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PREFACE

The fundamental goals of most social studies programs
are developing citizenship responsibilities and handing on
the cultural heritage of a nation to the next generation.
Democratic citizenship not only bestows certain funda-
mental rights but also places the burden of numerous re-
sponsibilities on our citizens. In our democratic republic,
the duties related to the office of citizen are among our
most important tasks. The schools —along with other im-
portant social institutions such as the family; church,
temple, synagogue, or mosque; community; and the me-
dia—all have important roles to assume in the develop-
ment of citizenship responsibilities. With a rapidly chang-
ing interdependent world, educators need to prepare
young learners for their citizenship responsibilities as the
world moves forward to the twenty-first century. Social
studies is the curriculum content area best equipped to
help young learners prepare to become active citizens.

Recognizing the changing educational climate, the de-
mands for effective teaching of strong content and basic
skills, and the need to develop nationally recognized so-
cial studies standards, a task force of members of National
Council for the Social Studies (NCSS) —along with the
advice and suggestions from members of the larger social
studies community —prepared a set of curriculum stan-
dards for use by social studies educators. In 1994, NCSS
approved and published Expectations of Excellence: Curricu-
lum Standards for Social Studies. Ten thematic strands were

identified:
© CUILTURE
O TIME, CONTINUITY, AND CHANGE
@ PEOPLE, PLACES, AND ENVIRONMENTS
@ INDIVIDUAL DEVELOPMENT AND IDENTITY
© INDIVIDUALS, GROUPS, AND INSTITUTIONS
® POWER, AUTHORITY, AND GOVERNANCE
® PRODUCTION, DISTRIBUTION, & CONSUMPTION
@ SCIENCE, TECHNOLOGY, AND SOCIETY
O GLOBAL CONNECTIONS
© CIVIC IDEALS AND PRACTICES

The first seven strands are social science discipline ori-
ented, while the remaining three are multidisciplinary. Each
interconnected strand offers appropriate content for teach-
ers to draw upon to enhance student learning in grades K-
12. For the most part, there is agreement among leaders in
social studies education and the social science disciplines
that the ten strands represent key concepts that form an
important base for teaching and learning social studies. The
NCSS standards document should be viewed as an

overarching umbrella under which other social science dis-
ciplines standards are viewed. No single discipline provides
a sufficiently broad perspective of the social studies.

State and local adoption of the ten strands allows stu-
dents, parents, community members, and educators at all
grade levels, and in several disciplines, to engage in dis-
cussions that are substantive and meaningful. The strands
build on the NCSS definition of social studies as being
the “Integrated study of the social sciences and humani-
ties to promote civic competence” whose primary purpose
“is to help young people develop the ability to make in-
formed and reasoned decisions for the public good as citi-
zens of a culturally diverse, democratic society in an in-
terdependent world” (1992). The NCSS Curriculum
Standards are in keeping with the national movement to
develop rigorous educational standards to ensure that the
United States, as a nation, will remain competitive in the
marketplace of a global economy.

The NCSS publication HMeeting the Standards: Readings
for K-6 Educators is the first of several forthcoming publi-
cations that focus on the ten social studies strands. This
publication, along with others in the series, is intended to
help social studies educators design, implement, and as-
sess social studies teaching and learning practices. This
first publication consists of a series of articles reprinted
from a variety of sources and includes practical lessons,
thoughtful reflections, and discussions related to several
social studies curriculum issues.

In deciding which articles to include in this publication,
the editors solicited nominations of articles for possible in-
clusion from more than three hundred elementary teach-
ers, administrators, university faculty members, editors of
social studies or social studies-related professional journals,
and others who have a strong interest in social studies. We
thank all of our colleagues who took time from their busy
schedules to offer valuable suggestions concerning articles
considered for inclusion in this publication.

A number of articles selected were nominated by one
or more persons, and we, the editors, reached a consen-
sus on the final selection of articles. The criteria used to
select particular articles included the following. The ar-
ticles presented
I a range of authors representing a variety of perspec-

tives and learning activities; A
I include both theory and research, as well as practical
examples of teaching and learning practices at both the
primary and intermediate grade levels;
address important content and concepts inherent in the
standards;
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Il promote active student learning both in classroom set-
tings and in the larger community; and

Il include the creative use of textbooks, instructional ma-
terials, and teaching strategies.

The first ten chapters of this publication consist of re-
printed articles that address one or more of the ten strands
identified in the social studies standards. In reviewing sev-
eral hundred articles, it soon became evident that impor-
tant issues related to curriculum development and teach-
ing social studies extended well beyond the thematic focus
of the ten strands. Therefore, the book also includes five
chapters that pay particular attention to issues in social
studies curriculum, social studies and integrated studies,
relating literature to social studies instruction, coopera-
tive learning, and student assessment in social studies. The
inclusion of these articles provides a broader and richer
context for planning the social studies curriculum and
selecting instructional activities.

In making the final selection of articles, the editors in-
cluded a number of articles written by scholars and teach-
ers who had an expertise in fields other than social stud-
1es. Their contributions to our field are likely to stimulate
new thinking about the social studies standards and re-
lated issues. Effective teaching and learning practices are
often cross-cultural and worthy of being shared across
international borders. Therefore, as editors, we were
pleased to find that several of the authors teach and live
beyond the borders of the United States. Their perspec-
tives on social studies are valuable assets to social studies
educators in the United States.

The editors have included an already published article,
“Social Studies Standards: A Pathway to Professional

Development” as an introduction to this publication. The
article provides an overview of the standards and discusses
their role in curriculum and professional development. It
establishes a tone for the other readings that have been
included in the publication. Each of the chapters has an
introduction that elaborates on the individual standards,
or issues, and provides an overview of the articles. The
chapters may be read in any sequence that makes sense to
the reader and best meets his or her needs. Readers are
reminded of the overarching nature of the strands and
that a number of the articles could well have been placed
in one of several chapters.

The editors would like to thank Michael Simpson,
NCSS publications director, and other NCSS staff mem-
bers who worked on this publication and its distribution.
We also express our appreciation to the authors and pub-
lishers who allowed us to reprint their articles. A listing
of credits follows the table of contents.

Finally, the editors welcome comments from readers about
the content of this publication. It is designed to help elemen-
tary teachers by providing information and suggestions for
effective social studies planning, teaching, and learning.
Social studies educators are faced with the challenge of pre-
paring a curriculum designed to pass on cultural heritage,
and to prepare young learners for the responsibility of citi-
zenship in an increasingly interdependent world.

MARY E. HAAS

Professor of Curriculum and Instruction
West Virginia University, Morgantown

MARGARET A. LAUGHLIN

Professor of Education
University of Wisconsin-Green Bay
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INTRODUCTION
Social Studies Standards:

A Pathway to Professional Development

H. Michael Hartoonian
Margaret A. Laughlin

“One must not alwayys think so much about what one should
9o, but, rather what one should be. Our works do not ennoble us;

but we must ennoble our work.”
Meister Eckhart

The traditional role of standards within the
elementary school curriculum is that of asking important
questions regarding the construction of quality curricu-
lum and instructional programs. The NCSS curriculum
standards, Expectations of Excellence: Curriculum Standards
for Social Studies (1994) serves such a role, as well as es-
tablishes a framework or umbrella under which the other
social studies discipline standards can find a home. The
NCSS standards were designed to establish the scope of
the social studies program. That is, they help to deter-
mine how single social studies disciplines, such as, anthro-
pology and political science; and integrated content, such
as, globgD connections, will be structured using sophisti-
cated knowledge drawn from the several social science
disciplines, the arts and humanities, and the natural sci-
ences and mathematics. The scope of such social studies
programs can be pictured in the chart.

These interrelated themes offer a broad framework for
curriculum planning, design, and assessment.

In addition to establishing a curriculum framework,
another and even more important role for the NCSS stan-
dards is to have them serve as a discussion paper or script
which allows educators to better communicate with one
another as well as with the several fields of inquiry that
make up the content of our craft. This script provides the
common grammar and logic that will inform professional
development designs, and foster understanding of the fun-
damental knowledge of social studies.

The standards enable teachers to communicate across
grade levels and subject specializations with one another
and with others (i.e., students, parents, colleagues, and
the larger community) by using a common vocabulary.
For example, the curriculum standards have identified the
knowledge, skills, and essential understandings students
should gain as they study and work their way through
school. To this end, teachers need to plan meaningful in-
structional activities to help students achieve important
social studies content, skills, and attitudes.

Reprinted from Social Studies and the Young Learner, September/October
1995, Volume 8, Number 1. Copyright 1995 by National Council for
the Social Studies.

SEQUENCE
K12345678%910 11 12
«— @ CUTURE —

<«— @ TIVE, CONTINUITY, AND CHANGE ———»
<+— @ PEOPLE, PLACES, AND ENVIRONMENT ———
<«— @ INDVIDUAL DEVELOPMENT AND IDENTTY——
<«— © INDIVIDUALS, GROUPS, AND INSTITUTIONS ——
<« @ POWER, AUTHORITY, AND GOVERNANCE ———»
<«— @ PRODUCTION, DISTRIBUTION, AND CONSUMPTION—»
«— @ SCENCE, TECHNOLOGY, AND SOCIETY——»
<+— @ GlOBAL CONNECTIONS >
+— © CIVIC IDEALS AND PRACTICES >

(Themes) SCOPE

As teachers reflect on the ten social studies themes they
should grapple with such questions as:

Il Why teach social studies?

Il What information, knowledge, and wisdom constitute
a quality social studies program for our school?

[ What do our students need to know to confront major
issues affecting them and their world?

Il What instructional activities will allow students to be
active learners? What does this mean in my classroom?

@ How can our students meet the performance expecta-
tions inherent in strong social studies programs?

I8 What new information do I as a teacher need to know
within my content field (the several social science dis-
ciplines) to be an effective teacher of social studies?
How will I update my information base?

@ How will I apply new findings from research concern-
ing the social science disciplines, effective teaching,
student learning, student assessment, and so forth in
my classroom?

The social studies standards can help teachers address
all of these questions and more, when they are used as a
dialogue to engage us and to help us create a community
of scholars.

There is no more exciting field of study than that of
human individuals and society, both women and men, In
different settings and cultures, in different time periods,
engaging in the ordinary and extraordinary events of daily
life. We should make learning social studies irresistible
for students. What drama is more exciting than studying
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about people who make a difference in our lives past and
present? To get us to this point, we must also use the stan-
dards to construct and implement professional develop-
ment programs.

Let us start with a truism: a teacher can only teach
two things — what he or she knows, and who he or she is
(character). In their broadest sense, knowledge means an
understanding of the content fields we teach, our instruc-
tional practices, human growth and development, and the
larger social context for learning known as the commu-
nity. Broadly speaking, character means integrity, a com-
mitment to excellence, achievement, and justice.

All of us need to address these factors of knowledge
and character. We know, for example, that the half-life of
a baccalaureate degree is about 3 years or less. That is,
one-half of what we have learned is obsolete or irrelevant
within 2 or 3 years after graduation.

What does this indicate to those of us who have been
teaching for 10 or 25 years, or even longer? How do we
confront new information as it becomes available to us?
How do we conceptualize an ever-changing world? On
the other hand, our character is challenged every day by
a society that seems to have misplaced many of its values.
Yet, the community expects educators, and rightly so, to
be ethical pillars of society and role models for students.
Meeting these challenges, we believe, will help to ensure
the survival of our republic.

How can the NCSS standards help with all of this?

With regard to knowledge, the standards provide a
curriculum design that is comprehensive. It is a design
that will allow teachers to construct a discipline-oriented
and integrated contemporary curriculum that addresses
both theory and instruction “best practices.” But, espe-
cially important, when it comes to knowledge, the 10
themes provide an excellent blueprint for quality profes-
sional development programs. Each of the themes estab-
lishes a framework within which K-12 teachers can learn
and work together.

All of the standards have a K-12 content component
which becomes more sophisticated as young learners
progress grade by grade through school. For example, the
content standard “civic ideals and practices” may require
young learners to help construct rules for their classroom
which they will practice within their school. Older chil-
dren may engage in community service by volunteering
to tutor younger children in their school or they may
gather, analyze, and apply information about a policy is-
sue facing their local community, such as, the location of
a new highway or shopping center.

Q

High school students might examine the role of the
media in shaping public opinion to support or defeat a
political candidate or an issue facing the community or
state, e.g., to extend the school day by an hour and/or the
school year to 240 days. Activities such as these allow stu-
dents to understand aspects of civic participation with
increasing degrees of active involvement in shaping poli-
cies which affect them. Such activities lay the foundation
for later civic action in their adult lives.

Numerous staff development opportunities enable
teachers to work together to develop the themes of the
standards. For example, colleagues or outside resource
people (discipline content specialists) could be invited to
help teachers gain content information on each theme, to
become aware of additional resources for teaching the
content, and to plan effective learning activities. Other
consultants who have expertise in assessing student per-
formance, and so forth could also be invited to provide
needed staff development. Teachers could also take ad-
vantage of nearby conferences and workshops which of-
fer content and methodology for implementing the NCSS
standards. Such programs should include attendance at
the annual NCSS national, regional, and state social stud-
1es meetings.

While the NCSS curriculum standards were designed
to serve as a K-12 framework within which all other so-
cial studies discipline standards can and should find a
home, perhaps their most important role will be in the
establishment and design of professional development
programs that help all of us enhance our understanding
of who we are, what we know, and what we want our
students to learn.

Copies of Expectations of Excellence: Curriculum Standards
for Social Studies (1994) may be obtained from National
Task Force for Standards in Social Studies, Bulletin #89,
BU890094 for $15.00 ($12.75 for NCSS members) plus
$2.50 for postage and handling. Call 1 800 683-0812.

ABOUT THE AUTHORS

H. Michael Hartoonian is Past President of NCSS. Margaret
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PART 1
© CULTURE

Humans create, learn, and adapt culture.
Culture has an impact on our lives by giving unique indi-
viduals a common set of beliefs, knowledge, values, and
traditions. The United States is multicultural, democratic,
capitalistic, and increasingly more technological. Through-
out their lives, students must learn to function as partici-
pants with others in various settings. Children need to
realize that all people, even those in a single setting, have
perspectives influenced by the cultures of their heritage
and region. Because cultures are created by people, stu-
dents need to recognize that there are various aspects of
culture that allow people to live and work together, and
that cultural differences are expressions of an individual’s
unique cultural heritage.

When studying cultures, students seek answers to such
questions as, What are the common characteristics of dif-
ferent cultures? How are people alike? What are the im-
portant differences in people? How do belief systems, such
as religion or political ideals of a culture, influence the
other parts of the culture? How do cultures change to
accommodate different ideas and beliefs? The study of
culture typically appears across the social studies curricu-
lum in lessons, units, and courses dealing with geogra-
phy, history, anthropology, and multicultural issues.

The selected articles address the rationale and issues
related to teaching culture to elementary students as well
as suggesting how and what to teach. All of the authors
advocate active learning by the students as they seek simi-
larities, differences, and explanations. Soldier discusses

several important concepts and generalizations of anthro-
pology for children and suggests ways to incorporate these
into the school curriculum beginning in the earliest grades.
Gloria Ladson-Billings explains why it is necessary for
teachers to confront stereotyping and prejudice in the
classroom and suggests ways to accomplish this goal.

Sesow et al. recognize that all classrooms have stu-
dents of various cultures. They suggest concrete ways to
approach the study of culture by investigating diversity
in each classroom. Laney and Moseley provide a sample
lesson, “Who Packed the Suitcase?”, in which students
assume the roles of anthropologists.

Because the study of Native Americans has long been
an important part of the elementary curriculum, several
articles about Native Americans are included. Harvey
suggests concepts to use in the study of Native Ameri-
cans across the curriculum. Weatherford illustrates the
advanced nature of Native American culture by pointing
out its worldwide impact —particularly its impact on
American political institutions with origins in Native
American cultures. Important links between weather, cli-
mate, soil, and cultural geography are examined in an ex-
tensive, interdisciplinary unit on Native American food
by Marturano titled “Horticulture and Human Culture.”
Each article is intended both to inform the reader and
stimulate thinking about the impact of culture on a soci-
ety. The lessons serve as models that can be used with any
number of different cultural and ethnic groups.
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Making Anthropology a Part of the 1
Elementary Social Studies Curriculum

Lee Little Soldier

Anthropology is a discipline about which
much of the general public knows little. It is a mystery to
many educators as well. The lack of awareness results in
part from not teaching anthropology as a discipline in its
own right in our schools. Inasmuch as anthropology is a
social science, however, certain topics and themes that
overlap with such other social science disciplines as soci-
ology, economics, and the like are taught both at elemen-
tary and secondary levels. Since anthropology is rarely
taught as a separate subject below the college level, stu-
dents find it difficult to discuss it apart from other social
sciences. Teachers have consequently overlooked anthro-
pology as an important discipline for developing integrated
social science experiences for children. It can, moreover,
provide opportunities for language enhancement and ac-
tivities in the fine arts.

People within any given culture tend to be ethnocen-
tric and believe their way of living the natural or logical
way. Children are naturally egocentric and ethnocentric.
Inasmuch as anthropology is built upon the very broad
concept of culture, it offers promise for providing a real-
istic focus for the social studies curriculum in the elemen-
tary grades. To understand their world and their place in
it, children first need an awareness of their own culture.
This understanding can later be enhanced by comparison
and contrast with other cultures.

CULTURE BASIC TO ANTHROPOLOGY
Culture as a basic concept is the sum total of a group’s sur-
vival response in a particular locale or environment. It is a
way of explaining non-biological human variation. Study
of a particular culture attempts to look at how and why
people of that culture have interpreted their world and given
meaning to their existence. People belong to societies but
they have cultures within which social organizations or in-
stitutions exist. These organizations or institutions regu-
late the social behavior of their members. Children should
be exposed to the concept of culture because it is the only
means by which they can organize data concerning human
behavior in contextual settings and develop understanding
of how and why groups of people differ from one another
in their customs, habits, and traditions.

Generally it is upon entering school that young chil-
dren imtially encounter persons of other races and cul-

Reprinted from Social Education, January 1990, Volume 54, Number 1.
Copyright 1990 by National Council for the Social Studies.

tures. They are required to interact with children and
adults whose physical characteristics, language, and ways
of reacting in social situations may differ from those to
which they are accustomed. They may laugh, cry, or oth-
erwise react to these differences on an emotional level. In
culturally diverse schools, the need for developing the
notion of cultural relativity must hold high priority; how-
ever, in all classrooms it is necessary to promote the un-
derstanding that the behavior of all people must be judged
within the context in which it occurs. Cross-cultural com-
parisons are legitimate; cross-cultural exclusion of a dif-
ferent social behavior as invalid is not.

CONCEPTS AND GENERALIZATIONS

What concepts and generalizations from anthropology are
appropriate for elementary students? First we should de-
velop the understanding that people are more similar than
dissimilar because all persons have the same basic needs
for such tangible items as food, clothing, and shelter. Less
obvious but equally important are the needs for such less
tangible things as safety, recreation, and a sense of belong-
ing. With examples from the lives of children in the class-
room, teachers can begin to develop a sense of the unity of
humankind. Looking at the cultural and individual varia-
tions among families represented in class and helping pu-
pils become aware of these differences, teachers can move
to the important generalization that these needs are met in
many ways by different families and cultures. We begin at
the children’s level of thinking and ways of doing things
and expand their understanding as they move toward ac-
ceptance of how others do these things. By understanding
themselves, children begin to understand others.

In addition, children need to acquire a sense of the
relationship between the environment and the ways in
which people have met their needs. By comparing the
material cultures of different groups of people in diverse
locations, pupils may, for example, perceive rice as a diet
staple of Asian groups not as an idiosyncratic choice, but
as due rather to climate, soil, and water availability in parts
of Asia. Children should be encouraged to appreciate dif-
ferences in food, clothing, and shelter as wondrous ways
in which human beings have adapted for survival within
a range of environmental differences around the globe.

Because we are social beings, it is necessary to develop
the concept of interdependence. People depend on one an-
other to satisfy their needs. At the present time, societies
are so highly specialized and technical that our survival is
contingent upon getting along with others whose goals and
values are not identical with and may run contrary to ours.
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Children can begin to understand the interdependence of
the roles of various members within the family, school, and
community and how each person’s contribution helps make
each social group function.

After developing an understanding of likenesses, the
teacher can focus on the generalization that, although
people are physically different from one another, these
differences are superficial. The usual comparisons are skin
coloration, hair, facial features, height, weight, and so on.
The positive nature of diversity is a theme that should run
throughout the year and permeate the curriculum. When
children grasp that people are basically the same the world
over, despite differences in physical characteristics, they
can begin to deal with the idea that cultural variations are
normal, expected, and positive.

Children can learn something about a people by study-
ing how they meet their needs for food, clothing, and shel-
ter, their family patterns, holidays and other special days,
their fine arts, recreation, religion, and traditions. Al-
though material culture is emphasized, even young chil-
dren can gain some understanding of a people’s world-
view by interrelating these aspects of the culture over time
and understanding the concept of values. Thus units deal-
ing with an isolated aspect of culture or what is superfi-
cial may promote more misunderstanding than under-
standing. Black History Week and American Indian Day,
unless part of a larger context, become mere excursions
into ways of life that may be foreign to children and be
perceived as quaint or archaic.

Studies of a culture or part of a culture must be placed
in space and time. Both of these concepts are difficult for
young children to grasp but are critical to understanding
any group of people. Where are the people under study to
be found? If environment affects the culture, maps and
globes must be used. What era are we going to study?
Are we going to study present-day Native Americans, pre-
Columbian, or that period in our history of westward ex-
pansion that became the focus of the cowboys and Indi-
ans films? A sense of chronology must be developed as
well. Time lines that begin with the child’s own life span
and expand to include wider and wider social circles can
help pupils gain some sense of how and why cultures
change.

We should also help children acquire several concepts
about culture. Some obvious examples are the borrowing
from other cultures that has transpired, making Mexican
food standard fare, cowboy boots the dress code of the
day in certain parts of the country, and territorial-style
homes the fashion in the Southwest. Help children exam-
ine their own lives for examples that show how this bor-
rowing has taken place and affected their own lives.

Cultures are learned. Children recognize and learn
acceptable behavior by watching and listening to their own
family members, practicing that behavior, being rewarded
for certain kinds of behavior, and punished perhaps for
others. What is acceptable behavior in one family but not
in another may represent a basic cultural difference or

merely an individual family difference. (This is an impor-
tant thing for teachers to understand too, particularly when
diverse culture groups are represented in the classroom.)

Family members and larger social groups share cul-
tures. Sharing and borrowing are means by which cul-
tures change. We learn from one another by borrowing
and sharing and thus acquire new ways of doing things
that enhance our lives. When we add to our own culture,
we enrich it.

Anthropology can be incorporated into the curricu-
lum in various ways. A particular facet of life, such as the
arts, may organize experiences for children that embody
diversity. Focusing upon the basic needs of human beings
for food, clothing, and shelter makes clear the compari-
sons and contrasts across cultures. More typically, we can
deal with topics traditionally found in the social studies
curriculum, such as celebrations of certain holidays and
special days, the study of ancient civilizations and dino-
saurs, and American Indians and Eskimos, all of which
draw heavily on anthropological content. The latter ap-
proach may appear least valuable unless emphasis is
shifted from particular facts to basic understanding and
generalizations about human beings.

ACTIVITIES
If teachers wish, for example, to incorporate a study of “In-
dians” into the curriculum, it is important to begin not by
selecting books, materials, and activities, but by determin-
ing the goals and objectives for the units in terms of desired
changes in pupil behavior. In addition, the unit should be
planned to articulate with other aspects of the curriculum,
to provide a variety of materials and activities that cut across
subject matter lines, and to reinforce and enrich the new
learning beyond what is done in the unit.

Many activities used in elementary classrooms can help
build basic anthropological understanding. It should be
reiterated, however, that activities should be selected on
the basis of goals and objectives to be accomplished within
a particular strand of the curriculum. The activities that
follow are highlighted only to show how they might be
used to reinforce or enrich basic concepts and generaliza-
tions from anthropology that are appropriate for elemen-
tary grades. 4
1. Generalization: Relationship of the environment and the way.

people meet their needs. When children pop popcorn, study
the origin of corn —where it grows and how and why
it has become a cultural focus for many Native Ameri-
can groups. Corn ls Maize by Aliki might be an appro-
priate book to introduce to children.

2. Generalization: Different cultures wse symbols to communi-
cate with each other. Show pupils symbols such as a flag,
stop sign, or cross. Discuss what these symbols mean
and help pupils discuss other symbols in our culture.
Emphasize that these symbols are examples of culture
because they represent ideas that people within our
culture agree upon and use to communicate with one
another.

LRIC
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3. Generalization: Artifacts identify how a culture has developed.
Place a collection of diverse objects in a bag that you
might call your time capsule. Have the children look
at each object and speculate about how people from
another planet or a future era might view these arti-
facts and how they might use the items. You may in-
clude such things as paper clips, toothpicks, a sponge,
plastic cups, etc.

4. Generalization: Cultures change over time as a consequence
of industrialization, technology, and borrowing from other cul-
tures. Obtain reprints from the library or commercial
sources of outdated mail order catalogs. Have the pu-
pils compare items in different catalogs with items in a
current catalog. Ask them to locate items in the older
catalogs that are no longer available and consider why
these things are not featured in current catalogs. Have
them trace the development of electronic equipment
and locate items that are relatively new in the catalog.
The concept of cultural change is difficult to grasp un-
less it can be brought into focus by using items that
are significant to the learner.

The above generalizations represent a small sample of
the possibilities that exist for teaching basic concepts and
generalizations from the social sciences with an emphasis
on anthropology, after goals and objectives for units and
lessons have been clearly defined.

16

SUMMARY

Anthropology can provide cohesion for the elementary
social studies curriculum and help provide direction for
determining what should be taught. Because of our shrink-
ing world and the multicultural nature of society, it is im-
perative that teachers help children develop an awareness
of their social world and their important place in it.
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I Don’t See Color, I Just See Children 2
Dealing with Stereotyping and Prejudice in Young Children

Gloria Ladson-Billings

Red-headed, freckled-faced Marco was

completing an art project when he looked up at the Afri-
can-American parent belper and then looked across at
the preschool’s only two African-Amerccan children
playing at the puzzle table. “Which one i yours,” asked
Marco. The parent ymiled and vaid, “The little girl,
Jessica, is my daughter.” Marco replied, “I knew one of
those black ones wau yours.” The [W Jhite teachers at
the preschool were noticeably uncomfortable with
Marco’s comment. On another day, Marco proudly dis-
played a beautiful hand-knitted yweater his grand-
mother vent him from Italy. The African-American
parent belperadmired bis sweater and jokingly suggested
that maybe she should live at Marco s house so that
she, too, could receive such lovely gifts. “You can’t live
at my house,” Marco laughed. “Only [W Jhite people
live at my house, no black ones.” The [W]hite teachers
seemedembarrassed and one reprimanded Marco for not
displaying a sharing attitude.

THE MYTH OF COLOR BLINDNESS

The vignette related above is a true story. Marco, the child
of recent Italian immigrants, spoke openly and honestly
about the reality he observed. His teachers, however, who
never discussed student racial and/or ethnic background
were playing a dangerous game of ignoring reality. Per-
haps they were doing so because they thought that by ig-
noring it, the problem would disappear. Perhaps they were
doing it because they wanted to appear “fair” or “neutral”
toward all of their students. Most likely, they were doing
it because discussions regarding racial and ethnic differ-
ences are difficult for adults to handle and they believed
they are even more difficult for young children.

During the presentation of the landmark Brown vs.
Board of Education case that declared that separate edu-
cation was inherently unequal education, the NAACP le-
gal team used the social science research of Kenneth and
Mamie Clark to demonstrate that children were aware of
racial differences at a very early age (Clark, 1955). Un-
fortunately, children’s awareness of racial difference of-
ten is dismissed or ignored by the adults around them,
particularly their teachers.

In the highly acclaimed book White Teacher, Vivian
Paley (1979) confronts her own battle with the pretense

Reprinted from Soctal Studies and the Young Learner, November/Decem-
ber 1992, Volume 5, Number 2. Copyright 1992 by National Council
for the Social Studies.

of color blindness. Until she is confronted by an African-
American parent, Ms. Paley continued to do those things
that marginalized and stereotyped children of diverse ra-
cial and ethnic backgrounds. The parent told Paley:

My children are [B]lack They don't look like

your children. They know they're [B]lack and

we want it recognized. It's a positive difference,

an interesting difference, and a comfortable natu-

ral difference. At least it could be more so, if you

teachers learned to value difference more. What

you value you talk about (p. 138).

In my own teaching of White student teachers, it be-
came apparent how uncomfortable the students were dis-
cussing their own ethnicity (King & Ladson-Billings,
1990). Because their “whiteness” had gone unexamined,
the students were nervous about discussing what it meant
to be white and how their white skins privileged them
(McIntosh, 1988). To them the huge disparities between
the economic and social status of Whites and African-
Americans are the result of slavery. Almost none of them
understood the dynamics of racism and how it contrib-
uted to unequal access to power and opportunities. These
novice teachers did not understand that with a backdrop
of racism and social inequity, prejudice and stereotypes
would persist. They could not merely dismiss student ra-
cial and ethnic differences by pretending to ignore stu-
dents’ skin color.

RECOGNIZING PREJUDICE AND STEREOTYPING IN
THE CLASSROOM
The literature on stereotyping, prejudice, and cultural di-
versity is growing at a rapid pace (for examples see C.
Grant, 1992: Nieto, 1992: Banks & Banks, 1989; Bennett,
1990). One force driving this expansion is the rapidly
changing demographics of both the society in general and
the school population in specific (Hodgkinson, 1989).
Around the year 2000 almost one out of three persons in
the U.S. will be of color. African-American, Latino, and
Asian-American birth rates are higher than that of Whites.
While the student population is becoming increasingly
diverse, the teaching population is becoming increasingly
monocultural (Whitaker, 1989). These demographic
changes coupled with economic hard times make for a
volatile and sometimes hostile environment in which to
address issues of prejudice and stereotyping. Students are
not immune to these societal and cultural changes.
Another reason for the need to pay attention to issues
like prejudice and stereotype reduction is the need for stu-
dents to be equipped to build community. The transience

17 15



of the American population, the rise in immigration, and
increased economic disparity underscore our need to or-
ganize ourselves as members of a civic community. We
need opportunities to exploit our differences as a way to
develop unity. We need to understand that the strength of
our communities and the nation is that we bring these dif-
ferences to bear on common civic goals of freedom, jus-
tice, and equality.

A related reason for increased attention on issues of
race, ethnicity, prejudice and stereotyping is that of na-
tional unity. At the same time we build our specific local
communities, we must reclaim our national inheritance-
that of building one nation out of many. The entire his-
tory of this nation is multicultural. Even before Colum-
bus arrived in the Americas, the land was populated by
many diverse nations of Native Americans. Students must
understand that if we do not live together, we will surely
destroy ourselves individually.

Children do not come into the classroom as empty ves-
sels. They come with knowledge, skills, attitudes, and val-
ues. Much of the knowledge, skills, attitudes, and values
that students bring with them has been shaped and in-
formed by their parents and other relatives, friends and
playmates, books and television. Schools can either rein-
force what children bring with them or counter it. When
that knowledge is prejudicial and/or stereotypical, teach-
ers have a moral and ethical obligation to correct it.

Jackie was a student teacher. She was excited
about working in the second-grade class to which
she was assigned. The class was racially and lin-
guistically diverse with African American,
Latino, Asian, and [Wlhite students. As Martin
Luther King, Jr. Day approached, Jackie pre-
pared several activities to help increase the stu-
dents’ knowledge about the famed civil rights
leader. As she walked around the class, while her
students were completing a reading worksheet
on Martin Luther King she noticed one [White
boy had drawn a huge black x over the entire
worksheet. When she questioned him as to why
he did that he replied, “I don't believe in Martin
Luther King. My dad says I don't have to do
nothin’ that has to do with Martin Luther King.”

What should Jackie have done? What do most teach-
ers do when students express hostility and prejudice to-
ward information about people who are different from
them? In this case, Jackie reported the incident to her
cooperating teacher. The cooperating teacher chose to
ignore it but Jackie felt a moral obligation to do some-
thing. She mentioned it in passing to the school princi-
pal (although she sounded casual. this was a deliberate
move on her part) and the principal was concerned
enough to contact the parents and explained to them the
principles upon which the school was based. The princi-
pal informed the parents that the school was no place
for the displaying and cultivation of prejudicial or racist
attitudes.

Jackie's case was obvious and had a reasonably simple
resolution. How do we handle more subtle (and some-
times more insidious) examples of stereotypical and preju-
dicial behavior and practices in the classroom? Not many
teachers have the opportunity to get feedback from col-
leagues and supervisors concerning the possibility of their
reinforcing prejudice and stereotypes. Not many teach-
ers want that kind of feedback. What if colleagues were
to observe your practice for prejudicial and stereotypical
behaviors? Would they see differential discipline practices
for minority children who were engaging in the same be-
haviors as their White classmates? What would seating
arrangements suggest? Which children are regarded as
the smartest? The slowest? Who does the teacher call on
during lessons? What does the room environment reveal?
Are photographs, pictures, and books representative of
the diversity of the society? If there is a toy corner, are
there multiracial dolls? Are both boys and girls encour-
aged to participate in all games and activities? Is the ques-
tion of racial, ethnic, and linguistic differences ever
brought up as a part of curricular discussions? Are lin-
guistically different children integrated into classroom les-
sons and activities or are they ignored until the teacher or
classroom aide has time to attend to their needs? Are par-
ents of culturally diverse students encouraged to partici-
pate in classroom activities? Does the teacher stop trying
to get participation of diverse parents after one or two
unsuccessful attempts? How often does the teacher tele-
phone the parents of diverse students with good news
about the students’ progress? How many home visits does
the teacher make during the course of a year? How much
does the teacher know about students’ background and
home culture? What does the teacher say to his or her
colleagues about the culturally diverse students? What
attempts has the teacher made to learn about effective
teaching strategies for diverse learners?

Teachers need opportunities to analyze their own and
their colleagues’ practice in order to discuss ways in which
prejudicial and stereotypical behaviors are reinforced or
counteracted. They need open forums for discussion of
ideas and strategies for uncovering their own and their
students’ misperceptions and ignorance about race,

ethnicity, gender and disability.

CLASSROOM STRATEGIES FOR COMBATING
PREJUDICE AND STEREOTYPING
Despite what some educators may think. the classroom is
not a neutral place (McLaren, 1989). Some students are
privileged in the classroom while others are disadvantaged.
Teachers need to be able to recognize conditions both overt
and covert that contribute to inequality in the classroom.
Two areas in which teachers can begin to combat preju-
dice and stereotypes are curriculum and instruction.
Curriculum scholars have long recognized the fact that
school curricula and the textbooks used to facilitate them
are not neutral (Apple, 1990: Apple & Christian-Smith.
1991). However, teachers are not often asked to examine
10
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the political and cultural messages that are transmitted
via the curriculum and texts. I am suggesting here that
teachers must begin to uncover the messages, both ex-
plicit and implicit, that reside in the pages of curriculum
guides and textbooks. They must ask themselves what is
this content advocating? Should I use this with my stu-
dents? How can I counteract negative and erroneous in-
formation so that students’ prejudicial and/or stereotypi-
cal thinking is not reinforced.

They must also ask themselves in what ways they can
improve the teaching-learning environment to oppose ste-
reotypes and prejudice. What pictures and representations
should they bring to the classroom, i.e., is a picture of
Michael Jordan one of role modeling or stereotyping re-
garding African American male athletic prowess? They
must be prepared to respond to images and messages that
inadvertently come into the classroom through student or
adult comments, media, and texts. When students read
“classics” (or adaptations of such books) that reflect the
prevailing stereotypes of the time,' teachers need ways to
address these stereotypes so that students will not mis-
read these stereotypes as teacher endorsement.

Another strategy being employed by many school dis-
tricts is one of curriculum infusion (Shujaa & Ballard,
1991). This strategy involves bringing multicultural con-
tent into the classroom within the existing structure of
the curriculum to correct errors in historical and social
knowledge. Banks (1991) suggests a four-level model of
integration of ethnic content. The first level is the contri-
butions approach which involves a focus on discrete cul-
tural elements such as heroes and holidays. The second
level is the additive approach which, like many curricu-
lum infusion models, leaves the basic structure of the cur-
riculum intact and adds content, concepts, themes, and
perspectives of various groups. The third level is the trans-
formation approach which envisions a change of the cur-
riculum structure to ensure that students have the oppor-
tunity to examine and understand concepts, issues, and
events from the perspective of various groups. Finally, the
fourth level is the social action approach which suggests
that students not only receive new knowledge and infor-
mation, but they are prepared to act on important social
issues. This curriculum cannot transform students by it-
self. Educators serious about these issues must also ex-
amine instruction —the ways in which we teach—in or-
der to combat stereotypic and prejudicial thinking.

