials for movies or even theme
parks. Write letters to protest the mind-
lessness and violence pervading many
children’s books.

Teachers are encouraged to work with
school and local librarians to select books
more representative, more accurate, and
positiveintheir portrayals of cultural heri-
tages and today’s diverse families and
workforce. Share thecriteriaand resources
offered here; urge involvement of the com-
munity in the book-selection process. In
additiontothecriteriaalready established
here, Neugebauer aptly offers two other
practical guidelines that apply especially
to children’s literature:

* “They are good stories. They are inter-
esting both to read and to listen to.

¢ The illustrations work with the text
and in many, many instancesare won-
derfully delightful or breathtaking”
(1992, p. 163).

A few children’sbooks are listed in Part
3 as jumping-off points for lccating high-
quality children’s literature that values
diversity. Poetry, fiction, nonfiction, mu-
sic books, ccllections of fingerplays, and
any other material printed between two
covers will be cherished for years by chil-
dren as they discover new meanings in
familiar books.

Reading extends children’s thinking.
Swimmy (Lionni, 1968) wonderfully illus-
trates the depth of messages that can be
embedded in fine children’s literature.

print designs by other simple

processes, combining them with
bits of paper doilies, lace, ribbon, or
some paint, to create their own visions of
the varicty of life, at sca or within
their neighborhoods.

Childrenwhointernalize fine literature
through repeated readings and hands-on
experiencesremember enchanting picture
books long, after they become readers. In
teaching, return again and again to au-
thors, writers, and publishers who con-
sistently strive to laud diversity and
heighten children’s sense of beauty and
awe about the world.

There are many ways to make reading
and writing a lively part of the day. Read
with drama: whisper, shout, or look de-
termined along with the characters. Stop
midway in a story and ask children to
predict the outcome. Insert commen ex-
pressions from children’s languages. Ask
thought-provoking questions that begin
with “Why ?” or “How ?” Urge children
to getin on the action when motions and
sounds are repeated. Tell stories with
puppets, flannel boards, or without any
props at all. Children might design cos-
tumes and sets to reenact a favorite story.

Compare similar stories from different
cultures, or the same story as it has been
interpreted by severaltranslatorsand art-
ists. For example, The Mittenisa Ukranian
folk tale that has been retold and iilus-
trated the world over (Tresselt, 1964,
Botting, 1975; Brett, 1989). Search for simi-
lar themes such as animals, stars, lulla-
bies, or storms, and explore how these
ageless ideas are expressed in the art and
literature of many cultures.
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Invite local authors to talk about their
books with children, or ask them to assist
children with writing and editing their
ownmaterials. Schedule community lead-
ers, including school administrators and
board members, to come to the classroom
toread to the children. Children who read
widely are generally fine writers as well.
Computers can be a boon for publishing
class newsletters, stories, reports, thank-
you notes, and announcements.

Art that picks up on themes or moods
to illustrate a story is best created by
children, rather than on the computer.
Beware of clip art programs, stencils, col-
oring books, and other such materials
that dampen children’s creativity and
sense of competence. Children’s illusira-
tions of their own stories can be executed

oping a program in which families honor
a birthday child by donating a book or
children’s magazine subscription to the
school in their child’s name. Coordinate
the idea with the school librarian, who
might offer a list of new and welcome
titles. If parents or other family members
are available, invite them to read the gift
book to the class on the child’s birthday.

Implement regular book-exchange
programs as another inexpensive way
to promote reading. Children swap their
old favorites for their friends’ outgrown
books. Parent-teacher organizations can
organize the schoolwide event; children
canpromote theidea, bring in their books,
sort them, help with distribution, and
assist with cleanup. The same books can
be recycled again and again. Publicity and
enthusiasm for such events

Children who interalize fine

gh repeated readings
and hands-on experiences remember
enchanting picture books long after

literature throu

they become readers.

guarantee their success.
Reading fine children’s
books—together or in a
quiet spot alone—is surely
one of the best ways to in-
corporate diversity intoev-
ery aspect of the curricu-
lum. R~~]people and places
spring to life on the book

in their choice of media: oil crayons, char-
coal, tempera, papier maché, soap carv-
ings, yarn, or clay, for example. Permit
the work to be their own creation, notthe
teacher’s or some stranger’s idea.

Families are equally important in fos-
tering children’s love of reading. Urge
parents to read with children at home,
and in their family’s preferred language.
Suggest that older children read to
younger children and to the whole fam-
ily. Urge families to give books as gifts.
Share story-hour information and recom-
mended book lists. Keep the school li-
brary open, if possible, during long holi-
day breaks.

One terrific method for communicat-
ing the value of books tochildrenis devel-
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pages and become chil-
dren’s friends. Thanks to
libraries, this fabulous resource can cost
absolutely nothing and the selection can
be conveniently varied.

Games, puzzles, and other
equipment

Learning possibilities abound when
children play traditional and contempo-
rary games. Think, for example, about the
value of chasing games such as the Chi-
nese game, Dragon’s Tail, which is simi-
lar to an African one called Boa Constric-
tor (Orlick, 1978; Hatcher, Pape, & Nicosia,
1988). The child who is Dragon catches
other children, who then hold hands with
the Dragon. As groups of captured chil-




BEST COPY AVAILABLE
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dren form, children can break off in pairs
to form new Dragons. The last child to
clude the Dragons becomes the new
Dragon, and the game begins again.

Games such as this can stimulate
children’s understanding of number
ideas, spatial concepts, music, coopera-
tion, strategic planning, language, muscle
control, science, and art, as well as social
studies—what a great way to integrate
learning!If children teach each other their
family game favorites, or bring in a rela-
tive who can assist, so much the better.

For suggestions of many other games
for this young age group, see also Kamii
and DeVries (1980) and Sobel (1983). Of-
ten, little ornoequipmentis needed. Chil-
dren might compile a book of rules for
their games—invented or traditional—so
everyonein the neighborhood learnshow
to share the fun. ‘

Search yard sales, consignment shops,
and neighborhood stores for board and
card games, puzzles, maps, musical in-
struments, household objects, and other
learning materials. Children can help
make lotto games and puzzles, for ex-
ample, from recycled products such as
egg cartons, Styrofoam packing materials,
pictures clipped frorm magazines and cata-
logs, or snapshots of the children in the
group. Incorporatechildren’slanguages into
the materials and directions. Children be-
come eager assistants in putting together
new activities for their classroom.

Many times, parentsorlo-
cal businesses willingly do-

making sure the items areappropriate
for children’s play based on the mean-
ing of the item in the culture, and a variety
of people and jobs are represented. Old
and new toys—banks, vehicles, dolls--
from many culturesappeal with certainty
to all children.

Select activities wisely. Games rank
among young children’s favorite activities.
Kamii and DeVries (1980, p. 3) offer three
criteria for good group games. Tobeeduca-
tionally useful, a group game should—

1. suggest something interesting and
challenging for children to figure out
how to do;

2. make it possible for children them-
selves to judge their success; and

3. permit all players to participate ac-
tively throughout the game.

Thesecriteria—extensionsofthose already

discussed—apply to nearly every other

classroom activity as well.

Seek out a selection of games that can
be plaved alone, some for one or two
other children, and eventually a few for
two or more teams, as children become
more capable of following rules and co-
operating with others. Urge children to
improve their skills, and—instead of al-
ways cheering fora winner—focus on what
it takes to be a productive team member.

Scoring? What better way for children
to apply their early math skills than to

nate, or atleastloan, diverse
items such as jewelry, kit-
chen items, tools, mobility
aids, or clothing. Collectchop-
sticks, kimonos, parkas, tur-
bans, veils, moccasins, sera-
pes, old cookie cutters, egg
beaters, ice cream scoops,
eyeglasses (with lenses re-
moved), rolling pins, grat-
ersand grinders, pans,and a
mortar and pestle—alwavs

Games can stimulate children’s
understanding of number ideas,
spatial concepts, music, cooperation,
strategic planning, language, muscle
control, science, and art, as well as
social studies—what a great way to
integrate learning!
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keep track of their progress with stones,
markers, hash marks, or even numbers.
Choose games in which children throw
one—and thentwo—dice todetermine their
move. Setupbowling withscore sheets. The
real need to list, count, add, or subtract is a
great motivator for leaming how to write
children’s names and numerals, and for
figuring out how addition really works.

Puzzlesindiverse classrooms portray a
vastarray of cultural groups, foods, trans-
portation, homes, workplaces,and sccnes
that include those familiar to children in
the group. Photopuzzles of children them-
selves, or wooden puzzles made by local
crafters, are sure to captivate interest.
Children can create their own puzzles,
using their drawings, stories, or a collage
of found objects such as leaves.

Unitblocks are probably the most valu-
able hands-on learning tool available be-
cause they contribute to virtually every
area of an integrated, diverse curriculum
(Figure 2). Unitblockscomeina variety of
standard sizes that encourage children to
experience math, social studies, physics,
and a host of other encounters for them-
selves, alone or in concert with other chil-
dren. The purchase of blocks is a lifetime
investment; they appeal to children from
toddlerhood through the elementary
grades, so they’re always in demand.

Children’slearning throughblock play
is also enhanced with a multitude of ac-
cessories, such as figures of people from
various cultures and in many occupa-
tions, different types of vehicles includ-
ing boats and trucks, wild and domestic
animals, street signs, pulleys, and trees.
Children can build many of their own
block play props, write their own signs,
and remember their bridges or cities or
launch pads with drawingsor photos that
they make themselves.

By the early elementary years, most
children are quite skilled at using blocks
and accessories to construct fairly elabo-
rate farniliar orimagined structures. They
can play board or running games. They

10 be educationally useful, a
group game should—

1. sugpest something interesting
anu. challenging for children
to figure out how to do;

2. makeit possiblefor children them-
selves to judge their success;

3. permit all players to participate

actively throughout the game
(Kamii & DeVries, 1980, p. 3).

solve puzzles. All of these activities indi-
cate their emerging ability to symbolize
objects and ideas.

Promotemapping skills. Youngchildren
are just beginning to be able to grasp the
idea that maps are symbols for represent-
ing much larger areas (Richards, 1976).
During children’s early vears, maps are
most meaningful when they are con-
structed by the children as miniatures of
familiar environments—unit-block cre-
ations or floor-plan sketches of the class-
room or home, streets from home to school,
and other familiar routes, such as the way
toa park or to their grandparent’s house.

Field trips are a fine way to experience
distance and space. To build on what the
children are learning, tour the school
building and grounds on the first day or
two of school, walk around the neighbor-
hood as the seasons change, visit con-
struction sites to watch progress,and take
a bus trip to a wharf or a farm. For more
ideas on field trips as extended learning
activities, see the lastsection of this chapter.

During their trips, children gain first-
hand experience withdirections, distance,
space, and time. Afterward, they might
recall landmarks and. street names to list
and then plot on a map. Maps can be
drawn on the chalkboard or large sheets
of paper, or even marked off with mask-
ing tape on the floor. Children can make

Chapter 4—Preparing a Diverse Enviror ent \ 37

A
< WS




FUIPIING JInoye 821J0IS
Yuipiing jo uojizun g
Puiping jo Baiwey

Yuipying jo Yuruumy
Rap1 )0 BuNyIx]

%1da3uod Jnoqe suchHsInd)
l

.
suonag afenBuwq
Fuiaqe

sudis _
suolie|a) 371§
sydeys jo uonEN UG
uoliuBeda adeyg
Suipeay

w4

| 11 0p 01 Moy
dnuead

swaneg

ey —

euonowyqd

Awlouoiny

‘uorsstwiad 4q pajuuday uaipjiyd) Sunoy jo uoneanpy

sduwe)
auwd
pauipuj —|
£330} Jo
uojIdesNnuj —
Jamew jo
suadoud —
Kan0w1g
Buiyuiy
aaranpu;
0133
pue reuyL |

— swaisng

v )

— Joueteg

— 1yPiom

— anpqeig

— Allaesny

3
u
3
1
2
S

syoord

ERITE 2]ULERIEN

-[s100§

$J24)10 JO Jom 41

305 13dsay

|
dnuwd!D
uotliz1adoo)
2oua1adwon jo Yurday

uohiel
-uasaaday JjoquIAS

adoad
Jo 3ouapuadapidivy
|

sappnIs

| Ld S

[YIPFIT] ¥} |
(17171} _
Wuiddsy

ayy 10§ uoleosSy [euolien Y3 Aq ¥961 @ 1y3uhdod DATVN D 'uoiButysem ‘¥961 YIITH S yiaqesig Aq paupa ‘(xi-i1a -dd) (pd *aa1) yoog yo0pg aryJ wou

WA S LeasII AQ DENDS (9261 ( PO 181) WOOE X230 Sy
ADOIG UOYsN Pue SUOLRUD) WU} DIIONDY .

uydun
WYY
s suollelg
WX |1 queny

[ +¥1% 3P40
uwnjop
uwAInSeIN

SOPeMAIE]N

uoHEdINSLE])
1

ng

_ 1

i

puiddey “
ANIWIG |
adeyg

.
| \,_ ey §83)
!
_ 1SEJWey; | b uPY) oW,
;

ajlfenba .>:_1:r~=_

2edg

O

' | rexdojodo)
sty

ueapidng

juawmdo]aa’(qg

Teo1siAqd

-._o__u_:n_:ue pury
UoI1eUIPIO0) pURY-JA7;
uondadiad rensip
dnued|)

NI JIAY) PUE NG0Ad

wmmom)) POOYPITY Ajreq 10§ $20]d J0 SUORNGIIU0D) [PRUSI0] 7 AN

38 \ Part 1—Exploring Classroom Resources

[€)

IC

Aruitoxt provided by Eric:

E



buildings by cutting, pasting, and paint-
ing small boxes or milk cartons. How
carefully skyscrapers must be balanced!
Frozen ponds might be indicated with
aluminum foil. Use recycled materials
whenever possible for class projects.
State, U.S.,or world maps may be posted
inprimary classrooms, of course, but they
will be most valuable when accessible to
children looking for familiar place names
and tracing travel routes for families who
moved withinor immigrated to the United
States. Although globes could be intro-
duced as one of many mapping strategies
with older primary children, even most
adults have difficulty grasping the con-
cepts of time and space that globes repre-
senit. Their practical use is limited until chil-
dren have more experience with symbols. If
possible, use world maps that are scale
accurate,suchas the Petersprojection, rather
than the traditional Muercator map that dis-
torts the size of the Western continents,

Capitalize on the value of gumes and
manipulatives. There is o muoch to be
learned in hands-on, feet-on projects As
childrenwork and play together, teachers
are always ncarby to ask thought-pro-
voking questions, to guide and direct, to
locate materialsand resources, torespond
to questions, and to encourage children’s
thinking about themselves and the world
around them,

Adults’ specific, seemingly casual
comments about individual successes,
such as “Nouke, how quickly you
found your friends today when you
played Hide and Seek! You
must have been listening

When a positive atmosphere is estab-
lished, children compliment each other
on their progress and successes: “Yippee!
You did that really hard puzzle all by
yourself, Kevia!” Through experienceslike
these, children develop a positive, accu-
rate picture of themselves as people, get to
know other children as people who can suc-
ceed, and come to feel they are anintegral part
of an important group of friends.

At the same time, some common teach-
ing materials and strategies can backfire,
even when their intended use is to teach
fairness and democracy. Games such as
Old Maid, for example, stereotype and
ridicule people, so they should be avoided.
If children bring these types of games to
school, discuss the materials, with sensi-
tivity, asexamples of subtle ways in which
people feel hurt.

Selectingchildren for classroom respon-
sibilities, for special tasks, for the order in
which they receive their Junch, or as team
members can be fraught with broken
hearts. Find unbiased ways to select chil-
dren for these activities, such as drawing,
names fromahat, so nochild feels humili-
ated by being the last one chosen.

Aboveall, help children concentrate
on the fun of participating and play-
ing together, rather than on winning
or completing the final product. In so
doing we increase the probability that
our long-term goals for children will be
realized. The process of playing is exem-
plified by the many opportunities pro-
vided for young children to engage in
dramatic play.

carefully,” contribute far
better to children’s self-
esteem and long-term de-
velopment than the stan-
dard approach of awarding
impersonal ribbons or cer-
tificates for achievements
(Curry & Johnson, 1990).