There is a need for what I have termed a “culturally
relevant pedagogy” (Ladson-Billings. 1990; Ladson-Bill-
ings, 1991). This is the kind of pedagogy that empowers
students, through the use of their home and community
culture, to make connections and critique dominant cul-
ture knowledge and ideology. The assertion here is that
how you teach children is equally as important as what
you teach children. Indeed. culturally relevant pedagogy
can serve as an important counter-strategy to biased and
inaccurate curriculum because the culturally relevant
teacher naturally takes a critical perspective on the con-

tent. At the same time, these teachers are able to respond
to stereotypic and prejudiced student and adult comments
in ways that inform and correct.

EPILOGUE

Although this discussion has focused on prejudice and ste-
reotypes, it is important to understand them in the larger
context of racism and discrimination. Prejudice is a dis-
position or judgment (either positive or negative) before-
hand without knowledge of the facts. It is an attitude while
discrimination is an action. However, they do not operate
solely on a personal level. Weinberg (1990) asserts that
“racism is always collective. Prejudiced individuals may
join the large movement but they do not cause it. The point,
sometimes difficult to grasp, is fundamental.”

This means that while classroom teachers must work
to combat the individual attitudes of prejudice and the
individual actions of discrimination among their students,
they must not be blind to the collective racism that exists
in the school, community, and nation. Issues of school
personnel staffing patterns, parental and community re-
lations, and school and district-wide policies must be ex-
amined for evidence of racist and discriminatory practices.
Teachers who are willing to embrace a pluralistic,
multicultural society must also be willing to work to change
existing conditions where they live and work to bring
about such a society.

NOTE

I refer here to books like Huckleberry Finn or Robinson
Cruuoe that have obvious literary merit but present ste-
reotypic depictions of African Americans.
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Investigating Classroom Cultures

F. William Sesow
David Van Cleaf
Bob Chadwick

Culture includes “all of the human-made
components in a society and their symbolic meanings, such
as tools, language, values and institutions” (Banks & Clegg,
1985, p. 205). The aspects of culture are often abstract, mak-
ing it a challenging concept to teach. Typical textbook les-
sons do not provide concrete activities that enable elemen-
tary students to develop an understanding of the concept.
However, teachers and students form a classroom culture
that is in some ways similar to other cultures. A concrete
way to teach students about culture is to engage them in an
investigation into their classroom culture. Thus, by examin-
ing activities and artifacts representative of their class, stu-
dents begin developing a concrete understanding of culture
that will then enable them to explore other cultures.

This article describes a series of instructional activi-
ties designed to help students develop the conceptual foun-
dation necessary for later lessons about other cultures. The
instructional activities are also designed to engage students
in the critical thinking skills of observing, grouping-la-
beling, and generalizing (Winocur, 1986). While these
activities are appropriate for grades three through twelve,
they have also been used successfully with undergradu-
ate and graduate college students.

To start the examination of the classroom’s culture, the
teacher conducts a class discussion of what is meant by
culture. For the purposes of this activity, culture 1s an
expression of the lifestyles of a group of people and in-
cludes how they behave and what they believe. Anthro-
pologists examine artifacts as they attempt to describe the
behaviors and beliefs of a culture. In the following activi-
ties, students act like anthropologists and form generali-
zations about the classroom’s culture by examining arti-
facts of individuals within their classroom.

CULTURE ARTIFACTS BOX

Begin by instructing class members to bring several items
to school that represent things they like, believe in, value,
or use. Two items per student are sufficient, but if a class
consists of fewer than twenty students, each student should
bring three or four items. In order to compile a varied
collection of artifacts, caution students not to tell each
other what objects they plan to bring. The teacher and

Reprinted from Social Studies and the Young Learner, January/February
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other adults who are a part of the classroom environment
are expected to contribute items too. Inform students that
fragile or valuable items may be represented with photos
or pictures students have drawn.

Students secretly place their artifacts in a covered ar-
tifact box. The size of the box will depend on the number
of artifacts anticipated. Decorate the artifact box with pic-
tures and symbols, and label it the “Cultural Artifacts Box.”
The decorations could include pictures cut from maga-
zines representing individuals and groups of people en-
gaged in various activities as well as a variety of objects
used and enjoyed by people.

OBSERVATION OF ARTIFACTS

The first critical thinking skill used in investigating the cul-
ture of the classroom is observation. Divide students into
cooperative learning groups and remind them that observa-
tions are made by using as many of our senses as possible.

Depending on the number of cooperative learning
groups, subdivide the artifacts that had been placed in
the box evenly and distribute them to the groups. For ease
of exchanging the artifacts among groups, the items are
placed in grocery sacks and each sack is numbered. This
way sacks are rotated to each of the groups, thus ensur-
ing that each group has access to all of the artifacts.

As each group observes the artifacts, group members
record their observations using a standard form. [Note:
Cooperative learning typically calls for roles assigned to
each participant. For this activity you need an observa-
tion leader, an observation recorder, a grouping and la-
beling leader, a grouping and labeling recorder, a gener-
alization leader, and a generalization recorder.]

In most cases, students will not taste or smell the arti-
facts. However, such headings should be included on the
form to remind students that they should observe objects
by using as many senses as possible. Also, these headings
will be useful with other observation activities where taste
and smell are appropnate.

GROUPING AND LABELING

This activity is a variation of Hilda Taba’s (1967) concept
formation strategy and requires students to engage in the
processes of grouping and labeling. First, students exam-
ine their artifacts list and arrange the artifacts into groups.
Instruct students to look for common characteristics (at-
tributes) among the artifacts. Students’ categories usu-
ally relate to family, religion, sports and hobbies, pets, and
foods. Caution students to try to limit the number of
groups. Six to ten labels are appropriate. Each label is
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then assigned a number or letter and written beside the
corresponding item on the observation list. Some items
may have more than one letter or number assigned be-
cause their attributes fit more than one group. However,
it is desirable to have younger students limit each artifact
to only one group.

MAKING GENERALIZATIONS

After the artifact has been grouped and labeled, the coop-
erative learning groups develop generalizations about their
culture. These generalizations arrived at may be similar
to the following:
Il Our class likes fast foods
M Our class is religious
Il Our class participates in sports
I Our class enjoys reading
Il Our class uses computer technology
M Our class has pet animals

Once generalizations have been developed, each of the
cooperative learning groups gives a report to the entire
class about observations made, groups and labels given to
the artifacts, and generalizations about the class culture.
The teacher then displays each artifact and asks who
placed it in the box and why. At this time the artifacts can
be returned to their owners.

SUBCULTURES

If students are developing a sound understanding of the
concept of culture, it is appropriate to consider the con-
cept of subculture. All major cultures have subcultures,
which may be based on religious, racial, ethnic, regional,
or gender differences. Depending on the make-up of a
particular group of students, distinctive subcultures may
be obvious. The most obvious basis of subcultures in most
classrooms is gender. Male and female students often bring
different artifacts to represent their subcultures.

To explore the classroom’s subcultures, students should
reexamine the artifacts and be asked to place them into
subgroups based on gender differences. Some items may
be clearly appropriate for one gender or the other. Other
items may be difficult to classify because the items are
appropriate for both subcultures. If using gender as the
basis for studying subcultures, care should be taken to
avoid sexist attitudes.

The teacher should then lead the class in a discussion
that requires students to explain how subcultures can have
unique artifacts and still be part of a larger culture. This
will require students to explain how subcultures contrib-
ute to the primary culture. It will also require students to
consider differences existing within their primary culture.

CULTURAL SIMILARITIES

Social groups develop artifacts, symbols, and rituals to
help them and their members respond to major events in
life as well as to respond successfully to challenges im-
posed by the environment. Although cultures have unique
ways of expressing these responses, cultures have many

similarities. David Elkind (1981) encouraged teachers to
focus on these cultural similarities rather than on differ-
ences because “understanding based on similarities re-
quires logic and reasoning .. .” (p. 437). During this ac-
tivity, students should look through textbooks, magazines,
newspapers, and reference materials and identify items
two other cultures use that are related to the labels and
generalizations developed earlier by the cooperative learn-
ing groups. A chart listing these labels and generaliza-
tions should be given to students to guide their efforts.

This activity will help students discover that although
cultures may appear quite different, many of the differ-
ences are merely unique ways to demonstrate similar
needs. For example, various cultures have different ways
of expressing relationships with the spiritual world. Simi-
larly, while mode of dress and expressions may differ, many
cultural groups dance to celebrate milestones in their mem-
bers’ lives. As a means of extending this activity, students
could select one of the labels from their chart and make a
collage of various ways other cultures respond to a simi-
lar cultural phenomenon.

CONCLUSION

In all cases, the authors have found that when students
explored the culture of the class, social bonding occurred.
At the conclusion of the observing, grouping and label-
ing, and forming generalizations activities, students have
requested that the authors provide similar activities. In
the case of sixth graders at Blessed Sacrament School, a
greater appreciation and caring for each other developed
as a result of examining the cultural artifacts of their class.

Culture 1s a nebulous concept and therefore challeng-
ing to teach. The activities presented in this article pro-
vide a concrete means of teaching about culture. It is also
a way to help students develop more positive attitudes
about people from different cultures, and subcultures, as
well as within their own culture.
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Who Packed the Suitcase?

Playing the Role of an Archaeologist/Anthropologist

James D. Laney
Patricia A. Moseley

Are there any among us who have not
enjoyed looking at the contents of a box or trunk long
forgotten but newly discovered in the attic or rescued from
the back of the closet? As we examine each article, if the
contents are the remnants of an earlier time in our lives,
we may recall an emotion or activity, associate pleasantly
or unpleasantly, or connect our present activities with past
ones. If, however, the contents represent the life of an
ancestor, we carefully examine each article in great detail
as if the object could speak, thus providing some insight
into the behavior and character of the unknown person.
We become, in fact, an archaeologist/anthropologist.
The archaeologist/anthropologist approach motivates
students because of its relevance and encourages students
to look at their surroundings in a context of cultural con-
tinuity and adaptation. Simulating the work of the archae-
ologist/anthropologist activates the students’ skills of ob-
serving, hypothesizing, and inferring. In a sense, they
become detectives using clues to interpret within their
personal frames of reference. In addition to using skills
they already possess, they expand their knowledge and
skills because, through use, additional perceptions of the
world and innovative applications of skills are acquired.
These new perceptions and skills can then be applied to
current issues as they arise. The following lesson simu-
lates the work of the archaeologist/anthropologist, allow-
ing students to apply the methodologies of professional
social scientists to the study of people and their culture.
In implementing the lesson, the teacher should encour-
age students to observe, listen, and apply their knowledge
of the world in order to make valid inferences. Initially,
the teacher should discourage wildly deviant inferences,
but at some time students should be helped to understand
the consistently inconsistent nature of people. For ex-
ample, while the most logical inference about the book
used in the lesson, Birds of North America: A Field Guide to
[dentification, is that the person is a bird watcher, it could
be that the book was borrowed from or given by a friend.
Therefore, it 1s important to view the artifacts and clues
derived from them as a whole in order to insure the gen-
eration of consistent, reasonable inferences. This approach
will assist the students in learning why there are inconsis-
tencies sometimes in what archaeologists and anthropolo-
gists report. '

Reprinted from Social Studies and the Young Learner, January/February
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It is highly desirable that students work together as
excavators, catalogers, and interpreters. Students will
learn from each other as observations and inferences are
made; they will benefit from drawing upon their collec-
tive store of past experiences. This lesson will be enter-
taining and challenging, showing students that learning
involves making sense of the world around them.

The lesson design is consistent with contemporary
models of inquiry problem solving and cooperative learn-
ing activities. With its step-by-step use of the processes of
problem question posing, data gathering processing, and
inference making, the design can be easily adapted to other
content. Teachers are encouraged to use this design be-
cause of its emphasis upon process as well as knowledge
acquisition.

LESSON TITLE/TOPIC

Who Packed the Suitcase?

Playing the Role of an Archaeologist/Anthropologist
Grade Level: Intermediate Elementary

Olbjectives: Presented with artifacts from a suitcase, the stu-
dents will be able to make accurate observations about
the items found in the suitcase.

Based on their observations, the students will be able
to make reasonable inferences about the contents of the
suitcase and the person who packed the suitcase.

After playing the role of archaeologists/anthropologists,
the students will be able to describe the work done by
these social scientists.

Materials:

@ Suitcase.

I Tissue paper to be placed between items in the suit-
case, thus forming layers analogous to layers of soil.

Il Variousitems to be packed in the suitcase. These things
should be borrowed from an adult whom the students
all know: Some sample items are as follows:

Layer I: A book (e.g. Birds of North America: A Field Guide

to dentification).

Layer 2: A sewing kit.

Layer 5: A jewelry box with assorted pieces of jewelry

indicating religious affiliation, organizational member-

ships, honors, hobbies, etc.

Layer 4 A hair curler bag containing an old-fashioned hair

curler, old-fashioned hair-wave clip, and a broken barrette.
Procedure: Activity Description
State the objectives of the lesson.

Define the following terms for students: prebistory (prior
to the invention of writing) and history (after the inven-
tion of writing).

Aruitoxt provided by Eic:
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Explain that human-made objects from the past help
us learn about human life and culture in past ages. These
objects are especially important with respect to prehis-
tory, for they are our only source of information about
humankind during that time period.

Define the following four terms for students: artifact,
archaeologist, anthropologist, and excavate.

Explain that, with the passage of time, human tools
and other objects are covered by layers of soil. Archae-
ologists dig in the earth to uncover these items. The deeper
they dig, the older are the objects that they find.

Place the packed suitcase before the students. Ask the
students to pretend that they are archaeologists/anthro-
pologists. Tell them that their goal is to answer the ques-
tion, “Who packed the suitcase?” They must do this by
making appropriate observations and inferences as they
unpack (or excavate) the suitcase.

Have students take turns as the excavator. The
excavator's job is to remove objects (or artifacts) from the
suitcase, layer by layer. As each object is removed, the
excavator briefly describes it. Meanwhile the rest of the
students keep a written record of these observations.

Also have students take turns as the cataloger. The
cataloger’s job is to draw a large cross-sectional illustration
of the suitcase showing the layers of tissue paper and the
position of each object as it is uncovered by the excavator.

Divide the class into groups of four and appoint a re-
corder/spokesperson within each group. Ask each group
to generate a list of inferences, based on their previous
observations about the person who packed the suitcase.
These inferences may be recorded in a three column table
with the column headings Object, Description, and In-
ference. Write the following cues on the chalkboard to

guide students in their inference making:
1. Sex?

. Age?

. Education?

. Physical characteristics?

. Personality characteristics?

. Interests or hobbies?

. Organizational memberships?
. Honors?

. Education?

10. Religion?

11. Place of residence?

12. First item packed?

13. Last item packed?

After sufficient time has been provided for making in-

O CONOYO DN

ferences. direct the groups to look at their list of infer-
ences. Ask: (1) “Are your inferences consistent With each

other?” (2) “Do any of your early inferences need to be
revised in light of objects and observations that were
found/made at a later time?”

Direct the groups to look at the objects and observa-
tions derived from them as a whole. Ask: “Are there any
additional inferences you can make?”

Ask each recorder/spokesperson to share and justify
that group’s conclusions.

In order to check the accuracy of the students’ conclu-
sions, have the person who packed the suitcase visit the
class and answer questions as needed.

Ask students to summarize what they have learned
about the work of archaeologists/anthropologists.
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Teaching about Native Americans

Karen Harvey

Perhaps now is the long awaited “teachable
moment” —the point in time when we, as a nation, are
eager, willing, and receptive to learning about our Native
people. It certainly is time that we teach our children about
America’s indigenous people. Consider the following:

M In 1992 we commemorated Christopher Columbus’ar-
rival in the “new world” and taught about this histori-
cal event. This arrival has been described variously as
discovery, encounter, or invasion.

[ Americans are beginning to consider the health of the
earth and ways to protect and preserve our natural
environment from destruction. The Native American
concept of “Mother Earth” has new and urgent mean-
ng.

B As a nation, a recognizable trend has indicated that
people are weary of the notion that more is better and
are returning to voluntary simplicity and more humane
values. Models of less complex lifeways, simple and
enduring values, and cooperative cultures are needed.
New ways of expressing human spiritual needs are

becoming increasingly acceptable. There has been, at least

in some sectors of the country, a renewed interest in Na-
tive American spirituality.

Holistic ways of becoming healthy and of healing have
become more acceptable —the awareness of mind, body,
spirit connection is creating interest in Native lifestyles
and traditional healing practices.

[l There is a pressing social and moral imperative to teach
all students about the treaty rights and trust responsi-
bilities the nation has with Native American people.

B Native people are not going to assimilate; they have
no desire to become part of the “melting pot.” Their
place in this country and their relationship to it is dif-
ferent than those who have immigrated here. They have
a unique and special place in the past, present, and
future of the United States.

This list would indicate that we have practical and
personal, as well as political and moral reasons, for teach-
ing about Native Americans.

For teachers, the “teachable moment” or the willing-
ness or eagerness to learn means only that learners are
ready to learn. However, it does not necessarily mean that
the teacher is adequately prepared to teach. As teachers,
our obligation and our challenge when teaching about
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Native Americans is to provide sound educational expe-
riences that are authentic, accurate, unbiased, and sensi-
tive. Further, appropriate instruction should help young
people learn powerful ideas that will help them under-
stand their own world. Consider the following challenge
to social studies teachers.
“. . .[T)eachers need to be historically accurate
and fair, as well as sensitive to the contemporary
needs and concerns of a dominated, often dis-
placed, and threatened people. They need to be
acutely aware of the moral and ethical values in-
herent in the study of the historical and contem-
porary lives of Native Americans. Curriculum
materials and instructional aids should be free
of racism and ethnocentrism. Teachers must rec-
ognize the contributions of Native Americans
throughout the curriculum and each and every
teacher must be cognizant of the negative effects
of stereotypes, and the prejudice and discrimi-
nation rampant in our treaties, policies, and gov-
ernment and public practices in the treatment of
and interaction with Native peoples” (Harvey,
Harjo & Jackson, 1990).

This statement asks teachers to confront the fundamen-
tal questions, “What do I need to know to be adequately
informed about Native Americans and professionally pre-
pared to teach?” and “What learning objectives and expe-
riences are appropriate for my students?” For many teach-
ers, the answers lie not only in examining their own
knowledge, experiences, and perspectives, but also in sort-
ing through the many materials about Native Americans to
discover the concepts and generalizations that give mean-
ing to the cultural, political, economic, and historical and
contemporary myths and realities about our Native peoples.

First, let's look briefly at how teachers can become
more knowledgeable about the history, culture, contem-
porary lives, and pressing concerns of Native Americans.
The following approaches seem reasonable for teachers
at any level and in most geographical areas.

Study: Develop authoritative information by taking
classes offered by colleges, universities, museums, and
historical societies.

Read: Obtain a variety of perspectives on any given
tribe, incident, policy, or period of time. Make every ef-
fort to read works by Native authors including novels in
order to hear Indian voices. Native newspapers are ap-
propriate resources on contemporary culture and issues.
Some general books are recommended at the conclusion
of this article.
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CONCEPTS

ORGANIZING GENERALIZATIONS

ENVIRONMENT/
RESOURCES

CULTURE/DIVERSITY

ADAPTATION/CHANGE

CONFLICT/
DISCRIMINATION

The physical environment and natural resources of a region affect how people meet their
basic needs of food, clothing, and shelter. Culture is related to geographic location and to
the particular time in which people live.

Cultures are comprised of a human-made system of artifacts, beliefs, and patterns of
behavior that enables people to meet their needs in their physical and social environment.
Cultures use a diversity of means to attain similar goals and to satisfy human needs.
Individuals become human by learning the culture of their group.

There are many ways of being human.

An individual’s culture strongly influences his or her behavior and values.

Culture change takes place when diverse cultures come in contact.

Every culture consists of a variety of borrowed cultural elements.

Culture is an infegrated whole. Changes in one part are reflected in all its components.
Contflict sometimes leads to social change.

Conflict usually results when people from different cultures and subcultures interact.
Groups are often the victims of discrimination and prejudice because of age, gender,

racial, religious, or cultural differences.

Harvey, D. K., Harjo, L. D. & Jackson, J. K. Teaching About Native Americans. Washington, DC: National
Council for the Social Studies, 1990.

Conuult: Seek the views and opinions of Native Ameri-
can elders, historians, artists, and tribal members to ob-
tain their perspective.

Understand: Recognize the effects of historical bias, the
presence of racism, and the existence of varying perspec-
tives and worldviews.

Participate: Enjoy cultural events such as powwows, ro-
deos, and art shows in your community, whenever possible.

It seems reasonable to conclude that teachers initially
must assume responsibility for their own professional
knowledge. The kind of teaching and learning that is so
urgently needed will only happen when teachers are cog-
nizant of the diversity and similarity of Native people (in
the past and the present), aware of their own biases and
cultural perspectives, sensitive to the damaging legacies
of conquest, appreciative of the pervasive power and
importance of culture, and able to teach about the treaty
rights and trust responsibilities of the United States gov-
ernment in regard to Native Americans. Only then is it
possible to teach responsibly.

Before answering the second question about how to
organize learning experiences and plan for sound instruc-
tion, let’s first look at the practical world of most teach-
ers. Throughout the nation and at elementary, middle, and
high school levels, each teacher usually has a specific teach-
ing assignment and a mandated or recommended curricu-
lum for which he or she is responsible. Although there are
some monocultural ethnic studies that specifically teach
about Native cultures, most frequently teaching units
about Native Americans are sprinkled throughout and
integrated into the curriculum. Grade levels, subject ar-

eas, or courses that tend to have places for the study of

Native people are:

Il Holidays (specifically Thanksgiving, Columbus Day,
and Native American or American Indian Day) —all
elementary levels.

Il Regions of the world —usually third- or fourth-grade
social studies.

Il State history —usually third- or fourth grade social
studies and sometimes in middle or junior high school.

Il American history —usually fifth grade, eighth grade,
and throughout high school.

M United States government—middle school and high
school.

Il Contemporary issues —high school.

W Literature/English/Language Arts/ Reading —all grade
levels.

Consequently, many teachers teach something about
Native Americans —but only occasionally is the subject a
major focus of study. The possibility for disorganization
and fragmentation of this important topic is not only pos-
sible, but is highly likely. Unlike areas of the curriculum
such as social studies, science, language arts, or Ameri-
can literature, which have recognized and accepted struc-
tures and designated knowledge objectives to be taught
and learned, the study of Native Americans has not had a
structure nor identified objectives which articulate a scope
or sequence of instruction. As a consequence, we tend to
teach bits and pieces, old favorite lessons, or depend on
our personal experiences, preferences or biases to deter-
mine what is worthy of teaching. The end result can be a
hodge-podge curriculum with unclear outcomes.

ERIC 2
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The identification of powerful organizing concepts and
generalizations renders it possible to make informed de-
cisions as to what should be taught. Using four major con-
cept clusters such as Environment/Resources, Culture/
Diversity, Adaptation/Change, and Conflict/Discrimina-
tion can provide a solid and useful structure for all teach-
ers, K-12, and can be used to develop curriculum and cre-
ate learning activities in a variety of content areas.

A question that is certain to be asked is related to the
simplicity of the model. Is it possible to focus an entire
curriculum around the study of four concept clusters? The
answer to this significant question is reassuring. Concepts
with great power and with a hierarchical nature can be
developed at increasingly higher levels and in greater
depth as students engage in new experiences and develop
deeper understanding. The intent is to help them gain in-
creasingly complex knowledge and sophistication about
these identified concepts. Every concept may not be taught
at each grade level, or in all instructional units, but should
recur throughout the entire K-12 curriculum in an orga-
nized and coherent way.

Focusing on these four concept clusters has great po-
tential to assist students to develop greater understand-
ing from the curriculum than they would obtain from pre-
senting a collection of interesting facts. Clearly, the
understanding of major concepts and generalizations is a
developmental process. It does not occur after one lesson,
one unit, or one year —it occurs over time in ever increas-
ing complexity. A developmentally appropriate curricu-
lum designates learning outcomes and provides learning
activities that help students construct meaning from their
school experiences throughout their school years begin-
ning in the earliest grades.

ILLUSTRATIVE LESSON PLAN

The following lesson plan is to illustrate how this con-
cept-based model for teaching about Native Americans
can be used at elementary grade levels and can be ex-
panded into a comprehensive multidisciplinary unit. It also
demonstrates that teachers who are knowledgeable about
and sensitive to the beauty and the struggles of Native
American cultures can, through their selection of instruc-
tional materials and techniques, teach children important
ideas about our indigenous people.

Grade Level: Intermediate (grades 2-4).

Basic Concepts: Change, adaptation, and culture.
Organizing Generalizations: The book Pueblo Storyteller is rich
in possibilities for teaching three major generalizations:
(I) new technologies stimulate cultural change, (2) cul-
ture change takes place when diverse cultures come in
contact, and (3) all cultures have traditions and rituals
that help to maintain group solidarity and identification.
The focus for a lesson or unit can be on any one or more
of these three generalizations.

Culture Area: Southwest.

Time Period: Contemporary.

Background: This book describes, in a young girl’s words,
how she lives in a contemporary Pueblo world, learning
Cochiti history, traditions, and ways of life. Students will
be able to see how contemporary technology and the ways
of the dominant society have changed the lives of the
Native people and how the children still learn “to take
what I need from the earth to live, but also how to leave
something behind for future generations. . . to live in har-
mony with the world, and [to] collect memories of life to
share one day with children and grandchildren.”
Objectives:

Knowledge (Content)

Students will:

1. Locate Cochiti Pueblo on a map of New Mexico (see
Mays, 1985).

2. Describe how a pueblo is built and discuss its features.

3. Recognize that the pueblo people speak four native
languages including Tanoan, Zuni, Shoshonean, and
Keresan (the language of Cochiti Pueblo).

4. Describe some of the traditional values of the Cochiti
people.

5. Last at least five ways Cochiti people of today have
adapted to new technology.

6. Discuss or illustrate how April is learning traditional
pueblo ways and how these traditions and rituals help
her to be a Cochiti.

7. Identify ways the Cochiti have adopted aspects of the
dominant culture such as basketball and golf.

Skilly:

Students will:

1. Compare traditional ways of Cochiti Pueblo with con-
temporary ways.

2. Use classification skills.

3. Practice interviewing strategies by interviewing their
grandparents or other older adults.

Values:

Students will:

1. Appreciate the traditional lifeways of the Cochiti.

2. Value the need for traditions in all cultures.

3. Respect the importance of maintaining Indian cultures.

Activities:

1. Introduce the term pueblo and talk about the pueblos
located in the Southwest. It would be helpful to show
a film or video about southwestern pueblos and life in
the desert Southwest.

2. Read the story aloud to the children. Time should be
spent on discussing the illustrations.

3. Label two large sheets of butcher paper with the words
Traditional Pueblo Ways and New Pueblo Ways. As
you reread the story, ask children to identify traditional
ways of the Cochiti and new ways and begin to write
them on the charts. If multiple copies of the book were
available, children could easily do this in cooperative
groups.

4. A discussion should then focus on technology —what
is technology and how do new technological inventions
change our lives. Bread would be a good example. How
0
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was bread made long ago? How did people obtain the
ingredients? Who made 1t? How was it baked? How
is bread made now? How did the Cochiti make bread
long ago? How do they make it now? Why is bread
made in traditional ways for special occasions? Why
do the people choose to use old methods and old tech-
nologies? Are there examples of other contemporary
people making bread in old or special ways (Challah
bread for the Sabbath in Jewish homes; holiday
breads). Are there other kinds of breads that are tra-
ditional for other cultures (tortillas, bagels, croissants)?
Ask students to code the items on the New Pueblos
Ways chart as to whether the change is a result of com-
ing in contact with another culture or it if is a result of
new technology, or both. An example of both influ-
ences would be television which has had a powerful
effect on traditional cultures by bringing the world of
the dominant society to them.

5. Now, add two other charts labeled Traditional Pueblo
Ways Used Today and Our Traditions. As the lesson
progresses, complete the charts with the students. Dis-
cussion should center around the idea that although
technology has made it possible to do things easier,
faster, and, in many cases, cheaper, people choose to
maintain some traditions and rituals as part of being
who they are—as part of their culture and identity.
The Cochiti teach their children traditional ways of
being a Cochiti and our families do this also in differ-
ent ways in order to maintain some of our diverse cul-
tures or as a way to develop group or family solidarity.

6. Ask children to interview their parents, grandparents,
or other older adults about family or cultural tradi-
tions that they maintain. Take time to teach the chil-
dren about good interview questions and strategies.
Add to the charts.

7. Try to arrange for a Native American speaker to come
to the classroom or arrange for the children to visit a
museum to explore other traditional ways. The focus
should be on how traditional ways are kept alive in
contemporary times.

Extensions: This particular book could well lead to a more
in-depth study of pueblo Indians (past and/or present) or
other Southwestern Native cultures. As well as learning
about contemporary lifeways, the continuing archeologi-
cal work in the area offers many possibilities for engaging
study about America’s earliest people and about arche-
ologists and their work. Some possibilities for enrichment
activities include:

Making models of pueblos and/or adobe bricks.

Reading pueblo stories and legends.

Making clay storytellers or drums.

Researching traditional Indian games for children.

AP

Planting corn, beans, and squash in the traditional
manner.

6. Making bread and sharing a traditional pueblo meal.

7. Writing to: Mary and Leonard Trujillo, P.O. Box 147,
Cochiti Pueblo, NM 87041, about storytellers; Gabriel
“Yellowbird” Trujillo, P.O. Box 72, Cochiti Pueblo,
NM 87041, about Cochiti drums; Andy Garcia, P.O.
Box 1055, San Juan Pueblo, NM 87566, about Pueblo
dance group.

8. Inviting a Native storyteller to tell traditional stories.

9. Learning to tell stories.

10. Visiting an area powwow or Indian Center.

11. Touring an art museum, focusing on the work of pueblo
artists or learning about various kinds of Native Ameri-
can pottery through time.

12. Finding out why pueblo is a Spanish word and why the
names in the book (Trujillo and Garcia) are Spanish
names.

13.Reading The Hopi and listing how Hopi people have
adapted to technology and how they continue to learn
traditional ways.

14. Researching how drums of various tribal groups are
made and used.

15. Listening to authentic Native American music.

16. Learning some traditional social dances (take care to
distinguish between social dancing, powwow dancing,
and ceremonial dancing which is religious in nature
and not appropriate to imitate).

17.Watching the newspaper and television news for cul-
tural events that help to maintain culture identify or
solidarity for groups of people. A bulletin board can
feature these newspaper clippings. It would be appro-
priate to review school traditions.

18. Writing about one of their cultural or family traditions.
After completing the writing and editing process, a class
book or display can be created.

Evaluation: In discussion or in writing, students should be

able to give a personal or Cochiti example of a tradition

or ritual that is used to maintain cultural identity or soli-
darity and explain how young people learn that tradition.

Materials and Resources:

Bahti, M. (1988). Pueblo Stories and Storytellers. Tucson, AZ:
Treasure Chest.

Hoyt-Goldsmith, D. (1991). Pueblo Storyteller. New York,
NY: Holiday House.

Mays, B. (1985). Indian Villages of the Southwest. San Fran-
cisco, CA: Chronicle Books.

Tomchek, A.H. (1987). The Hopi. Chicago, IL: Children’s
Press.

It is time to extend our professional knowledge about
the history of Native people in America and about the
complicated contemporary issues facing Native Ameri-
cans, to review both old and new instructional materials,
and to renew and revise lesson plans to insure that social
studies instruction focuses on significant, not trivial, facts
and concepts. The lessons taught will be more accurate,
more sensitive and thoughtful, and more respectful of the
first people to inhabit this land.
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Horticulture and Human Culture

Connect Natural Sciences and Cultural Geography

through Gardening

Arlene Marturano

Last year, the fourth-grade students at my
school participated in an activity that links science and
geography —gardening. Through planting gardens simi-
lar to those of four regional native American tribes, the
children created a concrete example of native culture, a
“snapshot in time.” How did the project turn out? It was
wonderful, a truly memorable learning experience for stu-
dents and teachers.

THE PLOT BEGINS

We teachers began our research on several fronts. We
contacted archaeologists in the state who had recon-
structed ancient gardens, and we visited a museum that
had replicated a Catawba garden. We also attended a na-
tive foods festival to see how garden yield and wild foods
were prepared. We read avidly everything available on
the regional tribes, including books, journals, and seed
catalogs.

When we felt secure enough in our background knowl-
edge to put our ideas into action, we assigned each of the
four fourth-grade classes to research, design, plant, main-
tain, and harvest a garden typical of one of four native
American tribes —the Iroquois of the Northeast, the Sioux
of the Midwest, the Hopi of the Southwest, and the Chero-
kee of the Southeast. The children did library research to
learn more about these gardens, especially what crops were
grown, how the gardens were plotted, and where native
seeds could be found today.

Through reading archaeological and historical records,
the children discovered that evidence gathered from plant
and seed remains, gardening tools, food production arti-
facts, and analysis of human bones provides clues to the
crops grown. Historical accounts from early settlers, ex-
plorers, and naturalists are intriguing resources for stu-
dents since they often describe native farming practices
and foods. For example, a man named William Bartram,
who wrote of his travels throughout the Southeast in the
1700s, reported that the native Americans made the
hickory nut into a cream and added it to hominy and corn
cakes (Van Dorn, 1924, p. 57). Interviews of native peoples
made by anthropologists yield detailed accounts of gar-
dening practices. Three of the most readable and delight-
ful accounts for children were transcribed by Gilbert L.
Wilson: Goodbird the Indian: His Story; Waheenee: An Indian

Reprinted with permission from the National Science Teachers Asso-
ciation, from Science and Children, February 1995, Volume 32, Number
5. Copyright 1995 by the National Science Teachers Association, 1840
Wilson Boulevard, Arlington, Virginia 22201-3000.

Girl'y Story; and Buffalo Bird Woman's Garden. Such inter-
views can also suggest a format for students to follow if
they have the opportunity to talk with contemporary na-
tive Americans. One of my students, whose heritage is
Choctaw, told us that she had planted a Choctaw garden
of sunflowers, corn, beans, squash, and watermelon at
home while studying her family genealogy.

By contacting the archaeology department at our state
university, we found an archaeologist, Gail Wagner, to help
us with our project. She had already done one native
American garden reconstruction and she became an en-
thusiastic advisor to us, opening our eyes to the wild plants
on the school —peppergrass, goosefoot, sumac, and bar-
ley —that were food sources for native Americans.

SEEDS OF SCIENCE

Since we wanted the garden to present an authentic por-
trait of the past, we decided to plant native, or heirloom,
seeds, which we found through seed catalogs and seed-
saver exchanges. Seed-saver exchanges are sources of
heirloom varieties collected by home gardeners who are
dedicated to conserving the crop heritage of our country.
After a harvest, exchange members return a portion of
the resulting seeds to the exchange. Students can partici-
pate as seed guardians while growing heirloom gardens.
(See Appendix A.)

Seed catalogs are treasures of historical and scientific
information. Searching for seeds can become a mysteri-
ous and competitive quest for students. As seed explor-
ers, our students charted the catalogs for native Ameri-
can varieties, finding Hopi blue flint corn and tepary beans,
dipper and bottle gourds, scarlet runner beans, Cherokee
blue and white dent corn, and purple tepee beans. Order-
ing seeds from catalogs added to the children’s excitement
and anticipation. Because deliveries can take up to eight
weeks, you should place your order at least three months
before planting time.

Once the seeds arrived, students examined them with
hand lenses, noting the variety of seed shapes, sizes, col-
ors, and textures. Our archaeologist advisor obtained elec-
tron microphotographs for us, which we showed students

. through the slide projector.

A SUNFLOWER FENCE

The space available for our garden plots was behind and
adjacent to the fourth-grade portable classrooms. When
planning this type of project, it is best to do a soil test six
months ahead. (Contact your local Department of Agri-
culture extension service for instructions; in most cases,
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that agency will analyze the soil sample for you.) Our
garden site, located in the sandhills of South Carolina,
required the addition of several pickup truckloads of or-
ganic compost that we obtained from the county compost
(not sludge) site. Along with the compost, lime and a 5-
10-10 starter fertilizer were tilled into the soil prior to
planting. We discussed with students the fact that the
sandy soil available to us would not have been a site cho-
sen by native Americans for a garden. Rather, they would
have preferred riverbanks rich in humus. Although we
were adding chemical fertilizer to begin the garden, we
hoped that eventually our plot would become fertile
through composting and interplanting. (See Appendix C)

Seeking advice and assistance on soil preparation from
the county extension agent and/or master gardeners will
help to ensure proper procedures and schedules for plant-
ing in a given region of the country. Students can com-
pare the native American planting legends to contempo-
rary recommendations. For example, the Iroquois planted
corn when the leaves of the dogwood tree were as big as a
squirrel’s ear (Eames-Sheavly, 1993, p. 18); today, horti-
culturists recommend that corn be sown in a warm soil,
approximately 15-18° C.

Influenced by Buffalo Bird Woman's narrative on gar-
den design, the children decided that each of the four rect-
angular plots would measure 6m long by 3m wide and
have a sunflower fence (we found similar plot designs in
the literature on the Iroquois [Eames-Sheavly, 1993, pp.
18-19] ). For the fence, we sowed three sunflower seeds
per hole and spaced the holes about 30cm apart. Native
American tribes valued the sunflower stalk for its fibers
and used the seed to make oil and to eat.

Within the sunflower fence, the children made hills
30cm high and 45cm in diameter, spaced about 1m apart.
Then, because the literature continually named corn and
beans as staple native American crops, the students planted
five to seven corn seeds on each hilltop and four to five
bean seeds on each surrounding slope. The one-meter
spaces between hills were planted in pumpkins, squashes,
gourds, and other crops unique to a tribe; the Hopi plot,
for example, also contained amaranth, chia, and water-
melon (see Appendix B).

Once the garden was planted, maintenance began. A
calendar that included reminders about watering, weed-
ing, fertilizing, and scouting for problems was mounted
in the classroom. It scheduled pairs of students to handle
the tasks on a rotating, weekly basis. The calendar also
noted the dates predicted by the seed packets for germi-
nation (which we later compared to actual germination
dates). For the summer break, we recruited parent-and-
student pairs to devote one week each to water and weed
the garden. The school custodial staff, anxious to share in
the harvest and extremely helpful throughout the project,
assisted with the garden tasks as well.

HARVEST BOUNTY

We planted the seeds in April and by late June beans,
gourds, and pumpkins were appearing. Over the summer,
teachers, parents, and students visited the gardens on both
an impromptu and scheduled basis to water, weed, fertil-
ize, scout for signs of disease, and observe the developing
harvest. The following autumn, the same students, now
in fifth grade, gathered the yield and welcomed the new
fourth-grade students to the gardening experience by shar-
ing seeds, recipes, and success stories. We experimented
with historic native American recipes like Iroquois
succotash, Hopi tepary beans, Sioux sunflower seed balls,
and Cherokee corn cakes. Searching for such recipes can
be just as exciting as preparing and sampling these deli-
cious dishes. For example, Buffalo Bird Woman gives a
detailed description of how to make a breakfast mush, mapi
nakapa, from hard white flint corn (Wilson, 1987, p. 60).
For a class treat, we adapted this succotash recipe from
Heritage Gardening — Vegetables by Jane Taylor (see Re-
sources).
Ingredients:
4 strips bacon
4 chopped onions
2 L lima beans
I L water
2 L frozen corn
120 mL margarine
Directions:
Place the bacon, beans, and onions in water and
bring to a boil. Simmer 20 minutes. Add corn
and margarine and simmer another 10 minutes.
This serves 24 students.

Reenacting harvest rituals can be enjoyable for stu-
dents, who especially relish making and eating the “mess.”
Tasting the harvest enhances memory and retention of
native contributions to our lives. The children can also do
such crafts as cornhusk dolls, gourd bowls and ladles, and
seed necklaces.

By practicing specific seed-saving techniques, we can
maintain our seed reserves for years to come; in fact, we
will even have a surplus of seeds available for trading,
selling, and returning to seed exchanges. To preserve
seeds, students will need to air-dry them (iry setting the
seeds on a screen) for seven to 10 days. Then the seeds
should be placed in a glass jar with a tight-fitting lid. Add
30ml silica gel or powdered milk to the inside of the jar to
absorb excess moisture. Label each container as to con-
tents and date placed in storage. Store in a cool, dry loca-
tion (a refrigerator will work) and check periodically for
evidence of mold.

For an exchange, students can design their own seed
envelopes, complete with planting instructions and his-
torical information.
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PLANTING A FUTURE

The seeds of excitement that grew among the children and
parents involved in this project have encouraged us to
continue and expand student involvement “in the field.”
Everyone seemed to enjoy the experience. As one child
remarked, “All the kids paid attention perfectly and were
interested. They loved gardening.” In a relatively short
time, our garden project provided tangible evidence to all
the children that they could succeed in school. When stu-
dents heard, “Look what you’ve grown! I'm really proud
of you,” their self-esteem blossomed, too.
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APPENDIX A: HEIRLOOM SEED SOURCES AND
SEED-SAVER EXCHANGES [1995 INFORMATION]
Heirloom Seed Sources

American Indian Agriculture Project c/o Jane Pleasant
Cornell University

152 Emerson Hall

Ithaca, NY 14853

Fox Hollow Herb and Heirloom Seed Co.
P.O. Box 148
McGrann, PA 16236

Harris Seeds
Moreton Farm

3670 Buffalo Rd.
Rochester, NY 14624

J.L. Hudson, Seedsman
P.O. Box 1058
Redwood City, CA 94064

Johnny’s Selected Seeds
Foss Hill Rd.
Albion, ME 04910

Kids in Bloom
P.O. Box 344
Zionsville, IN 46077

Pinetree Garden Seeds
Box 300
New Gloucester, ME 04260

Seeds Blum
Idaho City Stage
Boise, ID 83706

Seeds of Change
P.O. Box 157-10
Santa Fe, NM 87506

Shepherd’s Garden Seeds
30 Irene St.
Torrington, CT 06790

R.H. Shumway’s
P.O. Bog 1
Graniteville, SC 29829

SEED-SAVER EXCHANGES

For information on joining an exchange, send a stamped, self-
addressed envelope to one of the groups listed below.

AHS Seed Exchange Program

7931 East Boulevard Dr.

Alexandria, VA 22308
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Blue Ridge Seed Savers
P.O. Box 106
Batesville, VA 22924

CORNS

Carl and Karen Barnes
Rte. 1, Box 32

Turpin, OK 73950

KUSA Research Foundation
P.O. Box 761
Ojai, CA 93023

Native Seed/SEARCH
Number 325

2509 N. Campbell Ave.
Tucson, AZ 85719

Seed Savers Exchange
Kent Wheatly

R.R.3, Box239
Decorah, IA 52101

Southern Exposure Seed Exchange
P.O. Box 158
North Garden, VA 22959

APPENDIX B: NATIVE AMERICAN GARDEN VARIETIES

What Does Your Garden Grow?

The following list shows the varieties we planted for each type of

garden.

Iroquois: Iroquois white flour corn, Seneca red stalk corn,
large bottle gourds, scarlet runner beans, purple tepee
beans, yellow crookneck squash, Connecticut field
pumpkin

Hopi: Hopi blue flint corn, Anasazi beans, black turtle
bush beans, Cushaw squash, Hopi pumpkin, Hopi
white tepary beans, Santa Domingo melon, Navajo wa-
termelon, Hopi red dye amaranth, Tarahumara chia

Cherokee: Cherokee yellow wax bean, Cherokee yellow
corn, Cherokee blue and white dent corn, large bottle
gourds, sugar baby watermelon, yellow crookneck
squash, striped popcorn, sugar pie pumpkin

Sioux: white half runner beans, ornamental Indian corn,
black sweet corn, Hubbard squash, sugar pie pump-
kin, lamb’s quarters, ornamental gourds

APPENDIX C: THE THREE SISTERS MYTH

An Iroquois myth presents corn, beans, and squash as
three loving sisters that must live together in order to be
happy. The tall and graceful older sister, corn, supports
her younger sister, the bean, who twines around her.
Squash, the youngest sister, spreads at the feet of the oth-
ers and protects them from harm.

As our plantings of corn, beans, and squash grew, we
encouraged the students to interpret the ancient myth in
contemporary scientific terms. First, we pointed out that
the practice of planting more than one crop together is
referred to as interplanting and is still done today. The
advantages of this method include conserving soil mois-
ture (squash, for example, acts as a mulch, preventing soil
erosion and evaporation from the soil surface) and reduc-
ing damage from pests that target only one specific crop.
Also, as crops use nutrients from the soil, interplanted
companions resupply nutrients needed by each other. For
example, the bacteria within the bean plant’s root nodules
fix nitrogen gas in the atmosphere into a form that the
other plants can use. Moreover, these three crops sup-
plied a variety of dietary nutrients that sustained genera-
tions of natives. Beans and corn eaten together, for ex-
ample, are complementary protein sources, because each
is low in different essential amino acids.

Nevertheless, the ancient myth of the “three sisters”
has a decidedly unscientific, anthropomorphic flavor.
Through further discussion and observation, the students
began to realize that the plants were not protecting each
other with sisterly devotion, rather they were competing
for light and water and for mineral nutrients in the soil
without regard to their neighbors’ fate. (If the beans are
vigorous enough, they will climb up the corn stalks and
shade them so much that no ears of corn will develop.) It
is important that students conclude on their own that itis
incorrect and misleading for us to think of plants as hav-
ing emotions. Rather, it is phototropism and hydrotropism
that explain the plants’ movements.

Arlene Marturano teaches science at summit Parkway Middle
School in Columbia, South Carolina. {1995 note]
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Indian Season in American Schools

Jack Weatherford

In the fall of each year, just after school is
back into full swing, Indian Season opens throughout the
nation’s schools. Between Columbus Day on October 12
and Thanksgiving Day at the end of November, teachers
and students color pictures of little Spanish ships sailing
the ocean blue, make Pilgrim hats and Indian feather bon-
nets out of construction paper for a quick class play, and
perhaps stack up a few ears of corn and pumpkins in a
corner of the class. Teachers repeat once again the stories
about Squanto, who taught the Pilgrims to plant corn and
use fish as fertilizer, or retell the dramatic episode in which
Pocahontas saved the life of Captain John Smith.

Indian season retains something of an arts-and-crafts
theme, and as the students get older, this season becomes
less important. Indian season is a colorful time for younger
students, but the topics seem to lose importance as stu-
dents move toward the bigger issue in later grades.

As teachers, whether in kindergarten or college, all of
us face a problem during Indian season. We have anec-
dotes and stories, graphicimages and lists of famous Indi-
ans or their crops, but we do not have a way of integrat-
ing Indians into the social history of our world. They seem
to be just a passing phase in early colonial history, a mere
preamble to the important history that happened later,
after the arrival of the European settlers and immigrants.
The American Indians constitute a colorful aside, but
hardly a major part, of the great drama of world history.

Contrary to these stereotypes, Indians did play a ma-
jor role in shaping our modern world. In many regards,
we might say that the Indians “Americanized” us. Even
though the Indians did not make the European settlers
into Indians, they did change their lives dramatically from
what they had been in Europe (Poatgierter 1981). Two
areas in which they most changed the settlers were in their
diets and in their forms of government. In both of these
domains, much of what we think of today as so typically
American is, in fact, something that comes to us from the
American Indians.

NATIVE FOOD AND AGRICULTURE

It1s the Indian foods that make our cuisine American. Many
of the dishes that we eat not only have Indian ingredients
but also still have their Indian names. These include
succotash, chili, hominy, barbecue, tamale, and also jerky.

Reprinted with permission from the Helen Dwight Reid Educational
Foundation, from The Social Studies, September/October 1991. Published
by Heldref Publications, 1319 Eighteenth Street, NW, Washington,
D.C. 20036-1802. Copyright 1991.

GUIDELINES FOR TEACHING ABOUT
AMERICAN INDIAN HISTORY
CHECKLIST

A sample checklist for evaluating books about American Indian his-
tory continues in development. As a first approximation, the follow-
ing questions are proposed, based on criferia provided by Center
advisor Cheryl Metoyer-Duran, Assistant Professor at the UCLA School
of Library and Information Sciences. Discussions with Center staff
and Fellows also added qualifications. As other questions occur fo
those using this checklist, the editor would appreciate suggestions
and refinements. Rather than promote censorship, these questions
are intended to specify the criteria used fo judge a fair represenfa-
tion of Indian-related subjects and o assist readers in selecting ma-
terials for the classroom.

1. Is the image of Indians being presented that of real human be-
ings with strengths and weaknesses, joys and sadness2

2. Do Indians initiate actions based on their own values and judg-
ments, rather than react to outside factors?

3. Are stereotypes and cliches avoided or are references made to
“obstacles to progress” or “noble savages” who are “blood
thirsty” or “child like” or “spiritual” or “stoic”

4. [ fiction, are characters appropriate to situations and interac-
tions rooted in a particular fime and place?

5. Does the presentation avoid loaded words (savage, buck, chief,
squaw) and tone that is offensive, insensitive, and inappropri-
ate?

6. Do Indians appear to have coherent mofivations of their own
comparable to those attributed to nondndians2

7. Are regional, cultural, and tribal differences recognized when
appropriate?

8. Are communifies presented as dynamic, evolving entfities that
can adapt to new conditions, migrate to new areas, and keep
control of their own destinies? [Are traditions viewed as rigid,
fixed, and fragile?)

9. Are gross generalizations avoided? (No reference to THE In-
dian, or THE Indian language, or THE Indian word for X.)

10. Are historical anachronisms present? (No prehistoric horses, glass
beads, wheat, or wagons.)

11. Are encounters between Indians and others regarded as ex-
changes? (Are Indian sources of food, medicine, and technol-
ogy acknowledged?)

12. Are captions and illustrations specific and appropriate for a
time and place? (No wrapped skirts in the Arctic, or feather
bonnets in the North Pacific, or totem poles in the Plains.} Are
individuals identified by name when possible?

13. Are Indians viewed as heirs of a dynamic historical tradifion
extending back before contact with Europeans?

14, Are Indian/Indian relations expressed as part of native life, both
within and outside of individual communities?

15. Can this book contribute to an understanding and appreciation
of American-and human-history?

These guidelines are reprinted with permission and first appeared in Meet-
ing Ground, No. 23, Summer 1990. Meefing Ground is published biannu-
ally at the Newsletter of the D'Arcy McNiickle Center for the History of the
American Indian. The Newberry Library, 60 W. Walton, Chicago, IL 606 10-
3380; {312) 943-9090.
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The Indians may not have been technologically sophisti-
cated warriors who knew how to make steel swords or-con-
coct the gunpowder necessary for muskets or cannons, and
they may not have been great sailors who roamed the world
conquering other people’s homes. Without question, how-
ever, the Indians of the Americas were the world’s greatest
farmers (Driver 1969). Approximately 60 percent of all the
food crops grown in the world today originated with the
native farmers of North and South America.

It is now difficult to imagine how bland the diets of the
Old World would be without these foods. We would live
on cabbages, beets, carrots, and a variety of grains stewed
into gruel or porridge and, for those who could afford it,
baked into breads. The American Indian tomato made Ital-
ian pastas and pizzas come alive, just as American Indian
paprika added zest to the stews of central Europe. Chili
peppers made Szechwan food into an international cui-
sine, and together with cashews and peanuts, they helped
make for livelier curries in India. The Swiss found a thou-
sand ways to eat the Indian treat of chocolate, and the
whole world found new taste sensations in vanilla (Farb
and Armelagos 1980).

The new foods from the American Indians not only
added spice and variety to the world’s larder but also made
possible the greatest agricultural and demographic revo-
lution since the discovery of farming ten thousand years
ago. Europe first benefited from the American largess
when the white potato spread from its home in Bolivia
and Peru through Ireland and on across the European
continent to Russia (Rogers 1982). This new miracle tu-
ber produced more calories and nutrition per acre than
any form of grain, and it did so on land so poor that even
oats would not grow (Crosby 1972; Salaman 1949). Even
though the Europeans never learned to eat maize, it im-
proved their diet when they fed it to chickens and pigs,
and it thereby greatly increased their supply of protein
through eggs and meat.

The agricultural gifts of the Indians have spread from
the settler farmers of North America to farmers around
the world. Through thousands of years of careful breed-
ing, Indian farmers adapted corn to some of the coldest
hottest, wettest, and driest places in America. Today, corn
has a larger growing area than any other cultivated food
in the world. Whereas the Old World grains grow only in
temperate climates and rice grows only in tropical, wet
climates, corn grows virtually anywhere that farmers can
cultivate crops. In my research, I have seen corn growing
on the plains of frigid Russia, in steamy jungle clearings
in the Amazon, on arid oases around Timbuktu, on the
slopes of the Andes, and in high valleys of Tibet.

In Asia, the American sweet potato and maize grew in
soils where rice would not, and their wide adoption by
Chinese farmers allowed for the settlement of whole new
areas of that continent. The oils from sunflowers and pea-
nuts, as well as the protein from a wide variety of beans,
helped to feed the growing population and to supply them
with better animal foods.

Even today, when the United States has an astronomi-
cal trade imbalance, crops of Indian origin still supply some
of our most desired exports. While we consume a seem-
ingly endless flow of European and Asian automobiles,
textiles, and electronic gewgaws, the world is not buying
our industrial products in return. Foreign markets want
our farm produce and its byproducts: corn, corn oil, corn
syrup, cotton, cotton oil, cotton seed, sunflower seeds and
oil, tobacco, potatoes, peanuts, and dozens of other crops
given to us by the American Indians.

The economies of many nations now depend on these
American Indian crops. Just as the United States leads
the world in maize production and cotton production (a
major source of oil and of animal food), the Soviet Union
is the world’s largest producer of potatoes and sunflow-
ers. China leads in the production of sweet potatoes, In-
dia leads in peanut production, and the Ivory Coast is the
largest producer of cacao.

In the five hundred years since the first Europeans
came to America, many American Indian foods have
spread around the world, but the impact of these foods
may have only just begun. Indians in remote areas of the
Americas still cultivate crops that have barely made their
debut onto the world stage. The desert maize of the Hopis
may one day help feed the drought plagued Sahel of Af-
rica or help Iowa and Minnesota farmers withstand se-
vere drought. The super-nutritious quinoa grain of the
Incas of the Andes may one day increase life expectancy
in the harsh environment of the Himalayas. Amaranth of
the Aztecs in Mexico may have the potential of feeding
millions on the harsh steppes of Mongolia, and who knows
what potential Ojibwa wild rice may have to make the
tundra of Siberia into farmland.

Corn, potatoes, pumpkins, and cranberries are all easy
to visualize because they are material objects. It becomes
much more difficult to see the impact of native Americans
in nonmaterial domains —in the world of ideas. Even here,
however, their impact has been great, particularly in their
influence on modern ideas of democracy and federalism.

OUR DEMOCRATIC DEBT TO THE AMERICAN INDIANS
The first person to call publicly for a union of the thirteen
American colonies was Chief Canassatego. speaking in
1744 to a Pennsylvania assembly negotiating the Treaty
of Lancaster. Canassatego spoke for the Haudenosaunee,
the Iroquois League, which had grown weary of negotiat-
ing one agreement with New York and then another with
Pennsylvania and yet another with New Jersey and with
Massachusetts. Canassatego urged the colonies to follow
the example of the Haudenosaunee and unite in a single
government with one voice. Pennsylvania’s Indian agent,
Benjamin Franklin, took Canassatego’s words seriously
at the Albany Congress in 1754 by repeating the call for
union (Johanien 1982).

Before signing the Declaration of Independence, John
Hancock penned a long speech to the Iroquois in which
he quoted the advice of Canassatego. A delegation of co-
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lonial officials carried this speech to the Iroquois nations
in 1775 to plead for Iroquois help in the coming struggle
against the British. As the largest Indian government in
America, the Iroquois held the potential balance of power
between the feuding colonists and King George.

When the delegates of all the colonies finally met in July
1776 in Philadelphia to proclaim independence, Iroquois
representatives attended the meetings as friends and offi-
cial observers from the Haudenosaunee. The presence of
these Indian delegates marked the first recognition of the
newly formed United States by any other government.

After the American colonists won their freedom,
Franklin urged the Constitutional Convention to adopt
many governmental features directly from the Indians.
Franklin and some of the delegates had intimate acquain-
tance with the Iroquois constitution called the
Kayanesha’Kowah, or the Great Law of Peace (Morgan
1851). One provision of the Haudenosaunee system al-
lowed the impeachment of any one of the fifty elected sa-
chems by a vote of the women. No counterpart to this
existed in European law, but the Founding Fathers in-
cluded the principle of impeachment in the American
Constitution without, however, the Haudenosaunee prac-
tice of female suffrage.

The Founding Fathers also adopted aspects of Iroquois
federalism. In the League, the five (later six) member na-
tions exercised equal voices irrespective of size; this be-
came the founding principle for the Continental Congress
and eventually for the United States Senate. The league
also accepted new members on an equal status with the
old. The Americans copied this tradition, allowing admis-
sion of potential new states rather than exploiting new
territories as subject colonies (Barreiro 1987; Burton 1986;
Wilson 1959).

The Indians of the eastern United States coast met fre-
quently with the European settlers in meetings at which
each person had an equal voice in decisions. The colo-
nists had so little experience with democratic institutions
that when they started using such meetings themselves,
they had to adopt the Algonquin word caucus to desig-
nate this new decision-making procedure. Eventually, this
grew into a major organizing factor in the Congress and,
even more important, in local town meetings. The caucus
still operates today in the American convention system to
nominate political candidates, and the influence of the
caucus system has spread to institutions as diverse as stu-
dent councils, city governments, and the annual stockhold-
ers meetings of public corporations.

Thomas Jefferson, Charles Thomson, Thomas Paine,
and John Adams boasted with pride of the ideas and in-
stitutions that they borrowed from the American Indians.
In recognition of the uniqueness of American democracy,
the architects of the United States capitol building fash-
ioned the columns to resemble stalks of Indian corn and
covered the ceiling with tobacco leaves and flowers.

As the United States moved toward civil war in the
nineteenth century, this pride in Indian heritage was ob-
scured. Southern politicians recognized that the practices
of Indian liberty were incompatible with the bizarre con-
cept of a slave democracy as practiced in Greece. Reject-
ing notions of Indian liberty, the slaveholders emphasized
instead a mythological American connection to Athens and
the ancient city states of Greece where democracy was
practiced by an elite few while the majority of the popula-
tion worked in slavery.

These new politicians covered over the original archi-
tecture of the Capitol with Greek columns, and they re-
placed the tobacco leaves with the Greek acanthus leaves.
To dramatize the tie to the classical world, slaveowners
gave their horses, hunting dogs and even their slaves Greek
and Roman names such as Cicero, Pericles, Homer, or
Cato. The slaveholders made a fetish of Greek style, as
they built courthouses, churches, and even their own plan-
tations and gazebos in a mock classical style.

If visitors to the U.S. Capitol today look closely in some
of the oldest parts of the building, they can still see the
original sandstone carvings of Indian images and plants
showing through the overlay of classical marble. The In-
dian heritage of America is not lost; it is only ignored.

Food and politics represent only two areas in which
the native Americans have had a major influence on world
history. The native people of the Americas influenced
medicine by providing approximately two hundred im-
portant drugs, from quinine and curare to the first treat-
ment for scurvy. About a thousand English words — from
hurricane and canoe to barbecue and husky —come to us
from native American languages; these words helped make
English into a richer and more international language. In
the realm of technology, Indians first developed the vul-
canization of rubber, the bulb syringe, snowshoes, etch-
ing with acid, and an air furnace for melting ore at high
altitudes. In science, Indian astronomers in Mexico cal-
culated a calendar more accurate than that of the Europe-
ans, and they developed a sophisticated mathematical sys-
tem that used the zero.

These Indian cultures did not disappear; instead they
became a part of the rich cultural fabric of the modern world.
Today in our daily lives, we use native American foods,
fabrics, dyes, technology, science, and ideas. We have in-
corporated parts of these ancient cultures, but we have of-
ten failed to acknowledge the origins of these things.

The Indian era before the arrival of European settlers
in America was more than a colorful prelude to the mod-
ern era. It was the time when the roots of the modern
world began. The contributions of the American Indians
far surpass the traditional stories and anecdotes of Indian
Season; their contributions form an integral part of the
modern world.
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RESOURCES FOR TEACHERS AND STUDENTS
Libraries Unlimited of Englewood, Colorado, has pub-
lished another book in their data book series: American
Indian Reference Books for Children and Young Adults. This ref-
erence book, compiled by Barbara J. Kuipers, provides a
carefully selected annotated list of American Indian non-
fiction works. For more information about the book, write
to Libraries Unlimited, Inc., P.O. Box 3988, Englewood,
CO 80155-3988.

Jack Weatherford is an Associate Professor in the Anthro-
pology Department of Macalester College in Saint Paul,
Minnesota. [1991 note]
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PART 2

O TIME, CONTINUITY, AND CHANGE

People need to know their historical roots
so that they can develop a personal identity and see them-
selves as members of families, communities, nations, and
humanity. Studying about what things were like in the
past, what has changed, and what remains the same are
the basis of historical knowledge. Determining what and
why things happened is the motivation for a careful search
for, and analysis of, the data obtained. Young learners
enjoy hearing stories about the lives and views of other
people and solving puzzles to give meaning to documents
and events. Important questions approached in studying
this theme include the following: How has the world
changed, and how might it change in the future? How
can the perspectives we have about our own experiences
be viewed as a part of the larger human story? How do
personal stories of our families reflect varying points of
view and affect contemporary ideas and actions?

Young students must begin early to develop the skills
of the historian if they are to understand the reality of
past events and separate them from fantasy. Articles in
this section actively engage students in studying history
through a variety of topics while serving as model les-
sons, with emphasis on developing the skills and attitudes
of the historian. In Part 2, several articles are devoted to
teaching historical content through reading and other re-
lated skills. Many articles in this section suggest using lo-
cal resources and topics that can be applied to units on
the local community and state. Kirman provides detailed
instructions on preparing sets of customized photographs
for studying local history. Hatcher explains how the local
neighborhood or home is a source of a wide variety of
historical information. She suggests five strategies to help
children understand the past. Rule and Sunal describe a

lesson that illustrates how specialized collections of his-
torical items can be used to illustrate and explain histori-
cal changes. Historians regularly seek documents from
various governmental records and archives. “Petition for
a Fair Representation of African Americans at the World’s
Columbia Exposition” not only provides the reader with
an 1890’s perspective of African Americans concerning
their role in U.S. history but also illustrates procedures
for analyzing a written document.

All elementary students encounter Columbus'’s voyage
of 1492 many times during their school years. Nash en-
courages looking beyond the event of the discovery itself
to the consequences this event had on people throughout
the world. Among the consequences of this voyage were
demographic changes, cultural interchanges, political and
economic transformations, and agricultural diffusions.

Many historians consider World War II the greatest
single event of the twentieth century, yet American stu-
dents at all grades study little about World War 11. Haas
and Tipton discuss the need to teach about World War I1
in elementary classes and provide a variety of lessons to
help children grasp the war’s impact on the world, while
Totten offers concrete guidelines on how to approach the
teaching of the Holocaust with children.

When emphasizing the Time, Continuity, and Change
strand, the teacher can choose to focus on one of literally
hundreds of different events and topics, as illustrated in
the range of articles provided here. Teachers will want to
select those events and topics that they and their students
find interesting. Therefore, the facts learned may change
from year to year, although the emphasis on the skills and
attitudes necessary to determine the truth concerning his-
torical events will remain the same.
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Teaching about Local History
Using Customized Photographs

Joseph M. Kirman

The value of pictures and photographs as
teaching aids is firmly established. Teachers are well aware
of the now trite statement that one picture is worth a thou-
sand words. Apropos of this, point-and-shoot cameras can
provide the most novice photographer with near perfect
photographs. With modern automatic 35mm cameras, you
can become the producer of customized study prints and
slides, and develop mini-units based on them. Automa-
tion 1s virtually total-from focusing to flash photography.
In fact, it has been said that the only thing the camera
can’t do for us is tell us whether the picture is worth tak-
ing in the first place.

CURRICULUM OBJECTIVES

One interesting technique for teaching about local areas
is re-photographing scenes in pictures of earlier times.
Such old pictures provide interesting information about
the history, geography, and social life of the past. They
lend themselves to units found in the elementary, ever-
widening circle curriculum such as My Family, My Com-
munity, My Province or State, secondary units dealing
with local history and geography, and reflective thinking.
When these old pictures are compared with photographic
updates, the following objectives can be explored:
1. Perceiving change over time
2. Examining the impact of technology
3. Proposing city or area planning ideas
4. Determining environmental impact
5. Suggesting alternate land use
You must have the answers to two questions to use this
technique. First, where can these old photos and pictures
be found? Second, how are the scenes re-photographed?
Photos from earlier eras can be found at government
archives, museums, historical societies, and in the collec-
tions of local unofficial historians, old newspapers and
magazines, and family albums. Sometimes local libraries
and places of historical interest sell sets of old photographs.

RE-PHOTOGRAPHING A SCENE

To re-photograph a scene, the following are of importance:

1. Where is the location from which the photograph was
taken? Here you have to determine where the original
photographer was standing when he or she took the
picture. This can sometimes be a problem if the area is

Reprinted from Social Education, January 1995, Volume 59, Number 1.
Copyright 1995 by National Council for the Social Studies.
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no longer accessible to the public, or the scene from
the original location is now blocked by a re-growth of
vegetation or buildings. You may have to compromise
and take the next best location to re-photograph the
scene. A good technique is to match the center of your
photograph with that of the original photograph’s. In
one case, in re-photographing the location of old Fort

Edmonton, I found that the original view from the top

of a river valley was blocked by vegetation. However,

the manager of a nearby high rise building allowed me
to shoot from the building’s roof.

2. What is the photograph’s perspective, i.e., ground level,
oblique downward or upward, or overhead aerial?
This is often resolved by finding the original shoot-
ing location.

3. What is covered from edge to edge and top to bottom in
the photograph? This can be a problem when the angle
covered by your lens does not match that of the origi-
nal one. For example, your lens may provide wide angle
coverage compared with the original photo, so that the
subject matter looks too far away in your view-finder.
There are two options in this case. If you have a zoom
lens or can change lenses, zoom in or change to a tele-
photo lens. If you have a fixed lens camera, try to
change your position by moving closer to the subject
area.

4. What is the format of the photograph’s edges, e.g.,
square, rectangle, round? If the original photo’s for-
mat is different from that of your camera, there are
two options. The first is to ignore the format and con-
centrate on getting the best area coverage. In this case,
you will probably sacrifice some of the area shown in
the original photograph. The second is to make a wider
angle photograph by moving further back, zooming,
or changing lenses. When the print is made, hand draw
the format lines of the original photo directly on the
print. Because of the wide angle of the new photograph,
it may be necessary to enlarge the photograph to bring
out the details shown in the original photograph. En-
larged photographs can also be custom cropped to
eliminate extraneous detail and concentrate on the de-
sired subject matter.

Even if you try to follow all of the above suggestions,
at times it is not possible to get the exact area in the old
photograph. This happens when you must shoot from a
different compass point or angle than the original, or when
the old photograph has been dramatically cropped and
enlarged by the original photographer. This latter element
may make it impossible to get the identical area unless

)
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you have a super length telephoto lens. These were prob-
lems I faced in re-photographing the original Fort
Edmonton picture.

Sometimes you may not want the exact original scene.
Perhaps you may wish to show the area around the scene
for dramatic changes. Or perhaps newer structures or
vegetation are blocking interesting items, and you need a
different angle to show these items. Whether or not your
photograph captures the exact scene, the key requirement
is that the resulting photograph will meet your educational
objectives.

COMPARATIVE PHOTOGRAPHSTEACHING PROCEDURES
Once a set of comparative photographs has been made,
the photographs can be used for motivations, discussion
stimulators, and creative activities. The latter include es-
says and student drawings about how the area will ap-
pear in the future, and what the area could have looked
like now if certain historical events had not happened or
if other events had happened. Students could be encour-
aged to examine photos of their relatives and home, and
write family histories illustrating them with current pho-
tographs comparing then and now. They can also specu-
late on their own and their families’ futures with essays
and drawings. Another use of the comparative photo-
graphs is to allow classroom guest speakers such as se-
nior citizens and local historians to comment on them.

GENERAL QUESTIONS

The following general questions can be used to help guide

discussion and inquiry:

1. How has the scene changed?

2. Is the change for the better or the worse?

3. Whatisin the modern photograph that is in the earlier
photograph?

4. Whatis in the modern photograph that could never be
in the earlier photograph?

5. If you were in charge of developing this area from the
date of the earlier photograph, would you have done
anything different than what is shown in the modern
photograph? Why?

6. What type of life-style does the earlier photograph rep-
resent? How do you know?

7. What type of life-style does the modern photograph
represent? How do you know?

8. What type of environmental impact do the older and
newer photographs show?

9. Is anything being done in the old photograph that
would not be permitted today, or in the modern pho-
tograph that would not be permitted in earlier times?
Take your camera with you when you travel. This al-

lows you to photograph interesting subject matter for later

use, e.g., the national parks and points of historical or geo-
graphic interest. It also provides a personal archive of pho-
tographs that can be used after the fact for comparisons
with old photographs. This is especially valuable if you are

familiar with the availability of earlier photographs on vari-
ous subjects. For example, pictures of boats taken while
visiting a fishing village can be compared with pictures of
fishing boats from the turn of the century. A visit to a farm
during harvest can provide you with pictures to compare
with harvesting in an earlier era. Such thematic photographs
do not have to be of the same places, but only of the same
genre. You could even photograph your own class to com-
pare with a photograph of an earlier classroom.

A SAMPLE UNIT OUTLINE

One example of what can be done is to compare an old
school classroom photograph to your current classroom.
The result of a comparison could be a mini-unit on educa-
tion, examining subjects taught in the past, school behav-
ior and rules of the past, the people who went to school
then and for how long, educational changes, the scientific
and technological impact on education, the changing du-
ties of teachers, and the responsibilities of students over
the years.

UNIT DISCUSSION QUESTIONS

Discussion questions that can be based on the class pho-

tographs are the following:

1. How does this classroom of the past differ from our
classroom today?

2. If a student from that old picture could visit our class-
room, what questions would that person ask?

3. How do the people in the old picture differ from us?
How are they the same?

4. Did the students in the old photograph study the same
things we do? How did their curriculums differ from
ours? Why?

5. Do teachers today do the same things that teachers
did years ago?

6. How do you think the community has changed since
those students went to school?

UNIT ACTIVITIES

Activities based on the pictures include the following:

1. Running the class for a short time using teaching meth-
ods from an earlier era.

2. Examining scientific and technological developments
that have occurred since the old picture was taken.
Decide what changes have been made in schools be-
cause of them.

«w

Comparing old and new schools for safety features.

4. Comparing school textbooks from the past to modern
school textbooks. Discuss why changes have occurred.
Determine if any content has remained the same, and
discuss your findings.

5. List the school’s equipment that was not invented when
the earlier picture was taken.

6. Invite a retired teacher to discuss how schools have

changed.

) Wa
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Compare our community school taxes today with
school taxes in 1910. Discuss why they are so differ-
ent.

Discuss what future schools may be like? Do you think
that changing technologies may eliminate schools as
we now know them?

UNIT REFLECTIVE QUESTIONS
Reflective questions for discussion at the end of the unit
are the following:

1.

What would you prefer to be, a student today, or one
in 19107

Some people say “School days are the happiest days of
your life.” Do you agree with this? Would the students

in the old picture agree with it?

3. What kind of a world were the students in the old pic-
ture being trained to live in? What kind of a world are
we being trained to live in? Is our education meeting
this need? Can our education be improved? If so, what
can we do about it?

With fewer dollars available for instructional items,
producing your own customized classroom teaching ma-
terials with a camera is an excellent value for the money.
The photographs are good reusable teaching aids and can
even be used years from now for updated comparisons.

Joseph M. Kirman is a Professor in the social studies subject
area in the Department of Elementary Education at the Univer-
sity of Alberta, Edmonton, Alberta, Canada. Dr. Kirman is also
Editor of the magazine Canadian Social Studies. [1995 note]
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Children’s Homes and Neighborhoods:

Untapped Treasures from the Past

The attic seemed to hold all the answers to my ques-
tions about the past. Anything I wanted to know about
wads to be fmu19 there, bidden under a dust cover or
wrapped in some shoebox. There were stacky of yellow
letters bound in faded ribbons, a handstitched bear with
tattered whiskers, wire rim glasses, and delicate, flow-
ered bandkerchiefs with a musty smell. There were lamp.
with cockeyed shades, an old victrola, and roller skates.
The room waus silent with forgotten dreamy. Ob, the
wonder and delight in uncrating those mementos and
memortes!

Teachers have the rare privilege of helping
children to understand the past by investigating the “trea-
sures” most closely identified with their daily lives — their
homes and neighborhoods. In the process, educators will
stimulate an interest in the lives and contributions of men
and women of the past. Children will develop an appre-
ciation for the continuity of life from one generation to
another. Students will discover that individuals of all ages
have similar needs and interests. And, finally, children will
observe first hand the impact of technological innovation
on lifestyles, past and present.

CHILDREN’S UNDERSTANDING OF THE PAST

“Concepts of time are slow to develop in a child’s mind. It
is not until about age nine that anything more than a very
shallow time perspective begins to develop.” As Schlereth
suggests, children are only beginning to realize that time
did not begin with them and that events happened and
items were created before they were born, many times,
long before.

How then can teachers help children develop a his-
torical perspective? First, they can capitalize on children’s
propensity to question and examine. Second, they need
to plan experiences which encourage pupils to investigate
the past in relation to their own homes and neighborhoods.

Piaget viewed children as being naturally curious about
their surroundings and thus motivated toward exploration.
Exploration, in turn, results in the construction of knowl-
edge by the child.? The following strategies are designed to
stimulate students’ curiosity and to promote their relevant,
personal inquiry into the environment of their own homes
and communities. In the process, these activities hold the

Reprinted with permission from the Helen Dwight Reid Educational
Foundation, from The Social Studies, July/August 1985. Published by
Heldref Publications, 1319 Eighteenth Street, NW, Washington, D.C.
20036-1802. Copyright 1985.

promise of nurturing a feeling of continuity with the past
and of deepening children’s sense of personal history.