During children’s early years, maps
are most meaningful when they are
constructed by the children as
miniatures of familiar environments.
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Drainatic play props

Through dramatic play, children try
out different roles and behaviors in the
security of their classroom. They can be
anyone they choose. Children can experi-
ence what it is like to iive in an igloo,
to eat and drink while sitting on the
floor, to wrap a flowing

or other familiar furnishings that reflect
the cultures of children and their sur-
rounding community.

Dolls and puppets should represent
maay cultures, ages, abilitics, and males
and females, too. It's easy for manufactur-
ers to add a tint to plastic dolls to create a
range of skin tones, but look for dolls and

scarf around their waists,
to walk with crutches.

The abundance of props
for the dramatic play area

Help children concentrate on the fun
of participating and playing together.

can be rotated every week
or two so that children’s
interest is always piqued by something
new; but children should be able to count
ona few permanentitems, too. Make sure
more than a single representative item is
available for each group to avoid token-
ism. Furniture, dolls and puppets, cloth-
ing, accessories, and tools from home and
work—all culturally authentic—are the
most common dramatic play items for
young children. Label storage boxes so
items can be retrieved easily.

Child-size furniture enables all children
in the classroom to take charge of their
environment, and to experience the past
as well as the present and future. Move
cradles and chairs about to create a bus-
tling hospital on Angel Island, longhouses
of the Iroquois, or trains carrying immi-
grants east and west. Include a rocking
chair, a hammock, floor pillows, a futon,

puppets with authentic facial features,
hair, and clothing, as well as skin colors.
Children can sew puppets, dolls, quilts,
doll clothes, and other props with the
help of an informed adult. Accurate illus-
trations in books can aid in the design.

Children always enjoy trying on dress-
up clothing, whether it be a pair of tippy
high heels or leather sandals, a briefcase
or a brilliant sash. Seek clothing made by
thegroup represented whenever possible;
check with families and scout for finds at
yard sales. Offer a balance of everyday,
special occasion, contemporary, and his-
torical clothing.

Housewares, tools, and workplace items
help solidify children’s understanding of
the similarities that all human beings share.
Select both histcrical and contemporary
kitchen utensils (flour sifters, muffin tins,
wok); foods (corn, rice,
nuts, pasta, potatoes);

Teachers are always nearby to ask
thought-provoking questions, to guide
and direct, to locate materials and
resources, to respond to questions, and
to encourage children’s thinking about
themselves and the world around them.

items used in a variety
of occupations (hard
hats, fishing nets, spin-
ning wheel, calcula-
tors, dictionaries in
several languages);
and other artifacts that
children can use to ex-
tend their playand un-
derstanding of how

40 \ Part 1—Exploring Classroom Resources

people live and work.
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Bulletin boards

Bulletinboardsand other
school displays offer the
most prominentand visible
means for teachers toinstill
children’s pridein theirown
efforts and their own heri-
tages. The items displayed,
therefore, should be primar-
ily the results of children’s

Select historical and contemporary
kitchen utensils, foods, items used
in a variety of occupations, and other
artifacts that children can use to
extend their play and understanding
of how people live and work.

own projects. Representa-
tive samples of all their work—writing,
drawing, painting, sculpture, photos of
them and their families at home and school,
newspaper clippings they choose—can
be hung for each other and visitors to sce.
Encouragechildrentoframetheir works
with larger sheets of construction paper,
hang items at their own eye level, and
work together to prepare pleasing exhibits.
Children deserve options for their work:

¢ display it;
* file it away so they can measure their
progress later in the year;

take it home; or
* throw it away.

In classrooms where children know they
can succeed, wastebaskets will be practi-
cally empty, and walls, filing cabinets,
and the refrigerator at home will bulge.
Many teachers prefer to prepare occa-
sional displays of their own, as well, to
draw children’s attention to something
special. When buying or making these
displays, avoid stereotyped materials,

Offer children options for
their work:

* display it;

¢ file it away so they can measure
their progress later in the year;

* take it home; or

* throw it away.
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such as alphabet lists that illustrate the
letter I with Indian or Igloo (neither is a
long I sound anyway). Eliminate com-
mercial and cartoon characters. Children
see enough of them elsewhere. Instead,
look for bright and beautiful colors and
designs in Native American, Hispanic,
African, and other art forms. Seek out
posters in Spanish, Japanese, and other
languages childrenspeak with their fami-
lies. Create collages from magazine and
catalog pictures—including lots of faces
and settings to demonstrate a wide range
of diversity.

The fine arts

Along with literature (covered earlicr
in the children’s books section), music
and art are also fine arts. If children are to
truly appreciate the diversity of human
expression, they need familiarity with the
variety of ways that cultures and individu-
als express beauty through their music and
art, as through literature. When the three
are combined, as they are in any well-inte-
grated elementary curriculum, children
are fascinated and eager to learn more.

Music. Music is one of the most valued
expressionsof cultural and personaliden-
tity. Music can bring tears to the eyes,
laughter to the soul, and dancing tu the
feet. Nearly all young children love to
sing, dance, listen to, and create theirown
music. Fortunately, recordings of hun-



dreds of different musical sounds—
harps, drums, bagpipes, triangles,
solos, symphonies, voices, and
instrumentals—are readily avail-
able. Eager-to-perform musicians
reside in every community.

The items displayed should be
primarily the results of
children’s own projects.

How many waystherearetobring
children and music together! Children
enjoy singing, playing, or dancing to re-
cordings. They listen with rapt attention
when older children or adults play for
them. With some guidance, they can try
simple instruments themselves or make
their own musica! instruments. Music,
like story reading, should be a several-
times-a-day occurrence in primary class-
rooms. Through music, children’s senses
areengaged as they remember, feel, imag-
ine, move, play, and respond.

clogging shoes, a tuxedo, and similar re-
lated items that can add to the fun of expe-
riencing different styles of music.

Ask families and others in the commu-
nity to share their favorite traditional
songs, instruments, and singing games
with the class, too. Families who may not
be readers may -vell be musicians. Per-
hapsa parent, grandparent, orunciecould
play some foot-stomping Appalachian
fiddle and teach children some dance
steps. Others might be willing to sing—in
their home language—their
child’s favorite lullaby that

Through music, children’s senses
are engaged as they remember, feel,
imagine, move, play, and respond.

has been passed down for
generations. How easy it is
for children to learn real,
meaningful wordsinanother
language whentheyaresung

The Americans All collection of Music
of America’s Peoples (Spottswood, 1989)
inspires teachers to seek out other au-
thentic ethnic musical expressions to
share with children (some resources are
listed in Part 3). Search forappealing mu-
sic and recordings—old and new, classi-
cal, rock, folk, jazz, rap. Singing games
and fingerplays—traditional and mod-
ern ones—are popular with young chil-
dren, too. Some teachers strive to learn at
least one new one each week.

Work with the school’s music staff to
enlarge the collection of real instruments
available for children, and borrow them
oftensothechildren canstrum,strike,shake,
or blow with success. Invite older children
to play familiar tunes for younger groups;
after only a few lessons, fourta graders can
play songs thatare familiar and impressive
to young ears. Collect diaphanous scarves,

to a beautiful melody.

Fven music, however,
sometimes can be counterproductive to
our efforts to demonstrate respect for
people. For example, asong suchas “Ten
Little Indians” (and the Indian head-
dresses often used with it) treat Native
Americans as objects. Neither the music
ner the costumes “reflect their diverse
lifestyles, histories, work, music, or cel-
cbrations” (Ramsey, 1979, p. 28). Before
sharing a song or dance with children,
think critically about the message con-
veyed to assure that diversity is valued,
that religious beliefs are respected, and
that any cultural group would be de-
lighted to be the subject. Music can
bring such joy to our lives!

Art. Just as with music, children expe-
rience art forms in two ways: as observers
and as participants. Both experiences are
equally critical in a developmentally
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Projects should be the children’s

creation from start to finish.

and leaves to cotton and stones.
Recyclablematerials, suchasbut-
tons, yarn ends, ceramic tile
pieces, upholstery scraps, and

appropriate classroom. Children can be
surrounded every day with various artis-
tic expressions from their own and other
cultures, such as paintings, sculptures,
wall hangings, rugs, or mobiles. Change
the collection frequently so children feel
at home with a variety of aesthetically
pleasing items, and choose several differ-
ent items from each group.

Touch, smell, sight, and sound are as
much a part of the artistic experience as
they are every otherarea of learning. Find
out what local clay, wool, flower petals,
onion skins, or other folk art materials
and styles might bebroughtintotheclass-
room. Perhaps children could visit a pot-
ter at the potter’s wheel, a glass blower, a
weaver, or an ironsmith.

Ask families orother people in the area
if they would share a treasured art object
and explain to the children its signifi-
cance. The simplest items, such as a soap-
stone Eskimo child and her dog or a set of
Russian Matryoshka stacking dolls, may
have the most appeal. Take a walking trip
to a hands-on museum or sculpture gar-
den. For more marvelous suggestions of
ways to promote children’s

other similar items are usually
had-for-the-askingin every com-
munity. Colors for children’s selection
must cover the spectrum from black
and brown to white and everything in
between, and with all being seen as
equally valuable.

Demonstrate and explain artistic tech-
niques so that children can experiment
with their own interpretations—a teach-
ing process illuminated by elementary art
teacher Jo Miles Schuman:

It is not expected that students will be able
to create pieces of art as fine as the ex-
ampies shown them, whichare usually the
resultof yearsof training and tradition. But
when they work with materials with their
own hands, students appreciate the skills
of those artisans even more. At the same
time, they enjoy the creative process them-
selves and gain some confidence in their
ownabilities. Exposing students toart from
all over the world brings them the wonder
of art in all its many forms, expands their
knowledge of what art is, and shows them
the variety of ways design problems canbe
solved. (1981, p. ix)

The criteria set forth earlier forlearning
materials and activities apply to art as

well as to all other classroom endeavors:
Projects should be the children’s creation

aesthetic development, in-
doors and out, sce Feeney
and Moravcik (1987).

As children become ac-
quainted withman; typesof
art, they will be curious to

Identify local resources of interest to
children. Ask for recommendations.
Look for the unusual!

know how the effects were

achieved and with what materials. For
children to truly appreciate how art var-
ies within and among cultures, a wealth
of different natural media must be avail-
able for children to explore, from twigs
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from start to finish. Copying mundane
crafts, cutting and pasting worksheets, or
coloring insomeone else’s drawing is nei-
ther art nor of much value for learning
(Jefferson, 1963).




Guests and field
trips

Every community has historical mark-
ers, ruseums, restored buildings, resi-
dents who remember the olden days, ad-
vocates for people with varying abilities,
cultural centers, or groups whorecognize
the finest talents in the area. Whether
guests are invited to the school or chil-
dren take an excursion, a great deal of
planning—always with the children’s full-
est possible participation—is involved.
Both types of activities contribute further
to an educational environment that pro-
motes children’s awareness of the world
around them.

The first task is to identify local re-
sources of interest to children. Ask chil-
dren, their families, colleagues, and li-
brarians for recommendations, even if
the community is a familiar one. Look for
the unusual! For example, a Tenement
Museum on New York’s Lower East Side
is the only museum to honor the homes of
urban pioneers. Track down local legends
or true stories, such as the one about
heroine Kate Shelley who saved a train
from plunging off a bridge into a rain-
swollen lIowa river. Seek out living his-
tory museumsor farms, working farms or
archaeological digs, and cemeteries in
which to do grave rubbings of names that
reflect families’ origins.

Figure 3. Activities Related to Foods

Growing j

+ visit an orchard during planting and/or
harvest season

* plant a garden

» sprout beans

« root a sweet potato
» go fishing

* milk a cow

Processing

* watch produce being loaded onto a
truck or unloaded

* visit a food-processing piant (old gnst
mill to a high-tech cannery or dairy)

* grind peanuts into peanut butter

/

_—

Marketing

+ collect food containers forharvest or sale—
baskets, bags, buckets, boxes—and setup
a classroom farm or store

* {ake a trip 1o one or more ethnic markets to
buy i..gredients for a recipe

* clip grocery ads from newspapers, com-
pare prices

¢ cutand sort coupons for parents to choose
when they visit school

Preparing/Eating

+ prepare foods with children's families (wash, tear
or cut, cook)

» conduct a library search for ethnic cookbooks

+ fix @ nutritious, cullurally relevant snack or lunch
for parents, staff, or other children in the building

* hold an international tood or harvest festival with
other classrooms

+ compile and illustrate a class book of favorite
family recipes with the help of volunteers

+ visit a specialty restauiantto see a particular dish
prepared. and then sample 1t
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Make sure speakers or tour

guides understand how children
learn best: hands-on, involving,

authentic experiences.

example, are unaware of where
milk comes from, the different
materials used to constructahome,
or the steps involved in sewing a
garment. The early childhood
years used to be a time when chil-
dreninevery culture learned these

As themes for children’s in-depth study
evolve throughout the year, children can
votetoselect the types of specialactivities
that most interest them. See Figure 3 fora
web of justa few of the possible guest and
field trip ideas related to foods.

Whenever other adults are involved in
a class project, orient them to the group’s
goals and interests before they meet the
children. Make sure the speakers or tour
guides understand how children learn
best—hands-on, involving, authentic ex-
periencesrather than justlecturing. Strive
toincludeas many as possible of children’s
five senses in every activity.

Sometimes a field trip is necessary to
givechildrenthe background experiences
necessary for them to better comprehend
the topic. Many of today’s children, for

types of things at their families’
knees. Our task is to give children
real experiences that undergird not only
their appreciation of similarities and dif-
ferences among cultures and individuals
but all of their future learning,

Every teacher can structure the class-
room environment to expose children to
the wealth of variety in people and the
artifacts of their cultures. This backdrop
is but only the beginning of our efforts to
ensure that children acquire the skills,
attitudes, and knowledge they need to
live and work in a diverse world. How
children learn is just as important as what
they learn about themselves and each
other. Part2 turns our attention to how to
integrate curriculum materials into the
substance, as well as the style, of teaching
children to value diversity.




Part 2

Integrating Diversity
Into the Curriculum

You teach best what you most need to learn.
—Richard Bach

ppropriate learning materials for older children re-
Acount portions of the history of many of the peoples

who live in North America. More mature children are
developing a firmer grasp of the passage of time, and their more
refined cognitive abilities enable them to deal with more abstract
ideas. They can also benefii from meaningful, diverse experiences
such as those recommended here.

But young children, as we have seen, must have a variety of
experiences about life now before history can begin to make sense.
They must first get to know themselves—along with their families,
friends in school, their neighbors, and people they will play with
and work alongside all their lives.

Primary teachers who embed respect and success within the
daily fabric of their classrooms celebrate contemporary similarities
and differences, and unfold children’s awareness of their own—
and their friends’—personal histories and interests. Family mem-
bers become active participants in their children’s education, at
home and at school. In the process, children begin to recognize the
common threads that unite us all as Americans.

Learning that values diversity takes place naturally—in every-
day classroom events and activities that relate to children’s lives at
home and at play—and thus makes sense to children. Children
improve their handwriting skills by penning their own family
stories, for example. They learn how mathematics works by keep-
ing score when they play traditional games, or by measuring when
they cook or construct replicas of their neighborhoods. Reading




and languageare per-
fect forleamingmore  Jeachers who embed respect
about each other as sttt .

e oo 2 and success within the fabric
original books, hear Of their classrooms celebrate

fascinating stories SIS PRI
that span genera- contemporary similarities

tions, note the simi- and differences.
larity of expressions
from onelanguage to
another, and pretend to play the roles of people today and yesterday.

Although world history is not taught per se in the primary grades,
it is important for teachers of young children to understand the
events and circumstances involving cultural groups—ranging from
the first Americans to the most recent of immigrants. This balanced
knowledge enables teachers to select authentic materials and to
implement teaching strategies that convey respect for children’s
families and their cultures. Curiosity is contagious, so teachers who
establish an atmosphere of eagerness to learn are sure to pass on
their quest for knowledge.

Part 2 begins by reviewing four intertwined teaching strategies that
are the heart of a developmentally appropriate, diverse curriculum:

* democratic conflict resolution,
* positive discipline,

* antibias advocacy, and

* cooperative learning.

As children experience genuine pride in themselves and others,
learn greater self-control, solve real problems, grow in wisdom with
each other, see their families involved in their education, and sense
they are an important part of their communities, they increasingly
become successful learners. They become committed to democracy,
truth, fairness, and the other ideals shared by all Americans. These
children are readers and writers. They are mathematicians. They are
scientists. Musicians. Artists. And anthropologists. Poets. Decision
makers. They are learning what they need to know now—and for
their future continued success.

Chapter 6 suggests a few lively diversity activities easily inte-
grated as a part of the primary curriculum, and includes ideas for
using a variety of resources. More specific learning activities build-
ing onthe Americans All programare found elsewhere (McCracken,
1992). Children’s study of themselves and others can truly be an
exciting adventure. Teachers—along with children’s families and
the entire community~—can lead the way to fuller lives and a more
harmonious world by incorporating diversity into children’s every-
day experiences.
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Chapter 5

Teaching Strategies

efore choosing exactly HOW

and WHAT children are going

tolearn, teachersfind out WHO
the children are. Observations of and con-
versations with children, their families,
and other professionals provide the chief
sources of information about each child’s
skills, languages, values, and interests.
Throughout the year, children’s strengths
and weaknesses as individuals and as a
class continue to be identified.

Based un the information that accumu-
lates every day, teachers tailor—minute
by minute—a primary program tofiteach
child, the group, and the community.
Why? Because

It is the responsibility of the educational
system toadjusttothedevelopmental needs
and levels of the children it serves; children
should not be expected toadapttoaninap-
propriate system. (Bredekamp, 1987, p. 13)
Many of today’s children enter school
with backgrounds in Head Start or other
early childhood programs already rich in
diversity and developmentally appropri-
ate learning opportunities (Head Start
Bureau, 1992;McCracken, inpress). Many
children live in ethnically blended fami-
lies or neighborhoods. Today’s commu-
nities are diverse in many ways. Televi-

sion has opened other human relations
vistas, sometimes woefully inaccurate.

The experiences and composition of
each class give direction to how children
learn to appreciate themselves and each
other (Table 6). A supportive classroom
atmosphere is far more effective than an
isolated activity or two toboost children’s
self-esteem or to celebrate a holiday.
Therefore, these recommendations apply
to adaily style of professional practice that is
naturally infused with content that val-
ueshumandiversity and democracy. This
style of teaching addresses all areas of
children’s development, and gives stu-
dents ample opportunities to succeed.

Few children have extensive positive
experiences with racially, culturally, eco-
nomically, or otherwise differentchildren.
At the beginning of the school term or
whenever a new child is enrolled, the
children will thus benefit if their interest
in each other’s physical differences and
similarities is acknowledged. Young chil-
dren readily become comfortable with
various skin colors, hair textures, facial
features, languages, abilities, and other
human features when their classroom is
filled with trust and respect.
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Table 6. The Approach Depends Upon the Class Composition

* If your class is already diverse, then learning about themselves will simulta-
neously provide learning about diversity.

* If your class is all children of color, the first task is fostering positive personal and
group identity in the face of negative messages of racism. Further tasks include
learning about the diversity within the class and then about groups not present.

¢ If yourclassisall European American, developing children’s positive personal and
group identity must include learning to appreciate and accept the differences
among themselves. Introducing activities about ethnic/cuitural diversity not
present in the class should be done in conjunction with countering socialiy
prevailing stereotypes and biases about people with color. Begin witha group that
has some visibility in the children’s world because they live in the larger ccmmu-
nity or are represented on TV programs the children watch.

From Anti-Bias Curriculum: Tools for Empowering Young Children (p. 37) by L. Derman-Sparks &
the A.B.C. Task Force, 1989, Washington, DC: NAEYC. Copyright © 1969 by Louise Derman-
Sparks. Table revised 1993 by L. Derman-Sparks and printed by permission.

hurt her feehngs.” (Derman-Sparks,

Children are curious and may ask po- !
Gutiérroz, & Phillips, 1989, p. 5)

tentially embarrassing questions about

appearance, such as “Why is Jamal'’s skin
so dark?” Appropriate responses briefly
and honestly address the real questions
and are sensitive to children’s feelings:
“Jamal’s skin is dark brown because his
mom and dad have dark brown skin. Weall
have a speciai chemical in our skin called
melanin. If you have a lot of melanin, your
skin is dark. If you only have a little, your
skin is light. How much melanin you have
in your skin depends on how much vour
birth parents have in theirs.” (Derman-
Sparks, Gutiérrez, & Phillips, 198$, p. 5)
Language can also be a source of
children’s concern, as indicated by ques-
tions such as “Why does Miyoko speak
funny?” An appropriate response to a
question about language
might be

After children have satisfied their basic
curiosity about easily observable differ-
ences, they are ready to get to know each
other as human beings with similar feel-
ings, families, needs, and dreams.

The proven teaching stratepies re-
viewed here meet the eriteria established
carlier for learning materials and activi-
ties. They promote children’s various in-
telligences, These techniques lead to
achievement of positive lorg-range goals
for children. Most of these strategies are
already in place in professional-practice
classrooms. The practical application of
strategies in an integrated, diverse cur-
riculum is the center of attention here.

“Miyoko speaks differently than
you do. She speaks Japanese be-
cause that’s what her mom and
dad speak. You speak English
like your mom and dad. It is
okaytoask questions about what
Miyoko is saying, but it is not
okay to say that her speech
sounds funny because that can

The composition of each year’s
class largely determines the
direction of how children learn to
value diversity.
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Pride and self-esteem

Individuals and groups within every
cultureare proud of themselves for many
reasons, as examined earlier in Com-
mitmenrt #3. Teaching techniques de-
signed to promote self-esteem, therefore,
are shaped to fit children’s personal /cul-
turalstylesand values (Hale,1991).Sound
teaching strategies contributetochildren’s
feelings of pride and unity—never supe-
riority ordivisiveness—in themselvesand
other people.

Sensitive teachers are acutely

Ways to encourage children. Many well-
intentioned aduits contend that praise
and rewards are the best ways to promote
children’sdevelopmentand self-esteem. But
the evidence is otherwise: “The long-range
effect of encouragement is self-confidence.
The long-range effect of praise is depen-
dence on others” (Nelsen, 1987, p. 103).

Reviews of research (Gottfried, 1983;
Cannella, 1986; Curry & Johnson, 1990;
Kohn, 1991) and popular articles, alike
(Maynard, 1989), consistently reveal that
empty and excessive praise, lavish distri-

aware thatchildren’sdiversityisever
present in classrooms. Adopted
children, children with interracial
heritages, children who live in
blended families, and children who
are growing up in many other cir-
cumstances in our country all de-
serve support for their individual
and groupidentities (Wardle, 1987,

Appropriate teaching strategies
contribute to children’s feelings
of pride aniid unity—never
superiority or divisiveness—in
themselves and other people.

1990a, 1992b; Hearst, 1993).

If there are Native American children,
forinstance, teachersare led by the knowl-
edge that many Native American families

¢ respect and value the dignity of the
individual;

focus on cooperation;
value sharing;

see time as a continuum, with no begin-
ning and no end (not clock watchers); and

listen to wisdom of their eldersbutalso
learn tobe independent, and to live by
and learn from the decisions they make
(Foerster & Little Soldier, 1978).

For eachchild’s culture, teachers identify
the components of what the child’s family
considers to be authentic self-esteem. Infor-
mal conversations with families help pin-
point goals for children. Encourage these
attributes with children in school. Why?
Because “encouragement . . . fosters au-
tonomy, positive self-esteem, a willing-
ness to explore and an acceptance of self
and others,” (Hitz & Driscoll, 1988, p. 13).

bution of stickers, and similarly trite so-
cial or tangible rewards
¢ erode children’s genuine sense of self-
esteem;
undermine children’s intrinsic motiva-
tion and self-control;
infer that the activity hasnoworthinits
own right;
reduce children’s persistence;
lead childrentotake ontheeasiesttasks;
discourage children’s creativity; and
foster children’s dependence, rather
than autonomy.

How then are children encouraged in
developmentally appropriate ways?
Teachers who encourage children
e give specific, effective praise (without

setting children up for failure) such as

“How carefully you are writing the

letters in your name, Khamsay”;

privately initiate encouragement

(rather than publicly comparing chil-

dren or urging competition), such as
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sitting down by a child at a learning
center and commenting, “Thatnew geo-
metric puzzle certainly captivated you!
You've been working diligently on it
for half an hour”;

helpchildrenappreciatetheirimprove-
ments in behavior or in mastering a
process (rather than evaluating a fin-
ished product), such as stating, “You
figured out how to smooth the papier
maché with your hand to make the
plateau level”; and

offersincere, directcommentsinanatu-
ral voice, such as saying, “You can be
proud of the way you used your words
tonegotiate for your turnon theswing”
(based on Hitz & Driscoll, 1988).

Fostering self-esteem through language
development. Children come to school
with a wide variety of language experi-
ences. Some may already be reading; some
can write their own names; others are
skilled listeners or storytellers. Teachers
of young children enjoy the privilege of
expanding children’s literacy in many di-
rections, both written and oral. Every ac-
tivity suggested in this guide promotes
children’s language development, so the
topic emphasized in this section is how to
foster self-esteem in children for whom
English is a sccond language.

Although English is the official language
of the United States, many people are fluent
in other languages as well. In a democracy
such as ours, families rightfully choose the
language they wish to use to communicate
with their children. The school’s respect for
families’ culture and language is essential,
then, for children to feel pridein themselves
and in their heritage.

Teachers who encourage
children

* give specific, effective praise;

¢ privately initiate encouragement;

* heip children appreciate their im-
provementsin behavior or in mas-
tering a process; and

* offer sincere, direct commentsina
natural voice (based on Hitz &
Driscoll, 1988).

Atthe same time, teachers help parents
to prepare children to succeed in the
broader society. Citizens in most indus-
trialized nations are bilingual. The recent
influx of immigrants challenges our
schools to keep up with our multicultural
populations. At one elementary school in
Brooklyn, children speak 26 languages,
from Armenian to Urdu, and more than
150 languages are now spoken in
America (Leslie, 1991).

Working with youngchildrenand their
fanilies, many of whomspeak little if any
English, requires flexibility, sensitivity,
and a wealthofaccurateinformationabout
how children acquire language. It is im-
perative thatchildren maintaintheir posi-
tiveself-esteemwhile they gradually learn
a second (or third) language and culture
inschool (NAEYC & NAECS/SDE, 1991).

Some specific strategies for building
children’s pride through bilingualism are
offered in Table 7. For further details on
working with non-English-speaking chil-
dren, sce Williams and De Gaetano (1985),
Schiller and Bermudez (1988), Soto(1991),
Wong Fillmore (1991b), and McCracken

(inpress). Communication

For each child and each family’s

culture, seek to identify the

components of authentic self-esteem.,

with children and their
families is greatly facili-
tated, of course, whenteach-
ers themselves use the
community’s languages
with case and grace.
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Table 7. Building Pride in Bilingualism

The possibilities are endless for teachers of young children who, as role
models, are in a unique position to establish the tone, or “classroom climate,”
through decision making, collaboration, interactions, and activities.

Teachers of young children are currently implementing a variety of educationally
sound strategies. In addition, based upon the recent research, and what we know
about young children, we can:

1. Acceptindividual differences with regard to language-learning time frames. It's
a myth to think that young children can learn a language quickly and easily. . . .

. Accept children’s attempts to communicate, because trial and error are a part of
the second language learning process. Negotiating meaning, and collaborationin
conversations, isimportant. . . . Plan and incorporate opportunities for conversa-
tion such as dramatic play, storytime, puppetry, peer interactions, social experi-
ences, field trips, cooking and other enriching activities.

. Maintain an additive philosophy by recognizing that children need to acquire
new language skills instead of replacing existing linguistic skills . . . .

. Provide a stimulating, active, diverse linguistic environment with many oppor-
tunities for language usein meaningful social interactions. Avoid rigid or didactic
grammatical approaches with young children .. ..

. Incorporate culturally responsive experiences for all children. . ..

. Use informal observations to guide the planning of activities, interactions, and
conversations for speakers of other languages.

. Provide an accepting classroom climate that values culturally and linguistically
diverse young children. . ..

From “Research in Review. Understanding Bilingual/Bicultural Young Children” by L. 1. Soto, January
1991, Young Children, 46{2), pp. 34-35. Copyright © 1991 by the National Association for the Education of
Young Children. Reprinted by permission.

Practical ways to promote pride. A
developmentally appropriate, diversecur-
riculum enhances children’s self-esteem.
An atmosphere of trust, respect, and re-
sponsibility promotes children’s genuine
pride in themselves as successful learners
and friends.

activities, p. 84, Chapter 6). Address chil-
dren and family members in a manner
consistent with the traditions of their cul-
tures (Morrow, 1989). Spell and pronounce
children’s names carefully in accordance
with cultural and personal preferences.

Names—of individuals, activi-
tics, and groups—are a prominent
indicator of attitudes about self
and others. On the first day of
school, or when new children en-
roll, children feel honored to tell
teachers and friends what they

Respect for each family’s culture
and language is essential for
children to feel pride in
themselves and in their heritage.

prefer to be called (see Individual
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Names crop up in other ways
during the school day as well.
When teachers call children to sit
on a carpet to hear a story, they

Genuine pride is enhanced by
trust, respect, and responsibility.

can ask children to sit like pret-
zels or in tailor style, instead of like Indi-
ans (few Native Americans ever sat that
way). The terminology used to describe
groups changes as attempts are made to
be both accurate and posii .ve inreferring
totheindigenousand immigrant peoples,
as well as many others who share com-
mon attributes. Help children recognize
contemporary usage; explain why older
books use other names to refer to Native
Americans, African Americans, European
Americans, or Mexican Americans, and
why the names may well change again as
we develop more sensitivity to people.

Earlier we discussed how important it
is to choose members of committees or
teams in fair and varied ways. Children
quickly pick up on what the assigned
names of ability groups, such as those for
reading, really mean. The best profes-
sional practice minimizes the use of ho-
mogeneous groupings,and strivestogive
children opportunities to learn at their
own rates and in their own styles—and
from each other—in heterogencous
groups (Bredekamp, 1987; NAESP, 1990).
Whenever small, flexible groupsare used,
children could vote to select a name in
which they feel pride. They may change it
whenever they agree to do so.

Democracy and cooperation areamong
the shared American values practiced
daily in classrooms structured for suc-
cess. Young children are very willing and
able to accept real responsibility for them-
selves and others (Guideline #2 in Chapter
3). Teachers involve children in every task.
With a bit of preparation on how

Childrensavortheresultsof, and readily
evaluate, theirown valuableefforts. Their
real achievements at real tasks surely pro-
mote their self-worth. Children select
which pieces of their own artwork to ex-
hibit. They choose which of their original
poems to display. They choose whether
to take a photo or draw a picture of an
intricate model they constructed of their
apartment building.

When childrenroutinely make real-life
choices such as these, they learn to evalu-
ate their own efforts, to trust their own
judgment, and to experience the logical re-
sults of their decisions—they are becoming
autonomous! When children feel proud of
and responsible for themselves, they are far
more likely to be in control of themselves.

Self-discipline

Young children who make lots of noise,
hit each other, wander around, fail to pay
attention, or otherwise disrupt their own
learning as well as the education of other
children are often either
¢ overwhelmedby physical oremotional

factors (such as hunger, inadequate

care, or lack of security), or

¢ bored (perhaps the work is too simple,
unrelated to their lives, or far beyond
their developmental capacity) (Green-

berg, 1988).

Ontheotherhand, when children know
that school is a welcoming place, when

to handle the job, children can re-
cycle paper in a handy box, read
stories to younger children, assist
the librarian, safely keep the play-
ground clean, and engage ina host
of other collaborative tasks.

Children learn at their own rates
and in their own styles, as well as
from each other.
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they decide about things that af-
fect them, and when they tackle
meaningful challenges, their self-
control is promoted. A diverse

Real achievements at real tasks
promote self-worth.

classroom creates a setting in
which children can be reasonably well
behaved and intensely involved in the
pursuit of knowledge.

The most difficult learning challenges
of the early years are for children to get
along with each other, to solve problems
with words instead of fists or feet, and to
cooperate with a variety of people.

Positive, future-oriented approachesto
helpingchildrenlearnself-discipline place
the responsibility for proper behavior on
the children (Smith & Davis, 1976; Shure &
Spivack, 1978; Stone, 1978; Miller, 1984;
NAEYC, 1986; Honig, 1987; Nelsen, 1987).
Never place control in the hands of a
threatening, vindictive adult (Smith &
Davis, 1976; Gartrell, 1987). These time-
tested approaches begin with prevention.