STRATEGIES TO STRENGTHEN CHILDREN'S
PERCEPTIONS OF THE PAST

Strategy I: Conduct a Personal Home Furnishings Inventory
Have pupils study a room in their home that contains a
variety of furniture. Use an inventory form which classi-
fies furniture according to type, description, original
owner, authenticity, and date of manufacture. Do not in-
clude decorative items such as pictures or ornamental figu-
rines, vases, etc.

After the inventory, children should be able to deter-
mine the periods most represented in the room. The fol-
lowing time spans may serve as guides: 1620-1720, 1720-
1825, 1825-1875, 1875-1925, 1925-1940, 1940-1960, and
1960 to the present.

The room inventory activity 1s valuable because it en-
courages children to discuss the origin and personal his-
tory of home furnishings with family members. This ex-
perience enables children to discover that, generally,
homes have a variety of furnishings, many with a history
and previous owner. This reinforces the concept that much
of what they enjoy today has come from others, i.e., the
present is a composite of the past. For example, “This cof-
fee table was once a library table, but Aunt Juanita had
the legs shortened to make it more useful. She gave it to
your Dad when we married so we could have it in our
home.” In addition, the object from aloved one becomes a
bridge to something personally shared with the past.

Family traditions and values are also “passed down”
to the next generation. Teachers may wish to extend this
activity with a discussion of family values and customs.
This is a beginning of an understanding of the continuity
of life from one generation to the next.

Strategy 2: Create a “Then “and “Now” Class Museum

A class museum allows children to observe the influence
of technology and social change on family lifestyles past
and present. Pupils prepare for this experience by con-
trasting items from an 1897 Sears catalogue with current
Sears merchandise. This will provide pupils with visual
clues for items to bring for the museum. Categories in the
museum might include: home/family care products, cloth-
ing, toys, home appliances and utensils, communications,
transportation. In the grouping entitled “home appliances
and utensils,” for example, students may bring early ex-
amples of cookware, such as, cast iron kettles, or wooden
spoons as well as more recent cooking items such as

42

41



crockpots and electric skillets. Flat irons from the past
will provide a sharp contrast with modern electric, steam
irons. In the “toys” category, students should include
wooden wagons, wire hoops, and china dolls to highlight
the change to today’s toys, cabbage patch kids and elec-
tronic video games. Objects should be chronologically
arranged on a continuum from the oldest to the most re-
cent. Students should label the exhibit item with the name
and approximate date of use.

If objects are too large to display or are not available,
photographs may be substituted. However, a “hands on”
display is preferred. The class museum illustrates how
technology has changed ways of living and playing. In
addition, children can observe how production has
changed from simple, hand-crafted items to machine,
mass-produced goods. Pupils can also note the change in
materials used to produce the products, from wood, metal,
and natural fibers to durable plastics and synthetics. This
experience encourages children to observe the “evolution”
of items and to develop an insight into the daily lives of
grandparents and forefathers. The “then” and “now” mu-
seum visually communicates to young people that people
in the past had similar needs and interests and were “much
like me and my family today.”

Strategy 3: Plan an “Old Objects” With “New Uses” Survey
This experience enables children to observe how out-
moded objects from the past can have value. Plan an “old
objects” survey and encourage students to identify items
for their house and yard that are used for a purpose dif-
ferent from their original intent.

With such a survey, children will discover that when
more efficient or convenient ways of doing something are
invented, the earlier way becomes obsolete. This does not
mean that an item has no value but rather that the object
is outmoded as far as the original function is concerned.
Many times, however, a new use has been found. This
activity highlights the creative ways individuals use items
from the past to meet present needs and illustrates tech-
nological innovation. The survey emphasizes to children
that objects have beauty, function, and sentimental value
regardless of their age.

Strategy 49: Organize a Grandpas Garage and Granny's Attic Day
Garages, attics, and trunks are often filled with enchant-
ing mementos that make the past plainly visible to chil-
dren. Teachers can capitalize on this fact and plan a spe-
cial day for students to bring to class an item that is
meaningful to grandma, grandpa, or their great grand-
parents. Pupils should know that history behind the item
and why the object is treasured. For example, items might
include grandma’s first pair of high heel shoes or her fa-
vorite baby doll. Grandpa might share a boyhood collec-
tion of wooden toys, an athletic letter from a sporting
event, or military memorabilia. Teachers need to warn stu-
dents that items that are irreplaceable or priceless should
not be selected. Children develop insight into the personal

TREASURE HUNT LIST

1. Identify a structure that has been changed from its original use; for
exomple, a home into a business or a warehouse into a restaurant,
efc. {5 points)

Location and brief description.

2. Identify a structure that has been modified from its original ap-
pearance; for example, a room has been added; remodeling has
occurred or is in process to the inside or outside. (3 points)

Location and brief description.

3. Identify a structure that has been restored to its original appear-
ance with aftention to historical accuracy. (3 points)

Location and brief description.

4. |dentify a structure that is over 100 years old. It may be desig-
nated by a medallion or seal. Buildings often have the date posted
on the edifice. {5 points)

Location and brief description.

5. Identify a structure that is an example of a pure architectural style;
for example, “Spanish Colonial,” “Gothic Revival,” etc. Use
Blumenson's book as a reference. (4 points)

Location and brief description.

6. Identify a building or house of interest to you. Interview someone
knowledgeable about the construction or history of the structure. Be
prepared to share what you have learned with the class so take
notes. What did you discover that surprised you? (3 points)

location and inferesting information.

7. Identify a structure that has housed the same family for several
generations. You may need to talk with your parents, neighbors, or
friends for ideas. Be prepared to support your findings with a dia-
gram illustrating residency in the house. {5 points) If you can inter-
view a family member currently living in the house about the history
of the structure, you will receive 2 bonus points.

Location and inferesting information.

memories, beliefs, and past lifestyle of their grandparents
and will begin to empathize and understand that grand-
parents were young once, too. Students will also begin to
understand that, regardless of their age, all individuals
have cherished dreams, memories, and mementos. As an
extending activity, pupils should be encouraged to iden-
tify and discuss a personal item they treasure.

ERIC
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Strategy 5: Neighborbood Architectural Treasure Hunt

A neighborhood architectural treasure hunt heightens
pupil awareness of the past. This activity will increase
student’s sensitivity to the space in which people live to-
day and have lived in the past.

Danzer suggests that social function, technological
development, aesthetic taste, and economic factors are all
revealed in buildings and neighborhoods.* Examining
homes and communities with this in mind makes an ear-
lier way of life understandable and interesting to students.

As an introductory step to the activity, teachers can
lead students on a walking tour of the treasure hunt neigh-
borhood and can discuss differences in architectural style
and building use. After the walk, pupils should be able to
identify the predominate architectural mode of the homes
and buildings in their neighborhood. Blumensons [dentify-
ing American Architecture: A Pictorial Guide to Styles and Term,
1600-1945, and Lester Walker's American Shelter: An Illus-
trated Encyclopedia of the American Home are excellent and
easy-to-use references for both students and teacher.

Students then form into teams for the hunt with a sug-
gested “treasure hunt” list in hand. The list should reflect
the neighborhood and community of the students. Pupils
should document the location of the home or building with
an address and include a brief description of the structure
before treasure hunt points are accepted. The teacher
should post a map in the classroom which identifies the
homes and buildings students have discovered. This will
highlight interesting patterns of development in the neigh-
borhood and community and serve as a impetus for fur-
ther investigations.

An architectural treasure hunt provides pupils with an
opportunity to identify the styles of homes and buildings in
their neighborhood, to note technological innovation 1n
construction, to observe change in the form and function
of structures, and to recognize that over time homes can
serve as residences for several generations or families. In
addition, students might look for signs of immigration, in-
dustrialization, urbanization, economic growth and decline,
social mobility, and land use in their locale. An architec-
tural treasure hunt illustrates historical change and makes
lifestyles of the past comprehensible to children.

My neighborhood changed as I learned more
about the homes. I used to think all houses were
the same. Now I like to think of them as enchant-
ing storybooks filled with history.

NURTURING A FEELING OF CONTINUITY

When exploring neighborhoods, teachers have a marvel-
ous opportunity to strengthen children’s perceptions of
the past. They can provide pupils with a personal under-
standing of history, nurture a feeling of continuity with
the past, and expand student concepts of the impact of
technology on lifestyles past and present. In the process,
children will uncover “acres of diamonds” as they explore
the “treasures” most closely identified with their daily
lives —their own homes and neighborhoods!
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Buttoning

Up a Hands-On History

Lesson 10

Using Everyday Objects to Teach About Historical Change

Avudrey €. Rule
Cynthia Szymanski Sunal

Introducing elementary school students
to history concepts 1s difficult because, due to their age,
they have few reference points for comprehending change
over time (Thornton & Vukelich, 1988). A historical col-
lection of everyday items can provide concrete examples
to help students construct a concept of change.

Artifacts of the past are all around us. Items found in
the home, school, and community have a history and have
undergone change. Even something as common as a but-
ton can be surprisingly useful in revealing how technol-
ogy, fashion, and the physical materials for creating cloth-
ing have evolved over time. Likewise, the consistent
patterns of socioeconomic and other differences across
history can be identified.

Student interest might guide the selection of items for
study. Dolls, toys, comic books, cameras, tools, quilts,
clocks, jewelry, keys, shoes, etc. all reflect a history and
could lead to meaningful investigations. Collections of a
particular item might be discovered among family mem-
bers, located through collector’s clubs (see your local his-
tory society for referral), or developed in the classroom
(by soliciting the donation of particular items or securing
them at garage sales or rummage sales). Any small, inex-
pensive, easily stored item that has undergone style, ma-
terial, or technological changes will work well as a basis
for lessons of this type. The investigation of a collection,
particularly one that students have contributed to or one
containing familiar items, can help students recognize their
own relationship to the past. This article will concentrate
on using a button collection to illustrate historical change.

DEVELOPING PROCESS SKILLS

I First, the lesson concentrates on the important process skills of
making observations and inferences and classifying real objects
(Taba, 1967). Begin the lesson by dividing students
into small groups. Give each group a representative
set of eight to ten buttons to explore. Students will
be surprised at the tremendous variety of buttons. Al-
low them ample time to discuss and record their ob-
servations and inferences. What different character-
istics do buttons have? How are individual buttons
different? What can you infer about the age of a but-
ton from these characteristics?

Reprinted from Social Studies and the Young Learner, November/Decem-
ber 1994, Volume 7, Number 2. Copyright 1994 by National Council
for the Social Studies.

After they've had some time to make observations and
inferences, ask students to arrange their buttons in a
timeline from most recent to oldest, based upon the in-
formation they've gathered. While their information is
limited, this activity will help students consider differ-
ences they have noted and utilize any prior knowledge
they have that relates to changes in button design or
materials. For example, one student may remember
reading that plastic did not come into wide use until the
late 1950s. Another student might note a previously
popular rock star or commercial logo on a button.

The utilization of prior knowledge builds connections
between the new learning and existing information.
Students’ timelines may be inaccurate but they repre-
sent their current knowledge and enable the teacher
to informally assess that knowledge. Have them think
about how buttons have changed through time. Why
are buttons from one time period different from those
of another? Each small group should record its ideas
on a list and then share their findings.

W Next, the whole class brainstormd different characteristics of
button design and draw.s them as a web or concept map. As
characteristics are identified, have students show but-
tons which demonstrate these characteristics.

W Then the class considers factors that affect button design and
webs them. 1dentify as many examples of these as you
can. Then ask the students if they can think of examples
that will link the two webs together. After they've done
so, choose a few button examples and call on students
to classify the characteristics of each button to see
where it would be located on the web.

UNDERSTANDING FACTORS FOR CHANGE

I At this point the expert (collector or teacher) steps in to broaden
and deepen students’ knowledge (Lawson, Abraham, &
Renner, 1989). The expert shows students new examples
from the button collection, demonstrates how button
design has changed over time, and makes connections
between economic, political, and cultural characteris-
tics of the past and button design. For example, in the
late 19th century manufacturers sought a substitute for
ivory, which was becoming increasingly rare, and cellu-
loid, originally developed asa substitute for billiard balls,
became a popular medium for buttons.
Also at this time, “vegetable 1vory, ” made from nuts of
the South American tagua palm was used extensively.
Some men’s suits sold today still have old stock veg-
etable ivory buttons.
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EXAMPLES OF EVENTS THAT HAVE AFFECTED BUTTON DESIGN

EVENT

EFFECT ON BUTTON DESIGN

1870s
John Wesley Hyatt develops celluloid as a substitute
for ivory billiard balls.

1861
Prince Albert dies. Queen Victoria wears black mourn-
ing clothing with jet buttons.

Post Civil War to early 1900s
Industrial growth and labor organizations.

“Gay 1890s” period of rising prosperity
Many millionaires are made in the banking, mining,
manufacturing, trade, and transportation businesses.

1902

Teddy Roosevelt refuses to shoot a bear cub encoun-
tered on a hunting expedition. Toy bears are used as
party favors for the President’s daughter Alice’s birth-
day. They become known as “Teddy Bears.”

Celluloid becomes a popular medium for buttons; trans-
. p p . .

parent celluloid replaces glass, “ivoroid” replaces

ivory.

Black is the fashion, even wedding gowns are often
black. An inexpensive substitute for jet, black glass,
becomes popular for buttons.

Brass uniform buttons are numerous and fashionable.

Large buttons with a gaudy central jewel are popular.

Sew-on political buttons featuring Teddy Bears become
popular.

I Students should compare their timeline arrangement of but-
tony with the new information they have received. The expert
should answer questions and discuss the examples.

W Then a chart of events affecting button design is completed.

LINKING PERSONAL LIVES

WITH “THE BIG PICTURE”

W Pervonal significance of artifacts such as buttons is connected
tolarger historical realities and can be related to modern trends
as well.

Discuss for example:

1. Why are most buttons now sold in stores plastic?
2. What motifs (patterns) do we find today on but-
tons? Snoopy, Ninja Turtles, and dinosaur buttons have
recently been sold in stores. How are these related to
popular television shows and movies? What other mo-
tifs are common today?

3. Why are the beautiful glass buttons of the 1950s no
longer popular? Could this be related to the popular-
ity of spin washers and tumble dryers?

4. What about the recent trend of selling ornate re-
movable button covers for plain blouse buttons? Does
this save buttons from the rigors of automatic washers
and dryers?

W Clove the lesson by baving each student choose one button, de-
ascribe it and explain how it is consistent with (s current or
bistorical circumastances.

W Tzacherls goals are achieved as adequate background research
and bigh level student thinking leads to significant generali-
zations. Depending on the grade level of the students
and the particular goals of the lesson, students may
learn to connect resource concepts with business and
marketing realities, and they may even evaluate the
material and political culture in which they find them-
selves.

The depth and significance of the lessons will depend
on the depth and significance of the teacher’s own re-
search and historical, social, and political goals.

BUTTON COLLECTING REFERENCES

AND RESOURCES

Albert, A. H. (1976). Record of American Uniform and His-
torical Buttons. Boyertown, PA: Boyertown Pub.

Albert, L. S., & Adams, J. F. (1970). Ewential Data Con-
cerning China Buttons. Akron, OH: The National But-
ton Society of America.

Ertell, V. B. (1973). The Colorful World of Buttons. Princeton,
NJ: Pyne Press.

Houart, V. (1977). Buttons: A Collector’s Guide. London: Sou-
venir Press Ltd.

Hughes, E., & Lester, M. (1981). The Big Book of Buttons.
Boyertown, PA: Boyertown Pub.

Lamm, R., Lorah, B., Lorah, L., & Schuler, H. W. (1970).
Guidelines for Collecting China Buttons. Akron, OH: The
National Button Society of America. From the same

volume as Albert & Adams (1970) above.
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Luscomb, S. C. (1967). The Collector’s Encyclopedia of But-
tons. New York: Crown.

Schiff, S. O. (1979). Buttons: Art in Miniature. Berkeley,
CA: Lancaster-Miller Pub.

Button collecting is the third largest organized hobby in
the U.S. There is a national society for button collec-
tors: The National Button Society, Ms. Lois K. Pool,
Secretary, 2733 Juno Place, Akron, OH 44313. Con-
tact the National Button Society and ask for the name
of the button collector’s group nearest you.
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Taba, H. (1967). Teachers Handbook for Elementary Social
Studies (Introductory Edition). Menlo Park, CA: Addison-
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Thornton, S., & Vukelich, R. (1988). “Effects of children's
understanding of time concepts on historical under-
standing.” Theory and Research in Social Education, 16(1),
69-82.

Audrey C. Rule teaches in a multiage classroom at the Capi-
tol School in Tuscaloosa, Alabama. She holds a doctorate in
geology and is an artist. Cynthia Szymanski Sunal is Profes-
sor of Social Studies Education at The University of Alabama,
Tuscaloosa. She has authored two methods texts in social
studies education including Social Studies for the Elemen-
tary/Middle School Student. [1994 note]
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Petition for a Fair Representation of African Americans

at the World’s Columbian Exposition

Wynell Burroughs Schamel
Richard A. Blondo

The study of an exposition or fair can
provide a microcosmic glimpse of the culture and society
of its day, giving teachers an opportunity to focus on so-
cial studies issues in a rich and unusual context. World’s
fairs, the generic term for such events, showcase the tech-
nological and cultural advancements of a society through
the exhibition of the latest inventions, the finest examples
of cultural achievement, and items that typify the society.
Fairs usually include amusement rides and attractions that
add to the festive atmosphere.

The modern World’s Fair movement began with the
1851 Crystal Palace Exhibition in London and extends
through Expo '92 held in Seville, Spain, to commemorate
the quincentenary of the first Columbian exploration of
North America. The World’s Columbian Exposition held
in Chicago almost one hundred years ago marked the
quadricentennial of Columbus’s first voyage to the conti-
nent. That exposition, belatedly held in 1893, clearly mir-
rored the racial climate of the United States in the late
nineteenth century, and a study of it presents opportuni-
ties to discuss race relations then and today.

Twenty-one million people attended the 1893 World’s
Columbian Exposition. They observed the noble achieve-
ments and technological and industrial progress made
during the four hundred years since Columbus’s first voy-
age; they walked amid the splendid buildings and statu-
ary of the ethereal White City, with its grandiose archi-
tecture electrically illuminated; they rode the wondrous
new Ferris wheel and enjoyed a breathtaking view of the
fairgrounds and the city of Chicago: they also saw an ar-
ray of exhibits that included a copy of the Declaration of
Independence, the sixteenth-century map first bearing the
notation “America,” a full-sized seaworthy replica of the
caravel Santa Maria, and a detailed model of the Brook-
lyn Bridge constructed of Ivory soap bars.

The World’s Columbian Exposition included some 220
buildings and “interesting places” situated in Jackson
Park, a 1.3-mile-long tract bordered on the east by Lake
Michigan. The main fairgrounds included buildings rep-
resenting thirty-nine states and theme structures such as
the children’s, women’s, transportation, U.S. government,
and electricity buildings. The fairgrounds also contained
special areas for open-air activities such as the mile-long

Reprinted from Social Education, October 1992, Volume 56, Number 6.
Copyright 1992 by National Council for the Social Studies.

Q

Midway Plaisance, a narrow rectangular tract that ad-
joined the western edge of the main fairgrounds and con-
tained many novel amusements including the world’s first
Ferris wheel. In his study of the World’s Columbian Ex-
position, The Great American Fair, historian R. Reid Bad-
ger noted that for many visitors the Midway experience
was their most cherished fair memory (1979, 109). The
term “midway,” used today to refer to any area where side-
shows and other amusements are offered, has its origins
in this area of the World’s Columbian Exposition.

Originally conceived as a “dignified and decorous” eth-
nological display, the Midway featured outdoor ethnologi-
cal exhibits that sought to portray the lifestyles and cul-
tures of a variety of peoples. Small groups of Laplanders,
Egyptians, Arabs, Sudanese, Chinese, Algerians, and Af-
ricans appeared on display in re-creations of their habi-
tats. Exhibits such as the Yucatan Ruins, Samoan Village,
South Sea Islanders Village, and Native American exhib-
its featuring artifacts taken from mounds in the South-
west and the Ohio Valley presented a cultural diversity
unfamiliar to most fairgoers.

As fairgoers walked about the grounds in Victorian garb,
what they did not see were many exhibits depicting the
progress made by eight million African Americans in the
thirty years since the Emancipation Proclamation. Well-
educated African Americans initially viewed the fair as a
potential showcase for African American achievement, but
their enthusiasm dampened when the white fair officials
required that application for special exhibits be made
through all-white state boards, effectively eliminating the
possibility African Americans had to independently present
their own version of African American achievement.

Fair officials deflected efforts to mount more African
American exhibits. They allegedly did not wish to become
enmeshed in a disagreement within the African American
intellectual community over whether an African Ameri-
can achievement exhibit should be housed in its own build-
ing or whether evidence of their progress should be inte-
grated into existing exhibits throughout the fair. Ferdinand
L. Barnett, a prominent African American lawyer, urged
fair officials to make a special effort to encourage African
American exhibits and to display them in appropriate de-
partments throughout the fair.

Although white officials did not respond to Barnett’s
pleas, a few small African American displays were allowed.
Deemed acceptable were vocational and industrial educa-
tion displays such as the Hampton Institute exhibit sub-
mitted as part of the U.S. Department of Education dis-
play in the manufacturers and liberal arts building. Booths

Aruitoxt provided by Eic:
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elsewhere on the grounds represented Wilberforce Univer-
sity, Tennessee Central College, and Atlanta University.
Needlework and drawings from several African Americans
from New York and Philadelphia were on display in the
women'’s building. On the whole, evidence of the role of
African Americans in U.S. history and contemporary soci-
ety was not sufficient to garner much public attention at
the fair, and the lack of broad representation of African
American life probably reinforced conventional stereotypes
regarding supposed intellectual limitations.

What did gain attention at the fair was the Dahomey
Village, where one hundred native Africans lived in an
artificial community purportedly demonstrating their do-
mestic, religious, and marital customs. According to the
venerable Frederick Douglass, the weekly Dahomey
“tribal dance” further reinforced racist notions that Afri-
cans were “primitive savages” and suggested that African
Americans were equally “barbaric.” Indeed, most fair ex-
hibits proclaimed the achievements of a Eurocentric white
America, thus reflecting a commonly held western Euro-
pean and U.S. conviction that as their societies prospered
in a material, cultural, and technological sense, they stood
higher on an evolutionary scale of nations and peoples.

As a concession to those protesting the lack of adequate
representation, the fair directors designated August 25,
1893, “Colored People’s Day.” Having previously sched-
uled numerous similar celebrations for nationalities and
groups such as Germans, Swedes, the Irish, and people
from Brooklyn, the officials thought such an approach
appropriate for African Americans. Antilynching firebrand
Ida B. Wells viewed the notion of a Colored People’s Day
as patronizing mockery. Contrarily, Frederick Douglass,
otherwise a Wells ally on major civil rights issues, argued
that having this separate occasion afforded an opportu-
nity to display African American culture and “the real
position” of their race.

Douglass delivered the day’s major address and pro-
claimed a belief that members of his race were “outside of
the World's Fair [which was] consistent with the fact that
we are excluded from every respectable calling” (1965,
361). Wells's expressed antagonism toward the special day
proposal, combined with overwhelming support of her
position in the African American press, apparently affected
African American popular response—fewer than five
thousand African Americans attended. After Wells read
newspaper reports of Douglass’s speech, she conceded his
effectiveness in articulating African Americans’ pervasive
sense of alienation from and disillusionment with the
United States. He had made it clear that the fair not only
symbolized the nation’s technological and material
progress but also had inadvertently spotlighted its moral
failure to treat its largest racial minority equitably.

For foreign visitors, who might otherwise fail to real-
ize the considerable role African Americans had played

in U.S. history, particularly in the years since slavery was
abolished, Ida B. Wells compiled and edited a collection
of essays entitled The Reason Why the Colored American s
Not in the Worldly Columbian Expovsition (1991). As originally
conceived, the free booklet was to be distributed in French,
German, Spanish, and English. Because of alack of funds,
only the twenty thousand English-language copies were
printed. As one of its contributors, Frederick Douglass
wrote, “The exhibit of the progress made by a race in 25
years of freedom as against 250 years of slavery, would
have been the greatest tribute to the greatness and pro-
gressiveness of American institutions which could have
been shown the world” ( 1991, 49). He submitted that
instead the exposition and its White City “to the colored
people of America, morally speaking, . . . is a ‘whited sep-
ulcher’” (1991,52).

When it became clear that fair authorities would not
acquiesce to the call for wider and better balanced Afri-
can American representation, African Americans, accord-
ing to Ferdinand Barnett, “hoped that the Nation would
take enough interest in its former slaves to spend a few
thousand dollars making an exhibit which would tell to
the world what they as freedmen had done” (1991, 135).
They believed their last, best hope for recognition at the
fair lay with the U.S. government and its enormous 1.25
million dollar exhibit building. A nationwide petition drive
urged Congress to fund and authorize “the Board of Man-
agement and Control of the United States Government
Exhibit to collect, compile for publication, and publish
certain facts and statistics, pertaining to the labor-prod-
ucts, the moral, industrial and intellectual development of
the colored people of African descent residing in the
United States, from January, 1863, to January 1893...and
to form a part of the published report of the United States
Government Exhibit.”

Congress did not respond to the petitions. Barnett, in
The Reason Why, ended his essay by remarking that “The
World’s Columbian Exposition draws to a close and that
which has been done is without remedy. . . . Our failure to
be represented is not of our own working and we can only
hope that the spirit of freedom and fair play of which some
Americans so loudly boast, will so inspire the Nation that
in another great National endeavor the Colored Ameri-
can shall not plead for a place in vain” (1991, 136-37).

The petition, dated November 21, 1892, addressed
to the U.S. Senate and House of Representatives and
signed by fifty-nine citizens of New York, may be found
at the National Archives in Record Group 46, Records
of the U.S. Senate, Select Committee on the Quadro-
Centennial World’s Columbian Exposition, Petitions,
Memorials, Resolutions of State Legislatures and Related
Documents (SEN52A-J27.1), Box 138, folder 7 of 7.
For copies of the petition, contact the National Archives
Education Branch.
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Pere— Forle Mars (fps,
To the Honorable the Senate and House of Representatives of
The United States, in Congress assembled:

The undersigned citizens of the State of . ’ very
respectfully represent to your Honorable Body that we are native born
citizens of the United States of America, and under the Constitution and
Laws thereof are declared entitled to equal rights, privileges and
opportunities as are granted to other American citizens, notwithstanding
this National declaration of our rights we are (by the force of an
unjust American prejudice directed against us, because of our descent
and complexion) kept apart as a separate and distinct class of American
citizens, and therefore are deprived of equal opportunities in making
that progress in the pursuit of moral, educational and industrial
advancement as are enjoyed by our white fellow-citizens.

We furtter respectfully represent that under the system and rules
established by the Boara of Directors of the World's Columbian Exposi-
tion for the display of Exhibits, your petitioners, because of this
ENFORCED separation as a distinct class of Ameritan citizens, are
entirely deprived from showing in any DISCERNIBLE MANNER their relation
to, or participation in, our Country'q wonderfﬁl progress in the develop-
ment of its resources, and the advencement of its civilization; and
therefore there will not be found in this grand International Exposition
tlie slightest evidence of the value of, or any credit to, the American
Negro's labor during the last 200 years in the development of his
Country's resources, of his patriotic services in defending and main-
taining the glory ond perpetuity of his Country, or of his worth as a
peaceful, law-abiding and industrious citizen.

Ve further respectfully represent that because of this conspicuous
absence at this Exposition of the American Negro as an important factor
in the production of our Country's material prosperity and intellectual
grandeur, the millions of American and European visitors to tnis Expo-
sition will naturally reach the conclusion, and render a verdict, that
the 7,000,000 of American Negroes arc unfit for freedom, and incapable
of improvement by the influences of American civilization. From this
unjust verdict against us and all other American citizens, your
petitioners most earnestly protest, and appeal to your Honorable Body
for partial redress from this great injustice.

We therefore very respectfully petition your Honorable Body to pdss a
Bill authorizing the Board of Management and Control of .the United
States Government Exhibit to collect, compile for publication, and pub-
lish certain facts and statistics, pertaining to the labor-products, the
moral, industrial and intellectual developrent of the colored people of
African descent Tebiding lu e Uniied 3tates, irouw January, 1863, to
January, 1893, the same to illustrate the growth of liberty, morality
and humanity of the United States, and to form a part of the published
report of the United States Government Exhibit at the World's Columbian
Exposition. And your petitioners will ever pray.

Very respegtfully,

NAME, ADORESS.
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TEACHING SUGGESTIONS
DOCUMENT ANALYSIS

Distribute copies of the document to your students and
ask them the following questions:

1. What type of document is this?

2. What is the date of the document?

3. Who created the document?

4. Who received the document?

CLASS DISCUSSION

l. Review the First Amendment to the U.S. Constitution
with your students, emphasizing the right to petition
the government for a redress of grievances.

2. Divide the class into four groups, assigning each group
to read and analyze one paragraph of the petition based
on, for example, the following prompts:

a. Paragraph 1: On what basis are the petitioners pre-
senting their grievance to Congress? What griev-
ances are expressed in this paragraph?

b. Paragraph 2: What grievances are expressed in this
paragraph? What topics are presented to demon-
strate what could be highlighted in an exhibit about
African Americans?

c. Paragraph 3: What do the petitioners perceive to be
the harm in not providing a representation of Afri-
can Americans at the fair?

d. Paragraph 4: What do the petitioners request that
Congress do in response to their concern? Why use
January 1863 through January 1893 as the time
period?

Upon completion, a representative of each group should
present the group’s ideas to the class.

3. Discuss the concept of “separate but equal” embedded
in the argument about an African American exhibit at
the World's Columbian Exposition. See the February
1989 Social Education for information on the Plewey v.
Ferguson decision.

4. Discuss the changes in acceptable terms used over time
to refer to Americans of African descent such as negro,
colored, Afro-American, Negro, black, Black, black American,
Black American, person of color, and African American.

WRITING ACTIVITIES

Identify a grievance about which your students feel
strongly. You may wish to guide their thinking by focus-
ing on an issue of local importance or by choosing a topic
of national or global importance. Designate or elect a com-
mittee to draft a petition for consideration by the class to
send to an appropriate individual or organization. Dis-
cuss with your students who or what groups should re-
ceive the petition.

RESEARCH ACTIVITIES

1. Ask your students to research and present reports on
topics reflected in the petition such as:

a. Inthe context of equal rights, how did the U.S. Con-
stitution treat slaves as originally stated in Article
1, section 2, and as modified under the Fourteenth
Amendment?

b. What provisions are made in U.S. society today to
compensate for the deprivation of “equal opportu-
nities in making . . . progress in the pursuit of moral,
educational and industrial advancement.” Consider
programs such as affirmative action and educational
loans for minority groups. How are these programs
threatened today?

c. What national “resources” were developed by slaves
during their more than two hundred years of labor?

d. What “patriotic services” were rendered by African
Americans not just in the Civil War, as alluded to in
the petition, but in World Wars I and 11, and the
Korean, Vietnam, and Persian Gulf wars?

e. There was a conspicuous absence of an African
American presence at the World’s Columbian Ex-
position, which commemorated the 400th anniver-
sary of Columbus’s first voyage to North America.
How were African Americans represented at Expo
'92 in Seville, Spain, which commemorated the
500th anniversary of the voyage?

f. In 1895, two years after the World'’s Columbian Ex-
position, a separate exhibit devoted to African
Americans was erected at the Cotton States and In-
ternational Exposition held in Atlanta, Georgia. Ask
your students to research that exhibit and present a
report on how it represented African Americans.
Include in the study Ida B. Wells’s and Ferdinand
Barnett's reactions to that exhibit.

g. Review some of the components of the 1893 World's
Columbian Exposition with your students and ask
them to research buildings, exhibits, or attractions
of interest and to present reports or prepare an ex-
hibit commemorating the 1993 centennial of the fair.
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The Consequences of 1492

12

Teaching about the Columbian Voyages

Gary B. Nash

Generations of children have read about
the voyages of Columbus that opened the ancient Ameri-
cas to European exploration, conquest, and settlement.
Until very recently, the voyages have been regarded in
history texts as the heroic beginning of an overseas ex-
pansion of European peoples that brought “civilization”
to an “uncivilized” part of the world. In this country, our
history texts have been written mostly in terms of how
the Columbian voyages set in motion the forces that would
eventually lead to the origins of the United States. Co-
lumbus thus stands at the beginning of a long line of he-
roes who brought freedom to the Americas. This is his-
tory at its ethnocentric worst.

All teachers know these days that it is Eurocentric to
teach about the “discovery” of the Americas by Europe-
ans because native peoples have been living in the hemi-
sphere for millennia. But we are still in the early stages of
developing a multidimensional approach to the signifi-
cance of Columbus’s exploits. This essay argues that while
we are viewing the coming of Europeans to North and
South America as the history of society building and in-
stitution building, we ought to recognize explicitly that
this is history from the European point of view. From there
we must also read the Columbian voyages from the Ameri-
can Indian and African-American points of view. For
Native Americans, it was the beginning of a long and tragic
history of exploitation and oppression—a long-term cri-
sis of survival. From the African-American point of view
it was the beginning of a bitter diaspora of the many
peoples of Africa under the harshest form of slavery ever
invented by human beings.

Teaching about the Columbian voyages from more than
one point of view allows teachers to show students how
history is an ongoing dialogue about the past among people
whose experiences —and thus their reading of history —
differs. Columbus’s voyages led to the largest movement
of human populations in the annals of history. They initi-
ated the convergence of huge numbers of Native Ameri-
can, African, and European peoples who had not previ-
ously been in contact with each other. The history of that
historic tri-racial encounter can be read in many ways,
and whether we regard the story as triumphant or tragic
(or some combination of the two) will depend on whose
history after 1492 we are considering. If students can see

Reprinted from Social Studies and the Young Learner, March/April 1992,
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this, they are on their way to understanding that history
is not truly scientifically derived but is many-sided and,
at root, interpretive.

Columbus’s voyages also provide an opportunity to get
students to put aside names, facts, and dates in order to
focus on big ideas, cause and effect relationships, and the
long-term versus short-term consequences of particular
events. In escaping history which, as one wit put it, is “one
damned thing after another,” the relevance of history to
our own lives becomes more obvious. Most students do
not know why they are studying history and fail to find
value in it precisely because it seems so remote, so uncon-
nected to their own lives. This is the fault of a names-
dates-facts approach to history. A wider framework and a
multi-perspective and interpretive approach can infect
students with a passion for history.

Let us look at some of the long-range consequences of
1492 and how they explain much of the world —with all
its problems and possibilities —as we know it today.

Demographic Revolutions: When Columbus reached the
Caribbean, and when Spanish soldiers and settlers soon
reached parts of Central America and Mexico, an epoch
began that produced some of the most gigantic popula-
tion changes the world has ever known. During the first
century of Spanish colonization, the transfer of human
beings from Spain to the Americas was relatively slight.
But several thousand Spaniards touched off a biological
holocaust that catastrophically depopulated the Caribbean
islands and much of Central America. European arrivers
had one extraordinary advantage over American Indians
because the former had been exposed for centuries to killer
parasites that infect humans on an epidemic scale in the
temperate zone and had built up immunities to smallpox,
measles, diphtheria, and other diseases. Native peoples,
geographically sealed off from such diseases, were with-
out immunities and thus utterly defenseless against the
“domesticated” microbial infections carried inside the bod-
ies of the invaders.

The results were horrendous. Probably 90 percent of
the huge native population of Central America and the
Caribbean (perhaps 25 million in 1492) died within the
first 100 years of contact. Wherever Europeans intruded
in the hemisphere in the next three centuries, the catas-
trophe repeated itself. Whether Protestant or Catholic,
whether French, English, or Spanish, whether male or
female, every newcomer from the Old World participated
in the collective germ warfare that typically eliminated at
least two-thirds of the native peoples within a few gen-
erations. Millions of Native Americans who never saw a
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European died of their diseases. For example, if we think
in terms of the total number of people living in Mexico, 1t
was not until about 1940 that the population regained its
level of 1519, the year of Cortez’s conquest of the Aztecs.

The second enormous population shift came as a re-
sult of the African slave trade. Slave traders probably car-
ried no less than 12 million people from Africa to the Eu-
ropean colonies in the western hemisphere. This greatly
depopulated Africa in ways that would affect its develop-
ment for centuries. Though the history of the Americas
since Columbus’s voyages has been told primarily as the
story of Europeans who went there to build institutions
and societies, the startling fact is that of every six people
who crossed the Atlantic to settle in North and South
America in the 350 years after 1492, five were African.

Cultural Interchange: Along with population shifts of
immense magnitude came genetic and cultural intermin-
gling of a kind and extent that the world had never seen.
Even though Africans were brought in chains and Native
Americans suffered horrendous population losses, the
mixing of genetic pools that occurred when Europeans,
Africans, and Native Americans converged was extraor-
dinary. The intermingling was far more extensive in Latin
America than North America for a variety of reasons, but
in both areas extensive race mixture occurred. It is obvi-
ous today in the variety of complexions of people in all
parts of the hemisphere. In the historic encounter of
American Indian, African, and European peoples, the
Americas were not only a battleground but a meeting
ground and a mating ground as well.

Along with genetic intermingling came cultural bor-
rowing. Historians, predominately white, have usually
written as if the flow of culture went from superior Euro-
peans to inferior Africans and Native Americans. We are
overcoming this Eurocentric view and recognizing that
while European political institutions, economic systems,
and laws prevail, African and Indian pharmacopoeia,
foodways, language, dress, music, rituals, religious beliefs,
and many other components of culture affected the way
Europeans lived, thought, and behaved. Evidence of this
profound interpenetration of cultures is everywhere
around us today.

Political Transformations: Columbus’s voyages also gave
nise to the first worldwide empires in the history of human-
kind and, in the process, a tremendous enlargement of the
arena of conflict between European nations. The impulse
to expand overseas was itself partially the result of ambi-
tious monarchs in France, England, Aragon, and Castile
coming to power in the second half of the 1400s. The New
World, once its possibilities unfolded, became an area where
Europeans fought each other for centuries for possession
of land, minerals, and control over native and enslaved
populations. Warfare itself expanded geographically as a
result of 1492 as the move to colonize in North and South
America led to the rise of merchant fleets, armed navies,
and enlarged armies on an unprecedented scale.

Teachers should encourage students to think expan-

sively about how 1492 triggered a 450-year period during
which Europeans conquered and colonized around the
world as they built their global empires. The history of
the last half-century, since the end of World War II, can
then be seen as a remarkable period when indigenous
peoples reversed the long epoch of European coloniza-
tion. In Africa, Asia, Oceania, the Middle East, and the
Caribbean, colonized peoples in English, French, German
Dutch, Spanish, Belgian, and Portuguese colonies have
thrown off their colonial masters.

Economic Transformations: The European discovery of
huge deposits of gold and silver in Mexico and Peru, ex-
tracted from the earth primarily with Indian and African
labor, expanded the supply of money in Europe eightfold
by 1600. That expansion led to the quickening of trade,
both in luxury items like silks and spices from the Far
East and in bulk commodities grown on plantations in the
Americas such as rice, sugar, coffee. and tobacco. The
expansion of commercial networks and the rise of large-
scale risk taking would turn the Atlantic basin into a fer-
tile field of capitalist development in the seventeenth and
eighteenth centuries. Hence we can say that capitalism
itself as an economic system was immensely spurred by
1492 and its aftermath.

A Revolution in Diet: Within a few generations after 1492
Europeans began to grow a large number of crops indig-
enous to the Americas that they had never known before.
Among the most important were potatoes, cocoa, toma-
toes, sweet potatoes, peanuts, maize, and green beans.
Within 200 years highly nutritious maize (corn) and po-
tatoes had become the main sources of protein in some
parts of Europe, as farmers converted their fields from
wheat, barley, and oats. One extraordinary long-term ef-
fect of this crop conversion was an increase in Europe’s
food supply because farmers could produce far more food,
acre for acre, when they replaced their cereal crops with
Indian maize and potatoes. Ironically, the increase in
Europe’s food supply led to population increase that, in
the nineteenth century, when potato crops failed, impelled
millions of Europeans to immigrate to the Americas. That,
in turn, placed great pressure on lands held by American
Indian peoples, both in North and South America.

A second revolution in what Europeans ingested came
through the development of three cash crops that came to
dominate agricultural production in the Americas. Sugar,
a luxury item until the 1600s, became available to even
poor families, and Europeans embarked on a craze for
sweetness that has never abated. Coffee was the second
cash crop and it, too, gradually came within the reach of
masses of Europeans. The third substance was tobacco,
cheap enough by the 1600s to turn most Europeans into
smokers. These three substances were all stimulants —
addictive and unhealthy —and all three became what one
historian has called “proletarian drug foods” that killed
hunger while giving momentary rushes of energy.

Some sense of how these crops affected Africans and
Native Americans can be gathered from the comment of
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one French observer about three centuries after
Columbus’s voyages: “I do not know,” wrote J. H.
Bernardin de St. Pierre in Voyage to lsle de France . . . in
1773, if coffee and sugar are essential to the happiness of
Europe, but I know well that these two products have
accounted for the unhappiness of two great regions of the
world; America has been depopulated so as to have land
on which to plant them; Africa has been depopulated so
as to have the people to cultivate them.”

Redividing the Worlds Labor: A final change of great mag-
nitude that resulted from 1492 was a new division of the
world’s laboring people and an awful increase in the use
of slave labor. In Europe where serfdom decreased rap-
idly from the fifteenth to the seventeenth century, free la-
bor came to predominate. However, in the areas where
Europeans colonized, they enslaved American Indians
whenever they could and transported Africans in chains
in huge numbers. Columbus himself eagerly enslaved
Arawaks and carried them back to Europe, thus initiat-
ing the Atlantic slave trade, though in the reverse direc-
tion that would come to characterize it. The “new world”
for Africans and American Indians who found themselves

in perpetual servitude was no place of renewal, but rather
a place of new sorrow and travail.

Europeans would celebrate their conquest of the
Americas (and so have most white historians) as a giant
leap forward —as progress. Particularly in the United
States, historians have portrayed the initial European
settlements as the first step in the construction of free in-
stitutions and systems of self-government. But for far
larger numbers of people, American Indian and African,
this extension of freedom involved mass enslavement and
exploitation; it was, in their lives, a grotesque retrogres-
sion in human history.

REFERENCES

Crosley, Alfred W., Jr. (1972). The Columbian Exchange.
Westport, CT: Gordon Press.

Nash, Gary B. (1991). Red, White, and Black: The Peaples of
Early North America. 3rd Ed. Englewood Cliffs, NJ:
Prentice Hall.

Gary B. Nash is Professor of History at the University of Cali-
fornia, Los Angeles, and Associate Director of the National
Center for History in the Schools. [1992 note]

95




Q

ERIC

Aruitoxt provided by Eic:

Studying World War II in the Elementary School

Mary E. Haas
Janet K. Tipton

A variety of activities are suggested here
which reflect “real world” content and provide for mean-
ingful learning. Local resources might also be integrated
throughout, using pictures and information about your
own community and its citizens, from local and regional
historical societies, museums, and newspapers.

I. THE SIGNIFICANCE OF THE WAR

MEMORIALS AND HEROES

View a picture or visit a local memorial or cemetery where

World War 11 is commemorated and allow the children to

respectfully examine the site, ask questions, and specu-

late on the answers. Prompt the students if necessary with

such questions as:

1. Why was a memorial created to this war and not to
another war or to a more pleasant event?

2. Why do you think people selected this type of a memorial?

3. What is the first impression the memorial gives?

4. Do you think the people being honored would like to
be honored in this way?

5. Are there others who could or should be honored? Who
are they?

6. What makes a person a hero or heroine?

7. Are any of these people still living today?

8. What would you want to ask these people or say to
them if you had the chance?

Follow-up this discussion by investigating the details
concerning the memorial’s establishment and maintenance.
Seek answers to the students’ questions and hypotheses
through research.

INTERVIEWING FOR DATA

Interview grandparents, other relatives, or neighbors of
elementary school students who were children or youth
during World War I1. Ask about how the war affected
their lives, families, schools, and communities. Prepare
a questionnaire after some study of the home front, and
send it to the interviewees or use it during the interview.
Record interview responses and analyze them in a class;
draw conclusions by summarizing answers to questions
and noting exceptions. In the lower grades, an appro-
priate guest speaker might be interviewed by the class.
Teachers should be conscious of gaining responses from

Reprinted from Social Studies and the Young Learner, November/Decem-
ber 1994, Volume 7, Number 2. Copyright 1994 by National Council
for the Social Studies.
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representative ethnic groups and both females and males.

Students should be encouraged to ask questions which

gather facts, express feelings, and draw conclusions or

make evaluations.
Questions might include:

1. How did you learn about the events that were taking
place in the war?

2. What did you do to contribute to the war effort? (How
does recycling during World War Il compare with re-
cycling today? — a follow-up question.)

3. What did other members of your family do to contrib-
ute to the war effort?

4. Who do you know who was in military service? (See
also questions below.)

5. When you and your friends discussed the war, what
did you talk about? What didn’t you talk about?

6. What things did you do in school to learn about the
war?

7. How did the war affect your everyday life?

8. What did you do for fun or entertainment during the
war years?

9. Do you remember what you did when you heard that
the war was over?

10. What feelings or fears did you have during the war?

11. What do you think are the two or three most important
things for young people to know about World War 11?
Men and women who served in the military had a wide

variety of experiences, very different from those of chil-

dren and civilians. Special questions that might be asked
of or about veterans include:

1. Where did you (they) serve and with whom did you
(they) serve during the war?

2. What kind of training did you (they) receive?

Why did you (they) join the military?

4. How did the war change your (their) life? Describe
your experience.

5. What do you think are the two or three things young
people should know about World War 11?

6. Who in the war did you (they) know that you (they)
would consider a hero?

7. How has serving in the military affected the rest of
your (their) life?

Interview people in your community who lived through

©

the war in other nations to further enrich the students’
understanding of World War I1.

BIOGRAPHIES AND NOVELS

Compare similarities and differences in the war experi-
ences of those in the local community, other parts of the
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state, the nation, and the world. There are a number of

books for young readers that reveal the impact of the war

on the lives of children: Ken Mochizuki’s Baseball Saved

Us (1993), a story of Japanese Americans in an intern-

ment camp; Mischling, Second Degree (1990), C. 1. Cain'’s

trying childhood in Nazi Germany; The Hidden Children

(Greenfield, 1993) stories of 13 Jewish children hidden

during the war; Pear! Harbor Child (Nicholson, 1993), the

story of a civilian girl living at Pearl Harbor on the day
the bombs fell and through the remaining events of World

War I1. Historical fiction can also be used: The American

Girls Collection books about Molly and her family and

friends, reviewed in the Teacher’s Resources column; and

Daniells Story (Matisse, 1993), a composite story of the

experiences of Jewish children in Germany and the con-

centration camps —also available in a video from the U.S.

Holocaust Memorial Museum.

Ask students to:

1. Relate two or three things the characters in the book
say about World War II. Where or from whom have
you heard similar statements about the war?

2. Explain if and why you think the main character loved
his/her country.

3. Identify one or two characters whom you admire the
most and explain the characters’ admirable traits and
behaviors.

4. Identify examples of unjust acts. Explain what actions you
believe should have been taken and explain your choices.
Comparing and contrasting the lives of children in the

books and the lives of children in their local community
during the war on such characteristics as safety, happi-
ness, scarcity, and sacrifices will reveal some of the imme-
diate consequences of the war and also provide opportu-
nities to examine prejudice and stereotypes and their
consequences.

II. LIFE ON THE HOME FRONT DURING WORLD WAR I
Primary sources in the form of radio excerpts, music, post-
ers, magazines, and newspapers from the 1940s can change
the appearance of the classroom and simulate life during
World War II. Television was not as widely used as it is
today; radio and posters were the important media. Ex-
periential simulations which affect our use of energy, gaso-
line, and various foods can also lead to enriched under-
standings of life on the home front.

TURN THE RADIO ON

Play “turn the radio on” with the students several times a

day and ask students to comment on the mood of the mu-

sic or the message they hear. Have copies of song lyrics

available for reference. Compare the radio broadcasts:

1. Whatis the intended meaning of the message (in the mu-
sic, news broadcast, or public service announcement)?

2. How do you think people living during World War 11
responded?

3. Would Americans respond the same way today? Which
of the songs do you like the best?

bay

4. “God Bless America” was a particular favorite of many
Americans including General Eisenhower. Why might
this have been the case?

5. Why do you think that some of the music, particularly
the military’s songs, are so happy?

SAY IT WITH POSTERS

Examine the posters or postcard reproductions in small
groups and follow with a discussion of the groups’ con-
clusions. Provide students with suggestions of things to
consider in analyzing the posters:

1. Locate symbols used on the poster and tell what you
think they mean.

2. Decide on the meaning of words or phrases on the
poster.

3. Toward whom is the poster addressed? Who produced
the poster?

4. If people follow the request of the poster, what are the
potential consequences of their behavior toward them-
selves, their family, the nation, and the war effort?

5. Why was it necessary for the government to put out so
many posters?

Ask students to examine the Home Front poster in the
starter kit prepared by the 20th Anniversary of World War
Il Commemoration Committee to determine the ways
people and the community are involved in the war effort.
Reach a consensus and write a short statement comparing
and contrasting life during World War II and life today.

LIVING WITH RATIONING
Simulate the sacrifices that families and children made
during the war because of rationing. This can be done in
the classroom and the school or with the cooperation of
parents, both at home and at school. Foods containing
sugar, fats, dairy products, and meat; food in metal con-
tainers; and electrical energy, batteries, or gasoline must
be limited during the simulation. After several days, ask
students to respond to the experience individually in a
short statement or by answering a set of questions in which
they describe what they gave up and how they felt about
the experience. Ask students to share their individual re-
sponses and as a class discuss two or three items that stu-
dents missed the most during the simulation.
1. Why might there be some disagreement among the stu-
dents on what they missed the most?
2. What did you do to occupy your time when you would
have been watching TV, playing video games, or talk-
ing on the telephone?
What do you think the children did during World War I1?

4. What would be your response if you would have to

©

continue the simulation for another month? Are there
any conditions under which you would be willing to
continue giving up these things?

5. Americans generally let the free market and prices solve
problems of scarcity. Why do you think rationing re-
placed supply and demand influence on prices during
the war?
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BUY AND INVEST IN AMERICA
Using issues in the local newspaper from 1941-1945, de-

termine how people in your community spent their money.

Consider:

1. What was advertised for sale and what was not for
sale?

2. What recreational activities were shown in the paper?

3. What did corporations and the government encour-
age people to buy and save? )

4. Given a specific resource allowance, select items you
might have needed and valued at that time.

lil. THE PEOPLE & PLACES OF THE WAR
GEOGRAPHY OF THE EVENTS OF WORLD WAR Il
Because World War Il involved so many of the nations of
the world, students will need to study the locations of these
nations and nearby bodies of water. The more emphasis
the teacher places on the fighting and battles, the greater
the need to locate places and plot data on maps. Most
people do not know the names and locations of the small
islands in the Pacific Ocean where many Americans died,
but in the study of World War II these islands become
important to learn. The use of a globe, rather than a map,
clearly shows the geographic locations of the Pacific na-
tions and islands in relation to each other and to the U.S.
1. Compare the size of the Atlantic and Pacific Oceans
and the relative isolation and closeness of nations in-
volved in the war. Discuss how these differences might
impact the fighting, rescuing, and supplying of soldiers
and civilians. :

2. Describe Hawaii’s location in relationship to the U.S.
and Japan. Viewing Hawaii as the protector of the west
coast of the U.S. and as a threat to the expansion of
Japan and Japan’s ability to dominate east and south-
eastern Asia helps students to see why Japan thought
it necessary to attack Pearl Harbor and why regaining
captured territory took so many years.

3. Show the closeness of Africa to southern Europe, the
location and extent of the world occupied by the Axis
and the location of the Allies on a globe. The great
distance of Western Europe and the U.S.S.R. from the
U.S. suggests the importance of the oceans as supply
routes and the opposition of the German U-boats to
the U.S. as a supplier for the Allied nations.

ALL-AMERICAN MATCHING EXERCISE

Winning the war required interdependent actions among
Americans from all racial, ethnic, and social groups. It
also was an exercise in interdependence among the Allies
which continued into the post war years. Combining the
All-American Matching Exercise with a textbook and li-
brary search for the answers is one way students can be-
come acquainted with the roles of diverse groups in World
War IL It also allows them to discover that written his-
tory books are often incomplete and biased or prejudiced
in their interpretations of events. Correct the exercise and
discuss answers to such questions as:

1. Why do you think your textbook didn’t provide you
with enough information to make all of the matches?

2. How did gaining additional facts through a variety of books
change your view of who fought in World War 11?

3. How do you think people whose ancestor’s stories are
left out of the history book might feel?

4. What evidence of patriotism, prejudice, and heroism is
there in the statements about these diverse groups?

STUDYING WORLD WAR [l IN THE ELEMENTARY
SCHOOL

One of America’s greatest celebrations marked the end of
World War I1. Yet, the war lingers on through its conse-
quences and touches the lives of everyone everyday. The
historian, Paul Gagnon (1989), suggests that the first thing
this generation of students should learn, to nurture their
political sophistication, is the impact of World War II on
their lives. He recommends not only a close examination
of the consequences of the Allies’ Victory, but the prob-
able consequences for the world had the Axis Powers not
been completely defeated.

Unfortunately, teachers, facing a scarcity of time, of-
ten fail to teach about World War II. World War II is
near the end of a few very thick textbooks and missing
from most elementary textbooks. Many educators doubt
that the study would be appropriate for young students.
War is violent, and violence is something people want to
reduce in our society. Since teaching about World War 11
holds potential for the glorification of or fascination with
violence, it may be neglected, although the American
Revolution and the Civil War are commonly taught. De-
ciding what, when, and how to teach about World War I1
are curriculum concerns especially as the commemora-
tion of the war’s end is upon us.

WORLD WAR II CURRICULUM CONCERNS

Some view World War I1 as the best of times while others
see it as the worst of times. To many it was the best of
times because Americans pulled together and accom-
plished an important goal by defeating dictators and pre-
serving democracy. Others saw the war as opening the
door to better, more interesting, and self-fulfilling lives
and jobs. The crimes of the Holocaust, the great number
of deaths, the destruction of property, and the prejudice
and unfair treatment of women and minorities in employ-
ment, salary, loss of property, and forced internment re-
flect the worst of times.

Many historical accounts fail to recognize the efforts
of minority groups of loyal Americans whose work and
sacrifice to support the democratic ideal did much toward
winning the war. And texts seldom recognize that choices
of all leaders resulted in violence toward people and na-
tions. It is important for teachers to deal with the nega-
tive consequences of American leaders’ decisions and to
see that everyone examines the participation and hard-
ships of all Americans when studying World War II.
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ALL-AMERICAN MATCHING EXERCISE

DIRECTIONS: Match the statements at the right with the correct group label on the left. First search for the answers in your textbook, and
then use the resources of the library to help you find the answers. You may need to consult books devoted to information about special
groups of Americans rather than only books about World War II. Use the index to help you in locating information in such books.

b

Navajo

African American Women
Native Americans
Japanese Americans
Chinese Americans
American farmers
Women factory workers
African Americans
Army & Navy nurses
Filipino Americans
Hispanic Americans
Rosie the Riveter
Mexican Americans
WASP

Statue of Liberty

WAVE

This group of Americans had the highest rate of volunteering for miltary
service.

Thirty-eight of these women died while flying planes from the factories
to military bases across the U.S. It was not until 1979 that they were
officially admitted into the U.S. Air Force.

About 850 members of the 6888th worked 24 hours a day to
deliver mail and packages to American soldiers fighting in Europe.

These 67 are called “Angels of Bataan and Corregidor” and spent
most of the war in a prison camp in the Philippine Islands.

Public Law 100-383 made an official apology for the injustice done to
them and grants of $20,000 financial reparation to those interned.

These Americans served in integrated units but were a particularly large
percent of reserve units from the southwestern states.

This popular song praised the efforts of women working in the defense
plants producing ammunition, tanks, planes, and ships.

Large naturalization ceremonies were held specifically so that these
Asians could become citizens and join the military services.

After December 7, 1941, members of this group wore buttons telling
their ethnic heritage so people wouldn't think they were Japanese.

10 The 442nd Regimental Combat Team was the “most decorated unit in

U.S. military history.” They were all members of this ethnic group.

11 Almost all of the women trained at The Military Intelligence Service

Language School to be translators and interpreters were

12 The “Lonely Eagles” were fighter pilots who trained at the Tuskegee

Institute and all were

13 The lights on this famous American landmark endeared to so many

European Americans were turned off for the duration of the war.

14 In New York City 40% of this population was inducted into military

service.
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One approach is to use the spiral curriculum model
and assign certain sub-topics and interpretations of World
War 11 to various grade levels. The least controversial in-
formation would be used for the primary children, and
that with the greatest variety of interpretations and the
most negative and violent aspects of the war would be
examined by students in the upper grades. This model is
too simple and has a number of problems.

It assumes that all students at a given grade level approach
a study with the same background knowledge and experi-
ences, which they do not. Even the youngest children know
that war involves deaths. Children from various ethnic groups
may recognize stereotypes and prejudices in the study of
World War I1 and bring these out in the classroom, and they
may withdraw or become outraged because the information
presented is incomplete and misleading.

Another way to approach this topic is through an analy-
sis of its key concepts and the conflicting values which
emerge during their study. This model requires an in-depth
examination because it includes several interpretations,
many factual accounts from specialized studies of various
groups of people, and comparisons and interpretations of
various historical truths. Some criticize this model for sac-
rificing the complete coverage of a topic and for potential
bias in the selection of concepts to be examined.

The study of World War I requires the analysis of
important organizing concepts and values such as inter-
dependence, scarcity, heroism, stereotype, prejudice, pro-
paganda, freedom, security, social responsibility, justice,
and human dignity. With younger students the concept
model builds vocabulary and asks the students to form
simple relationships between a few concepts, revise the
concept definitions and test the generalizability of the con-
clusions (Sunal and Haas, 1993; Cousteau, 1991). The
study of World War II need not be the study of long ago
and far away. Students can discover that history is a dy-
namic process of seeking the truth which requires hard
work, thoughtful problem solving, and analysis.

Because Americans of all races and ages contributed to
the World War 11 efforts, there is a wealth of information
in every community with which students can become ac-
tively involved. Local resources while meaningful and stimu-
lating will not provide the entire story, but the 50-year com-
memoration is stimulating the publishing of many additional
books, films, personal memories, and commemorative re-
prints which provide helpful background instructional
material. Additionally, to gain perspectives on the war from
other parts of the U.S,, the world, and ethnic groups not
represented in their own community, teachers can use com-
puter networks and bulletin boards to contact other inter-
ested teachers and classes to gain and compare knowledge.
This commemoration provides a particularly appropriate
time to begin to teach students at all ages about World War
II and to involve them in both gathering and recording the
complex stories of this most important event which contin-
ues to impact our lives and about which young people have
learned so little in the past.

CONCLUSION

Studying history helps students understand change, gain
perspectives on life, and practice making critical judg-
ments. The activities in the companion piece to this ar-
ticle illustrate how to actively involve elementary students
in critically studying World War II and how to link his-
tory to personal knowledge, interests, and experiences.
Only by combining instructional strategies that require
students to be researchers, producers of knowledge, and
consumers of other’s research, can students learn to re-
spect the hard work involved in seeking historical truth
and develop a critical perspective toward the presenta-
tion of history.
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Smithsonian Institute

Washington, D.C. 20560
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Cobblestone Publishing

7 School Street

Peterborough, NH 03458-1454

603-924-7209 or 800-821-0115

(Issues titled WW 11: The Home Front, WWII: Ameri-
cans in Europe, and WWII: Americans of the Pacific.)
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National Archives Trust Fund
NEP - Department 1941

P.O. Box 100793

Atlanta, GA 30384

(A source of inexpensive documents, related music, etc.)
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World War II. Washington, DC: National Archives
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my eyes, A childy view of WW 1. Kansas City, MO: Au-
thor.

50th Anniversary of WW 11 Commemoration Committee

1213 Jefferson Davis Highway

Crystal Gateway 4, Suite 702

Arlington, VA 22202
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Telling the Holocaust Story to Children

Samvuel ToHten

How do you teach events that defy knowledge, expert-
encevs that go beyond imagination? How do yau tell chil-
dren, big and small, that society could lose its mind and
Jstart murdering its own soul and ibs own future? How
do You unveil horrors without oﬁ’ering at the same time
some meavsure of hope? Hope in what? In whom? In
progress, in science and literature and God. (Wiesel,

1978, p. 270)

These heartrending words, thoughts, and
interrogatives go to the very core of the difficulty that
teachers —especially upper elementary and middle school
teachers —face when teaching about the Holocaust. What
took place during the Nazi reign of terror is horrifying,
ghastly, and yes, almost unbelievable. But it did happen,
and there is a moral imperative to teach young students
about certain aspects of that watershed event.

The story of the Holocaust becomes even more horrify-
ing when one realizes that “up to one and a half million
children were murdered by the Nazis and their collabora-
tors between 1933 and 1945” (United States Holocaust
Museum, 1993, p. 1). While “the overwhelming majority
of them were Jewish, thousands of Roma (Gypsy) chil-
dren, disabled children, and Polish children were also
among the victims” (United States Holocaust, 1993, p. 1).

In this piece some general guidelines, teaching strate-
gies, and resources for teaching the Holocaust at the up-
per elementary and middle level will be briefly discussed.
[t is written in the spirit that children need to know about
this event but they need not and, indeed, should not be
barraged with one horrifying story or image after another.

GUIDELINES FOR TEACHING AND LEARNING ABOUT
THE HOLOCAUST

The first thing that teachers need to ask themselves is the
question: “Why teach elementary and middle school chil-
dren about the Holocaust?” Without clearly delineated
goals and objectives, it is not wise to teach about the Ho-
locaust or any subject for that matter. Indeed, to not raise
such questions with a topic as overwhelming as the Holo-
caust leaves the study bereft of focus and in danger of
degenerating into a barrage of horrifying stories and pho-
tographs which numb the students. Such teaching not only
constitutes poor pedagogy but is morally unconscionable.

Reprinted from Social Studies and the Young Learner; November/Decem-
ber 1994, Volume 7, Number 2. Copyright 1994 by National Council
for the Social Studies.
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In addition to the issue of why students should learn this
history, teachers should identify the most significant les-
sons students can learn about the Holocaust and how a
particular reading, image, document; or film is an appro-
priate medium for conveying the selected Holocaust les-
son (Parsons & Totten, 1993).

In Guidelines for Teacking About the Holocaust, Parsons
and Totten (1993) suggest that teachers:

Il decide how the term “Holocaust” will be defined be-
fore teaching about the subject;

M avoid comparisons of pain between and amongst vari-
ous people and situations;

Il avoid simple answers to complex historical questions;

B strive for precision when discussing facts, different
types of sources of information (e.g., fact, opinion, fic-
tion and/or types of sources —primary or secondary),
and the use of terminology/language (e.g., there was a
distinct difference between concentration camps and
killing centers just as there was between armed and
spiritual resistance);

Il avoid stereotypical descriptions;

M donot romanticize the history or various situations for
the purpose of reaching the students;

Il contextualize the history, put it into a historical per-
spective;

Il translate statistics into real people (the point is, mil-
lions of anything, let alone peoples’ deaths, are mean-
ingless to most people, so focus on the human story);

M select appropriate content and resources (don’t use
something that is too complex or too horrifying);

M and select developmentally appropriate and sensitive
learning activities (pp. 1-8).

Pre and post assessment of learning is critical to the study
of the Holocaust. One outstanding way of beginning a les-
son or unit on the Holocaust is simply to ask the students
to brainstorm all that they know about the Holocaust.

As they do so the teacher can write their answers and
comments on the board. In this way, the teacher will imme-
diately be able to assess the depth of their understanding,
the amount of factual material they actually know, and what
myths and misconceptions are held regarding the event.
Teachers can accomplish the same goal by having every
student create a cluster or mindmap around the target word
Holocaust. The students are then directed to develop as
detailed and accurate a cluster as they possibly can. Such
clusters are collected by the teacher and/or discussed with
the class. At the end of the lesson or unit, the students could
be asked to do a new cluster, this time based on their new
knowledge, and then they could compare and contrast,
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orally or in writing, the differences between their original
and their second clusters.

The appreciation of the Holocaust victims as individu-
als is also a key concern for student learning. Mothers, fa-
thers, grandfathers, grandmothers, brothers, sisters, uncles
and aunts were the victims of the Nazis. This 1s generally
not conveyed in a discussion about the millions who per-
ished. In order to avail the students of these individual sto-
ries, both first-person accounts of those who experienced
the Holocaust and/or fictional accounts (short stories, no-
vellas, and novels) of individuals who faced its trals and
tribulations in different ways and met different ends should
be included. The use of first-person accounts in the class-
room can transform the study from “a welter of statistics,
remote places and events, to one that is immersed in the
‘personal’ and ‘particular’ ” (Totten, 1987, p. 63).

When using videotapes (e.g., documentaries, first-per-
son accounts, fictional dramas), a solid method of moving
the students from passive to active is to have them ad-
dress the following three questions in writing (either while
watching the video or at the conclusion of it):

1. Name the most important thing you learned about
the Holocaust from this video, and state why you consider
it to be so important; 2. Briefly describe the most interest-
ing thing you learned from the video, and state why you
consider it so interesting; and 3. Name one thing you learned
from the video that you may never forget, and state why
that is so. Another interesting question that teachers may
wish to substitute for one of the above questions is: Name
one new aspect of the Holocaust that you learned from the
video, and briefly state why you found it so interesting or
important. These are not the only questions, of course, that
teachers could ask. Teachers, in fact, may wish to design
their own questions and use them in place of any and/or all
of the aforementioned questions. No matter what, though,
teachers should require that the students (all of them) write
down their responses. Why? Because, this will engage all
of the students in thinking —not just one or two of them. It
will also provide the students with notes to speak from dur-
ing the subsequent discussion. This activity, of course, could
also serve as an outstanding prewriting activity from which
the students could be asked to write a more detailed piece
(essay, poem, short story, etc.)

RESOURCES FOR ELEMENTARY

AND MIDDLE LEVEL TEACHERS

For many years there were only a small number of out-
standing resources about the Holocaust for upper elemen-
tary and middle level teachers. In fact, more often than
not many teachers relied solely on the classic story of Anne
Frank. The diary that Anne Frank wrote is outstanding
and many students find it extremely engaging. However,
it only tells part of the Holocaust story. That is, it relates
the ever-increasing discriminatory actions of the Nazis, a
family’s life in hiding, and a young girl’s perspicuous in-
sights, but it concludes prior to the deportation of Jews
and others to the death camps.

So, when teachers use only Anne Frank'’s story, the
study remains incomplete. Some teachers have also noted
that their female students find the story more engaging
than the males.

Fortunately, there are an increasing number of out-
standing, historically accurate, and highly engaging works
(personal accounts, novels and nonfiction pieces) written
especially for an upper elementary and middle school au-
dience. Some of the better written, most accurate, and most
engaging pieces will be mentioned and succinctly com-
mented upon here.

GUIDELINES FOR TEACHING

ABOUT THE HOLOCAUST

Darsa, J. (1992). “Educating about the Holocaust: A Case
Study in the Teaching of Genocide.” In I. Chamy (Ed.).
Genocide: A Critical Bibliographic Review, 2, (pp. 175-193).
New York: Facts on File.

Parsons, W. S., & Totten, S. (1993). Guidelines for Teaching
About the Holocaust. Washington, DC: United States
Holocaust Memorial Museum. Available from the
U.S. Holocaust Memorial Museum, 100 Raoul
Wallenberg Place SW, Washington, DC 20024.

Totten, S. (1987). “The Personal Face of Genocide: Words
of Witnesses in the Classroom.” Social Science Record,
24(2), 63-67. Discusses the strategy of personalizing
the statistics of the Holocaust. See this entire special
issue of the Social Science Record (“Genocide: Issues,
Approaches, Resources”).

GENERAL HISTORY OF THE HOLOCAUST

Altshuler, D. (1978). Hitlers War Against the Jews. New
York: Behrman House.

Meltzer, M. (Ed.). (1976). Never to Forget: The Jews of the
Holocaust. New York: Harper & Row.

Rogasky, B. (1988). Smoke and Ashes: The Story of the Holo-
caust. New York: Holiday House.

FIRST-PERSON ACCOUNTS

Frank, A. (1969). Anne Frank: The Diary of a Young Girl.
New York: Washington Square Press. The Perfection
Form Company (Logan, IA) provides a teacher’s guide
to this book containing extensive resource material.
Another teacher aid is: Shawn, K. (1989). The End of
Innocence: Anne Frank and the Holocaust. New York: Anti-
Defamation League of B'nai B'rith.

Friedman, 1. R. (1990). The Other Victims: First-person Sto-
ries of Non-Jews Persecuted by the Nazis. Boston: Houghton
Mifflin. A set of first-person stories about the Holo-
caust which includes the experiences of Gypsies, cer-
tain Christians, Blacks, Jehovah'’s witnesses, and ho-
mosexuals, also targeted by the Nazis.

Totten, S. (1991). First-Person Accounts of Genocidal Acts
Committed in the Twentieth Century: An Annotated Bibliog-
raphy. Westport, CT: Greenwood Press. A wide range
of first-person accounts, some of which would be use-
ful at the upper elementary and middle school level.
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Wiesel, E. (1960). Night. New York: Hill & Wang. One of
the most powerful first-person accounts of the Holo-
caust. It provides a harrowing report of the round-ups,
deportations, and life and death in the camps. This vol-
ume should primarily be read by older and/or mature
middle level students because of its graphic images.

FICTION

Lowry, L. (1968). Number the Stars. New York: A Year-
ling Book.*

Matas, C. (1993). Daniel’s Story. New York: Scholastic Inc.

Reiss, J. (1972). The Upstairs Room. New York: Harper
Trophy.®

Siegal, A. (1981). Upon the Head of the Goat: A Childhood in
Hungary 1959-1944. New York: Puffin Books.*

2 These books are among the works of fiction about the Holo-

caust which are either a Newbery Award Winner or a Newbery

Honor Book.

RESOURCES FROM THE

U.S. HOLOCAUST MEMORIAL MUSEUM

United States Holocaust Memorial Museum. (1993). An-
notated Bibliography. Washington, DC: Author.

. (1993). Annotated Videography. Washington, DC: Au-

thor.

. (1992). Children in the Holocaust (An Information

Sheet). Washington, DC: Author.

. (1992). Artifact poster series. Washington, DC:

Author. This series is comprised of photographs on 3'

x 2' color posters of artifacts that are found in the
Museum in Washington, D.C. Each artifact serves to
highlight a theme/topic that is critical to understand-
ing various aspects of the Holocaust years. Among the
artifacts that are highlighted are: a Hollerith machine,
which was the precursor of the modern computer and

was used for census taking; a pile of prisoner shoes;
and stars and armbands the Nazis forced different
groups of people to wear.

CONCLUSION
Teaching young people about the Holocaust is never an
easy task. How could it be? However, it is one that is vi-
tally significant and one that must be undertaken with
considerable thought and sensitivity.
As for the educator’s role, philosopher Hannah Arendt

had this to say:

“Education is the point at which we decide

whether we love the world enough to assume

responsibility for it and by the same token save

it from ruin which, except for renewal, except

for the coming of the new and young, would be

inevitable” (Greene, 1982).
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PART 3

O PEOPLE, PLACES, AND ENVIRONMENTS

People change the places in which they live,
thereby changing their environment. At the same time,
the physical and cultural environments in which people
live may limit the actions and decisions that people make.
Television and computer technology bring distant people
and places into the everyday life of today’s students. Ex-
amining the interactions between people, places, and en-
vironments raises questions such as, Where are things lo-
cated? Why are they located where they are? Do people
in similar environments make similar decisions about how
to use their resources? Are environmental changes in one
place limited only to that place and the people living there?
How have humans altered their environments?

Elementary students enjoy learning not only about
their own area but also about the places and people living
great distances from them. Young learners are also con-
cerned with preserving the natural environment for fu-
ture generations. This strand is present in studies of glo-
bal issues, and is basic to geography and integral to all
time periods. Peters argues that there is a need to nurture
in young children an environmental and social ethic as an
integrated part of their global citizenship responsibilities.
McKeown-Ice offers specific examples, demonstrating
how cultural and geographical perspectives play an im-
portant role in environmental education. Kronholm and
Ramsey present a unit of study in which fifth graders ex-
amined the perceptions and issues related to the Timber
Wolf Recovery Plan in Wisconsin.

Another approach to teaching aspects of this geogra-
phy-oriented strand is presented through the use of the

five themes of geography. Murphey defines these themes
and provides examples of how teachers can tailor each
theme to the study of their individual school sites.
Gutierrez and Sanchez describe how their school devel-
oped an outdoor laboratory and over a year's time involved
young children in learning key geographic concepts and
mapping skills. Mulloy and Collins present an activity in
which students practice map skills and discover Spanish
names and terms on the American landscape. The Muir
and Cheek article is devoted entirely to identifying the
necessary skills for understanding maps. It provides teach-
ers with examples of how to assess students’ levels of un-
derstanding in relation to their developmental abilities.
In using the assessment tasks presented in the article,
teachers and curriculum developers will be able to iden-
tify the difficulties children have in mastering each skill,
and thereby obtain assistance in teaching developmentally
appropriate map skills that are more likely to be under-
stood and mastered by the student.