Prevention. What are primary children
expected to learn in a diverse classroom
with regard to their behavior? The goals
for any appropriate program for children
stress that children are expected tobe fair
and friendly, responsible decision mak-
ers, cooperative, proud ofthemselves,and
thus growing toward greater self-control.
Children achieve none of these goals if
their behavior is controlled through fear,
humiliation, or bribes (Greenberg, 1992).

Inschoolsthatpromotedemocracyand
responsibility, problems are prevented
whenever possible. Teachers create a
friendly, respectful classroomclimatethat

invites children to learn together. Children
are held responsible for their own actions.

Each fall, children and teachers work
out their own class rules to help children
do their best at school. Children who
attended good preschool programs likely
have experience with this process. Teach-
ers guide discussions so they are short
and focused, but carried out in the spirit
of democratic problem solving (for de-
tails, see Democratic conflict resolution,
p. 58, this chapter). With help, children
identify critical areas in which rules are
needed—usually safety, fairness, or con-
flict resolution. Children think through
the reasons for their rules.

After the basics are determined, urge
children to express a few general rules in
terms of what they are expected to do.
These are examples of positive rules pri-
mary children might set for themselves:

¢ We use our words to solve probiems
fairly.

¢ We respect each other’s bodies and
feelings.

¢ We walk quietly in the hallway.

Children are still Jearning to control
themselves, so they won’t follow their
rules 100% of the time. The strategy is
prevention. Teachers can help children
recognize, inadvance, natural, logical con-
sequences of breaking their rules: Mean
children have no friends; careless chil-
drencleanuptheirown messes.

Whenchildrenanticipate real

In a diverse classroom, children
are reasonably well behaved and
intensely involved in the pursuit

of knowledge.

consequences such asthese, the
need forartificial consequences
diminishesconsiderably. Nelsen
wisely recommendsthatany es-
tablished, immediate conse-
quences fit these three criteria:
“related, respectful,” and “rea-
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sonable” (1987, p. 73). All three are

essential for the consequences to  Self-disciplined people are

effectively help children achieve

self discipline, and thus to provent A €Pt at making decisions about
many difficulties. A 3-Rs conse- h()w to behave,

quence mightbe that the child who

spills glue on thefloorisexpected to
cleanitup;anartificial consequence might
be the loss of recess or banishment to the
time-outchair. Artificial consequencesare,
in reality, merely punishments.
Punishments are likely to backfire. Re-
search on the short- and long-range ef-
fects of this popularchildrearing strategy
has conclusively shown that “children
whoarepunished feel humiliated . . . hide
their mistakes ... tend to be angry and
aggressive . . . and fail to develop control
ofthemselves” (NAEYC, 1986, p.9). Other
consequences of punishment are resent-
ment, revenge, and rebellion (Nelsen, 1987).
Therefore, blaming, forced apologies,
name calling, shaming, lectures, bribes,
fear, and other punitive approaches have
absolutely no place in a professional-
practice classroom. Punishment fails to
pave the way to success and self-esteem.
Rather, professionals should inspire chil-
dren to take increasing control of theirown
behavior. Youngchildrengotogreatlengths
to please adults and to get along with each
other. They are eager to leam. Adults im-
part the social and thinking skills children
need to succeed, today and tomorrow.

Democratic conflict resolution. We
grown-ups are always trying to gain
greater control of our behavior—whether
it's our eating habits, our anger, or our
tendency to procrastinate. Children, with
far less experience, are also trying to bet-
ter control themselves. They pick up their
cues about how to behave by

are needed toinstill self-control. Skills are
essential. Self-disciplined people areadept
at making decisions abouthow tobehave.
Sometimes our choices of behavior are
suitable; other times they disappoint. Chil-
dren experience true cause-and-effect
when they watch whatis happening, gen-
erate possible solutions to the problem,
choose a possible resolution, take action,
and thenlive withtheconsequences (Shure
& Spivack, 1978).

Conversely, if adults always impose
their ideas of how to overcome a diffi-
culty, children are robbed of valuable op-
portunities to learn to solve their own
problems. They’ll always rely on someone
else to figure a way out for them. Similarly,
if adults set standard punishments for
breaking the rules, ch.ldren never experi-
ence what it is like to live with the real
consequences of their own decisions.

Children become truly self-disciplined
by becoming skilled decision makers.
Therefore, adultsteach children the steps
involved in the process of democratic con-
flict resolution. Children apply this proc-
ess—sometimes called “using your
words”—wheneverthey have a disagree-
ment (Table 8). At first, adults guide chil-
dren through the four simple steps. Soon,
children solve their problems on their
own. It’s so sensible and so effective that
adults use the technique, too!

Let ssee how thisstrategy works. Watch
these first praders, who learned how to

watching and listening to people

around them. “Pleasc,” “Thank Professionals inspire children to

you,” and “Excuse me” are how
friends act toward each other.

take increasing control of their

More than a few self-imposed gwn behavior.

cultural rules and good examples
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Table 8. Democratic Conflict Resolutior

Step
1. “Tell us what happened.”
2. Summarize.

3. "What could you do about this
problem?”

4. Help the children choose a solution.

Action

Allow each child to explain the problem.

Summarize what they say. Include each
child’s point of view.

Ask children for possible solutions. Consider
all possibilities. Youmay say, “Iwonder if
there is another way tc handle this prob-
lem,” but don’t suggest any solution.

Do notgive any hintof what you think they
should do—it is their decision.

From Helping Children Love Themselves and Others (p. 26) by ].B. McCracken (Ed.), 1990, Washington, DC:
Children’s Foundation. Copyright © 1990 by The Children’s Foundation. Reprinted by permission.

use their words in preschool, go througn
the four problem-solving steps and use
their own good judgment.

Sadhanais usingthe giant magnifier tolook

at a variety of weavings, including some

the childrenin the group have made them-
selves. Tomislav would like a turn.

“Sadhana, can | please look through the
magnifying glass?”

She replies, “I'm not finished yet.”

“But you've been looking for a long time. |
already read a book, waiting for you to
finish,” Tomislav points out. (The children
expdain the problem through natural con-
versation.) “I'mtired of waiting.” (Tomislav
summarizes the problem.)

(Now come the solutions.)

Sadhana clearly is not willing to stop in-
stantly, as she retorts, “Well, you'll just
have to wait longer.”

Tomislav is not about to give up so easily.
“How long will it be until you're done,
then?” he asks.

Sadhana replies in a friendly tone, “Oh,
about two minutes.”

Tomislav is delighted. “Super!”

(The children choose their own solution.)

“I'll come get you when I'm done,” she

offers.

Contrast this to a scenario of two chil-
dren tugging on the magnifier and break-
ing offone of its legs, whines of “Teacher,
she won't let me have a turn!”, and—in

the ultimate robbery of learning opportu-
nities—an adult who proclaims, “We'li
just have to put the magnifier away until
you can quit fighting.”

Childreniearntotalk their way through
far more heated arguments than this. They
can resolve differences—democratically
and fairly—among themselves on issues
large and small. They even recommend it
to others: After hearing early news about
the fighting in the 1991 Gulf War, a four-
year-old who practices conflict resolution
at home and school remarked, “They
should have used their words!”

Sometimes, though, the dilemma seems
too difficult or children can’t come to
agreezable terms. What then? Class meet-
ings are an ideal method for democrati-
cally dealing with everyday decisions as
well as thorny issues (Nelsen, 1987). As
decscribed by Nelsen, class meetings have
four purposes:

1. to give compiiments,

to help each other,

. to solve problems, and

to plan events (Nelsen, 1987, p. 117).

W

These meetings are daily events in which
children set the agenda, listen to each
other, think through their options, and
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Keep in mind what we really want

children to learn.

overlap for young elementary
children in the Bronx who

start the year by exploring the
local surroundings to find parts

vote on what to do. This democratic, re-
spectful process fits within developmen-
tally appropriate program goals, and is
certainly workablein primary classrooms.
Parents can implement it with equal suc-
cessin family meetings athome. Through
democratic problem-solving processes
such as these, children learn to make and
trust their own decisions.

Skeptics about this style of instilling
self-discipline might find it helpful to fo-
cus on what we really want children—
both those involved and any bystand-
ers—to learn through every experience.
This reasonable, future-oriented style of
self-discipline—that promotes responsi-
bility and wise decision making—becomes
the clear choice!

Problem solving

The same thinking skills used in the
democratic conflict resolution process
apply toevery other real-lifeencounteras
well. Scientists, historians, physicians,
mathematicians, computer programmers,
educators—all use these same strategies
every day: identify problems, gather details,
observe data, analyze information,and draw
conclusions (Seefeldt, 1975; Holt, 1989).

Why offer children ditto sheets with
silly imaginary problems when pressing,
riveting issues face our nationand world?
Although these topics aren’t neatly frag-
mented into math or spelling packages,
they encompass many areas of the cur-
riculum and give children useful ways to
apply their emerging skills, thereby foster-
ing self-confidence and competence. These
resultsare far moresatisfying and of greater
service to humanity than any test score!

Consider how concern for the environ-
mentand thestudy of iocal native peoples

of the environment that would
have been there when the Indians
inhabited the region, such as trees, animals
and the Hudson River. Soon they are gath-
ering matureearsof com from plantsstarted
by the third grade the preceding spring.
This corn, whichis supplemented by store-
bought com, is dried, separated from the
cob, pounded in a hollow log and stored
for the May feast. Before the feast is held in
the warming days of spring, sugar maple
sap will be collected from trees using taps
and buckets and thesap willbeboiled down
to syrup. (Caduto & Bruchac, 1988, p. 6)

Respect for children’s cultures is em-
bedded within appropriate experiences
such as these when children use numbers,
read and write, and explore science and
social studies to solve real problems. Ob-
jects from many cultures float or sink just
as well as those that represent only one or
two different backgrounds (families and
teachers simply carefully select objects
that can be plunged into water by curious
children). Children locate various build-
ing materials whenstudying shelters past
and present. They figure out the effects of
weather on how people dress (clothing
styles and fabrics); what crops are grown
for food, clothing, or shelter; and how
housingisdesigned andbuilt(stone, steep
toofs, portable).

Whatreal problems can children identify
withanadult’'s guidance? Let'stakejustone
example of a seemingly frivolous problem.

Perhapsall the children aretalking about a
rap group star puppet they've seen adver-
tised on TV. Think of the multicultural-
and consumer-education possibilities
posed by this “problem”! First, children
figure out how much money they need,
and how toraise money to buy the puppet.
Suppose they decide to have an interna-
tionalartshow. Committeesare needed for
publicity, displays, pricing, tickets, cash-
iers, refreshments.

After the event, with money in hand,
children can compare puppet prices. (It's
off to the school library to look up stores’
telephone numbers or newspaper ads.)
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Children vote on which store will get their
business, then arrange for a shopping trip
to purchase the item.

Next comes product evaluation. Is the
puppet’s performance equal to that por-
trayed in the ad? Is it sturdy or fragile?
Does it seem as big in real life? Is the rap
star fairly represented? Do other children,
the manufacturer, store owner, and TV
station need to know the findings? Chil-
dren can write letters and newsletter ar-
ticles: Is the rap puppet a good gift choice?
Why or why not?

The most valuable lessons in language
arts, math, science, and problem solving
are found in the everyday world—and
children are self-motivated when learn-
ing takes place in the context of what is
important to them! Children identify seri-
ousissues that appeal to their developing
sense of responsibility, such as the effects
of pollution, how to meaningfully celebrate
any holiday (Neugebauer, 1990; Wardle,
1990), ways to deal with discrimination,

and efforts to assist homeless people. One
first grade class chose, for instance, to
decorate lunch bags and collect nails and
other building supplies for Habitat for
Humanity. Now these children can walk
ordrive past the finished homeand know
that their contributions made a difference
for people in their neighborhood.

Opportunities to solve real, important
dilemmas abound inevery classroom and
community. Adult leadership helps chil-
dren observe, identify issues, collect in-
formation, analyze data, agree on actions
to take, and stand up for what's fair and
right. See Table 9 for further suggestions
on how to begir to apply all-American
activist skills in classrooms.

Activities that involve food are always
popularand lend themselves well to multi-
intelligence learning. Take baking bread!
Children apply problem-solving and com-
munication skills to select a recipe from
one culture, locate in-
gredients, read direc-

Why offer ditto sheets with imaginary
problems when pressing, riveting
issues face children every day?

tions, measure, mix, set
the oven temperature,
shapethe dough, bake for
a specified time, watch
changes that take place,

store loaves safely, dis-

Table 9. Activism Activities

* Bealert forunfair practices in yourschool or neighborhood that directly affect your
children’s lives. You may be the first to identify the problem, or the children may
bring a problem to your attention.

* Consider the interests and dynamics of your group of children. Do they care about
the problem? What kind of actions would work with them?

* Consider your comfort. Is the issue one you feel comfortable addressing? What
strategies do you prefer?

* Consider the parents’ comfort. Do you want their agreement beforehand? Do you
just plan toinform them of your plans? Do youwantto include them in the activity?

* Try out the activity. If it works, great! If it doesn't, try again with a different activity!

From Anti-Bias Curriculum: Tools for Empowering Young Children (p. 83) by L. Derman-Sparks &
the A.B.C. Task Force, 1989, Washington, DC: NAEYC. Copyright © 1989 by Louise Derman-
Sparks. Reprinted by permission.
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Children are self-motivated when
learning is in the context of what

is important to them!

¢ enabling children to enjoy
working together, and

¢ encouraging children to de-
velop their seven intelligences
in the process.

play themattractively, and enjoy the fruits
of their labors. Math, science, and reading
are all kneaded!

Food is also a precious resource, soina
classroom that respects children, food is
for eating (Holt, 1989). Other art materials
abound-—recycled paper and fabric scraps,
boxes, packing supplies—so thereis norea-
son to use rice instead of sand or wood
shavings in a sand table, or macaroni in-
stead of woodenbeads for painting orstring-
ing. Eating food is just one more way chil-
dren work together to be part of

Wise teachers structure the
environment to assure that children work
in pairs, on teams, and in committees to
accomplish real tasks, large and small.
W enone child’saunt arrives with a tape
to teach everyone a dance she learned as
a child in Puerto Rico, children move the
tables and desks out of the way. One child
sets up the tape player. Children find
theirown partners. Perhapsa child whois
skilled at dance takes the :and of a child
who has less experience, and soon both
are happily responding to the music.

solutions tocomplicated dilemmas.

With every project, teacher and
children evaluate the activity to
determine learnings: What did
they accomplish? What would
they do ditferently next time?
What techniques were mosteffec-
tive? Why? How could they fol-
low through in the future?

Wise teachers structure the
environment to assure that
children work in pairs, on teams,
and in committees to accomplish
real tasks.

Cooperative learning

A carefully structured cooperative envi-
ronment that offers challenging learning
tasks, that allows students to make key
decisions about how they perform those
tasks, and that emphasizes the value (and
skills) of helping each other tolearn consti-
tutes an alternative to extiinsic motivators,
an alternative both more effective over the
long haul and more consistent with the
ideals of educators. (Kohn, 1991, p. 86)

In other words, ccoperative learning sn't

taking placeif children are biibed to work

togetherby offering pizza partics or com-

puter certificates (Slavin, 1991). Coopera-

tive learning is

¢ building onchildren’s growing awari-
ness of people’s diversity,

Social skills are polished. We have al-
ready seen how games, some computer
programs, blocks, dramatic play props,
music,and many other learning materials
and activities inherently promote coop-
eration and learning. Children who work
well together are far more likely to suc-
ceed in school and out.

Teachers create a basically cooperative
(rather tnan highly competitive) class-
room spirit when children are praised in
encouraging ways:

Responses that promote cooperation

“Ari, you comforted Louisa with your
hug.”
“Let’s put all the toys away.”
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Cooperative learning is

* building on children’s growing
awareness of people’s diversity,

* enabling children to enjoy working
together, and

* encouragingchildrentodevelop their
seven intelligences in the process.

“Look at the many shades of red Kim
mixed with the paints.”

“Maria, you were so thoughtful to help
Ted pick up his crutches.”

Responses that promote competition

" Ari, you're such a wonderful person.”

“Who can put the most toys back on the
shelf?”

“Kim isa great painter. I really like what
you did.”

“Maria, youare the best helper I know!”