The twenty-first century will bring great challenges
and greater interdependence among people throughout
the world. Students will be called on to help formulate
and implement policies concerning the environment.
Studying this strand during the elementary grades pre-
pares students to critically examine both the roles of ge-
ography and their own behavior, and the impact they have
on the environment. This strand also helps children learn
of the physical and cultural diversity of the world.
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Nurturing an Environmental and Social Ethic

A little over a decade ago, the International
Activities Committee of National Council for the Social Stud-
ies declared that technological advances, increased trade,
tourism and cultural exchanges, environmental concerns,
market competition and scarce resources will draw nations
into increasingly complex relationships. The day-to-day lives
of people in all nations will be influenced by increased cross-
cultural links, as well. Individuals will be required to under-
stand and interact with peoples, cultures, languages, lifestyles
and value systems that differ from their own.

Because we live in a global age, existing simultaneously
within the context of several interrelated and interactive
real world environments, today’s children must begin to
comprehend the character and complexity of the global
community. They will need this knowledge in order to
become effective citizens of the 21st century.

Because humans and nature are inextricable entities
sharing a common global lifespace, natural and social (hu-
man-made) environments are interactive and interdepen-
dent. This interconnection is necessary for the prosperity
of the various species. Environmental phenomena (e.g.,
people, places, things and events) exist in a perpetual state
of interlocking dependency.

Humans constantly intrude upon nature. In order to
successfully live in natural and social worlds, humans must
understand the origins, composition, characteristics and
life-sustaining processes of these worlds.

Children’s attention should be focused on the diver-
sity of natural and social settings, those close to home as
well as far-removed. During the course of a typical school
day, they should be provided ample opportunities to in-
teract with, and learn from, natural and social phenom-
ena. To isolate children from the lifespace environment of
the local community, and the world-at-large, is to dimin-
ish the relevance of formal education in their daily lives.

Children need to acquire a social ethic that:

B develops their awareness of the natural and social
worlds around them

M informs them about past and present conflicts, issues
and situations related to natural and social environ-
ments, cultures and ethnic groups

@ allows them to have empathy for the plights of nature
and diverse cultures and ethnic groups

Reprinted with permission from Richard Peters and the Association for
Childhood Education International, from Childhood Education, Winter
1993/94. Copyright 1993 by the Association for Childhood Education
International, 11501 Georgia Avenue, Suite 315, Wheaton, Maryland.

@ helps them to understand the character of diverse natu-
ral and social environments both close to home and
far-removed

B enables them to exhibit, through proactive involve-
ment, attitudes and opinions about ecology-related and
social environment-related issues in contemporary life

Il helps them to perceive and understand relationships
between humans and nature

@ helps them understand relationships among cultures
and ethnic groups

W allows them to recognize the differences and similari-
ties among diverse cultures.

Today, as in the past, the place of humans in the world
is to coexist with nature and other peoples. Action must
be taken in our schools today to help tomorrow’s global
citizens think and act in responsible ways to 1) clean-up
natural and social environments, 2) establish and enforce
policies and programs that guarantee the maintenance of
a quality global lifespace and 3) educate a nature sensitive
and culture literate citizenry.

A natural/physical and social science-fused curriculum
that is continuous (K-12) integrated (interdisciplinary)
and sequential (developmental) can be designed to intro-
duce students to:

I the effect(s) that personal/ group decisions and actions
have on others and themselves

B the need to take responsibility for protecting living things
that are dependent upon humans for their survival

Il the creation of an environmental ethic

Il the character of natural and social environments

@ an understanding of the impact humans have had/are
having upon the total lifespace environment

B an understanding of the impact nature has hadAs hav-
ing upon human lifestyles, cultures and value systems

[ an awareness of community service activities that will
promote participatory citizenship and decision-making

Il the need for a stewardship attitude regarding the con-
servation and management of natural and human/so-
cial resources

B the development of social attitudes, behavior patterns
and values

M the concept of perceptual self-denial through every-
day living

Il the problems and situations affecting natural and so-
cial environments —and related phenomena

Il the differing personal styles of working actively for con-
flict-resolution and problem-solving.
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Humans and nature lead a common existence on earth.
‘What is the role of humans in nature? How do we, as indi-
viduals, fit into established culture patterns and social
schemes? Each generation of the human species must ask
these questions. Each generation of the human species must
find its place in the global biosphere. How we answer these

questions, and how we choose to act upon those answers,
will determine the inevitable fate of humans and nature on
earth—in the 21st century and beyond.

Richard Peters is an Assistant Professor of Education at Texas
A&M University, Corpus Christi. [1993 note]
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Environmental Education: A Geographical Perspective

Rosalyn McKeown-Ice

Geographers and geography educators have
been interested in environmental research, issues, and edu-
cation for decades. This interest stems from geographers’
attempts to understand spatial patterns. Geographers
study both natural and cultural landscapes, thus forming
a disciplinary bridge between the natural and social sci-
ences. Non-geographers are rarely aware of this interest
or the vast geographic literature about environmental top-
ics. The purposes of this article are 1) to describe com-
mon geographic approaches to the study of the environ-
ment, 2) to describe major contributions of geography
education to environmental education, and 3) to note four
educational activities which will shape the role of geogra-
phy in environmental education.

INQUIRY INTO THE ENVIRONMENT

Geographers study the environment through four avenues
of inquiry. First, geographers study the natural environ-
ment using scientific methods and techniques. Second,
geographers study how human behaviors affect the envi-
ronment. Third, geographers study how the environment
influences human behaviors. Fourth, geographers study
how populations perceive their surrounding environments
and how those perceptions are expressed in the landscape.
Within these avenues of inquiry, geographers examine
spatial patterns of environmentally related topics at dif-
ferent scales—local, regional, and global. Some of these
avenues of study are unique to geography while others
are common with other disciplines in the natural and so-
cial sciences.

STUDY OF THE NATURAL ENVIRONMENT

Like biologists, ecologists. geologists, chemists, and geo-
physicists, geographers study the natural environment.
Geography encompasses the study of both biotic and abi-
otic elements of the natural landscape, the distribution of
those elements, and how they change over space and time.
Geographers also inquire into the processes that affect
the surface of the Earth. They study why the wind blows
and what it brings with it, where different types of trees
grow and why; they map the migration paths of different
animals and ponder the pressure those animals put on
migration routes. They also study the frequency of floods
and droughts. Geographers study the changing patterns

Reprinted with permission from Texas A & M, from Journal of Geogra-
phy, January/February 1994, Volume 93, Number 1. Copyright 1994
by Texas A & M.
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of vegetation in the tropics since the last glaciation. Ge-
ographers also study the distribution of streamflow in
various physiographic regions, searching for explanations
of why some rivers flow year round while others flow only
after rainfall. In this line of inquiry geographers often ask,
What is the distribution of a natural phenomenon in na-
ture? What do we know about this phenomenon? What
causes or influences the distribution of this phenomenon?

Geographers also study the processes that change natu-
ral landscapes. These geomorphic natural processes in-
clude erosion and deposition by streams, wind, and ice.
For example, geographers study erosional processes which
change the shapes of mountains and beaches.

STUDY OF HUMAN IMPACT ON THE ENVIRONMENT

Geographers study the impact of humans on the environ-
ment. In the study of human influence and alteration of
the environment, geography is a bridge between the natu-
ral and social sciences, uniting the study of the natural
environment and the study of human behavior. Geogra-
phers look at how human behaviors affect the environ-
ment. For example, biogeographers study how forest fire
suppression affects succession, and how pollution such as
acid rain affects plant and animal communities. Physical
geographers study how damming rivers affects the flood
frequency and how soil compaction affects erosion. Ge-
ographers also study how human-induced environmental
degradation affects the economy.

Geographers also study the cultural processes that af-
fect landscapes. Some cultural processes are settlement,
urbanization, land-use change, and the diffusion of ideas
around the world and tangible items (such as food stuffs).
For example, geographers study the diffusion of the po-
tato from the New World to the Old World and how it
changed agricultural and dietary patterns.

STUDY OF ENVIRONMENTAL INFLUENCES ON
HUMAN BEHAVIORS

Geographers look at how the environment affects human
behavior. That is not to say that the environment dictates
human behavior (environmental determinism), but that the
environment influences human behavior. For example, re-
peated ﬂooding and subsequent governmental regulations
often lead to prohibitions against building permanent resi-
dential and/or industrial structures on floodplains. People
also tend to build houses with characteristics that reflect
their adaptation to regional climates. For example, houses
in Florida have less insulation than those in Alaska. Geog-
raphers are currently looking at environmental pressures,
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such as the availability of water, which could limit indus-
trial, agricultural, and population growth in the arid Ameri-
can Southwest during the next decades.

STUDY OF CULTURAL PERCEPTIONS OF THE
ENVIRONMENT

Geographers study how different peoples and cultures
perceive their surroundings and how those perceptions
affect the way people use the environment. In the aerial
photography of Gerster, the presence of roads on the
American landscape is striking. The American people have
used acres of farmland and millions of cubic meters of
gravel and asphalt to create an intricate system of free-
ways, highways, and roads. The roads branch into streets
and eventually into individual driveways. We consume
millions of gallons of petroleum to fuel our use of these
roadways. We as a society have decided to dedicate a vast
quantity of our resources to make convenient, individual
use of automobile transport possible. This pattern of road-
ways and use of resources is not apparent in South
America or on some of the other continents. A population’s
perception of the value of resources affects more than road
patterns; it influences a society’s awareness, use, and/or
conservation of energy, water, and other natural resources.

USE OF SCALE IN THE STUDY OF THE ENVIRONMENT
Geographers study resource use and environmental
change on three scales: local, regional, and global. Maps
which display the spatial distribution of phenomena often
move geographers to inquiry. Geographers frequently map
a phenomenon and try to explain the pattern of the spa-
tial distribution.

These four avenues of inquiry and the consideration
of different scales form the foundation for a geographic
perspective for teaching about the environment.

MAJOR THEMES OF ENVIRONMENTAL EDUCATION

Environmental education has its roots in nature educa-
tion, geographic education, conservation education, out-
door education, and science education; however, environ-
mental education is emerging as a discipline of its own. In
spite of many different disciplinary approaches and little
agreement on the definition of environmental education,
several major themes can be identified. They are: 1) the
interrelationship between natural and social systems, 2)
the unity of humankind with nature, 3) the impacts of a
society’s technology and decision making, and 4) the con-
tinuation of learning throughout the human life cycle
(Roth 1991).

Parallels in geographic education are found for each of
the themes of environmental education. 1) Geography also
bridges natural and social science, revealing interrelation-
ships between natural and social systems. 2) Geographers
view humans as agents of landscape change, effecting and
affecting processes that modify their surroundings. Geog-
raphers rarely seek places for research that are unaffected
by humans, rather they include humans as part of the study.

3) For years, geographers have been examining the effects
of technology and the impact of the choice of technologies
on the land and the people. 4) Geography educators, like
environmental educators, mathematics educators, science
educators, etc., strive to motivate students to be life-long
learners. Given the parallel nature of environmental and
geographic education, many educators see geography as
the ideal disciplinary vehicle for environmental education.

CONTRIBUTIONS OF GEOGRAPHY TO
ENVIRONMENTAL EDUCATION

A common and widely adopted approach to geographic
education in the United States is to organize geography
content using the five themes. The five themes are: loca-
tion, place, human-environment interactions, movement,
and regions. The commonalities between geographic edu-
cation and environmental education are perhaps the most
obvious through the theme of human-environmental inter-
actions. Examples of human-environmental interactions
have been described previously. The other four themes—
location, place, movement, and region—can have strong
environmental components as well. For example, residents
of the Love Canal neighborhood became very concerned
about the location of their homes in relation to the toxic
dump, and the physical presence of the toxic wastes be-
came part of the description of the cultural and physical
components of the place. The movement of the Ishp garbage
barge was watched by millions of Americans on the evening
news as its captain tried to find a port that would accept
the garbage. Regions are also being defined by environmen-
tal parameters, such as the region of increasing desertifica-
tion south of the Sahara in Africa. Environmental concerns
can be studied using all of the five themes.

Some educators hold the opinion that geography’s great-
est contributions to environmental studies and environmen-
tal education are use of scale and emphasis of global inter-
connections. The use of three scales (local, regional, and
global) is essential for students to understand the global
implications of local environmental degradation. For ex-
ample, the draining and filling of wetlands for development
may appear to have few global impacts; however, the envi-
ronmental alteration can destroy nesting and feeding
grounds of waterfowl, thereby affecting hemispheric pat-
terns of waterfowl migration and population. Through en-
vironmental education, students must realize that local ac-
tions can positively or negatively affect global environmental
health. The use of geographic scale and interconnections
are essential to the process of local learning leading to glo-
bal understanding of environmental issues.

Maps also illustrate that local problems are often an
important component of global problems. Maps in atlases
such as Gaca: An Atlas of Planet Management (Myers 1984)
or World Resources, 1995 (World Resources Institute 1992)
help students visualize the magnitude of local environmen-
tal degradation repeated around the world. For example, a
map of global production, exports, and imports of oil com-
pared to a map of visible oil slicks rapidly illustrates the
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magnitude of marine pollution. Cartography and map in-
terpretation offer a strong analytic component to environ-
mental education.

MULTICULTURAL PERSPECTIVE

A current educational trend that is reflected in environ-
mental education is to create curricula which include multi-
cultural perspectives. Geography inherently uses a multi-
cultural approach, because of its international focus and
its study of the different cultural perceptions and uses of
the environment. Geography provides the opportunity for
students to study other cultures and compare them to their
own. This comparison leads to the realization that cul-
tures around the world use their resources in different
ways resulting in different patterns on the landscape. It
also leads to the understanding that cultural norms are
not the same around the world and it fosters greater toler-
ance of other peoples and cultures.

THE FUTURE OF ENVIRONMENTAL AND
GEOGRAPHIC EDUCATION

Four major events have the potential to shape the future
of environmental and geographic education in the United
States well into the 21st century. First, environmental lit-
eracy standards are currently being drafted by the Ameri-
can Society for Testing and Measurement (ASTM). The
lack of environmental education standards, either written
or commonly accepted, has led to confusion among groups
such as grant making agencies, school boards, curricu-
lum developers, business and industry participating in and
supporting environmental education, and the general pub-
lic promoting quality basic education (Roth 1991). Cre-
ation of the environmental literacy standards is a consen-
sus process. Fortunately, the current draft of the standards
has a distinctly geographic nature.

Second, teacher certification standards are being writ-
ten for environmental education. These certification stan-
dards are also being created through an ASTM commit-
tee process.

Third, many states are creating comprehensive envi-
ronmental education initiatives. The movement to create
these initiatives is supported by the North American As-
sociation for Environmental Education, which is sponsor-
ing workshops and publishing a handbook to assist state
environmental education organizations with the process.
Representation of geography in these initiatives will de-
pend on geographers in each state identifying the begin-
ning of the process and working to include geography as
an integral part of the initiative.

Fourth, national assessment standards and learning out-
comes are being written for science and geography. Geogra-
phers have included a major section on environment called
“Environment and Society” in the Geography Assessment
Framework. Geographers also have an environmental edu-
cation advisory committee that assists the writing committee
to produce learning outcomes and assessment standards re-
lated to the environment for grades 4, 8, and 12.

RECOMMENDATIONS FOR ACTION

The National Council of Governors endorsed a national
educational plan that calls for five core subjects — English,
history, math, science, and geography. Environmental
education has two points of entry into the K-12 curricu-
lum, science and geography. Despite sentiments to exclude
Earth science, and thus physical geography, from the na-
tional science standards, science and geography educa-
tors need to share the responsibility of teaching about the
environment. Geography and science educators should
work together to define roles and responsibilities in teach-
ing environmental education in the K-12 curriculum. They
should not battle for turf or ignore each other’s efforts, as
they have so frequently in the past.

Geographers and geography educators can become
involved in the process of teaching science educators and
environmental educators about the geographic knowledge
base, the geographic skills, and the wealth of geographic
resources related to the environment. We can present pa-
pers and workshops at national and regional conferences
of the National Science Teachers Association and the
North American Association of Environmental Educators.
We can review working papers and drafts of the National
Science Education Standards, the Environmental Literacy
Standards, the Environmental Education Teacher Certi-
fication Standards, etc. We can become involved in the
creation of state environmental education initiatives. We
can assist local schools to integrate geography into their
curriculums. In essence, geographers must move outside
comfortable and familiar circles of professional commu-
nication and talk with professionals of other disciplines
and associations on national and local levels. A few geog-
raphers have been doing this for years. They will tell you
it is not easy, but it is necessary.

CONCLUSION

Geography has a rich knowledge base pertaining to envi-
ronmental research and education. It is our responsibility
as geographers and geography educators to work with
environmental and science educators to assure that geog-
raphy has a meaningful role in the assessment frameworks,
learning outcomes, curriculums, statewide environmen-
tal education initiatives, literacy standards, and other edu-
cational projects which will shape the future of environ-
mental education.
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Martha Kronholm
John Ramsey

Today science-related social issues abound,
but many teachers don’t know how to approach a real-life,
controversial topic in the classroom. Most prefer to stick with
traditional science content and “play it safe.” Some may use
current events as lecture topics; others might choose to base
lessons on episodic methods. But if you'd like to take young-
sters a step beyond simple awareness into active issue involve-
ment, try out the extended case study (ECS) strategy. I took
the ECS tack with my fifth graders —the results may be just
the inspiration you need.

My students have a keen interest in wild animals, par-
ticularly those that live in the area, so we chose to follow
a regional environmental issue, the Timber Wolf Recov-
ery Plan. Advocated by the Wisconsin Department of
Natural Resources, the plan proposes to make the timber
wolf population in northern Wisconsin more viable by
introducing additional wolves into the environment.

I began the ECS strategy by having the students write
an essay describing what they already knew about the tim-
ber wolf. The essays produced some exceptional excerpts.

Whenever 1 think of wolves, I think of bats,
snakes, and spiders. They are mean!

I think of bats, Frankenstein, mummies, and all
the other wolves’ monster buddies.

When I think of wolves I think of stories like
“Little Red Riding Hood” and movies like Teen
Wolf. The words I think of are sharp teeth, scary,
hairy, forest, claws, blood, full moon, and howl!

Obviously, my students didn’t know much about the
natural history of wolves. To provide a solid knowledge
base, 1 then assigned students a variety of readings from
secondary sources and taught lessons about predator-and-
prey relationships, forest ecosystems, the niche concept, and
population dynamics. Students soon understood that their
initial negative feelings had been based on misconceptions.

In the ECS approach, once students have been prop-
erly informed, they can fully explore the issue —process-
ing information, generating better research questions,

Reprinted with permission from the National Science Teachers Asso-
ciation, from Science and Children, October 1991. Copyright 1991 by the
National Science Teachers Association, 1840 Wilson Boulevard, Ar-

lington, Virginia 22201-3000.

collecting primary data, and deciding what actions, if any,
should be taken.

The next part of our timber wolf ECS focused on iden-
tifying the positions, beliefs, and values of the various play-
ers involved in the issue. Through guest speakers and sec-
ondary source information, students learned much about
the timber wolf. For example, some hunters kill wolves in
an effort to increase the size of the deer herd. People in-
terested in snowshoeing, skiing, and snowmobiling some-
times worry that an increased number of wolves might
lead to restricted traffic on wilderness trails. Lumber in-
dustry personnel believe that the recovery plan could mean
future restrictions and lost revenue. Farmers are con-
cerned about wolves preying on their livestock.

Ramsey, Hungerford, and Volk (1989a) call a com-
prehensive analysis such as this one “issue analysis.” My
students summarized their issue analysis by constructing
a Timber Wolf Recovery Plan Issue Web, a type of con-
cept map. We displayed a picture of a timber wolf on the
bulletin board and connected it with strings to various
issue players and their beliefs and values. Looking at the
completed web, students were able to see the issue’s “big
picture.” The web then became a springboard for identi-
fying and communicating a number of questions about
wolves and the proposed plan.

ON TO INVESTIGATE

Students decided that determining local residents’ beliefs
and attitudes about the Timber Wolf Recovery Plan was
the most important goal of their investigation.

After much discussion and planning, students decided
to send a 10-question survey to 350 residents of northern
Wisconsin selected at random from telephone directories.
With each survey, students included a hand-written cover
letter and a self-addressed stamped envelope; they even
enclosed pictures of themselves as a personal touch.

Within a matter of days, responses began to pour n.
The class was thrilled. Amazingly, 211 surveys (60 per-
cent) were returned. Evidently, the handwritten cover let-
ters helped a great deal. Not only were the surveys re-
turned, but many were accompanied by personal letters,
newspaper clippings, drawings, magazine articles, and
photographs. Some people even sent us envelopes, asking
that we mail them back our findings. Respondents’letters
also contained some provocative comments.

It is ridiculous to introduce wolves into an area
where they do not now reside and pay a ton of
money to replace the livestock and deer they kill.

]
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I personally will shoot any wolf, coyote, or do-
mestic dog I see running a deer trail-legal or ille-
gal-in or out of season.

I became acquainted with the timber wolf in
1929, when as a Forest Service employee, I was
transferred from Colorado to assist in the estab-
lishment of the Nicolet National Forest. I have
admired the timber wolf since he kills for food
and not for sport. He is now an endangered spe-
cies. I have not heard of one killing a human.

I do not support translocating wolves. The money
spent on wolf restoration could be better spent.
How about feeding the homeless in Wisconsin?

Although the data revealed many different beliefs and
values, the results indicated that almost three-fourths of
the respondents supported the Timber Wolf Recovery
Plan. Because of this, the class inferred that the majority
of local residents would be in favor of the plan.

It is difficult to describe how excited and interested
the students became in this project. They invested a lot of
thinking and a lot of effort. Collecting data about an in-
teresting animal, getting involved in a real-life issue, com-
municating with real people, trying to answer an impor-
tant question-all of these tasks contributed to students’
developing a sense of issue ownership.

NOW, MAKE A DECISION

Once students had analyzed and investigated the issue, it
was time to decide on appropriate actions. Taking into
consideration their newly acquired scientific knowledge
as well as the evidence collected from the investigation,
the students identified the positive and negative conse-
quences of possible actions. Together they decided to sup-
port the Timber Wolf Recovery Plan by raising money to
donate to the Timber Wolf Alliance, a group working for

the plan. Students raised more than $100 by selling but-
tons, pencils, and Plaster of Paris wolf footprints. The stu-
dents’ actions were not superficial; they acted on knowl-
edge they had gained and the evidence they had acquired
through a process of thoughtful consideration.

You can imagine the unlimited interdisciplinary oppor-
tunities afforded by any ECS. My students wrote poems
and songs, prepared skits and role-played drew pictures
constructed life-sized papier maché wolf, did library re-
search, wrote reports, prepared graphs, and calculated
averages.

So take the ECS approach with your class. Your stu-
dents will become more knowledgeable, learn new skills,
and perhaps even do some tangible good as citizens of
their community.

RESOURCES

Hungerford, H.R., Litherland, R.A., Peyton, R.B.,
Ramsey, J.M., and Volk, T.L. (1988). Investigating and
Evaluating Environmental Issues and Actions: Skill Devel-
opment Modules. Champaign, 1L: Stipes.

Ramsey, J.M. (1989). “A Curricular Framework for Com-
munity-Based STS Issue Instruction.” Education and Ur-
ban Society, 22( 1), 40-53.

Ramsey, J.M., and Hungerford, H.R. (1989).“So.... You
Want to Teach Issues?” Contemporary Education, 60(3),
137-142.

Ramsey, J.M., Hungerford, H.R., and Volk, T.L. (1989a).
A Science-Technology-Society Case Study: Municipal Solid
Waute. Champaign, IL: Stipes.

. (1989b). “Analyzing the Issues of STS.” The Sci-

ence Teacher, 57(3), 60-63.

Martha Kronholm teaches fifth grade at Mead Elementary
School in Wisconsin Rapids, Wisconsin. John Ramsey is an
Assistant Professor of Curriculum and Instruction at the Uni-
versity of Houston, University Park, Texas. [1991 note]

2




Q

ERIC

Aruitoxt provided by Eic:

Using the Five Themes of Geography

to Explore a School Site

Carol E. Murphey

The State of California’s new Hestory-Social
Science Framework for grades kindergarten through 12 orga-
nizes the teaching of geography into five overlapping
themes, location, place, region, movement, and human-environ-
ment interactions, which were originally outlined in the Gudde-
lines for Geographic Education (Joint Committee for Geo-
graphic Education, 1984). Location can be absolute and
relative. By definition it tells where, or answers the ques-
tion “where?”. Placeis the unique physical and human char-
acteristics that give an area its recognizable character. Re-
gions are defined by the characteristics that make them a
unique functioning area and delineate them from other large
areas. Human environment interactions are those relationships
man has with the space around him, specifically change
and its consequences. Hovement is the exchange of goods
and services, ideas, and people from one place to another.
A school is an ideal site to illustrate these themes.

The five themes can be easily illustrated for students
through the exploration of their own school site and its
surrounding environment. The school can be found at an
exact location on a map. It has describable characteris-
tics. The area from which a school draws its population
constitutes a region. Schools interact with people and the
landscape. Schools are constantly changing—trees are
planted, trash is scattered, portable buildings come and
go. These changes involve human-environment interac-
tions. There is constant movement of people and goods in
and around, as well as to and from a school site. The fol-
lowing lesson involves students in actively discovering the
geography of their school while working cooperatively in
groups. It has been successfully used by adults and el-
ementary and secondary students to help them develop a
geographic perspective that addresses more than location
and place. This lesson can be implemented at sites other
than schools. It has been conducted in the Oakland Con-
vention Center, a woman’s clubhouse, a Catholic retreat
house, and on the campuses of Sacramento State Univer-

sity and the University of Hawaii.

PREPARATION

Task one requires a compass, a United States map, and a
local area map. Chart paper, graph paper, writing paper,
pens, pencils, and crayons are necessary for the other tasks.
Parents or other school personnel should be utilized to

Reprinted with permission from Texas A & M, from Journal of Geagra-
phy, January/February 1991, Volume 90, Number 1. Copyright 1991
by Texas A & M.

supervise the students in their explorations of the sur-
rounding area. The five routes the student groups will
follow must be pre-scouted by the teacher in order to
choose the one that best illustrates the geographic theme
being examined. A packet of materials for each theme with
instruction sheets for each student in the group are neces-
sary. The time necessary to complete the task depends on
the age of the participants and the depth of exploration a
teacher wants. Young children can spend part of each day
for a week, exploring each theme individually; older stu-
dents will need two or three class periods to do the jig-
saw-like format. An adult group should be able to com-
plete the lesson in one and a half hours.

ACTIVITY

Il Begin the activity by discussing the various things stu-
dents read: books, magazines, signs, newspapers, ad-
vertisements, etc. Explain that they are going to learn
to read something new, the landscape which involves
looking beyond the beauty or ugliness of a place, and
noting the details.

M Divide the participants into five groups, making them
as heterogeneous as possible. Each member of the
group is given a specific job such as recorder, reporter,
map or direction reader, instruction reader, and time
keeper. Everyone is also a gatherer of information. The
objective is to gather as much data as possible utilizing
everyone’s skills.

Il Ask each group to read its instructions, record its find-
ings, complete its task, and return to the starting point
in 30 minutes.

I After the group returns, ask the reporter in each group
to share the group's observations, findings, and final
product with the other groups, while the teacher
records the findings on chart paper, under the appro-
priate heading (i.e., location, place, region, buman-environ-
ment interactions, and movement). Discuss the areas
where these categories overlap. It may be necessary to
point out examples if the students have not already
discovered them. It is important that these categories
not be viewed as absolute, but simply as a tool for read-
ing the landscape.

I Using the information from the charts and the discus-
sion, instruct the students to write a geographic de-
scription of their school, encouraging them to use all
of the themes.

Il Compare their descriptions with that of the school
handbook or any other document that describes the
school.

g
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Il Invite the employee that has been at the site the long-
est to talk about the changes that have occurred dur-
ing the time he or she has worked at the school.

GROUP INSTRUCTIONS

Location: Location can be absolute and relative. It tells

where, or answers the question “where?”.

1. Pinpoint the location of the site on a United States map.
Il What is the latitude? What is the longitude?

Il What major cities are north of, south of, east of, and
west of the site on the United States map?
i What major landmarks are nearby?

2. Use your compass to determine what direction the front
door faces. Record that direction.

3. Walk to the first intersection. Record all street signs,
note the intersection of streets, and look for landmarks
such as parks, drainage ditches, fire stations, student
homes, stores, etc. Use the compass to determine in
what directions the intersecting streets run.

4. Continue walking and recording until you have enough
information to find your location on a local map. The
compass reader should tell the group if it is walking
north, south, east, or west.

5. Return to the front door. Use the information you have
just collected to find your site on a local area map. Use
the map index to locate streets. Use the compass to
orient your map correctly.

6. Draw a detailed map of the immediate area of the
school site. Mark the route you walked.

7. When all the groups have completed their task, share
your information with them.

Place: Place is the unique physical and human character-

istics that give an area its recognizable character. How

does it look?

1. Walk to the front of the site and record what the place
looks like.

M What is the shape of the land?

B Describe the surface (paved, planted, natural set-
ting, etc.).

@ What colors do you see?

[l What objects do you see?

[l What buildings do you see? What is their approxi-
mate age?

Il Do you see any people? What are they doing?

[l Describe the traffic patterns. How does the air
smell?

M Describe the plants and animals.

2. Walk to the back of the site. Use the directions above
to record your observations.

3. Follow the same plan in describing any part of the site.

4. Using all of the information you have gathered, draw,
as a group, a picture of this place. Discuss together what
you will draw, then assign each person a space on the
paper. Use descriptive words to label the drawing.

5. When all the groups have finished, share your infor-
mation and drawing with them.

Regions: Regions are defined by the characteristics that
make them a unique functioning area and delineate them
from other large areas.

1. Go to the front door of the site and walk to the nearest
intersection. From that intersection walk in two directions
as far as your time allows. Look for evidence of the fol-
lowing regional types:

REGION EXAMPLES OF EVIDENCE
Economic restdential, agricultural, recreational
Cultural religion, language, education, food sources
Political car stickers, signy, mail, police, sanitation
Environmental climate, ltving things, landforms

2. Return to the site. List the regions you can identify.
Determine if any of them overlap. Make a map or pic-
torial chart of the regions you found.

3. When all the groups have finished share your infor-
mation with them.

Human-Environment Interactions: Human-environment in-

teractions are those relationships humans have with the

space around him. They deal with change and its conse-
quences.

1. Walk around the site. Identify and record.

Il boundaries, barriers, and open space

Il hazards and safety features

Il litter, vandalism, and beautification

Il natural sounds and man-made sounds

B evidence of change to the site and its effects

B quality of the air

M land use

Il economic and cultural use of the area

Il buildings, type and use

Il types of plants and animals and their effects on the
environment

2. Enter the building. Observe and record your impres-
sions of this environment. Does this interior have posi-
tive or negative effects on humans? Why?

3. Asagroup, write a short essay to share with the other
groups. Discuss with each other what you want to
include, such as: how people interact with the envi-
ronment at this site; how humans are changing this
environment and the consequences of this change.
Dictate to your recorder exactly what you wish to
say.

4. When all the groups have finished, share your infor-
mation with them.

Movement: Movement is the exchange of goods and ser-

vices, ideas, and people from one place to another.

1. Find an area at the site that has a lot of activity (park-
ing lot, intersection, playground, etc.).

2. List the kinds of movement that you see, and then se-
lect a movement for each person to observe and tally
for five minutes. Make a graph illustrating the types
and amount of movement at your chosen observation
point.
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3. Go inside the building and interview at least two key

people at the site. Select questions from the list below

that are appropriate to the person being interviewed.

Il How do people and their belongings get to the site?

@ Where do the people come from? (farthest-nearest)

I Are there more or less people at this site than in
previous years?

M What goods are used at the site? How are goods
and services brought to the site?

@ Where did the goods and services originate? How
are the goods and services paid for and by whom?

I Does the site produce any goods or services? How
are these moved from the site?

Il Does this site exchange ideas with the outside
world? What ideas? How are the ideas shared?

4. Write a summary of your findings. When all the groups

have finished, share your graph and summary of find-
ings with them.

SUGGESTED FOLLOW-UP ACTIVITIES

1.

2.

Design a map of the school to be used by visitors and
new pupils.

Interview neighbors and others who can talk about the
site and what it was like before the school was built
Videotape the interviews to share with other classes.
Make the tape a “then and now” production.

Using photographs, paintings, and written descrip-
tions, explore a historical site such as Gettysburg, the
Forbidden City, Mount Vernon, The Parthenon, the
Tower of London, Machu Picchu, etc.

Kindergarten children can map the route between their
home and school.

Explore a local shopping mall using the same proce-
dure outlined here noting regions, the movement pat-
terns, and the human-environment interactions that are
occurring.

Carol E. Murphey teaches at Whitehead Elementary School
in Woodland, California. [1991 note].
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Hilltop Geography for Young Children:

19

Creating an Outdoor Learning Laboratory

Esta Diomond Gutierrez
Yvette Sanchez

“It s through the power of observation, the gifts of eye
and ear; of tongue and nose and finger; that a place first
rives up in our mind. Afterward it is memory that car-
ries the place, that allows it to grow in depth and com-
plexity. For as long as our records go back, we have beld
these two things dear: Landscape and Memory. The one
feeds uo figuratively and literally, the other protects us
Jrom lies and tyranny” (Lopez 1989).

Sombrillo Elementary School is located in
the semi-arid foothills of the Sangre de Cristo range of
the Southern Rockies in New Mexico. Water is scarce;
overgrazing in past years has caused extensive erosion.
Four-wheelers have carved paths through the grasslands
and up the steep hills. At the same time, local Pueblo In-
dian potters still come here, as they have for hundreds of
years, to dig up the “white sand” formed from ancient
volcanic ash deposits, to provide the proper consistency
for their clay.

Recognizing the richness of this environment, several
teachers began bringing their students out to the hills re-
cently for nature walks, mapping activities, and cross-
country runs, etc. In the spring of 1991, as part of an Earth
Day contest, a committee of Sombrillo teachers wrote a
proposal to formalize an idea based on these activities in
the nearby hills for an outdoor learning laboratory. Qur
goal was to involve school and community in a project
that would promote appreciation for and understanding
of our local environment. We also wanted to collect suc-
cessful curriculum ideas and lesson plans which could be
shared with other teachers. The activities described here
were carried out by the two authors of this article with
our first and second grade classes.

Our geography adventure began when we took our
young children on a short walk out the back door of our
school, across the playground. and up the hill. Twenty-
two first and second graders, a teacher, a foster grandpar-
ent, and sometimes a mom or a dad were out to explore a
local landscape rich in the wonders of the earth.

On top of the mesa, we began with the very basic idea
of “near and far,” painting and sketching distant moun-
tain ranges and the cactus fruit right in front of our eyes.
Looking in the four directions, we noted our location on

Reprinted with permission from Texas A & M, from Journal of Geography,
July/August 1993, Volume 92, Number 4. Copyright 1993 by Texas A&M.
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the surface of the earth —mountain ranges to the east and
to the west, the highway moving south toward Santa Fe,
and the village of Santa Cruz to the north. Later we con-
structed a landscape compass to mark our sense of direc-
tion with greater accuracy.

From our hilltop classroom, the students observed the
subtle changes that occur in a landscape as the seasons
change. They noted the lengthening of shadows, the
comings and goings of birds and insects, and the stages of
the yucca plant as it flowered in spring and bore fruit in
autumn.

Hiking up and down these hills, the children devel-
oped a sense of the local topography. Back inside the class-
room the students’ landscape observations became the
basis for the creation of models formed out of clay, in-
cluding mountains, hills, valleys, and mesas.

During the latter part of the school year, the focus of
our field geography activities progressed from the physi-
cal environment to the impact of humans on the landscape.
The class undertook a study of ancient cliff-dwelling Na-
tive Americans who lived in our region. Returning to our
hilltop, we explored how the earth might have sustained
these people with its plants, rocks, clay, and wildlife. Af-
ter watching a film about the history and life style of the
Anasazi, we visited the Puye Cliff ruins. The children then
dug up clay from the earth, mixed it with the volcanic ash
found on one of our hilltops, and made their own small
pots. They also tried their hand at making cord and weav-
ing with the stringy leaves of the Yucca plant that grows
so abundantly around the school.

These weekly or semi-weekly forays into the hills were
integrated into our reading, literature, and writing. One
book in particular, The Other Way to Listen, helped the chil-
dren to focus on detail, and to observe by looking and
listening with both ears and heart to what might be passed
over as insignificant. “All I know is suddenly I wasn't the
only one singing. The hills were singing too. I stopped. 1
didn't move for maybe an hour; I never listened so hard in
my life” (Baylor and Parnell 1978). Two first graders found
a rock and after looking at it hard I wrote: “I found a
diamond rock and it is pretty. It has two colors and it has
some dirt in it. It has water and it has holes in it. It has
black spots. There are lines on it. It has white spots on the
other colors. It looks like a ‘D." It looks like a diamond.”

Writing and drawing sessions sometimes took place
outdoors or in the classroom as an immediate followup to
a walk. Stories and poems were collected throughout the
year in writing folders.
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MAPPING ACTIVITIES: DO YOU KNOW WHERE YOU
ARE ON THE PLANET?

The following activities will take weeks of work with pri-
mary students. Ease of access to an outdoor area and pre-
vious mapping experiences of the students will affect the
time needed for a class to complete these projects. Since
we integrated these activities into our overall curriculum,
the projects continued all year long.

Developmentally, first and second grade students are
just realizing their own bodies’ place in space. Two chil-
dren moving a desk to a new location will more often re-
sult in a funny dance as they push and pull each other
about, trying to discover how to take the desk to its final
destination.

Outside of the classroom, we want these same chil-
dren to be able to find their way around their immediate
local environment. their community, and eventually their
planet. How can teachers help children achieve this, when
the young child’s world is self-centered and strongly ori-
ented to what the body can see, feel, manipulate, and care
about? The following progression describes how Yvette
Sanchez helped second graders to connect their immedi-
ate observations and physical manipulation of the enwi-
ronment to more abstract symbols, maps, and geographi-
cal concepts.

We began by building a compass on the highest of the
nearby small mesas. With the help of one child’s Grandma,
a magnetic compass, and a six foot rope (handmade by
two Mexican cowboys), the first and second graders found
a center spot and then stretched the rope as far as it would
go to the north. Using a pickaxe, they dug a hole, planted
one post on the spot, and secured the post with rocks and
dirt. They then painted a big “N"” on the pole. A sixth grade
student had taught us the saying “Never Eat Soggy
Worms” so that the children could remember an order for
the four directions, north (never), east (eat), south (soggy),
west (worms), as we constructed the compass. From the
center spot, using the rope and hand compass, additional
posts labeled “East,” “South,” and “West” were erected.
We now had a student-made landscape compass for our
outdoor classroom.

Each week we hiked up to our compass to see what
we could observe in each direction. Taking paints, pen-
cils, and journals. with us, we recorded plants, rocks, in-
sects, and animals seen near each post. Then we looked
farther away to record roads and buildings, and even far-
ther to include the familiar mountain ranges, noting the
directions in which the sun rises and sets.

Finally we recorded the names of familiar cities and
towns that we could not see, but knew existed in each
direction. The children began to use direction as they de-
scribed a location: “My Grandma's house is over there, to
the west” or, “My house is in Chimayo, that’s north.”

Back in the classroom, the children’s desks were set in
groups of four or five. Each group was given a paper circle
two feet in diameter, along with clay. paint, and crayons.
The children worked cooperatively to make a map of the

Outdoor Laboratory, using a cross and compass rose as
the center. The map and materials were left in the center
of each group for the duration of this project, approxi-
mately one week. In this way the children were able to
add geographic features that came to mind during the
course of the day.

The results were both creative and geographically
sound. One group had a rising sun in the east. and a set-
ting sun in the west. Others included animals seen in each
direction. All depicted the road going north to south. with
the school correctly positioned to the north. One group
placed a volcano in the west, symbolizing Black Mesa,
the remains of an extinct volcano.

A small but wonderful measure of our success came one
day when a second grader named Edgar missed the school
bus. When the teacher taking him home asked for direc-
tions, he replied, “Go to the end of this road and turn east.”

MOVING TOWARD A PERMANENT OUTDOOR
LABORATORY

These fieldwalks and mapping projects gradually began
to evolve into the establishment of more permanent learn-
ing tools. First came the directional markers (our land-
scape compass), with the center pole that would later be-
come part of a sundial. Fifth graders worked together with
the younger children, mixing cement to make a more stable
base for the poles. A local lumberyard donated wooden
poles to build a simple shelter to provide some shade from
the sun on the barren hilltop.

Future plans include the creation of a nature trail. with
identifying markers for the native vegetation. The county
Soil Conservation Office is teaching the students about
the various grasses and flowers that can help reclaim
eroded land, without benefit of irrigation. Most recently,
the New Mexico State Highway Department has made
monies available for creating trails on school lands. For
schools with no suitable land for an Outdoor Laboratory,
the State Land Commissioner offers tracts of land rang-
ing from one to ten acres. They also provide transporta-
tion and grass seed to interested schools.

Our school is located in a school district where
fieldtrips are not a priority and minimal funds are avail-
able for transportation. Thus, taking advantage of this rich,
accessible resource that lies just beyond our school'’s door-
step is practical, as well as educationally enriching.

In our effort to get support from the school adminis-
tration, several teachers presented our work in the Out-
door Laboratory to the Espanola Board of Education,
showing pictures, and taking board members on an imagi-
nary trip back in geological time. Response was very posi-
tive, and we are presently applying for grant monies to
enable us to move ahead with our plans.

There is no dearth of ideas for the future. We envision
the creation of a community nature park with nature trails
that are well-signed and wheelchair accessible. We would
like to erect a simple outdoor amphitheater for our classes.
We plan to invite experts from the community who will
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educate teachers, parents, and students as to how we can
each become better stewards for this unique piece of earth.

CONCLUSION

Trips and fieldwalks have provided the basis for our “Hill-
top Geography” curriculum. First and second graders need
these immediate experiences with the here and now to
facilitate the development of thinking skills that will al-
low them to make the transition to more abstract explora-
tions of the far away and long ago. The Outdoor Labora-
tory has also provided an ideal meeting ground for
involving parents, community members, and school ad-
ministrators. Parents initially questioned the purpose of
our outdoor studies; but once they understood, they be-
came frequent participants on walks and later helped out
in the classroom as volunteers. They have also begun to
help out in the fundraising process.

The outdoor laboratory has provided us with a rich
resource for exploring location. Moving from the direct
experiences on our hilltops to the hands-on mapping ac-
tivities, and learning in a manner appropriate to their de-
velopmental age, the children were able to grasp funda-
mental geographical concepts.

The teachers at Sombrillo Elementary School are es-
pecially fortunate in the accessibility of a beautiful local
mesa, but we would argue that wherever a school may be
located —urban or rural, flat or hilly, coastal or inland —
there is a landscape nearby with the potential to become
an outdoor laboratory for young children.
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Let’s Try Spanish

Paul Mulloy
Tom Collins

This activity not only provides students with
practice using locational skills, it also develops understand-
ings related to the themes of place (physical characteris-
tics) and movement. In order to complete all aspects of
the activity, students need some experience working with
latitude and longitude.

Objectives: Students will be able to:

1. Locate places in the United States that have Spanish
terms in their names.

2. Understand why Spanish terms have been used as
place names in the United States.

3. Give the absolute location of places having Spanish
names.

Time Required: 1-2 class periods

Materials and Preparation: You will need a copy of the vo-

cabulary handout which follows and a student atlas for

each class member.

Procedure:

1. Write the following Spanish terms on the chalkboard:
meva, boca, costa, laguna. Ask students if they know what
these terms mean. The answers are: meva (high table),
boca (mouth), costa (coast), and laguna (lagoon). Ex-
plain that each term has a geographic meaning and is
also used to name a place in the United States.

2. Tell students that in some areas of the United States,
especially in the West and Southwest, there is a strong
connection to Spanish language and culture. One way
to determine the extent of this connection is to see how
many places have Spanish terms in their names.

3. Distribute the vocabulary handout and, with the at-
lases as a reference, ask the students to find a place in
the United States that incorporates each term in its
name. That place name should be written in the blank
next to the term.

4. In the space next to each place name, students should
write in the correct latitude and longitude for the cen-
ter of that particular place. An example is presented
on the handout.

5. Conclude by discussing with students’ reasons why
these names were chosen and how they reflect the geo-
graphical features of the location.

Reprinted with permission from the Massachusetts Global Education
Program, from Global Geagraphy: Activities for Teaching the Five Themes of
Geography, developed by the Massachusetts Geographic Alliance. Copy-
right 1990 by the Massachusetts Global Education Program.
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Follow-up:

1. Have teams of students use their atlases to identify
other places in the United States where non-English
terms are included in the names. Each team should
give the absolute locations (latitude and longitude) of
each place found; teams could then trade lists and find
the locations described by the other team.

2. Ask students to locate places in the United States that
have been named after places in other countries. Stu-
dents should give the absolute locations for the U.S.
site and the place for which it was named.

VOCABULARY HANDOUT
Spanish Termys in U.S. Place Names
1. amardlo (yellow): Amarillo. Texas 101°W 35°N

. arroyo (brook, dry stream bed):
. blanco (white):

. boca (mouth, estuary):

. colorado (reddish):
. covta (coast):
. e, del (of):
. evste (east):
10. grand(e) (big):
11. laguna (lagoon):
12. lo, las (the):
13. neva (high table):
14. nevada (snowfall):
15. norte (north):
16. occtdental (western):
17. ortente (east):
18. paso (pass):
19. pueblo (town, village):

2
3
4
5. cerro, morro (hill):
6
7
8
9

rio (river):

21. uierra (mountain):
22. sur (south):
23. valle (valley):
24. vegas (fertile lowland, plain):

Paul Mulloy and Tom Collins developed this activity as part
of the Global Links Project, Washington, D.C.
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Assessing Spatial Development:

21

Implications for Map Skill Instruction

Sharon Pray Muir
Helen Neely Cheek

Map reading and mapmaking constitute
one of the broadest skill applications in the elementary
school curriculum. Maps are found in reading programs;
orienteering skills appear in science curricula; recent math-
ematics curricula include mapping; and making maps is
sometimes included in art education. Primarily, mapping
constitutes a recurring skill in that part of the social stud-
ies program that derives from geographic education.

Mapping skills derive from the ability to imagine rela-
tionships between and among places. Spatial ability helps
an individual to answer the question, Where? That devel-
opment in children chronicles their acquisition of related
spatial concepts and skills, helping youngsters visualize
viewpoints, locate places, find their way, and represent
directions (horizontal and vertical) and spaces. Because
that relationship exists between spatial development and
map skills, it is important for teachers to understand the
mental development typical of most schoolchildren.

According to Muir and Frazee (1986), eight skills make
up the elementary map curriculum: interpreting symbols,
viewing perspective, finding location, determining direc-
tion, calculating distance, computing elevation, imagin-
ing relief, and understanding scale. Those authors have
also described ways of teaching these skills in a develop-
mentally appropriate manner in an earlier issue of this
journal; Muir and Cheek (1986) have also suggested a
relationship between map skills and the mathematics cur-
riculum. The first skill —interpreting symbols —is visual,
or graphic, rather than spatial. The remaining seven skills,
however, depend on spatial ability.

Research describes behaviors common among children
who complete tasks that provide insight into children’s
spatial development. Researchers and curriculum devel-
opers can use these tasks to determine when teachers
should introduce new skills and concepts. Teachers can
informally diagnose problems children encounter in spa-
tial reasoning by modifying the complicated exercises and
administering them in classrooms.

Jean Piaget and interpreters of his work created the
tasks described in this article. Five traits characterize the
tasks: (1) they are administered individually; (2) they in-
volve active manipulation; (3) they have game-like quali-
ties; (4) they elicit a verbal explanation from the children;

Reprinted from Social Education, September 1991, Volume 55, Number
5. Copyright 1991 by National Council for the Social Studies.

and (5) administrators often try to talk the youngsters out
of a correct explanation t6 determine if the explanation is
fixed or random.

This article describes briefly some common problems
encountered by elementary schoolchildren with the seven
spatial map skills. It describes at least one task for each
skill and suggests ways of adapting the more complex ex-
ercises to the classroom. Typical responses that illustrate
the children’s progression of development are described
in three phases. The steps do not conform with Piaget’s
preoperational, concrete, or formal stages; some phases
constitute Piagetian substages. Administration and analy-
sis of Piaget’s tasks are described further by Copeland
(1979) and by Voyat (1982).

We have deliberately omitted the age at which a phase
reportedly appears. Most studies follow Piaget’s proce-
dure of reporting the age level when 75 percent of stu-
dents in an age group perform a given task successfully.
That tradition often conceals the fact that as many as a
quarter of the children at a reported age level are unsuc-
cessful. Furthermore, comparison to norms is less useful
diagnostically than is the observation of an individual
child’s performance.

PERSPECTIVE

Perspective is the ability to imagine or recognize an ob-
ject from the aerial, or “bird’s-eye” view. Mapping litera-
ture refers to this skill as “orientation,” “viewpoint,” or
“orthogonal perspective.” Most children lack opportuni-
ties to view geographic areas from above. As Vanselow
(1974, 11) points out, “Direct experience with the envi-
ronment usually occurs at the ground level, giving the in-
dividual a horizontal perspective.” Perspective is funda-
mental to understanding the concept of a map, yet formal
instruction in the skill’s relationship to maps is absent in
many mathematics and social studies programs.

Pedde (1966) asked children to draw a map of a three-
dimensional village that contains buildings and trees.
Drawings by younger children portrayed each object from
the horizontal perspective on a single baseline. To solve
the problem of an object that was behind another, chil-
dren normally placed the background object on top of the
one in the foreground. At a higher cognitive level, draw-
ings combined both aerial and horizontal perspectives.
Buildings, for example, often were drawn from the aerial
perspective, trees and chimneys from the side. In the final
stage, children began, without prompting, to depict each
object from an aerial perspective.

Performance on Piaget’s coordination of perspectives,
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FIGURE 1: DEVELOPMENTAL PROGRESS ON SELECTED
SPATIAL TASKS
Immature Mature
TASK 1 2 3
a
Perspective
{Pedde)
b
Location

{Piaget & Inhelder)
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Elevation HH -
{Piaget, Inhelder & T HER
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Relief:
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or “three-mountain,” task also reveals the emergence of
perspective ability (Piaget and Inhelder 1948). In this
exercise, the child views three model mountains of differ-
ent colors and strikingly different shapes. Approximately
twenty photographs of the mountains seen from different
angles are shown to the pupil. While the child remains
seated in one position, a doll is moved to various view-
points (opposite the child, to the left, to the right, and in
several aerial positions). The child selects the photograph
that shows what the doll “sees.”

Children at first egocentrically imagine that their per-
sonal viewpoint constitutes all possible perspectives. No
matter where the doll is moved, the child selects the view
that he or she sees. Next, when they realize that other
perspectives exist, they select views other than their own,
but are unable to select correctly. Finally, they recognize
and accurately describe other points of view. You can rep-
licate this task in the classroom by using three boxes,
painted different colors. Teachers can take photographs
or prepare drawings from which children select the pre-
dicted points of view.

LOCATION

Two grid systems can be used to locate places on maps:
simple alphanumeric coordinates and latitude-longi-
tude. Most educators agree that simple alpha-numeric
coordinates (e.g., A-3, H-7) are appropriate for use with

elementary schoolchildren, and a growing number of
advocates (e.g., Bartz 1970, Brown et al. 1970, Welton
and Mallan 1988) recommend delaying instruction in
latitude and longitude until students are capable of for-
mal, abstract reasoning.

Children who perform Piaget and Inhelder’s (1948) dia-
grammatic layouts task demonstrate the ability to locate.
The child views a three-dimensional model of an area that
is divided into quadrants by an intersecting road and a
stream. Different numbers of trees, barns, and sheds are
arranged within each quadrant. The child reproduces the
model having been given only the stream and the road as
baselines. A young child’s reproduction often bears no re-
semblance to the model; sometimes all of the trees, barns,
and sheds are placed in the same quadrant. As spatial abil-
ity increases, the child places the correct number of objects
in each quadrant, but location within the quadrant is inac-
curate. Eventually, the child uses several different refer-
ence points simultaneously to reproduce the model success-
fully. This exercise can be modified by distributing common
classroom materials —pencils, erasers, paper clips—on a
paper divided into quadrants by different colored lines.

DIRECTION
Although pupils in elementary schools may understand

directions on flat maps, they find it more difficult to apply
global directions to the real world. Labeling the sides of a

-

FIGURE 2: PERSPECTIVES TASK

-

FIGURE 3: LOCATION TASK j
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flat piece of paper —as on outline maps, wall maps, or in
textbooks —is an insufficient method of verifying children’s
understanding of global direction.

Pattison (1967) found that three categories of direc-
tional concepts emerge in childhood. Youngsters first un-
derstand environmental directions, described by preposi-
tions such as &, under; and bebhind. Next, children accurately
use terms that express personal directions (i.e., front, for-
ward, left, clockwise, and their antonyms). Children under-
stand global directions (e.g.. north, southeast) only after they
learn environmental and personal directions. The direc-
tional categories correspond to three stages: (1) an ego-
centric understanding of direction only in relation to one-
self; (2) inconsistent understanding of other persons’ (or
objects’) points of view; and (3) a coordinated system that
correctly imagines other persons’ (or objects’) points of
view. A child’s developmental category or stage becomes
clear as he or she answers questions in order to describe
the location of objects or points using environmental, per-
sonal, and global vocabulary. Interview questions for en-
vironmental, personal, and global directions, developed
by Muir and patterned after Piaget’s Right and Left exer-
cise (Piaget and Inhelder 1948), are shown below.

DISTANCE

Calculation of distance is often used in combination with
direction, as when one locates a place “X miles north of
Y.” A developmental approach to teaching measurement
introduces each skill separately before combining them.
Two Piagetian tasks assess readiness for the skill of mea-
surement (Piaget, Inhelder, and Szeminska 1960). Since
these tasks use common classroom materials, teachers can
easily administer both tasks in their original forms.

Relative distance underlies all measurement concepts.
A child who understands relative distance realizes that
the distance is the same as BA even when another object,
such as a screen, is placed between A and B. The child’s
understanding progresses from (1) looking only at the
distance from A or from B to the screen, but ignoring the
overall (AB) distance, to (2) believing the distance is short-
ened since the screen seems to absorb space, and then to
(3) understanding that the distance from A to B is the
same regardless of objects placed in between the two
points.

Children understand properties of length when they
can agree that two lines are equal in length, even when
they appear to be different. For example, a child can be
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L TABLE 1: DIRECTION INTERVIEWS 1

Environmental Personal Global

1. Givethe childabox of crayons: “Put 1. Sitting next to the child: “Show me 1. “Point to your north, . . . south, ...
the crayons overyou,.. . behind you, your right hand, . . . your left hand, . east, . . . west. Point to my north, . ..
... front of you, . . . next to you.” .. my right hand, . . .my left hand.” south, .. . east, ... west.”

2. “Put the crayons over me, . . . be-
hind me, . . . in front of me, . . .
next to me.”

3. Prepare a box that contains a sta-
pler and scissors, with a shoe on
top, and a box of crayons behind
it: “Show me something inside the
box, . .. behind the box, . .
the box.”

4. “"Move the crayonsinto the box, . . .

in front of the

. over

under the box, . . .

”

box.
5. “What does it mean to go up to

the store, . . . over to a friend’s
house, ...into town, ... down to
the river?”

or to the left of the penny?”

the right of the key? . .

the right of the penny? . .

the right of the pencil? . . . of the

key?”

. Lay a key, acard, and a pencil in a

row. The child views them for 15
seconds before they are covered:
“Tell me from memory how the
items were arranged.” If correct:
“Was the pencil to the left or to the
right of the key?” Follow with the
remaining questions from 4 (above).

. Lay a pencil and a penny next to 2. Lay a pencil and a penny next to
each other: “Is the pencil to the right each other: “Is the pencil to the
north, south, east, or west of the
. Facing the child, the interviewer has penny?”
a coin in one hand and a bracelet 3. Lay a map flat with north pointing
on the opposite arm: “Is the penny north and with five cities circled: “Is
in my left or right hand? Is the (City A) north, south, east, or west
bracelet on my left or right arm?” of (City B)?” (Repeat with at least
. Lay a coin, a key, and a pencil in a two other combinations.)
row: “Is the pencil to the left or to 4. Turn the map so north points south:
. of the “Is (City C) north, south, east, or
penny? Is the key to the left or to west of (City D)?” (Repeat with at
. of the least two other combinations.)
pencil? Is the penny to the leftor to 5. Turn the map so north points east

or west: “Is (City E) north, south,
east, or west of (City A)?” (Repeat
with at least two other combina-
tions.)
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asked to compare a straight line to a zigzag line of the
same overall length. In the earliest stage, the child focuses
on the end points and, therefore, believes the straight line
is longer. The child makes inconsistent responses during
the next stage, but eventually the child realizes that both
lines are equal in length.

ELEVATION

The concept of elevation can be defined as “vertical dis-
tance.” In contrast to horizontal distance, elevation is rep-
resented (1) in intervals rather than exact measurements,
(2) in feet or meters rather than miles or kilometers, and
(3) in color rather than by shape symbols.

A measurement task (Piaget, Inhelder, and Szeminska
1960) determines if a child understands the relationship
between vertical distance and a base level. In this task,
children are instructed to duplicate a model building us-
ing materials that vary in size (e.g., different size blocks)
and on bases (e.g., tables) that vary in height. At first,
children construct the new building using the same num-
ber of blocks as the model, regardless of their size. Next,
they use measurement, but they fail to take into account
the difference in base levels. Finally, they spontaneously
select standard or nonstandard measuring tools and ap-
ply them solely to the building, irrespective of its base.

RELIEF

The concept of relief involves topography or contour.
Understanding relief when reading a one-dimensional map
involves distinguishing between horizontal and vertical
space in concave and convex areas. Two tasks assess that
distinction (Piaget and Inhelder 1948). A verticality task
determines if a child understands the vertical plane. The
original task asked the child to draw a plumb line in a
bottle that is tilted to the left and then to the right. The
exercise is easily adapted by observing a child draw trees
on a mountain. In the first stage, the child believes the
trees tilt with the mountain's slope. Later, the child visu-
alizes inconsistent relationships. Finally, the child consis-
tently places trees perpendicular to an unseen baseline.
The horizontality task requires a child to hypothesize how
the water level would change if a glass that sits upright
were tilted to the left or to the right. At first, the child
imagines the water line to be parallel either to the bottom
or to the sides of the bottle. Next, the imagined view is
independent of the bottle’s perimeters, but the lines are
diagonal. Finally, the child correctly imagines the water
as perpendicular to ground level.

SCALE

Scale refers to the size of a map’s reproduction. A child
who comprehends the concept of ratio, or the relationship
between two units, recognizes the difference between an
area’s actual size in space and its reduced size on a map.
Towler and Nelson (1968) devised a task involving scale
that used a three-dimensional model and a small map of the
model’s area. Given symbols of various size, the child se-

lects those that are most appropriate to use on the map.

Maps that contain insets at different scales require an
understanding of proportion. In this case, children must
understand the relationship between an area’s actual and
reduced, or map, size when compared to the actual and
reduced size of the second scale. Karplus and Peterson’s
(1970) Mr. Short-Mr. Tall activity analyzes the under-
standing of proportion. The child uses small and large
paper clips to measure the height of a stick figure. Later,
the task administrator provides only one measurement in
small paper clip lengths; and asks the student to deter-
mine the height of an unseen figure if he or she used large
paper clips. In the first stage, the child is unable to pre-
dict the figure's height. In the second stage, they apply
addition. Only in the final stage does the child multiply
by the correct factor.

SUMMARY

Assessment of spatial abilities is integral to designing in-
struction for children in making or reading maps. Total
success on the tasks described in this article is not a pre-
requisite for instruction; moreover, it is unrealistic to ex-
pect teachers to administer each task to every child. It is
realistic, however, to use these tasks to analyze the diffi-
culties certain children have with maps to determine if
the activities are appropriate to their spatial development.
Both teachers and curriculum developers can gain insight
into the learning process by interviewing children as they
perform these manipulative exercises. As teachers become
increasingly aware of children’s misunderstandings and
difficulties, they are relieved of the guilt that their teach-
ing method is to blame for those problems, and they be-
come aware of the extent to which an existing curriculum
is or is not developmentally appropriate. In turn, curricu-
lum developers can implement the findings from teach-
ers’ observations, resulting in more effective instruction.
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PART 4

O INDIVIDUAL DEVELOPMENT AND IDENTITY

Personal identity is shaped by many factors,
including culture, groups, friends, knowledge, and insti-
tutions. Examining human behavior helps students form
norms and values as they learn how to deal with other
people. An understanding of how one has grown and
changed and how one is likely to develop and change in
the future helps students accept their increasing abilities
and ethical citizenship responsibilities. Questions exam-
ined in the study of individual development and identity
include the following: How do people learn? What influ-
ences learning and growth? How do individuals relate to
one another? Content for this strand comes from disci-
plines such as psychology, sociology, and anthropology
and is applied to individuals, societies, and cultures. El-
ementary teachers often deal with this strand when coun-
seling students on a one-to-one basis concerning their class
behaviors, learning progress, and individual social needs.
Units of study that address this strand assist students in
learning about the commonality of people across time and
space and in gaining greater understanding of the indi-
vidual life span, building a self-concept, and interacting
in social situations. In a society where technology, finan-
cial considerations, and fear often isolate individuals and
generations, stressing this theme may help teachers cre-
ate and maintain a positive learning environment in their
classrooms where all students learn and come to enjoy
learning.

In their article, Dynneson and Gross provide a theo-
retical basis for citizenship education by linking human
development with appropriate topics of study and learn-
ing activities for students. They explain their six stages of
citizenship development and illustrate the role and impor-
tance of the teacher and school in helping students grow
socially, so that they can deal with multiple and diverse
groups of people living in a democracy. Pate reviews the
research on how to reduce prejudice in children. He

stresses the importance of human-relations training, which
is both cognitive and affective, and describes multiple
approaches, materials, and activities that are most helpful
in reducing prejudice and promoting a positive self-con-
cept. Closely related is the article by Aronson, who also
describes how friends, schools, and teachers can help chil-
dren build self-esteem and counter prejudice, thereby
teaching tolerance. By helping children make sense of the
world around them, teachers and counselors can assist
children in accepting others who have different personal
characteristics. He identifies resources and activities for
teachers and parents to use. Walsh identifies the disposi-
tions for critical thinking and offers examples of how
schools and teachers can use critical thinking to help re-
duce prejudice.

Prejudice can arise over gender, racial, ethnic, physi-
cal, linguistic, or religious differences. McClain and
Nielsen provide descriptions of classroom-tested ways to
address concerns about religion with elementary students
throughout the school year. Gallagher addresses the all
too common situation in which inappropriate language is
being used to hurt others. She presents lessons that re-
quire students to use honest discussion skills to develop
sensitivity to what they say, how they say it, and how other
students are likely to respond to the ways they believe
others treat them.

Schools have a socializing function, which is to help
children learn to get along with others and to grow and
mature. Social studies is the subject that most appropri-
ately addresses this general goal. In the past, units de-
voted to this strand have often been limited to very young
children and their adjustment to school. Clearly, the au-
thors of the articles presented here see that the strand plays
an important role for all elementary school students as
they seek to be accepted and learn to accept others as
friends and citizens of the same community.
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An Eclectic
Developmental Stages

Thomas L. Dynneson
Richard E. Gross

Citizenship education has evolved into so
many approaches that teachers are confused by the dif-
ferent content, skills, and attitudes that are being promoted
under the banner of citizenship education. Students are
receiving different orientations to citizenship and the end
result may be that we are producing a citizenry that is
confused, fragmented, and disunited about various aspects
of American life and the rights and responsibilities asso-
ciated with American citizenship. We are in danger of los-
ing sight of the fact that the purpose of citizenship educa-
tion is to help adults face their responsibilities with
confidence and determination and to help them realize a
degree of national unity and purpose in light of demo-
cratic principles.

The challenge facing educators today in regard to citi-
zenship education is to produce a unified and synthesized
approach to citizenship, an approach that will select and
combine the best elements of currently existing approaches
to citizenship education and to reassemble them into a uni-
fied (or eclectic) approach that is correlated to the growth
and development of children and that meets the appropri-
ate needs and expectations of society. Through this effort
we may be able to generate an integrated and balanced citi-
zenship education program that will be adopted through-
out the nation. The imperatives of such a proposed pro-
gram would include the following considerations:

M Essential human activities and processes.

M Social goals, needs, and problems.

Il Tasks and concerns of children and youth.

I Fundamental understanding and skills from history and
the social sciences.

@ Relevant learning from other curricular events.

Ml Contemporary developments and issues.

I The ideals and foundations of the government and
economy of the United States.

We have decided to shoulder this burden by proposing
an eclectic citizenship program that can be used by teach-
ers for the grades kindergarten through twelve. In addi-
tion, we have attempted to key this proposal to a theoreti-
cal model that explains the sequence of events that occurs
in children’s lives as they evolve an internalized schema of
citizenship. It is our belief that this model can become the
basis for structuring and developing a sound citizenship

Reprinted with permission from the Helen Dwight Reid Educational
Foundation, from The Social Studies, January/February 1985. Published
by Heldref Publications, 1319 Eighteenth Street, NW, Washington,
D.C. 20036-1802. Copyright 1985,
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education program of the eclectic type. While an extensive
amount of field research will be required to establish our
contentions, we have made some preliminary inquiries into
the behavior of children and these inquiries have given us a
degree of confidence in the model.

Before proceeding, it may be helpful to review briefly
the eight citizenship approaches before presenting our
theoretical developmental model. !

REVIEW OF EIGHT APPROACHES TO

CITIZENSHIP EDUCATION

1. Citizenship as Persuasion, Socialization, and Indoctrination.
These approaches are all based on the belief that chil-
dren need to be taught the perceived norms and val-
ues of their society and culture.

2. Citizensbip as Contemporary losues and Current Events. This
approach is based on the belief that students must par-
ticipate in the study of contemporary events in order to
execute their duties as American citizens.

3. Citizenship as the Study of American History, Civics, and
Geography and the Related Social Sciences. This approach
is based on the belief that students need to be knowl-
edgeable about American heritage, the process of
American government, the lands, peoples, and regions
of America, as well as other social, economic, and po-
litical institutions.

4. Citizenoship as Civic Participation and Civic Action. This ap-
proach is based on the belief that students should par-
ticipate directly in the affairs and activities of adult so-
ciety including issues, debates, movements, and causes.

5. Citizenship as Scientific Thinking. This approach is based
on the belief that students should be trained in intellec-
tual or cognitive processes that prepare them to make
decisions choose between alternatives, and find solu-
tions for the social, economic, and political problems.

6. Citizenship as a Jurisprudence Process. This approach is
based on the belief that the student must become fa-
miliar with constitutional and legalistic processes that
help to determine the outcomes associated with soci-
etal conflicts and controversial issues.

7. Citizenship av Humanistic Development. This approach is
based on the belief that in order to become a “good”
citizen a child must be cared for wholistically. Wholistic
care includes tending to the physical, emotional, and
intellectual needs of the child.

8. Citizensbip as Preparation for Global Interdependence. This
approach is based on the belief that future generations
will have to deal with international issues that affect
all of the peoples of the earth. Modern technology has
spanned the distances that traditionally have separated
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peoples, cultures, and nations.

While all of the above described approaches to citizen-
ship education are useful and provide guidelines needed by
the teacher as a means for promoting student citizenship,
each approach tends to require certain levels of attainment.
These levels of attainment involve both cognitive and emo-
tional aspects of development. In other words, they involve
a hierarchical order that is appropriate or inappropriate
according to the attained intellectual and emotional devel-
opment of the student. While individual students are unique
in the realms of intellectual and emotional attainment, they
tend to share some regularities of development that can be
used for educational purposes in the development of citi-
zenship. Therefore, we must attempt to identify the regu-
larities of development that help indicate which citizenship
training approach or combinations of approaches would
be most effective with students at a given age. As a result of
this need, we have put forth the following developmental
structure as our framework for sorting, combining, and as-
signing the approaches of citizenship as the basis for our
eclectic citizenship curriculum.

DEVELOPMENTAL CITIZENSHIP

According to our theoretical model, the child proceeds
through six stages of citizenship development. The first stage
begins at birth when the child forms an intimate relation-
ship with his mother. The final stage begins after the years
when the adolescent makes the transition to adulthood and
assumes the privileges and duties of the adult.

SIX STAGES OF CITIZENSHIP DEVELOPMENT
1. Biological Citizenship: The Needs Dependent Infant (birth to
three years).

During the first three years of life, the child begins his
first social relationship by being totally dependent on his
mother. Itis a period of time in which an almost exclusive
biological dependency is the basis for the infant’s first so-
cial relationship. The behavior of the child is the result of
this relationship and is established when the mother in-
teracts with the child. This is accomplished as routines
and patterns of behavior are established. The infant is
shaped and manipulated by the mother and the child learns
to manipulate and interact with this restricted world. The
infant must satisfy the basic biological needs that domi-
nate this period of time; therefore, the baby learns to ex-
periment and manipulate his surroundings and also learns
about the reliable features and patterns of his world.

Citizenship during the period of biological dependency
is a basic and critical episode in the future development of
the child. A good social relationship with the mother will
lead to positive future relationships that are of a support-
ive nature. On the other hand, a poor social relationship
may hamper the future social development of the child
and the child may develop a warped view of himself and
his world. He will either come to expect good treatment
from others and be willing to extend that treatment to oth-
ers or he will come to distrust others. When the latter is

the case, these children will be unwilling to extend trust
or help to others. This then becomes the basis of a “poor”
citizenship. The period of biological dependency will de-
termine not only future social relationships of the child
but also future behaviors associated with his citizenship.

2. Family Citizenship: A Reference for Social Citizenship (four
to five years).

As the child grows and matures, he expands his social
world, especially within the family. By the age of three
the child has developed basic linguistic skills which are
used to develop new social relationships within the fam-
ily. Other family members, including the father and sib-
lings, will affect the infant’s behaviors through these rela-
tionships. While these new relationships have a
fundamental kinship in nature, social familiarity becomes
the source of influence. The father may become an impor-
tant influence in the life and development of the child de-
pending on the quantity and quality of interaction that
takes place during this period of time. The same is true of
older siblings.

It is during this phase of expanding dependencies that
the child becomes aware of the meaning of family mem-
bership. Family membership and the concomitant devel-
opment of family loyalty becomes the source of citizen-
ship within the family. Family citizenship will set in motion
the internalized and subconscious development of citizen-
ship that will serve as a model of behavior for the child.
Later on, this internalized model will serve as a sort of
definitional reference and as a framework for assessing
and valuing social relationships. The quality of social re-
lationships determines the quality of one’s citizenship.
Family rules and expectations are used to measure and
define family citizenship and families vary greatly in re-
gard to rules and expectations. Peer relationships test both
the infant’s ability to form nonkinship relationships and
to measure the influence of the family in terms of its suc-
cess in establishing acceptable behaviors. Positive family
relationships tend to support the retention of family val-
ues, while poor family relationships tend to diminish the
retention of family values, especially when they are chal-
lenged by influences outside the family.

Family citizenship establishes the important subcon-
scious values that will guide the individual as he expands
his social relationships. This citizenship establishes the no-
tion of proper and improper behavior and it establishes the
individual’s concept of himself in terms of relationships with
others. The citizenship foundations established at this time
will be very difficult to modify or change. When a child
experiences problems with social relationships and poor
citizenship, it may be due to inadequate or inappropriate
family experiences that will be very difficult to overcome.

3. Formative Social Citizenship: The Initiation of Nonbiological
Dependencies (five to nine years).
The beginning of nonbiological citizenship occurs when
the infant comes into contact with peers outside the family;
o 1
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however, the formative phase of nonbiological dependencies
begins in earnest when the child enters the classroom. This
is an extremely critical phase in the life of the child because
he must learn a whole new set of relationships and behavior.
These relationships may be considered secondary social re-
lationships. Instead of being based on family or biological
associations, they are based on social associations. The class-
room environment becomes a sociological challenge for the
child. It is an ordeal in which the student must learn new
behavior, form new relationships, establish himself within
an unfamiliar social environment, learn the difference be-
tween appropriate and inappropriate behavior, in varying
situations, and learn to differentiate between reliable expect-
ancies and unpredictable (or inconsistent) future events. It
is an experience in which the student will have to come to
grips with himself and his classmates. This is a time in which
the child will be required to rely upon his internalized re-
sources and to extend them. Internalized resources are re-
sources that have been stored away from past experiences.
They can be used by the child to establish his membership in
this new, nonbiologically determined society. Social citizen-
ship will take time to develop and the most critical years are
the early years of the elementary school.

As time passes, social citizenship becomes more im-
portant to the child, but it never replaces family citizen-
ship. Family or biological citizenship serves as both a re-
treat for the child and as a source of security and assurance
during these often troubled years.

The teacher is normally the first adult outside the home
that contributes directly and consistently to the child’s un-
derstanding of social citizenship. As a mediator of social
citizenship, the teacher directs and corrects student con-
duct associated with appropriate and inappropriate behav-
ior. The teacher also should serve as a civic model. In other
words, the teacher is the student’s source of information
pertaining to citizenship behavior vis-4-vis the adult world.
While the student generally is concerned about social rela-
tionships within peer groups, he is greatly influenced by
the communicated view of the teacher regarding his status
in the classroom. The teacher/student relationship tends to
transcend all other relationships during the first four years
of school and this relationship is critical to the future devel-
opment of citizenship. Therefore, school officials must be
diligent to see that teachers are aware of their influence
and responsibilities in citizenship. The monitoring of
teacher/student relationships should play an important role
in the evaluation and retention of all teachers, especially
primary elementary teachers. School administrators also
need to establish a school environment that promotes civic
competency on the part of teachers and pupils.