(McCracken, 1990, p. 25)

Many of the examples throughout this
guide demonstrate how small groups of
children plan and carry out specific
projects within a teacher’s wise frame-
workand withinitial guidance about what
is expected to be achieved and how to
work together. Given these parameters,
young children determine their partners or
the structure and direction of their commit-
tees. They accommodate each other’s di-
verse languages, learning modes, and
thinking styles. They understand what
other people think isimpor-

hands shoot up at the announcement,
“We need a small group to....” They
volunteer to escort a new non-English-
speaking child around school for a week.
They look forward to choosing teams or
serving on committees on

* complicated projects, suchas planning
afield trip (The children voteon where
to go. Small groups make arrange-
ments: select dates; set up transporta-
tion; talk with the person in charge
about what is most interesting; map
how to get there, noting landmarks to
watch for; copy, distribute, and collect
permission slips; enlist volunteer es-
corts; list questions for children to think
about and main points tolook for; keep
track of each other during the trip;
follow up by writing experience storics
and thank-you notes, or drawing what
they saw); and

everyday tasks, such as unpacking a
box of various types of drums or haul-
ing in a laundry basket of assorted
sand-digging implements supplied by
children’s families.

Sometimes groups form and then dis-
solve in a minute or two; other groups may
work together for a week or more until
their task is complete. Usually dynamic
duosor thrilling trios are about as large as
kindergartners can manage; by second
grade, committees can be a bit larger.

Whenever possible, childrenchoose the
groups that appeal to them, but at times
teachers may want to select committees
with a greater purpose in mind. Perhaps
one child could benefit under the wing of
a strong leader. Maybe another needs a

tant. They learn to negoti-
ate, to consider new alterna-
tives, to reach a consensus.

In classrooms valuing
empathy and collaboration,
children scurry tocreate joint
greetings to send to their

Children work together best when
they are mastering the basic skills—
positive self-esteem, self-discipline,
and democratic conflict resolution.

friends who are ill. Their
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gentle nudge to branch out with
new friends or ideas.

Of course, children work to-
gether best when they are master-
ing the basic skills—positive self-
esteem, self-discipline, and demo-

Children learn the most when
they work together to solve real,
meaningful problems.

cratic conflict resolution. While
children tackle their self-defined tasks,
teachers floatamong groups, answer ques-
tions, obtain materials, ask thought-
provoking questions, and stay tuned to
the need for collaboration or division of
overlapping tasks.

Academicskills thriveinadiverse class-
room. Lest readers conclude that coop-
erative learning is all “play” and no
“work,” let us set the record straight:
Cooperation results in mastery of content
as well as social skiils. Children learn
math, languages, spelling, handwriting,
science, and social studies when they
work together to carry out hands-on, in-
triguing projects. They see how usefulitis
toknow how toadd when they are spend-
ing their own hard-earned money for
stamps so they can send letters to a pen-
pal class in a neighboring state. Imagine
the incentive tospell correctly and toprint
neatly for such an important project!

Vocabularies expand as children ex-
plain their ideas, seek information from
people and books, draw or write reports,
or give brief talks on their findings. Logi-
cal thinking blossoms when children or-
ganize their own activities into a work-
ablesequence, set theirown prioritiesand
timetables, and build convincing argu-
ments for alternative solutions.

When small groups of children are
asked to come up with several possible
solutions, rather than to find one specific
answer, they engage in real-world prob-
lem solving. Open-ended questions such
as "Why do you think...?” or “"How
would you go about...?” encourage
thinking. Peer tutoring—when one child
assistsanother to understand a concept—
alsc can benefit both children because, as

we well know, teachers generally learn
more from a project than students.

On the other hand, drilling a partner or
correcting each other’s worksheets does
notreflectthe spiritof genuinely coopera-
tive learning, neither does merely follow-
ing instructions to carry out a science
experiment. Why? Thinking—is missing,.
Children learn the most when they work
together to figure cut real, meaningful
problems. They learn best when learning
suits their own purposes and needs, not
those of some stranger. For more sugges-
tions of topics that lend themselves well
to cooperative learning, see especially
Group projects, page 85, Chapter 6.

Family involvement

Programs that value children value their
families. As we have already seen, by un-
derstanding children’s family cultures,
teachers canalign children’s experiences at
home and school. Together, teachers and
families support children’s self-esteem and
success—in school and beyond. This dis-
cussion briefly considers how families and
teachers can shareinformation andjointly
work toward mutual educational goals
forchildreninculturallyandindividually
appropriate ways (Bredekamp, 1987).

Information sharing. Schools achieve
continuity with children’s homes when
families and teachers exchange informa-
tion about their mutual concern—the
education of children. information
thatis valuable forall partices includes
children’s interests, developmental pat-
terns, language(s), family preferences, al-
lergies, memorable experiences, styles of
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Families should be gently

encouraged to become partners
in their children’s education.

tially abusive (Meddin & Rosen, 1986),
divided or blended (Skeen, Robinson,
& Flake-Hobson, 1984), gay or lesbian
(Clay, 1990; Corbett, 1993; Wickens,
1993), or substance abusive (Oyemade

discipline, and expectations. All indicate
important areasin which partnerships
can be established on behalf of children.

Teachers can reach out to families in
ways that respect their preferences and
without prying into the families’ affairs.
All information obtained is held in pro-
fessional confidence. Asindicated earlier,
addressing parents by name in the
style of their culture is an essential first
step (Morrow, 1989). Many families re-
spond well to casual telephone conversa-
tions or notes. Some are pleased to have
the teacher come to their homes. Others
prefer to make impromptu classroom vis-
its. Formal or informal corferences are the
choice of still others. A nuraber 6t families
are honored tobe invited toserve as regular
or special occasion volunteers. Question-
naires (in the family’s language) may ap-
peal to others. Persistence and cordiality
may be as important as the method used.

Some families may be more eager than
others to become partners in their
children’s education, but teachers should
gently encourage all. In some ethnic and
low-income groups, parents have bitter
memories about their school years and
are skeptical about what may befall their
own children (Herrera & Wooden, 1988).
Still others, such as Head Start parents,
are already empowered to actively seek
community services. In Tulsa, an Effec-
tive Black Parenting program challenges
parents to view their practices in a histori-
cal perspectiveand to learn practical ways
to deal with their children in the 90s (Ar-
cher, 1990).

Teachers are also alert to families with
diverse needs, including those whoadopt
or have interracial children (Wardle, 1987,
1990, 1992b; Hearst, 1993), or who are poten-

& Washington, 1989). These families,
like all others, may be struggling with
stress and would welcome respectful re-
ferrals to support groups or agencies.
Whatever the makeup of the family or
method of information sharing, Greenberg
recommends that “Each individual
teacher . . . makeamaximum feasibleeffort
to reach the families of every child in the
class—with respect” (1989, p. 68). Teach-
ers whocan communicate in, or are eager
to learn, the families” languages demon-
strate their commitmentto offering a high-
quality, relevant education for cach child.

Reachingmutual education goals. Most
parents and teachers find that they agree
ongoals forchildrensimilar tothose iden-
tified at the outset of this book. These
goalscomprehensively addresschildren’s
development while enabling teachers to
take into account cultural and individual
variations. Specific goals are also identi-
fied for each child by teachers and the
child’s family, as a team.

Conferences and other scheduled meet-
ings offer concentrated times for children’s
most important people to get to know each
other, tojointly set goals forchildren, and to
discuss children’s progress. These events
are scheduled best at hours and places con-
venient to and comfortable for parents. If
families and teachers do not speak a com-
mon language, an interpreter might assist.
Establish a positive, caring tone, and if nec-
essary, remember to use democratic con-
flict resolution to resolve disagreements.

Wheneducationstarts with whatyoung
children know best—their families—they
feel secure and ready to build on their
knowledge. Children are usually cager to
talk about their loved ones. They will-
ingly draw and/or write about their fami-
lies. Some iixe to bring family photos to
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school. Others will volunteer their nana to
bring her great-grandmother’s shawl or hat
for the children to gingeriy touch as part
of a unit on family history. Curriculum
ideas for individual and group projects
about families are included in Chapter 6.

Family volunteers can be creatively in-
cluded in children’s activities, not just
assigned mundane tasks or expected to
show up for parent-teacher meetings. Re-
cruit parents to carry out roles that make a
genuine contribution to the diversity of
their children’s classrooms, such as these:

e share skills such as weaving or tortilla
making;
read stories or poems in their primar
language; :
teach or perform songs, dances, orother
facets of their culture;
display family heirlooms, describing
why theirancestors treasured the items;

write children’s dictated stories about
their family kistories;

donate a cuitural artifact to the school
for a child’s birthday or in honor of a
teacher; and

seek community resources (see Coin-
munity contributions, this page).

How ischildren’s educational progress
evaluated by families and teachers who
are partners? Grades and testscores inad-
equately communicate the real advances
children demonstrate each day if we but
observe closely: the once-shy child who
now plays with others in the neighbor-
hood and on the playground, the previ-
ously sullenchild who cheerfully recycles
paper at home and school, the former
wiggler who writes expressive poetry.

Samples of children’s writings, draw-
ings, and projects, saved during the year,

graphically portray growth in muscle con-
trol, interests, vocabulary, and many other
developments. Progress is measured for
each child in many ways that only a family-
teacher partnership can fully appreciate.
The importance of building respectful
relationships with families and sharing
educational goals is punctuated by experi-
ences such as one from years ago described
by a veteran teacher of young children:
At the height of the civil rights demonstra-
tions, a parent said to me, “You and me
ain’t never going to agree about niggers,
Mrs. West. But 1 do know that you love my
boy, so you won't teach him nothing that
will hurthim.” Having already established
positive relations with the child and his
parents, | could then explain that their son
was growing up in a world that would be
different from the world they had known,
thatthe school was trying to prepare himto
function in that world.
Inthe most extreme cases, it may become
necessary tosay that parents have the right
to teach their values to their children, but
the school has the obligation to prepare

children to function in a broader society.
(West, 1992, pp. 138-139)

Community contributions

Successful schools build partnerships
notonly with families but within commu-
nities. Children go beyond the school to
getacquainted withand demonstrate their
concern for people. At the same time,
community residentscomeinto the school
tosharetheirexperiences and talentswith
future generations. The primary years are
perfect for engaging children’s sense of
respect for each other through commu-
nity responsibility.

Children reach out. Every neighbor-
hood contains possibilities for learning,
whether the school building is located in
the midst of the city or on a

Progress is measured for each child
in ways that only a home-school
partnership can fully appreciate.

quiet country road. Children
constantly learn fromtheirsur-
roundings if teachers take ad-
vantageof theresources: trans-
portation, plants, shelter,

weather, businesses, insects




and animals, food, pollution, and
especially people.

Immerse children in their com-
munities. Take walking trips, visit
markets, tour industries, explore
farms, ramble through flea markets,

Children are participants in
making the community a
better place to live.

gaze at museum exhibits, listen to
musicians practice, see artists in action,
watch construction crewswork, and mar-
vel at radio or TV stations.

Excursions, of course, have little rel-
evance unless children are prepared in
advance and given ample opportunities
to follow through with what they are
learning. Let’s examine how this process
for fully involving children in the com-
munity works by seeing how they might
study clothing

» * »

A clothing unit might be introduced by
asking children to examine the similarities
and differences in whatthey are wearing on
a typical day. One group of children could
record and then graph how many are wear-
ing sneakers, leather shoes, sandals, boots,
or other types of footwear; another group
might graph outdoor wear if it’s cold or
rainy; one group might consider types of
closures (buttons, snaps, elastic, zippers,
laces, Velcro). Hats are always a hit, per-
haps aided with the tale Caps for Sale
(Slobodkina, 1948) or Whose Hat Is That?
(Roy, 1990). Take photos to record what
childrenare wearing orask childrento trace
each other’s outlines on large sheets of paper
and have them “dress” themselves. Make
footprints with shoe bottoms, using paint on
newspaper or water on the sidewalk.

Children’s horizons expand through
hands-on activities. Provide paper dolls,
doll clothing, and dress-up apparel from
many ethnic groups. Arrange for children
to try on, or at least gently feel, many types
of fabrics sewn in many different styles.
Perhaps families would be willing to model
everyday apparel worn in their ancestor’s
homes, let children try on a pair of wooden
shoes, or demonstrate how their sari is put
on. Check with fabric stores, second-hand
stores, theater groups, costume designers,
quilters, and others in the area to obtain

samples of contemporary and historical
cloth and clothing.

Children could calculate how much their
outfit or wardrobe costs by using a catalog.
Or they could set up a pretend telephone
ordering department, and call in orders to
eachother. Collect magazinesand children’s
books from different countries and eras so
children can compare colors, fabrics, and
styles. Family pictures are another good
source for observing the types of clothing
people wear. How do you dress for special
occasions? What do you wear to the beach?
The Americans All photos,and the Augustus
Sherman collection in particular, contain a
wide variety of historical prints that offer a
fascinating glimpse into clothing design.

Helpchildrenrecognizehow climate, natu-
ral resources, fads, cultural influences, and
personal preferences affect what people wear.
Children could survey passers-by, noting
what they are wearing and conjecturing
why (a hard hat might be worn by a con-
struction worker, children withboots might
be ready to play in the snow).

Use children’s literature—that containsele-
mentsdealing with clothing—asa jumping off
point. Perhaps children will bacome so in-
volved they’llproduce a play;or maybe they’ll
find or paint pictures of the kinds of clothing
peoplein many different cultures wear when
they dance. See the listing of children’s books
in Part 3 for a few inspiring titles.

By this time, children have enough back-
ground ir..ormation to benefit from an ex-
cursion~—maybe to a wardrobe museum, a
used clothing store (where children will
probably be free to touch), or a department
store. Ask children to decide what they will
look for, feel, or listen for during their tour.
What kinds of jobs do people do there?
Whatdo they need to know to do their jobs?
Who shops in this storc? Who wore the
costumes? Children can generate questions
to ask their guides.

When children return to their classroom,
they areeager totalk about whatimpressed
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them. They’ll probably raise more ques-
tions, initiating yet another library search or
requiring a telephone call. Children might
write and illustrate their own books about
whathappened on field trips. And of course,
eitherindividually or as a group, thank-you
notes are carefully composed by the chil-
dren, edited by each other, and then copied
inthechildren’s best penmanship. Thanks go
to bus driver, chaperones, and tour guides.

As a continuing follow-up of the visit,
children might get interested in sewing.
Who could teach them? Which businesses
might donate materials? Yarn, burlap, or
nylon net and large-eye needles make it pos-
sibleforbeginners to successfully experiment
and create. Or children might want to find out
where fabric comes from, and a study of
sheep or cotton is in order. How is fabric
made? Bring outthehandmadelooms, aspin-

Figure 4, Clothing Web
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ning wheel. The web of learning never ends,
once children are tuned in to all there is to
know abouteveryday topics thatinterest them.

» » »

Whatever the topic, when children and
teachers put their heads together, the com-
munity becomes a rich resource for chil-
dren to learn about the marvels of the
people who live and work nearby. What
unusual—or everyday-—places capture
children’s curious, adventuresome spirits?

Community involvement means chil-
dren are more than just spectators. They
are participants in making the community
a better place to live. They regularly read
stories and sing songs with a group of
residents at an elder-care facility. They
join the crew for a park cleanup. They
design posters to recruit blood donors.
They repair donated toys for redistribu-
tion. They display their artwork during
the Week of the Young Child. For the
spring elementary band concert, children
illustrate programs, usher,and move chairs.

Communities are part of the schools.
Schools are the essence of a community,
because schools nurture the next genera-
tion of parents, workers, and leaders that
will ensure the area’s future. Schools to-
day bravely make overtures to their c~m-
munity, if it hasn’t already rallied around
the schools.

Where to start? Ask a small business or
a civic group to adopt a classroom. Ar-
range with a larger group, such as amajor
employer or chainstore, to adoptabuild-
ing. When the community’s investmentis
personalized (rather than just writing a
property-tax check), and when children

and volunteersgetacquainted, commitment
tothe value of education deepens forevery-
one involved. Adults, just like children,
learn best through hands-on experiences!
Corporate and individual volunteers
are adding their much-needed energy to
ensure thatchildren receive every benefit
possible from their fleeting years in the
community’sschools. Business-education
partnerships offer tutoring services, grants-
fund special projects, or staff to give chil-
dren attention they deserve. Literacy pro-
grams, such as Reading Is Fundamental,
thrive. Substance abuse prevention pro-
grams are sponsored by coalitions of local
organizations who recognize the impor-
tance of children’s dreams for success.
Time, talent, materials, and financial
resources are critical elements that com-
munities can supply to improve the qual-
ity of America’s education. Check with
administrators about what community
services are offered to schools. Identify
needs for individual classrooms or entire
buildings—involvechildren,families,and
staff. All can pool their perceptions to
prepare lists of pressing needs, establish
priorities, and adopt strategies to obtain
critical resources for learning. Children
can sometimes be their own best advo-
cates when they are treated with respect
and involved in meaningful ways.
Resourcesare everywhere. Alumberyard
or cabinet shop donates wood scraps so
children can leamn carpentry skills. Families
save beautiful junk, such as paper towel
rolls and small boxes, for children’s con-
struction and art projects. Offices recycle
paperand other suppliestoschools. Empty-
nesters read to children on their laps. Retir-
ees screen children for potential vi-

When the community’s
investment is personalized, and
when children and volunteers
get acquainted, commitment to
the value of education deepens.

sion or hearing problems. Hobbyists
show children how to tie knots or
take care of potted plants. Grocery
stores act as drop-off points for recy-
cling aluminum cans—the proceeds
of which are donated to schools.

Involve communities in class-
rooms and watch curricula come
alive for all!




Chapter 6

Curriculum Ideas

eaching strategies to facilitate
children’s thinking in diverse
directions arescattered through-
out this guide. Most of the ideas intro-
duced inthis chapter hinge onbackground
materials presented earlier,soreaderswho
tend to look at the back of the book for the
most practical ideas are encuuraged to be-
gin at the front of this one!
Harmoniousintegration of contentand
relevance to children’s lives—as opposed
to fragmentation into traditional subjects
and meaninglessness—are the hallmarks
of any individually and culturally appro-
priate curriculum:

The curriculum embraces the realty of
multiculturalism in American society by
providing a balance between learning the
common core of dominant cuitural knowl-

edge (for example, the English language,
demccratic values) and knowledge of mi-
nority cultures, Curriculumaccommodates
children who have limited English profi-
ciency. All the cultures and primary lan-

guages of the children are respectfully re-

flected in the curriculum. (NAEYC &
NAECS/SDE, 1991, p. 30)

Although there are manv curriculum
design approaches to take, themes often
enable teachers to carry out specific ac-
tivities that provide balance and adapt-
ability. Some themnes that appeal to—and

make sense to—young children and lend
themselves well to a broadened under-
standing of human nature are offered in
Table 10. Aswehavesecen, themesarebest
developed by planning—with children,
rather than for them—through a web of
ideas that can be explored insmall groups
and by individuals (Katz & Chard, 1989).

Appropriate topics and
opportunities

Itis certainly true that history cannot satisfy
our appetite when we are hungry, nor keep
us warm when the cold wind blows. But it
is also true that if younger generations do
notunderstand the hardships and triumphs
of their elders, then we will be a people
without a past. As such, we will be like
water withoutasource, atree withoutroots.

—New York Chmatown History Project

Every good teacher gradually accumu-
lates a unique sct of materials that chil-
dren, parents, and colleagues alike can
use to develop a fuller grasp of our
patchwork-quiltdiversity and history as
a country. Each colorful patch in that
quilt, cach tiny stitch, the fluffy stuffing,
and the strong backing all are essential to
form the American quilt that holds us
together as one nation,
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Table 10. Sample: of Themes That Incorporate Diversity
Into the Curriculum

Families
People live in many kinds of families
Every family has a history
People use written and spoken language to communicate
Families teach their children what they value
Every family has traditions
Families help each other

Work -
People work together at home
People work with each other in many places
People do many kinds of jobs
Some people work for fairness so others m.ght have better lives .

Housing
People live in a variety of homes

Types of homes are affected by weather, building materials available, local
history, and many other factors

Individual and Group Similarities and Differences
People all need food, clothing, shelter, and each other
Physical features vary among individuals and between ethnic and racial groups
People dress, eat, work, and live in ways that vary by culture

Clothing (see Figure 4)

Food
Foods help us grow and stay healthy
Cultures and families have different food preferences and eating habits
Foods grow in different climates
Foods are prepared in many ways
Food 1. . precious natural resource

Fine Arts

Cultural and individual expressions are found in music, poetry, literature, and
many types of art

People create their own art

People enjoy each other's art
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Children are drawn to dif{er-
ent topics and various teaching
methods. Therefore, avariety of
types of resources provides
teachers with flexibility and the
potential to individualize the
curriculum so that each child
gains the most from her or his
early years. This chapter offers

Harmonious integration of
content and relevance to
children’s lives are the hallmarks
of any individually and culturally
appropriate curriculum.

a few ideas for incorporating

some topics and items that are the most
appropriate for young children into ev-
erydayclassroomactivities. Use these sug-
gestions, many of which build on the
Americans All program, as weil as items
collected through the years, to launch
activities that are a perfect match for each
group of children!

Teacher resource materials, Read jour-
nals and books that deal with experiences
of ethnic groups represented in your own
communities. A broad perspective of the
hurdles and triumphs people faced in the
shaping cf America enables teachers to
better understand children (Zinn, 1980;
Miner, 1992-93). There is so much more to
our national heritage than most of us ever
memorized in history class! Better yet,
explore how the history of our nation
overiaps events worldwide! When his-
tory comes alive for you, itwill come alive
for the children in the group.

Children’s books. An increasing num-
ber of delightful books designed for chil-
dren recount people’s own cultural, per-
sonal, and family stories with authentic
pictures. Some books focus on diversity,
others include it as part of a broader story
line. Here are some titles that might be
interesting to start with:

How My Parents Learned To Eat (Friedman, 1984)

Family Pictures {Garza, 1990)

Africa Dream (Greenfield, 1989)

Hector Lives in the U.S Now: The Story of a
Mexican-American Child (Hewett, 1990)

Aunt Flossie’s Hats (& Cralb Cakes Later) (Howard,
1991)

My First American Friend (Jin, 1991)

An Arctic Community (Kalman & Belsey, 1988)

How My Family Lives in America (Kuklin, 1992)

The People Shall Continue (Ortiz, 1988)

Tree of Cranes (Say, 1991)

People of the Breaking Day (Sewall, 1990)

All Kinds of Families {Simon, 1975)

Got Me A Story To Tell: Five Children Tell About
Their Lives (Yee & Kokin, 1977)

Work with families to help children pre-

pare similar materials about their indi-

vidual stories as well.

When introducing books that include
diversity, teachers, volunteers, or older
childran might read just one story or sec-
tion at a time to the youngest children.
One idea is usually sufficient to begin or
expand the study of a specific cultural
grouporhistoricalevent. By second grade,
some children might be interested in lis-
tening to an adult read through an entire
collection; others may read independently.

Children’s books supplement social
studies unitsontopics such as transporta-
tion or homes, for example. They explain
the settings of other works of children’s
fiction such as Cohlene (1990) or Mathieu
(1979) or historical materialsinany up-to-
date reading series. Books that include
diversity are naturals to be incorporated
as part of science study about crops, ani-
mals, or foods (Morris, 1989).

Historical dates mean littie to young
children without ties to events in their
own lives, so teachers should explainma-
terial in ways that match children’s expe-
riences. Comments such as “Long, long
ago, before your grandparents were
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1”

born...” or “In the olden days,
when airplanes and telephones
hadn’t been invented yet. .. " will
lend a bit of context for children

Tie stories closely to the hands-
on items in each classroom.

who have always known TV, com-
puters, and fax machines, and who may
havedifficultyimagininga world in which
travel was on foot and communication
was without telephone. Historical photos
and drawings areexcellent helps for build-
ingthesebridges, asis theinformationabout
historical peoples (Tables 11 through 16).
However children’s bocks are incorpo-
rated into the curriculum, there are al-
waysmany new concepts and vocabulary
words to grasp—and ideas to expand
upon—so tie them closely tothe hands-on
itemsfound ineach classroom. Tools, jew-
elry, coins, hats, and many cultural arti-
facts—as well as field trips and visitors—
canbeinterwoven through fiction and
nonfiction,and will bring children’s aware-
ness of diversity into the present and fu-
ture. Ask children to add to the stories on
their own, to illustrate their ideas, or to
find other pictures to help explain topics.
Children’s responses to open-ended
questions will help teachers discern just
how well main ideas—such as reserva-
tions, slavery, prisoncamps, colonies, free-
dom, and cultural customs—are under-
stood by the children. Questions such as
“"What do you think happened to Japa-
nese Americans while they were in prison
camp?” mightreveal thatchildren think the
prisoners had a good time toasting marsh-
mallows, because that’s what camp means
to some children! Use clues such as these to
seek out additional information and activi-
ties to broaden children’s knowledge base.
Supplement books with an abundance
of historical and contemporary resources
about children and families in each cul-

tural group, such as videos (perhaps por-
tions of the PBS Civil War series), maps,
dramatic play props, art projects, story-
tellers, cooking experiences, music, and
community activiiies. Relate the material
tochildren’slives,and they begin to grasp
how history is made.

By picking up on children’s curiosity
about events—perhaps the treacherous
ship voyages that many peoples endured
or the many uses for the buffalo—entire
webs of activities can be constructed to
bring brief stories to life for childrer, and
thus help them tie their histories together
as Americans all.

Photographs. Americans All has com-
piled an elegant set of photographs depict-
ingthelife and times of earlier America. The
Augustus Sherman immigrant portraits
within the Americans All Photograph Col-
lectionintrigue adults and chiidren alike. If
you do not have access to this collection
through yourcurriculumspecialistor scheo!
system, begin to build your own resource
file of historic and contemporary photos of
children. Two of the best resources for pho-
tos are catalogs of children’s clothing and
toys,and magazines. Color posters from the
National Association for the Education of
Young Children and calendars with photos
of diverse people are excellent to hang
around the room. With a watchful eye,
you'll soon have a large selection of your
own prints; when you pool yours with
colleagues, the collection willbeevenlarger.

Draw children’s attention to details in
the photos, such as the objects they can
identify in the tenement in

Draw children’s attention to details

in photos.

’hoto 359 of the Americans
All coliection. Ask thought-
provoking questions such as
“What do you think is hap-
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Table 11. Native Americans’

Native American words we use today

Animals: raccoon, coyote, bison (buffalo)

Foods: squash, tomato, potato, tapioca, chocolate, succotash, barbecue

Things: hammock, canoe, moccasin, totem, hurricane

Places: Seattle (Photo 239), Iowa, Sioux, Cherokee, Cheyenne, Omaha, Delaware
These are just a few words from the 200 Native American languages that are

still spoken in parts of the United States and Canada.

Photos of special interest to young children

Zuni puchlo (Photo 223): Note oven, roof terraces, wall finishings. Discuss
building materials, land forms, uses of ladders, food prepared in oven

Bison roaming (Photo 230): Buffalo were used for food, clothing, lodging, and tools.

When the buffalo were killed off by immigrants, Native Americans were
robbed of their primary means of survival. Discover more about buffalo. What
parts were used forfood? How was clothing made? What was used for lodging?
What kinds of tools were carved? How big were buffalo? How were they killed?
What animals do people rely on today?

Children at the Zuni Pueblo school (Photo 232)

Omaha boys at the Carlisle, Pennsylvania, Indian School (Photo 233): The man in
charge of the school said its purpose was “to civilize the Indian, get him into
civilization.” How do you think Native Americans, who had their own schools,
language, culture, values, and reverence for the earth, feit about being called
uncivilized? Ask children to compare how children’s faces, hair, and clothing
differ between Photos 232 and 233. Discuss how children felt to be taken from
their families and robbed of their culture.

Angeline, a Duwamish (Photo 239): Her father was Chief Seattle, after whom the
city in Washington was named. Can children identify any local Native Ameri-
can naines for states, cities, counties, rivers, and lakes? Which nations lived in the
area? How did they live in harmony with the land? What happened to them?

Activity: Some famous Native Americans

Biographies of some of these famous Native Americans, or stories about those

who were everyday heroes or heroines, past and present, can be read with

children regularly.

Sacajawea (Shoshoni): Assisted Lewis and Clark on their river expedition.

Chief Sara Winnemucca (Paiute): Urged the US, government to improve its
treatment of Native Americans. ("hoto 238)

Dr. Susan LaFlesche Picotte (Omaha) Physician and first woman leader of her
nation. (Photo 237)

Chief Joseph (Nez Perce, Photo 225), Chicf Plenty Ceups (Crow, Photo 226), Big Fout
(Miniconjou Dakota), Geronimo (Chiricahua Apache, mth General Cook in
Photo 229): Defended their people's land.
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Table 12, African Americans’

Africa lives on in American culture

 West African or Bantu words: tote, OK, bozo, zombie
Foods: jambalaya, gumbo, dumplings, coffee, yams
Music: banjo, drums, jazz, calypso
Fashions: cornrows
Folk tales: Uncle Remus Tales

. e

Photos of special interest to young children

School children (Photo 394): When America’s Civil War ended, young African
American children were sent to school for the first time. Many of these schools
were run by missionaries and other abolitionists. Although children did learn
to read and write, much of their time was spent learning practical skills. What
are these children learning? Why? What kinds of practical things do children
learn in school today?

Gathering and spinning cottort (Photo 406): Children can compare this process to
! the way wool is handled {Photo 326 and Lasky, 1980). Obtain cotton bolls, discuss
climate needed to grow cotton, sew with cotton, compare feel of cotton with other
fabrics. Talkabout whathard work it was to growand pick cotton by hand (children
may not be aware that cotton pickers with engines were not used then).

Activity: Meet two enslaved African Americans who gained their freedom

Frederick Douglass: The son of an enslaved African American and a European
American father, Douglass (Photo 392) chose his name from a book. Heescaped
from slavery in Baltimore in 1838. l{e was a powerful speaker against slavery.
After he published his autobiography, he had to flee to England to escape
. recapture. His English friends purchased his freedom. Douglass returned to
New Ycrk and founded a newspaper. He was active in the Underground
Raiiroad. His home in Washington, D.C., is open to visitors.
Sojourner Truth: Truth (Photo 391) was given the name Isabella when she was
born to an African American slave in New York in 1797. lsabella had several
‘ masters before she was freed from slavery by state law. In 1843 she adopted the
name Sojourner Truth and began to travel across the North. She earned money
by giving speeches and selling her autobiography. She talked about how
important it was to free enslaved African Americans and to allow women to
vote. During the Civil War she helped care for wounded soldiers and newly
freed African Americans. She urged her people to own land and learn to read.

Phoio numbers in Tables 11-16 refer to selections in the Amernicans All Photograph Collection, a set of 262
photographs withdescriptions, available in the Individual Teacher's Resource Package forgrades K-2or 34 from
Americans All, a national education program. The photo setis available separately from The Portfolio Project,
Inc., 6011 Blair Rd., N.W., Washingtun, DC 20011 (phone 202-832-0330).
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Table 13. Asian Americans’

Teachersare urged to help children think of each Asian group separately, because
each has its own history, culture, language, and unique experiences in America. In
addition, focus on contemporary contributions made by pastand recent immigrants
from Asian countries.

Photos of special interest to young children

Railroad workers (Photo 2€3): Many Chinese immigrants first found work by
helping to build railroads. What materials were used? How did the land have
to be changed? Take a train ride. Build railroad trestles with blocks and sand.

Saiji Kimura's store (Photo 276): Japanese immigrants came to Hawaii expecting
to work a short time in the sugar industry, but as more workers stayed in
Hawaii, some immigrants began to open businesses of their own. What kinds
of products do you imagine were stocked in this store? How would the goods
get from Jzpan to the United States?

Inez Cayaban, a nurse (Photo 288): Filipino music still has its own Pinoy touch.
Cabayan and her husband entertained soldiers during World War II. Listen to
some authentic Filipino music. What instruments are used?

Marina Estrella Espina (Photo 293): Espina is a librarian at the University of New
Orleans who immigrated to the United States with her family in 1967. She
studies early Filipinohistory in America, and gives speeches on U.S.-Philippine
relations as well as librarianship.

Table 14. European Americans’

Muchof U.S. history has concentrated on European perspectives, soresources for
these groups—from museums toarchitecture—abound in mostcommunities. Ameri-
cans All offers a balanced approach, giving children an opportunity to grasp the
enduring contributions of many ethnic and cultural groups to the building of
America.

Photos of special interest to young children

Tenement (Photo 359): Many European American families were large and lived in
small quarters. Immigrants early in this century lived in conditions similar to
this. Flow is this scene similar to homes you know? How is it different?

Children at work (Photo 360): Young immigrant children worked in cities and on
farms. Five-year-old Salvin is carrying two pecks of cranberries to the delivery
station in New Jersey. Newsboys in Philadelphia are selling papers; other
children areselling candy and gum on the streets. Why do you think child labor
is no longer allowed?
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Table 15. Mexican Americans’

Spanish words that are part of our culture
silo, fiesta, patio, cafeteria, bonanza, chili

Photos of special interest to young children

Sheep-shearing crew with wool bagged for Galveston, Texas (Photo 326): Watch a
sheep being sheared. How long does it take to shear a sheep? How many
sheep’s wool would fit in one of these bags? What happens to the wool?

Family moving (Photo 328): When * Aexican Americans were forced off their lands,
they had to load their belongings into a wagon and look for a new homestead.
Children were often given the responsibility of herding livestock behind the
wagon. Notice the type of architecture, the street. How is moving a family
different today?

Activity: Portrait of a Mexican American journalist

Jovita Idar (Photo 330): A crusader, Idar spoke out about the problems of Mexican
Americans in her articles ia an important Spanish-language newspaper in
Texas. In this photo of the print shop, she is the second person on the right.

Idar was more than a writer. She was an activist, tou. In 1911 she and hcr
family organized a major educational and cultural conference. One month
later, she co-founded La Liga Femenil Mexicanista {the League of Mexican
Women). This group worked to improve education for children from low-
income families. During the Mexican Revolution, she organized La Cruz
Blanca (the White Cross) to care for those wounded in battle.

len and women such as Jovita Idar continue to stand up for the culture and
rights of Mexican Americans.

Table 16. Puerto Ricans’

Photos of special interest to young children

Pablo Velez Rivera (Photo 441): Rivera came to work ina copper mine in Utah during
World Warll. Heis about tc drink a cup of Puerto Rican coffee made from beans
sent to him bv his friends back home. How do you think his family feels to be
in Utah? What kinds of drinks do you like? How aie they made?

Learning to vote with a machine in 1959 (Photo 451): Use this same democratic
process as children make classroom decisions. Visit polling places; study
candidates and issues.

‘Photo numbers in Tables 11-16 refer to selections in the Americans All Photograph Collection, a set of 262
photographs with descriptions, available in the Indivndual Teacher's Resource Package for grades K-2 or 3~ from
Americans All, a national education program. The photo setis availableseparately from The Portfolio Project,
Inc., 6011 Blair Rd., N.W., Washington, DC 20011 (phone 202-832-0330).

Chapter 6—Curriculum Ideas \ 79




pening here? Why is the child look-
ing away from the table? Why do
you think these people lived to-
gether in one place?”

Use the photos you collect to
help illustrate other reading mate-
rials children encounter. In addi-
tion, children might select one or
more photos that especially ap-

Primary
understand the use of timelines
to depict passage of time and
the crucial events that occur in
people’s histories.

children can begin to

peal to them. They could write (or
dictate to a volunteer or on tape) a story
telling their ideas about the people in the
photo: how they got there, what they
weredoing,and whateventually happened
to them. This could be done before or after
giving children the background informa-
tion about the photo. Encourage children
to illustrate their story to show how life
has changed since the photo was taken.

Cnildren also enjoy taking their own
photographs, either of family »r friends,
to document their personal histories. The
more cameras and film the merrier! With
a bit of assistance, children can see how
photographers get fairly close to capture
people’s facial expressions, their cloth-
ing, their hands, or some other interesting
feature. A volunteer might take a small
proup of children out to the school play-
ground, a park, or a store to record the
variety of people in the community.

Families might share some carefully
displayed photographs of ancestors. And
of course, teachers will want to record
children involved in the great adventure
of learning about cach other. Use group
andindividualscrapbooks, createframes,
put together an exhibit, submit photos to
the local paper, create a classroom news-
letter complete with photos—the possi-
bilities for building upon nhotography of
people are endless.

Timelines. A compact timeline, such as
the one assembled for Americans All,
weaves the threads of human history as
never before. Ata glance, adults can see
how cvents around the world shaped the
changing human landscape Teachersare

urged to become thoroughly familiar with
this timeline, or similar information, as a
buseline for selecting accurate materials
and topics.

Although primary children generally
will find detailed timelines far beyond
their grasp, older-age classes can begin to
understand the use of these toolstodepict
the passage of time and the crucial events
that occur in people’s histories. Hign-
lights of events in U.S. history are trans-
lated for children by relating the happen-
ings to children’s own lives whenever
appropriatesituationsarise. What groups
of people are likely to have picked the
oranges they had for lunch? Why did
these peoples come to America? How
long have they been here?

Perhaps most importantly, even the
youngest children can begin to construct
timeiinesfortheirownlives. Such a project
will most likely involve their families,
who can contribute major events tolist. A
month-by-month timeline might work
best for primary-age children, because
parents often remember details such as
“You first walked when you were 11
monthsold. Yousaid ‘Mama’ at 18 months
Youwere 5 yearsand 2 months whenyou
started kindergarten.” Use long stretches
of paper so that children have plenty of
space to write captions or illustrate the
hallmarks in their own lives. Recycled
continuous-feed computer paper works
perfectly for the task.

Older primary children might want to
begin a timeline for their class, marking,
important dates such as when their fami-
lies arrived in America, when they were
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born, and when their school was built.
Their timeline might be marked out with
blocks in the classroom or on a long strip
of paper down the hallway, or on the
playground. Think of the measurement
and planning involved toassure thatdates
are properly spaced! Consider the lan-
guageexperiences aschildrenphrase their
entries and write them for all to read!
Maps. World maps are just beginning
to make sense to second graders, so maps
are primarily for adults to further their
understanding of movement patterns of
various cultural groups. Many children
may be curious about Native American
nations whose peoples lived in their own
area, and where they live now and why
they moved. The September 1992 issue of
Young Children includes detailed informa-
tion about America’s indigenous peoples.
Most children in the group will prob-
ably have moved from one home to an-
other, so explore the ideas of moving and
mapping. Use children’s experiences and
concerns to construct a web of learning

buildings made from cardboard boxes or
blocks; toy vehicles can travel the streets.
To help children see how valuable hand-
drawn maps can be, use them to locate
field trip destinations.

Perhaps ssme older children will want
to use world, national, or state maps to
trace their own families” movement pat-
terns. Obtain a city or county map to plot
local moves. Again, blocks or boxes can
become the stuff of which children’s
homes are made. There’s so much to ex-
tract from children’s everyday lives that
can be directly integrated with diversity
discussions and materials!

Music. Teachers and school staff mem-
bers and families find music a natural
way to get involved in diversity because
music spans all cultures and times (New
World Records, 1976; Delacre, 1989;
Mattox, 1989; Sweet Honey in the Rock,
1990). Families are usually willing toshare
recordings, instruments, or books that
reflect their musical heritages. Children

easily learn other languages when

There’s so much to exiract from
children’s lives that integrates
with diversity!

they sing traditional songs their
fricnds know. Musicisoneresource
that can be called upon every day
whenever the mood strikes!

Music and gym teachers can in-

activities about moving. Why do people
move? What plans are needed? How are
boxes packed? What does it cost to rent a
truck? How long does it take to drive?
Watch movers hauling furniture from
home to truck. What happens to old
friends? How did people move in earlier
times? Find photos of contemporary
moves. Americans All Photos 57,224,328,
362, and 410 correlate with this topic.

As was discussed in Part 1, early map-
ping skills are fostered when children use
blocks to represent their classrooms, their
homes, their neighborhoods, or entire cit-
ies. Draw arca maps with markers on a
large plain bed sheet. Children can add

corporate authentic cultural songs
and dances in their curricula. Ask
art teachers for assistance in encouraging
children to create their own instruments,
such as maracas from the Caribbean
{Schuman, 1981). Collaborate with teach-
ersofolder children, whose groups might
be willing to record songs for younger
children to learn by listening. Older chil-
drenorfamily members may alsobeavail-
able to accompany the primary grades,
using autoharps, drums, or guitars. A
simple friendship dance, in which children
move in a circle to the beat of a drum,
establishes a unifying atmosphere.

Music can spread children’s wings to
include the entire community. Invite per-
formers not only to play or dance but to
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Help children recognize com-

Music can spread children’s wings mon threads—such as the en-

to include the entire community.

slavement of people of several
ethnic groups, or low-paying

talk with children about their music and
to involve children in the making of it.
Children can try their hand at new instru-
ments, don apparel worn for dancing,
and begin to appreciate the wide range of
musical expressions that characterize
America and the world.

Posters. Proudly hang posters and
children’s artwork related to diversity in
classrooms, hallways, resource rooms, ad-
ministrative offices, and proclaim to chil-
dren, families, and the public that chil-
dren are growing in their commitment to
human history and values. Displays are
perfect for calling attention to the results
of discussions about children’s stories,
drawings, and photos.

Books. In-depth materials about ethnic
and cultural groups are available from a
variety of resources, including Americans
All. Although highlights of information—
myths and reali-
ties—from these re-

first jobs that provided basic
services such as food, clothing, or trans-
portation—in their histories. Creative
teachers easily find many ways to build
upon these suggestions and to ferret out
more information.

Learning activities for
young children

Real-life stories and adventure make
diversity and history personal and inter-
esting for adults and children alike.
Children’s interests, cultures, and indi-
vidual learning styles ensure that every
class is unlike any other classroom. We
alsoknow thatprimary childrenare eager
totake on responsibilities thatmatch their
developmental capabilities. Armed with
this awareness, teachers can develop cur-
ricula that fit children, rather than trying
to force children to follow a set of activi-
ties prescribed by strangers.

sources are featured
inPart 1 of thisguide,
teachersare urged to

Help children recognize common threads
in their histories.

read further to gain
a broader apprecia-
tion for the triumphs and setbacis each
group has faced in this country.
Additional background information of
great interest to young children, some
suggested questions for children to con-
sider, and a few cxtra ideas are provided
in Tables 11 through 16 so that teachers
can begin to bridge this information with
children’s experiences. Photo numbers
match the Americans All materials, but
other sources exist for similar pictures,

Throughout this guide, we offer sug-
gestions for a wide range of learning ac-
tivities, but only teachers know which
ones will appeal to their specific children.
We present, then, a final samipling of indi-
vidual and group ideas that might spark
the gleam in a child’s eye and lead o a
lifetime of success and Jearming about—
and appreciation for—sclf and others. For
morespecificlearning activities that value
diversity, see McCracken (1990, 1992).
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Individual activities

Although these hands-on activities start
with one or more children doing their
own research: to solve real problems, they
might well blossom: into group activities
when friends find out whatexciting events
are underwey!

Personal projects. Find out what inter-
ests each child—sewing, dance, drums,
foods, gardening—and encourage chil-
dren to pursue in-depth, individual
experiences that naturally incorporate
the overlapping skills of subjects such
as reading, math, social studies, music,
science, and health. Locate community
experts who are willing to volunteer to
teach childrenskills suchascarving, weav-
ing, or another language.

Leaders like me. Children find outmore
about heroines and heroes from theirown
culture, past and present, national and
local. What qualities did these leaders
exhibit? How did they help people? Who
are the leaders now? How can children
follow their examples?

Namies. Build on children’s abiding in-
terest in their own names (Seefeldt, 1984;
Morrow, 1989). In kindergarten, children
learn to write theirnames, beginning with
capital letters and then lowercase. Their
names grace cubbies and rugs for circle
time. Insert children’s names into poetry
or tunes such as “B-1-N-G-O” or “Johnny
Hammers with Cne Hammer.”

Some children are curious about the
history and meaning of their names; per-
haps their names changed when their
familiesimmigrated ormigrated to a new
community. Some mav be named in
memory of a beloved relative. Involve
parents in children’s quest for informa-
tion about how they came to be named.
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Family history. Urge families to share
family history with their children, espe-
cially stories involving the children or
their parents. Instead of reading a bed-
time story, parents might recall svents
that happened before or after the child was
born. Oral and written histories are great.

Perhaps a parent could help write a
brief family history in the child’s home
language. By second grade, children can
become their own reporters, taking notes
and then writing their stories. They could
illustrate the stories with their art work,
perhaps done in styles consistent with
their cultures. Some families might want
to tape record or even videotape their
sagas. Perhaps amural, a photoalbum, or
note cards would work better. Experi-
ment with different formats for recording
children’s own life stories.

Family trees. Children could prepare
their own family trees (Weitzman, 1975;
Wolfmar, 1991). Encourage themtointer-
view family members and to enlist their
assistance in putting the information in
writing. Children might frame their fam-
ily trees as gifts.

Proverbs and traditions. Ask children to
talk with their families about cultural prov-
erbs or family traditions. Choose one uni-
versaltopic,suchasiove, birthdays, harvest
festivals, responsibility, or time. Chart
tae responses, perhaps, to explore how
different cultures express similar ideas.
Children might also be fascinated to com-
pare thedifferent names thev use for their
grandparents (Williams, 1989). Listenand
watch for children’s comments that can
lead to discoveries about cach other.

Diaries. Older children could begin to
writejournatsathome and atschoolabout
their own experiences (Abramson, Seda,
& Johnson, 1990). Be sure to explain to




Celebrate!
¢ milestenes in children’s
own lives,

o growth in children’s learning,
¢ children and their families, and

o world events.

(Based on Neugebauer, 1990)

Holidays—from New Year’s
to birthdays to Kwanzaa—have
traditionally been used tostudy
other cultures (Ramsey, 1979;
McCracken, 1990; Wardle,
1990b). All tco often, however,
"by focusing on holidays we
givechildren theimpression that
other people spend their timein
ceremony, instead of going to
work, raising children—living”
(Derman-Sparks, 1992, p. 7).

parents that invented spellings are per-
fectly fine—the object is for children to
express their ideas. Children can dictate
their entries to volunteers until they de-
velop the skills to write their own journals.
Some older children mighteven like to
write first-person accounts of other
people’s experiences. For example, they
might imagine a diary written by a Chi-
nese worker on the transcontinental rail-
road or children who lived in tenements
or Native American, Chinese American, or
Mexican Americanchildren whose parents
were forced to work without any choices.

Group projects

Small, fluid groups are usually best for
young children, with occasional efforts
that capture the energy of the entire class.
Group projects tend to focus on shared
stories and histories and antibias contem-
porary issues (Derman-Sparks & the
A.B.C. Task Force, 1989).

Small groups can tackle broad topics
such as science (space, plant growing);
social studies (parts of cities, countries, or
farms); art(group collages); music (songs,
dance); language (stories, plays, poetry,
fingerplays); and health (growing foods)
(Little Soldier, 1989). Pick up on what
children are talking about with each other
and expand their ideas.

Infact, stereotypesand myths
are often unwittingly perpetuated when
holidays are celebrated as the focus for
study of culture. For example, most likely
there was no Thanksgiving with Pilgrims
and Native Americans (Ramsey, 1979;
McCracken, 1990; Bigelow, Miner, & Pe-
terson, 1991; Slapin & Seale, 1992). Chil-
dren may be so hyped about Halloween
that they fail to concentrate for days. Be-
sides,families already celebrate those holi-
days that are important to them, so is it
necessary for schools to duplicate efforts?

Teachers can eliminate these artificial
perspectives of life past and present, and
reduce the subtleorblatantmessagescon-
veyed by the holidays chosen for celebra-
tion. How? Neugebauer (1990) suggests
that instead of celebrating ordinary holi-
days, far less fanfare and commercializa-
tion will resultif children and their teach-
ers quietly celebrate

e milestones in children’s own lives—losing
a tooth, growing out of a pair of shoes;

e growth inchildren’s learning—reading a
book independently, figuring out how
to keep score, finishing a difficult
puzzle;

* children and their families—a visit from a
grandparent, the birth of a sibling,
moving; and

* world events—volcaniceruptions, peace
treaties, the first snowflake.
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When this more personal approach is
taken, children appreciate each day. They
begin to grasp the scope of human inter-
dependence in healthy, developmentally
appropriate ways. These are some possi-
bilities for carrying out this more profes-
sional style of teaching with groups of
young children.

Getting to know you. We have seen
how important it is to warmly welcome
children and help them get acquainted
with each other. Early in the school term,
children might do self-portraits showing
their favorite foods, songs, or stories. Chil-
dren whowork in pairs or trios are bound
to get to know each other well.

Class book. Children like to record
things they do together. They‘re collec-
tors of photos, brochures, or memorabilia
from field trip sites and their own stories
(Neugebauer, 1992). Start them off on the
first day you're together, and watch the
volume of memories grow! What a great
way to document children’s progress
through the year!

Dramatic events in history. Given suf-
ficient contextual background, children
can reenact historical events such as im-
migrants coming on a ship from Japan,
China, the Philippines, Europe, or Africa;
and the reactions to their arrival by Na-
tive Americans who had already lived
here for generations. Take a covered-
wagon ride across the country. Stage the
Montgomery Busboycott (Clemens, 1988;
McCracken, 1990). Walk the Trail of Tears.
Relive experiences of Filipino or Native
American children who were uprooted
from their families to attend schools far
from home. These activities will capture
children’s hearts and imaginations!

Strive for simplicity and authenticity so
that children can gain an understanding
of the adventure, risks, and suffering that
characterize so many Americans’ experi-
ences. Children can crowd into a small
space to understand conditions on board
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slave or passenger ships (see Americans
All Photos 43, 166, 387, and 417). Play a
recording of Martin Luther King, Jr.’s “1
Have a Dream” speech. Ask individuals
to volunteer to play key people such as
Rosa Parks.

Committees of children can organize
people and simple props; they can write
brief scripts and schedules. Whatdid ship
passengers carry with them? How long
did the voyage take? What did passen-
gers do on board (remember, many were
held captive for the journey)?

Reenactments are not intended to be
performances to show off to others, or to
causechildren undue distress. Rather,
they areconceived togive childrenagrow-
ing sense of how people live their own
histories. As children traverse city streets
ortheplayground, they step intothe shoes,
moccasins, or bare feet of others and gain
a better understanding of the people who
have gone before them. Heroes and hero-
ines—recognized and unknown—con-
tinue to make our country great.

Snacks. Children get involved when
they prepare snacks from various cul-
tures. Popcorn was introduced to immi-
grants by Native Americans (Little Sol-
dier, 1989). Read Corn Is Maise (Aliki,
1976). Find popcorn on the cob so chil-
drencanshelltheirown. Experimentwith
ways to get the chaff out. Concoct a batch
of gumbo (African American) or chili
(Mexican American). Children can make
a listof their snack choices, ask parents for
recipes, find ways to earn money to pur-
chase supplies, shop, and prepare the
food. They might even grow their own
pumpkins or potatoes if teachers collabo-
rate from spring through fall!

International potluck. Children can
help arrange a potluck dinner for the
classroom—or anentire grade level or the
school! Create a festive mood with dis-
plays of children’s art. Each family brings
a cherished ethnic dish to taste, After




dinner, share some of the children’s
favorite songs, or encourage children to
read beloved poems or stories about their
heritage. To follow up, children can use
computers to compile a recipe book. En-
courage the use of children’s home lan-
guage in all the activities.

Time capsule. Little Soldier (1989) rec-
ommends that children assemble a collec-
tion of objects (or pictures cut from maga-
zines for some items!) from contempo-
rary American life into a time capsule.
Ask children to think about why they
chose those objects.

Newspapers, magazines, anid catalogs.
Children are often intrigued to compare
household or clothing items from various
cultures and time periods. Try to obtaina
reproduction ofa mail-ordercatalog from
the turn of the century, or copies of old
newspapers, so children can compare ar-
ticlesavailable and their prices with those
oftoday. Evena10-year-old catalog could
be an eye opener!

Games. Children enjoy playing games
thatoriginated from many cultures (Kamii

& DeVries, 1980; Hatcher, Pape, & Nicosia,
1988). Ask families for suggestions. Re-
vise rules as needed to promote thinking
and cooperation. Create all types of new
games and encourage children to devise
their own, too.

¥ * *

I hope these ideas spark the imagina-
tions of childrenand teachersalike! Young
children are far more likely to succeed in
school and in life when we offer them a
myriad of developmentally appropriate
learning experiences throughout their
early years.

As we all, as Americans, more fully
comprehend our interwoven heritages,
ourdiverse population can proudly come
together—united asa nation and commit-
ted to realizing the ideals of democracy,
truth, and fairness. Qur collective strength
lies in knowledge and understanding—
about ourselves and each other.

Prejudices, itis well known, are most diffi-
cult to eradicate from the heart whose soil
has never been loosened or fertilized by

education: they grow there, firm as weeds
among stones.

—Charlotte Bronte
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Part 3

Professional Resources

hese selected listings are just a few of the vast number of
printed resources available to children and educators who are
eager to learn about themselves and each other. Why books? One of
the all-time best African American writers for children expresses it this way:
Not only do we as human beings have limitations—so also does the written word. It
cannot be eaten or worn; it cannot cure disease; it cannot dissipate pollution, defang
a racist, cause a spoonful of heroin to disintegrate. But, at the right time, in the right
circumstances, falling on the right mind, a word may take effect. (Greenfield,
1975, p. 624)

Greenfield is too modest. Even in these days of interactive video and
frenetic television programming, words on the printed page still have a
powerful effect, as teachers well know. Imaginations and hearts soar when
children are read to or read for themselves!
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Resources for Teachers:
Publishers, Organizations, and
Suppliers of Educational
Materials

Adoptive Families of America
3333 Highway 100 North
Minneapolis, MN 55422
612-535-4829

Adventures in Rhythm
1844 North Mohawk St.
Chicago, IL 60614
312-337-5014

Afro-Am Distributing Co.
819S, Wabash Ave.

Suite 610

Chicago, IL 60605
312-791-1611

AIMSInternational Books, Inc.
7709 Hamilton Ave.
Cincinnati, OH 45231-3103
800-733-2067

Alcazar, Inc.

P.O. Box 429
Waterbury, VT 05676
800-541-9904

American Indians Series
Time-Life Books

1450 E. Parham Rd.
Richmond, VA 23280
800-621-7026

Americans All

6011 Blair Rd.,, N.W.
Washington, DC 20011
202-832-0330

Animal Town

P.O. Box 485
Healdsburg, CA Y5448
800-445-8642

Anti-Defamation League
720 Market St.

Suite 800

San Francisco, CA 94102
415-98*-3500

Arcoiris Records
P.O. Box 7428
Berkeley, CA 94707
510-527-5539

Arte Publico Press
University of Houston
MDA Library

Room 2

Houston, TX 77204-2090
713-743-2841

Association on American In-
dian Affairs

245 Fifth Ave.

Suite 1801

New York, NY 10016

212-689-8720

Association for Childhood
Education International
(ACEI

11501 Georgia Ave.

Suite 315

Wheaton, MD 20902

301-942-2443

Association for the Study of
Afro-American Life and
History

1407 14th St., N.W.,

Washington, DC 20005

202-667-2822
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Bilingual Publications Co., The
270 Lafayette St

New York, NY 10012
212-431-3500

Biracial Family Network
P.O. Box 489

Chicago, IL 60653-0489
312-288-3644

Bookmen, Inc., The

Dick Humphrey, librarian
525 North Third St.
Minneapolis, MN 55401
800-328-8411

Califomia Tomorrow—-Immi-
grant Students Project

Fort Mason Center

Building B

San Francisco, CA 94123

415441-7631

Canyon Records & Indian Arts
4143 North 16th St.

Phoenix, AZ 85016
602-266-4823

Center for Teaching Interna-
tional Relations

University of Denver

Denver, CO 80208

303-871-2164

Center for the Improvement
of Child Caring

Effective Black Parenting Pro-
gram

11331 Ventura Blvd.

Suite 103

Studio City, CA 91604

818-980-0903




Center for the Study of Bira-
cial Children

2300 South Krameria St.

Denver, CO 80222

303-692-9008

Cherokee Publications
P.O. Box 430

Cherokee, NC 28719
704-428-2988

Children’s Book Council
568 Broadway

Suite 404

New York, NY 10012
212-966~-1990

Children’s Book Press
6400 Hollis St.

Suite 4

Emeryville, CA 94608
510-655-3395

Children’s Creative Response
to Conflict

Fellowship of Reconciliation

Box 271

523 North Broadway

Nyack, NY 10960

914-358-4601

Children’s Defense Fund
25 ESt, NW.,
Washington, DC 20001
202-628-8787

Children’s Foundation, The
725 Fifteenth St, N.W.

Suite 505

Washington, DC 20005
202-347-3300

Children’s Small Press Collec-
tion

719 North 4th Ave.

Ann Arbor, M148104

313-668-8056

Claudia’s Caravan
P.O. Box 1582
Alameda, CA 94501
510-521-7871

Cobblestone Publishing, Inc.
7 School St.

Peterborough, NH 03458-1454
800-821-0115

Council for Early Childhood
Professional Recognition

1341 GSt, NW.

Suite 400

Washington, DC 20005

202-265-9090

Council for Exceptional Chil-
dren

1920 Association Dr.

Reston, VA 22091

703-620-3660

Culturally Relevant Anti-Bias
Leadership Project

Pacific Oaks College

5 Westmoreland Pl.

Pasadena, CA 91103

818-397-1306

DenverIndian Center,Inc,, The
4407 Morrison Rd.

Denver, CO 80219
303-936-2688

Desmond A. Reid Enterprises
33 Lafayette Ave.

Brooklyn, NY 11217
718-625-4651

Disability Rights Education
and Defense Fund

1633 Q St, N.W.

Suite 220

Washington, DC 20009

202-986-0375

East Wind Books and Arts
1435A Stockton St.

San Francisco, CA 94133
415-772-5877

Educational Equity Concepts,
Inc.

114 East 32nd St.

Suite 701

New York, NY 10016

212-725-1803

Educational Record Center
3233 Burnt Mill Dr.

Suite 100

Wilmington, NC 28403
800-438-1637

ERIC Clearinghouse on El-
ementary and Early Child-
hood Education

University of lllinois

805 West Pennsylvania Ave.

Urbana, IL 6180°

217-333-138,

Four Winds
P.0. Box 544
York, NE 68467
800-775-3125

Fulcrum Publishing
350 Indiana St.

Suite 350

Golden, CO 80401
303-277-1623

Global Village, Inc.
2210 Wilshire Blvd.

Box 262

Santa Monica, CA 90403
213-459-5188
800-955-GLOBAL

Graywolf Press
2402 University Ave.
Suite 203

St. Paul, MIN 55114
612-641-0077

Green Circle, Inc.
1300 Spruce St.
Philadelphia, I’A 19107
215-893-8400

Gryphon House

P.O. Box 275

Mt. Rainier, MD 20712
800-638-0928

Hearts & Minds

234 East Main St.
Dallastown, PA 17313
717-246-3333

Heritage Key, Inc., The
6102 East Nescal
Scottsdale, AZ 85254
602-483-3313

Hispanic Book Distributors,
Inc.

16€5 West Grant Rd.

Tucson, AZ 85745

800-634-2124

Holistic Education Press
P.O. Box 328

Brandon, VT 05733-0328
802-247-8312

Human Policy Press
P.0. Box 127
Syracuse, NY 13210
315-443-3851

faconi Book Imports, Inc.
1110 Mariposa St.

San Francisco, CA 94107
800-955-9557

Institute for Peace and Justice
4144 Lindell Blvd.

Room 124

St. Louis, MO 63108
314-533-4445
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Inter-Hemispheric Education
Resource Center

Box 4506

Albuquerque, NM 87196

505-842-8283

Japanese American Curricu-
lum Project

P.O. Box 1587

234 Main St.

San Mateo, CA 94401

415-343-9408

Jesania Ltd.

P.O. Box 17

Irvington, NY 10533-2317
B800-443-4728

Lakeshore Learning Materials
2695 East Dominguez St.

P.O. Box 6261

Carson, CA 90749
800-421-5354

Lectorum Publications, Inc.
137 West 14th St.

New York, NY 10011
800-345-5946

LIFT EVERY VOICE Multi-
cultural and Minority Source
Materials Co.

16 Park Ln.

Newton Centre, MA (2159

617-244-9808

Lollipop Power Books
Carolina Wren Press
120 Morris St.
Durliam, NC 27701
919-560-2738

Music for Little People
P.O. Box 1460

Redway, CA 95560
800-727-2233

National Association for Bilin-
gual Education

1220 L St., N.-W.

Suite 605

Washington, DC 200054018

202-898-1829

National Association for the

Educationof Young Children
1509 16th St., N.W.
Washington, DC 20036-1426
202-232-8777

National Black Child Devel-
opment Institute

1023 15th St., N.W.

# 600

Washington, DC 20005

202-387-1281

National Center for Research
on Cullural Diversity and
Second Language Leaming

399 Clark Kerr Hall

University of California, Santa
Cruz

Santa Cruz, CA 95064

408-459-3500

National Clearinghouse for
Bilingual Education

George Washington University

1118 22nd St., N.W.

Washington, DC 20037

800-321-NCBE, 202-467-0867

National Coalition of Educa-
tion Activists

P.O. Box 405

Rosendale, NY 12472

914-658-8115

National Council of La Raza
810 First St., N.E.

Suite 300

Washington, DC 20002
202-289-1380

National Gallery of Art
Publications Mail Order Dept.
2000 South Club Dir.
Landover, MD 20785
301-322-5900

National Institute Against
Prejudice and Violence

University of Maryland

712 West Lombard St.

Baltimore, MD 21201

410-706-5170

National Museum of the
American Indian

Smithsonian Institution

3753 Broadway at 155th St.

New York, NY 10032

212-283-2420

National PTA

700 North Rush St.
Chicago, IL 60611-2571
312-787-0977
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Native American Authors Dis-
tribution Project

c/o The Treenfield Review
Press

2 Middle Grove Rd.

P.O. Box 308

Greenfield Center, NY 12833

518-584-1728

Network of Educators on the
Americas

1118 22nd St., N.W.

Washington, DC 20037

202-429-0137

New Society Publishers
4527 Springfield Ave,
Philadelphia, PA 19143
800-333-9093

I?.0. Box 189

Gabriola Island

British Columbia
Canada VOR 1X0
604-247-9737

Northland Poster Collective
P.0. Box 7096
Minneapolis, MN 55407-1831
800-627-3082

PBS Video

1320 Braddock Pl
Alexandria, VA 22314-1698
8004247963

Peace Works, Inc.
3812 North First St.
Fresno, CA 93726
800—445-8585

People of Every Stripe
P.O. Box 12505
Portland, OR 97212
503-224-8057

Phi Delta Kappa Education
Foundation

P.O. Box 789

408 North Union St.

Bloomington, IN 474020789

812-339-1156

PlayFair Toys
P.O. Box 18210

Boulder, CO 80308
800-824-7255




Portfolio Project, Inc. The
6011 Blair Rd., N.W.
Washington, DC 20011
202-832-0330

Pueblo to People

2105 Silber Rd.

Suite 101

Houston, TX 77055-2545
713-956-1172, 800-843-5257

Raintree Publishers

310 West Wisconsin Ave.
Milwaukee, W153203
800-558-7264

Red and Black Books
432 15th Ave. East
Seattle, WA 98112
206-322-7323

Redleaf Press

450 North Syndicate
Suite 5

St. Paul, MN 551044125
800-423-8309

Rethinking Schools

1001 East Keefe Ave.
Milwaukee, W153212-1710
414-964-9646

Rounder Records
One Camp St.
Cambridge, MA 02140
617-354-0700

Savanna Books

858 Massachusetts Ave.
Cambridge, MA 02139
617-868-3423

Smithsonian Institution Press

Dept. 900

Blue Ridge Summit, PA 17294~
0900

8007824612

Southern Early Childhood
Association

P.O. Box 56130

Brady Station

Little Rock, AR 72215

501-663-0353

Spanish Books, Inc.
6364 El Cajon Blvd.
Suite A

San Diego, CA 92115
619-229-0188

[
1an
[

Syracuse Cultural Workers
P.O. Box 6367

Syracuse, NY 13217
315-474-1132

Thomas Moore Records
5532 Providence Rd.
Charlotte, NC 28226

. 704-529-4725

United Indians of All Tribes
Foundation

Daybreak Star Indian Cultural
Center

Box 99100

Seattle, WA 98199

206-285-4425

Weston Woods
Weston, CT 068831199
800-243-5020

Winston-Dereck Publishers,
Inc.

P.O. Box 90883

Nashvilic, TN 37209

615-329-1319

Women’s Action Alliance
370 Lexington Ave,

#603

New York, NY 10017
212-532-8330
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