Large and small group activities should be used to help
students learn to work together. These activities should be
used as a media for working out all kinds of issues and prob-
lems associated with social relationships. Roles and respon-
sibilities should be rotated so that each child learns to lead,
support, and follow others. In addition, the teacher should
emphasize mutual respect as the rightful expectation of ev-

ery student in the classroom. These activities should include
the rotation of offices, tasks, and chores that contribute to
the overall welfare of the classroom. Children need to expe-
rience inquiry and decision-making processes which provide
a foundation for fundamental civic qualities essential for in-
dividuals who participate effectively in a free society.

4. Stratified Social Citizenship: The Development of Social Cat-
egories and Memberahip Behavior (ten to twelve years).

The intermediate elementary school years correspond
with the years of social development that are character-
ized by multiple group memberships that require special-
ized behavior and loyalties. During this phase of develop-
ment, most children can identify readily the groups to
which they can claim membership. Most of these groups
can be classified as either groups affiliated with the con-
jugal family or as formal and informal sociological groups.
Formal sociological groups include organizations such as
the scouts, Sunday school classes, football teams, drill
squads, choirs, etc. Informal sociological groups include
cliques, friends, classmates, neighborhood pals, etc. Both
formal and informal groups require certain expected be-
havior from individual group members, including values
and loyalties that are taught and enforced through a vari-
ety of group social methods including ostracism. The study
of these group affiliations are important to the individual’s
understanding of citizenship within and between groups.
Lessons learned at this age will teach the student strata-
gems of behavior that can be used successfully within
groups and within society in general.

At this age, the student begins to perceive society in
terms of multiple group relationships and he can identify
and categorize these groups into hierarchies of importance.
He also can deal with social groups in terms of sociologi-
cal distance. By sociological distance we mean the amount
of contact that exists between the individual and the group
and the amount of influence that the group or organiza-
tion exerts on the daily life of the child. Citizenship and
citizenship participation often are determined by the
individual’s priorities (hierarchy of importance) and by
the constancy of contact that the individual has with
groups within society. Therefore, the child must be in
touch with others, be aware of the events that affect his
life and the lives of group members, and be able to work
cooperatively and constructively for the common good of
the group. These years are critical to the development of
values and attitudes associated with the individual’s re-
sponsibilities to others.

Curricula programs that emphasize the development of
appropriate social relationships within a class or group set-
ting will be very effective with students in the intermediate
years. Models of appropriate behavior will help the stu-
dent modify and adjust his self interests in order to achieve
status within groups. In addition, the teacher can provide
opportunities that will encourage the examination and
evaluation of groups and group behavior. It is important
that the student realize that group associations are also a
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source of self identification and affect the individual’s sta-
tus within society as a whole.

This is an age when teachers should emphasize cur-
rent events. Current events can be used as a source of
raw materials for evaluating human and social behavior.
Students in this age category are concerned especially
about ethical questions such as justice and fair play. They
can begin to deal with controversial social issues that re-
late to group behavior. The building of healthy value bases
for responsible action as well as growth in humane atti-
tudes would seem to be essential goals for this develop-
mental stage of civic competency.

5. Horizontal Social Relationships: A Period of Expanded Citi-
zensbip within Groups (thirteen to fifteen years).

This is a time in which the peer group relationships
exert an extraordinary amount of influence on the behav-
ior of the students; biological factors re-emerge in impor-
tance. While other relationships remain influential for the
adolescent, peer relationships are dominant. Peer relation-
ships are based upon shared value norms. Value norms
are expressed in terms of fashion and dress, the use of
unique phrases and colorful language, and a willingness
to defer to others who are commonly accepted as “elites”
or important persons. Traditional family values are not
swept away by peer values, but they are often sublimated
to emerging elements of adolescent culture and serve as
the mechanism through which the youth seeks important
peer associations. This is also the age when the adoles-
cent seriously reflects on the personal values that have
guided his social behavior in the past. He willingly uses
self-examination as a means of reflection. During this age,
students should continue to be taught to value the pro-
cesses associated with logic, objectivity, and the process
of scientific thinking.

Teachers should provide opportunities for the exami-
nation of social relationships and various aspects of human
behavior from an objective and rational perspective. The
historic actions of important public personalities and the
effect of their behavior on American society would help
students evaluate the consequences of ethic and value
norms. Students should examine exemplary behavior un-
der stressful and threatening conditions. In addition, stu-
dents should be given every opportunity to examine and to
express their ideologies in light of actions and consequences.

6. Vertical Social Relationships: A Search for Stability within
and between Stratified Groups (sixteen to twenty-one years).
This age is characterized by a search for personal order
and structure within and between social groups. During these
years, the individual is attempting to establish a sense of be-
longing and a sense of harmony. The individual’s identity
may become relatively “fixed” for life during this period and
this identity will be reinforced throughout life by his behav-
ior. Personal perspective will guide the behavior of the indi-
vidual in relation to others including societal institutions.
Individuals in this phase of development are ready to aban-

don many of the horizontal relationships and values that char-
acterized the previous period. These relationships will be
replaced by vertical relationships that span age, sex, occupa-
tional, racial, religious, and cultural affiliations. All of these
new relationships will have to be kept in balance in order to
maintain the harmony that the individual is seeking; there-
fore, the individual will have to accommodate a broader value
perspective than what existed at an earlier time. He will have
to justify his actions to others in order to maintain order and
structure within and between the social groups that are his
source of support and identity.

The strategies for maintaining order and structure are
highly individualized and come close to approaching our
definitions of personality. Strategies for maintaining har-
mony in light of controversial issues, for instance, differ
greatly among individuals. While one person seeks to
maintain relationships at the expense of personal values,
another will prefer the reverse. By this time individuals
have developed these strategies to perfection and they
become known for these personal qualities. Democratic
societies are made up of individuals with many different
types of personal qualities. These qualities have been de-
veloped and shaped by their families, friends, adult lead-
ers, and community members as well as by biological fac-
tors and, of course, their accumulated experiences.

Democratic societies tolerate more variations within
society than the arbitrary societies. This tolerance needs
to be balanced with established understandings, beliefs,
and loyalties that characterize youth who are willing to
fulfill their obligations associated with citizenship. In or-
der for democracies to survive the challenges that arise
from internal and external sources, ethical values must
become the individual’s mechanism for maintaining rela-
tionships within and between vertical groups.

The last years of formal education should emphasize
the enforcement of ethical judgment and ethical behavior.
This can be accomplished through the study of issues that
contain controversies that require ethical solutions. Stu-
dents should be taught about personal sacrifice and the
role that it plays as a necessary component of society and
about cooperation and compromise, the essentials of demo-
cratic life. In addition, students need to experience the
strategies that can successfully resolve human conflict in
order to maintain harmony and stability within society.
Classroom instruction should center on these issues and
methods during the final years of instruction.

NOTE

! Thomas L. Dynneson and Richard E. Gross, “Citizen-
ship Education and the Social Studies: Which is
Which?” The Social Studies, 73(Sept./Oct. 1982), pp.
229-234.

Thomas L. Dynneson is an Associate Professor of Education and
Anthropology at the University of Texas. Richard E. Gross is
Chairperson of the Department of Curriculum and Teacher Edu-
cation at Stanford University, Stanford, California. [1985 note]
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Research on Reducing Prejudice

In spite of gains made by the civil rights movement
and by affirmative action programs, the belief of millions of
Americans that our society has effectively eradicated racism
is false and therefore one to which we are not entitled.

In January 1987, the nation’s attention was focused
on all-white Forsyth County, Georgia. During the previ-
ous month, a black-white confrontation in Howard Beach,
New York, had escalated into a major crisis. Some mem-
bers of virtually every minority group are victims of rac-
ism. For example:

@ A number of farmers in the Midwest in 1986 blamed
their economic problems on Jews.

Il Violent acts against Asian Americans increased from
50in 1982 to 195 in 1984.

Il In 1984, the Alamo Christian Foundation, a fundamen-
talist religious sect, distributed a pamphlet which
claimed that the Roman Catholic Church had ordered
the assassination of Abraham Lincoln and John
Kennedy.

@ Groups of whites and Hispanics in Lawrence, Massa-
chusetts, battled each other with rocks, bottles, and
Molotov cocktails in 1984.

Of course, thousands of incidents of racism that occur
each year are not publicized. If the tip of the iceberg looks
bleak, we must wonder how fraught with prejudice our
society really is. Despite these dismal notes, we are still
closer to a prejudice-free society than we have ever been
in the past. Part of our progress may be attributable to
efforts to use knowledge for reducing prejudice. Over the
years, wide-ranging research projects have sought to in-
crease knowledge of how to lessen the prejudice in indi-
viduals. Some of these projects have been successful: oth-
ers have not. This report compiles relevant research
findings and presents them in a manner that may help
educators increase their prejudice-reduction efforts. The
report is organized according to the approach used, with
each approach crossing age levels.

AUDIOVISUAL APPROACHES

For years, teachers have made use of films that may
affect students’ attitudes. A large number of films designed
to lessen student prejudice have become available only in
relatively recent years. The research conducted yields sev-
eral helpful generalizations. The major finding is that films

Reprinted from Social Education, April/May 1988, Volume 52, Number
4. Copyright 1988 by National Council for the Social Studies.
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can indeed reduce prejudice. Films that are realistic, have
a plot, and portray believable characters are more effec-
tive than message films.

When students are able to identify with human emo-
tions, dreams, fears, and problems, they are drawn into
the drama and have a clearer picture of the effects of preju-
dice than they had before. If may be that we possess some
innate sense of justice and react to discrimination, espe-
cially when vicariously and emotionally involved with the
victim. Dramas are more realistic and effective with an
integrated cast than with a cast made up entirely of a single
ethnic group. Films or television shows with only one eth-
nic group present may even create or promote negative
stereotypes and make the situation worse.

Modeling is another factor that enhances the power of
films. Films should depict characters who model desired
attitudes or, even better, who model a positive change in
attitude. The least effective films are the ones perceived
as message films. These films are unrealistic and homi-
letic and may produce resistance in viewers who perceive
them as propaganda.

APPROACHES USING SPECIAL MATERIALS

Several studies have focused on materials specifically se-
lected for their prejudice-reducing potential. As with films,
the materials that drew students emotionally into the lives
of particular people or characters affected the students
positively. Approaches that were academic with less vi-
carious identification were less successful.

A project with 2d graders used reading books selected
for having multiethnic characters. The books portrayed
characters of several ethnic groups as decent, hardworking
people with estimable values. A comparison group read
the same books with the characters showing the same
qualities, except they were all white Anglo people. Stu-
dents who had read the multiethnic books developed more
positive attitudes toward other ethnic groups than did the
comparison students (Litcher 1969).

Another study with elementary students also provided
an opportunity for students to identify with particular in-
dividuals. It used a series of dramatic plays based on the
lives of real and fictional people. The situation was such
that students could empathize and identify with certain
individuals and resulted in positive attitude changes
(Gimmestad and De Chiara 1982).

High school students read nine books dealing with
blacks, six of which were fiction, two nonfiction, and one a
photographic essay. Although we may not know the rela-
tive power of the fiction and nonfiction books, the exercise
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presented an opportunity for students to identify emotion-
ally with individual characters and the results indicated
positive attitude changes (Hayes 1969).

The power of emotion and identification may also be
seen in a study that did not yield positive results. Junior
high students were required to read nonfiction books about
certain target ethnic groups and give oral and written re-
ports on their reading. The students were also exposed to
a series of guest speakers (Lessing and Clarke 1976). Lack
of positive results may have resulted from racial tensions
in the community at the time of the study or students may
have perceived the study as too academic, abstract, and
as a propaganda effort. What appear to be different in
this study compared with the previously reviewed ones
are the elements of emotion and vicarious experience.

COGNITIVE APPROACHES

It seems reasonable that the more we know about other
groups, the less likely we are to hold negative attitudes. It
also seems reasonable that good thinking processes will
guard against our becoming prejudiced. Research has
tested these assumptions and they have generally proven
true, with qualifications.

The cognitive approaches do not mean simply collect-
ing factual information, but rather thinking on a higher
and more complex level than before. The cognitive train-
ing must equip students with the mental skills to avoid
thinking in oversimple terms and in overgeneralizations.
Overgeneralization is the base of all stereotypes. Studies,
such as Handler (1966), demonstrate that students, trained
when to differentiate between relevant and irrelevant char-
acteristics of people, display less prejudice than before the
training. Gardiner (1972) reinforces this point in a study
which gave students cognitive complexity training and
reduced their level of prejudice.

In addition to increasing cognitive complexity, we can
reduce students’ prejudice by providing a framework or
different conceptual lens for viewing phenomena. For
example, students who studied semantics had less preju-
dice after such study, even though prejudice was not the
focus of the study. A detailed study of the tools and con-
cepts of anthropology at the high school level gave stu-
dents a new mental framework and resulted in reducing
their prejudices.

We have learned to increase the power of cognitive ap-
proaches by adding the element of empathy. Studies at the
5th grade level and the high school level demonstrate that
level of prejudice is reduced considerably by empathic role-
playing or other vicarious experiences in teaching activi-
ties. These findings imply that prejudice is not a single phe-
nomenon but is comprised of three dimensions: cognition,
affection, and behavior. If we can change one of the dimen-
sions, the other two do not necessarily change. It also does
not follow that better results are obtained if an effort to
reduce prejudice is targeted at more than one dimension.

Cognitive approaches do work, but we must remember
that they need to include more than factual information.

“We need to realize that, although sound knowledge is nec-
essary to combat false information, it is not sufficient to
change attitude. Facts do not speak for themselves; rather
they are interpreted through the experience and biases of

those hearing them” (Moreland 1963, 125).

COOPERATIVE LEARNING APPROACHES

Most of us have been in situations where we work with
others to solve a common problem and are aware that the
experience affects our attitudes toward and relations with
the other people. Researchers have used analogs of these
situations to reduce prejudice. The essence of the idea is
that, when we share common problems, tasks, goals, and
success with people of another ethnic group, we develop
positive feelings toward them. Educators have worked
with a variety of cooperative learning arrangements that
have resulted in lessening prejudice and increasing cogni-
tive learning.

One experiment has students grouped with ethnically
heterogeneous teams. Each student receives a portion of
the learning task, then teaches it to teammates. This jig-
saw method has been effective with a wide range of ages.
Another cooperative approach has teammates help one
another study for a test or prepare for a competitive game.
Although there are a variety of the cooperative learning
approaches, they all share the same essential elements and
have proven effective. Using cooperative learning teams
is one of the most promising approaches for reducing
prejudice today.

HUMAN RELATIONS TRAINING

Human relations training is one of the most common ap-
proaches for fostering positive intergroup relations. The
military, private companies, and schools have used this
approach with mixed success and have identified some
problems.

A key problem is that people do not like to be manipu-
lated. When they perceive that they are required to at-
tend a workshop or series of meetings that have the stated
intent of changing the participants’ thinking, they resist
the message. For this reason, many required human rela-
tions workshops have made little, if any, positive attitude
change in the participants, and some training has resulted
in increased prejudice.

Another problem is that many of the training ses-
sions have been too brief and too superficial. A Satur-
day workshop or a meeting after school may not pro-
vide participants with a sufficient number of meaningful
experiences to produce change. Participants need to
become emotionally involved and have a stake in the
situation. Too often, people in a human relations train-
ing session are influenced by the atmosphere in the ses-
sion and consciously or unconsciously say the “right”
thing. Types of activities are key elements in human
relations training. Participants need to be involved, and
lectures are demonstrably not effective. Although some
studies have yielded positive findings, human relations
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training requires great care and planning; otherwise,
the sessions offer little more than lip service to reduc-
ing prejudice.

DIRECT APPROACHES

In our efforts to reduce student prejudice, one of the most
obvious approaches is to offer direct, anti-prejudice les-
sons or units. Many of the problems noted above with
human relations training are present here. There are the
overt or covert pressures to do and say the “right” thing;
the feeling of being manipulated; the too brief, too super-
ficial experiences without real involvement. If students
are to study prejudice, the approaches should be schol-
arly and cognitive. The study may be part of a sociology,
history, anthropology, or psychology teaching unit. The
idea is for students to study the subject and people’s be-
havior from an objective outsider’s viewpoint and not be
threatened personally; otherwise, the threat to one’s own
beliefs and attitudes and the feeling of being manipulated
may be too great to overcome.

SCHOOIWIDE CONDITIONS

There are circumstances and conditions over which teach-
ers and principals have control that can lead to reducing
or increasing prejudice. A simple and obvious condition
is to avoid the practice of segregated seating in the class-
room. On a school level, scheduling should avoid homo-
geneous grouping or classes that are ethnically or racially
unbalanced, especially if the grouping is based on cultur-
ally biased tests.

By example and practice, teachers and principals can
emphasize the value of worthwhile social goals such as
good student-to-student interaction and teacher-to-student
interaction. Not only can teachers and principals deliber-
ately provide opportunities for students to practice socially
desirable behavior but their own modeling can have a
powerful influence. School administrators should also
manage the school so that students of different ethnic
groups work and play together. Clearly they should avoid
practices that divide students along ethnic lines.

The school should have multicultural curricula and
materials. The multicultural aspects should permeate the
curricula and not be treated as peripheral to the real cur-
ricula. Although it is good to teach minority culture and
history, the teaching should be an integral part of the cur-
ricula. It is of questionable value to feature a particular
ethnic group for a week or a day. This approach has been
referred to as the “zoo” approach.

The principal is the key person, and she or he must have
teachers and staff who are knowledgeable and sincere in
their efforts to reduce prejudice. Giving lip service to a
prejudice reduction campaign can be counterproductive.

OTHER APPROACHES

Several other studies are different from the above ap-
proaches and some of their findings are quite powerful
land have great promise.

One of the closest correlatives of prejudice is self-es-
teem. Studies not only show a high correlation between
prejudice and self-esteem but come close to demonstrating
a cause-and-effect relationship. When we improve persons’
self-concept and increase their self-esteem, we see areduc-
tion in prejudice. If a teacher or school were limited to af-
fecting only one aspect of students, the greatest good would
come from increasing students’ self-esteem.

Another idea that appeals to common sense and is sup-
ported by research is the need for perceiving members of
another group, an outgroup, as different from each other.
When we perceive all members as alike in important char-
acteristics, we tend to overgeneralize and stereotype, usu-
ally in a negative way. Members of a given ethnic group
obviously have different strengths, dreams, problems,
ideas, and appearances from one another. Research has
shown that learning this diminishes students’ negative at-
titudes toward members of the group.

A new approach that has had positive effects is
counterstereotyping. A teacher must deliberately choose
sample individuals of a given ethnic group who are counter
to the popular stereotype. Examples of this could be Jew-
ish athletes, black intellectuals, Hispanic white-collar
workers. Characteristics of groups as a whole should also
be included, such as that the majority of Puerto Ricans in
New York are gainfully employed. The approach is subtle
and probably slow, but it shows good promise.

TEACHER EDUCATION

A degree of logic tells us that, if we educate present and
future teachers to lessen their level of prejudice and if we
equip them with skills to reduce prejudice, the effects can
be extremely positive.

Education students in college who were exposed to a
comprehensive multicultural education program became
less prejudiced than comparable students who had been
exposed to a workshop approach. Based on results noted
earlier, this finding is not surprising. It is also not surpris-
ing that a study that had guest speakers address future
teachers was not effective.

An approach that had positive results involved uni-
versity students’ selecting target ethnic groups to study.
Each student took a particular group, studied its history
and culture, prepared materials to teach about it, and then
taught a lesson on the group to local precollege students.
This involvement resulted in lessening prejudice of the
university students.

If we are to make a serious attack upon prejudice,
surely teacher education has the potential to produce posi-
tive results.

Several facts stand out. Knowledge available about
prejudice reduction is already adequate to yield great posi-
tive results. Although the concept of prejudice is extremely
complex and there is much we do not understand, we do
know some principles and approaches that work. Perhaps
equally important, we know some approaches that are fre-
quently ineffective. Because the knowledge of the tools of
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reducing prejudice is available and awaits our use, we can
make significant inroads on the problem by acting on it.
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Coundeling for Tolerance in the Early Years Means Paying Attention
to the Way Children Think and Feel about the World and Themvelves

David Aronson
“Hey, what s this, One Flew Over the Cuckoos Nest?”

It was Meredith Kimber's first meeting with
a 6th grade class she would be counseling as part of her year-
long internship with Inventing the Future, a racism-preven-
tion project, and Kimber was encountering more than the
usual dose of suspicion. The students were from predomi-
nantly Irish families in a blue-collar Massachusetts town with
areputation for insularity and xenophobia. Kimber's project
was to help children address the inner source of the violence
and racism that seem to surge in the middle school years.

A graduate of Harvard Divinity School, Kimber was
shocked by the attitudes she encountered among many of
the children. “These kids had derogatory names for ev-
eryone,” she recalls. “They used to ride the subway search-
ing for black kids to pick fights with. They'd come in
punching each other, calling each other ‘fag!” They ini-
tially had little interest in pursuing an inner exploration
of their own biases.

Still, Kimber persisted “We didn’t ever tell the children
what was right or wrong. Instead, we asked them how they
felt about things, trying to get them to change. If someone
said ‘fag,” we said, ‘OK, here’s the homosexuality issue
again.” Kimber’s hope was that by getting the children to
disclose their beliefs, values and fears, she and the other
counselors on her team could help the children overcome
the irrational thinking underlying their prejudice.

“By the end of the year, a lot of the kids had come to
accept us and were relying on us to help them think
through a lot of issues about racism, sex and violence.”

Increasingly, for school counselors and psychologists,
helping students become more tolerant and accepting
means starting at the very earliest ages. Even then, how-
ever, racism may already have sprouted its first insidious
roots. Debra Van Ausdale, a doctoral student in sociol-
ogy at the University of Florida, witnessed a disturbing
number of racial incidents when she worked as a teacher’s
aide at Gainesville Day Care Center in Gainesville, Fla.

“When a white girl became weary pulling an Asian girl
in a wagon one day, the Asian girl hopped out and offered
to pull,” Van Ausdale recalls. “The white girl said, “You
can’t pull the wagon. Only white people can pull the
wagon.”” It was, says Van Ausdale, an incident that crys-
tallized for her just how well her students understood the
power of racial identity.

Reprinted with permission from the Southern Poverty Law Center, from
Teaching Tolerance, Spring 1995. Copyright 1995 by the Southern Pov-
erty Law Center.

“We often think of the early years as an age of inno-
cence,” says Dr. Kevin Dwyer, assistant executive direc-
tor of the National Association of School Psychologists.
“In fact, prejudice is probably developed before children
enter school —as is a predisposition to violence. School
forces children together who might not have had the
chance to exhibit that sort of anti-social behavior before
they arrive.”

The psychological development of prejudice in children
was brilliantly illuminated 40 years ago in the work of Gor-
don Allport. Today, school counselors have developed an
effective approach to reducing prejudice in the crucial early
years, when the direction of the child’s emotional and psy-
chological growth can be set for life. This approach relies
less on proselytizing than on changing the way young chil-
dren make sense of the world —and themselves.

Because of their training, counselors have a better
understanding than most about how young children form
opinions, feelings and personalities around what they see
and experience. And because of their position —their ‘beat”
is typically an entire school —counselors can intervene at
every level, from advising the troubled child who may have
violently expressed his or her prejudice, to developing
teacher training programs, to working with parents on
addressing racial tensions in the community.

Successful early intervention efforts are based on the
premise that hatred and prejudice are tools of the subcon-
scious that ease the feeling of insecurity by offering the
illusion of superiority. Counselors try to offer more re-
sponsible ways to achieve emotional security.

“Giving children a positive experience of themselves,
teaching them to recognize the validity of human differ-
ences, and providing them with the tools to express their
emotions —all these are ways that intolerance can be coun-
teracted,” says Pat Schwallie-Giddis, associate director for
the American Counseling Association.

Like strands in a rope, the various elements that
Schwallie-Giddis speaks about—self-awareness, self-ex-
pression and self-esteem —are all widely recognized as in-
tertwined aspects of the tolerant person. Children cannot
freely express their emotions or feel secure with others un-
less they feel secure with themselves. And they can’t feel
good about themselves without having some understand-
ing of who they are. Though any effort to separate these
elements is necessarily artificial, they do build on and
strengthen each other and can he thought of sequentially.
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SELF-AWARENESS AND SELF-EXPRESSION

School counselors can help foster children’s self-aware-
ness through exercises designed to help children see them-
selves and others for who they are, apart from the expecta-
tions and stereotypes that can easily color their thinking.

In one activity, called “The Me Bag,” children are each
given a plain brown grocery bag that they may decorate
any way they choose. Then they are encouraged to fill the
bag at home with things they value, things that represent
what they love and feel proudest of. The next day, chil-
dren get to show off what they've brought in. A recent
immigrant from Bolivia may come in with an embroidered
doll, for example, and another student may bring an LA
Lakers cap.

Although each bag looks different, they all contain pre-
cious items. Children learn that the things that make them
unique are as valuable as the things that they have in com-
mon. They learn to appreciate differences rather than fear
them. And they learn to see themselves as others might see
them: as individuals with their own enthusiasms and cul-
tural traditions, neither better nor worse than others.

With an awareness of themselves as distinct individu-
als, children can better learn how to express their emo-
tions in responsible and appropriate ways. The ability to
articulate feelings is one of the most difficult things for
children to learn, says Kevin Dwyer of the National As-
sociation of School Psychologists —yet it is absolutely criti-
cal. “So much depends on it: how well you're able to work
as a team member, how well you resist acting on impulse,
how you deal with the problems you're having.”

Because it is often easier to make sense of other people
s feelings than of one’s own. educators have found that one
of the best ways to develop children’s emotional expres-
siveness is by asking them to think about the experiences
of fictional characters. Through specially designed reading
programs children learn how failing to identify and express
feelings can lead to increasing frustration and self-defeat-
ing behavior. Consider the following scenarios, taken from
two popular reading programs in schools today PUMSY: In
Pursuit of Excellence and Kids Have Feelings, Too.

In the first, Pumsy the dragon is having a terrible day.
While her friends are out picnicking on the beach, having
the best times of their lives, Pumsy is moping under a tree.
Usually, her best friend Steve would come tell her to stop
feeling sorry for herself. But today, he’s decided to let her
make her own decisions.

In the second, a little girl from the picture book Some-
times [ Feel Awful is also having a pretty rotten time. She
hasinvited her best friend, David, over to play. But David
just sits around playing with a puzzle, while she wants to
go outside and climb a tree. Maybe a good swift punch
will bring him around —but, of course, that only makes
David want to leave. Now the little girl —who is never
given a name, and who might, therefore, be any child —is
lonelier than ever.

Children listening to these stories are encouraged to
think about the consequences of the characters’ actions

and to offer alternatives. The little girl in Sometimes I Feel
Awful explodes in anger because she isn't able to express
to David how frustrated she is feeling. One group of chil-
dren in Florida had very definite ideas about how she
should behave.

“She should tell him!” called out one tousle-headed boy.

“Tell him what?” the boy was asked.

“That she wants to go play in the tree!” he shouted,
with the certainty of a 4-year-old.

The goal of these programs is for the children to take
the insights they've learned from others and apply them
to their own lives. Programs that develop children’s pow-
ers of self-expression give them a feeling of control over
their environment and make them less likely to lash out in
violence and anger.

In Hillsboro County, Fla., an early childhood program
has as its guiding image a stop sign. Bright red stop sign
stickers, plastered everywhere in the classroom, empha-
size children’s power as decision-makers. By teaching
children to stop and think before they act, the “stop sign”
program encourages “smart behavior.”

“So much in our society encourages children to act on
impulse,” Dwyer notes. “Get out a watch and time how
long any single camera angle lasts in a TV show. There’s
rarely more than three or four seconds between cuts.
Teaching kids to slow down, not to go after the immediate
gratification, is essential to reducing violent outbursts,
which express the very worst kind of intolerance.”

SELF ESTEEM

Self-awareness and self-expression are steppingstones for
self-esteem. “Those persons with high self-esteem have
fewer inhibitions and can relate to and accept others far
more easily than those who do not,” says Schwallie-Giddis.
“By contrast, vengeful, intolerant behavior reflects poor
self-esteem.”

Self-esteem is a complicated subject that is easy to
parody: “I'm OK and you're OK, but you got an ‘F’ on
the test.” And some self-esteem programs can focus so
much on affirming the child’s self-identity that they seem
to ignore the child’s own perceptions and experiences. It
takes more than simply asserting the child’s worth for the
child to feel worthy.

True self-esteem develops out of a variety of experi-
ences. A vital ingredient is the attention, acceptance, ap-
proval, acknowledgment and affection that a child receives
from parents, primarily, but also from teachers, friends
and counselors.

From these “Five As” come feelings of competence,
security, social responsibility and self-discipline, as well
as strongly held values. Positive self-esteem, in other
words, isn't just “feeling good about yourself.” Rather, it’s
feeling that your life matters to others and to yourself.
With that feeling comes the capacity to get along with oth-
ers and the desire to conform to the rules of society.

An effective self-esteem program gives children the op-
portunity to learn about themselves in an environment that

Aruitoxt provided by Eic:
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nurtures their growth and validates their feelings. Activi-
ties that promote self-esteem begin by teaching children to
recognize the thought patterns and emotional habits that
have a negative impact on their self-concept. As an alterna-
tive. such programs offer affirmations of the child as a
unique being whose perceptions and feelings are valuable
and appreciated. Eventually, it is hoped, the child internal-
izes that affirmation. No longer insecure or dissatisfied, the
child is able to recognize his or her own worth and respond
to the worth of others.

Some counselors have used self-portraits as a way to
bring out the best in children. They ask the children to
draw portraits of themselves. Then, without discussing
the pictures, they have each child personally compliment
the others in his or her group of six to eight fellow stu-
dents (“I like your smile,” “I like your shoes,” etc.). Then
they have the children draw their self-portraits once again,
and ask them what was different this time around. Did
they draw happier, prettier pictures? How did it make
them feel to receive compliments from others? Did re-
ceiving compliments affect their self-portraits?

“Learning to respect yourself as an individual is, in an
odd sort of way, one of the best ways to learn to respect
other people and other cultures,” says Jackie Allen, a
school counselor who works in two trilingual elementary
schools in California. “That’s what it’s about, ultimately,
respecting individuals not because they are from another
race or culture but because they are individuals.”

COUNSELING FOR THE FUTURE

School counselors, therapists and psychologists already
have an extraordinary range to cover. With their many
other responsibilities and involvements, it’s no wonder that
most feel stretched too thin. They have been lobbying for
greater funding to place more counselors and psycholo-
gists in the schools.

They're needed because many of the same interven-
tion techniques that promote tolerance can help children
avoid other problems, as well: violence, drug abuse, sui-
cide, teenage pregnancy. The whole raft of social ills that
manifest themselves with such virulence in today’s schools,
and that speak to the existence of so much pain and emo-
tional distress, are to varying degrees addressed by focus-
ing on psychological issues in early childhood.

Forty years ago, at the end of his analysis of preju-
dice, Gordon Allport arrived at a penetrating insight:
Those who hate, he told us, are hurting. By giving chil-
dren the tools to overcome the pain they feel, by listen-
ing to, caring for and comforting them, by helping to
build healthier and stronger psyches, counselors can play
a crucial role in arresting the dismaying rise in hatred
and violence.

Like a sport that requires the coordination of various
skills and muscle groups, tolerance is by its nature a com-
plex undertaking. By isolating and strengthening the fun-
damental psychological components of self-esteem, self-
awareness and self-expression, counselors and

psychologists hope to encourage children to become
healthier, more tolerant human beings.

COMMENTARY

THE AGES OF INTOLERANCE

In The Nature of Prejudice, first published in 1954, social
scientist Gordon Allport developed a powerful explana-
tion of the psychological roots of prejudice.

Allport says that from a startlingly young age children
begin learning the lessons of tolerance or intolerance —
recognizing certain differences, for example, while still in
diapers. There’s nothing intrinsically worrisome about this.
The 10 or 12-month-old baby who cries at the approach
of a stranger 1s doing exactly what he or she is biologi-
cally programmed to do: alert Mom or Dad to the pres-
ence of a potential source of danger.

But if the parents are themselves prejudiced, the infant’s
reaction to a stranger of a different skin color or different
physical features may be subtly reinforced, generating an
apparently seamless education in bigotry that justifies it-
self as “natural.” “My baby just doesn’t like people of such
and such a color,” some parents may report, oblivious of
their own role in shaping the child’s perceptions.

By age 3 or 4, children begin to pick up on more ex-
plicit clues about in-groups and out-groups from their own
family, the media and their peers. Children at this age are
at the cusp of racial awareness and may be extremely cu-
rious about physical differences. Although they may use
derogatory remarks, they often have little idea what they
mean. And while they may utter racist sentiments, and
even use race and gender to exclude others, their opin-
ions and attitudes haven't yet gelled.

Of all influences on the child’s ideas at this age, the
family is clearly the most important. “The family,” wrote
Allport port, “supplies a constant undertone of acceptance
or rejection, anxiety or security.” Even parents who avoid
making overt racist comments may teach their kids nega-
tive racial values. The parent’s tightening grip around the
child’s hand or the sound of the car doors being locked
shut when a group of teenage males of a different race or
ethnicity passes by —these communicate the parent’s atti-
tudes about others as clearly as words do.

By age 6 or 7, children have begun to recognize that
there are distinct categories of people —that the janitor
belongs to a different social class from the doctor, for ex-
ample. And they've also begun to understand that many
of these identities, such as race, gender and ethnicity, are
fixed. They recognize that social status and positive or
negative qualities can be ascribed to people based on their
affiliation within these groups. And they’ve begun to make
the connections between their individual identity and their
group identity.

Often the lessons children learn at this age are as much
about societal hypocrisy as they are about race. Parents
who mutter something about the “wrong section of town”
and then deflect their child’s questions about what they
meant aren’t teaching their child that racism is bad; they

36



are teaching the child to be cautious about speaking his
or her mind on issues of race.

By age 10 or so children may start consistently exclud-
ing others who belong to an out-group, or, if they are them-
selves members of a minority, to develop a complex of
attitudes that include defiance, self-doubt and hostility.
Children this age are an excellent barometer of societal
attitudes, for, in contrast to their elders, they tend to voice
racial stereotypes quite freely.

A final stage comes in the teenage years, when the child
learns those subtler rules of etiquette that govern rela-
tions between people. They've learned that “prejudiced
talk and democratic talk are reserved for the appropriate
occasions,” Allport writes. What is said between friends
in the mall may never be voiced in an official forum like a
classroom. “It takes the entire period of childhood and
much of adolescence to master the art of ethnocentrism,
Allport concludes.

RESOURCES [1995 INFORMATION]
The World of Difference Institute of the Anti-Defama-
tion League sponsors workshops promoting diversity
awareness in the classroom. The Institute’s Elementary
Study Guide is an outstanding resource packed with activi-
ties and insights to address diversity.

Anti-Defamation League

1100 Connecticut Ave.,

Suite 1020

Washington, DC 20036

(202) 452-8310

The two volumes of Thinking, Feeling, Behaving: An Emo-
tional Education Curriculum for Children ($25.95 each) are
compendiums of classroom activities based on the prin-
ciple that thinking things through rationally is one of the
best ways to overcome problems. The activities focus on
developing the children’s emotional intelligence. (Grades
1-6 and 7-12)

Research Press

2612 N. Mattis Ave.

Champaign, IL 61821

(217) 352-3273

The Best Self-Easteem Activities for the Elementary Grades of-
fers an excellent overview of the theory behind self-es-
teem and emotion management for children, as well as
strategies for promoting children’s sense of personal
agency and self-fulfillment.

Innerchoice Publishing

P.O. Box 2476

Spring Valley, CA 91979

(619) 698-2437

Counvselor in the Classroom ($19.95) gives counselors the
keys to integrating the fundamental lessons of people-skills
into enjoyable learning activities designed for all children.

Innerchoice Publishing

P.O. Box 2476

Spring Valley, CA 91979

(619) 698-2437

PUMSY: In Pursuit of Excellence ($210) 1s an 8-week self-
esteem program featuring a cuddly dragon puppet and a
variety of workbooks, posters and other supporting mate-
rial. This structured program develops children’s emotional
skills by involving them in the trials and tribulations of
Pumsy, the dragon who sometimes acts up. (Ages 6-9)

Timberline Press

P.O. Box 70187

Eugene, OR 97401

(503) 345-1771

Sometimes I Feel Awful ($8.95) is an affecting book about
a young girl who'’s having a lousy day. The accompanying
teacher’s guide ($8.95) gives practical suggestions for help-
ing children identify and express their emotions. (Ages 48)

Fearon Teacher Aids

P.O. Box 280

Carthage, IL 62321

(800) 242-7272
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Critical Thinking to Reduce Prejudice

Debbie Walsh

“Avk a child to question and he'll question for a day.

Teach a child to question and he'll guestion for a life-
time.” (Wolf 1987)

Much of our thinking is subconscious and
automatic —based on habit and conditioning. We tend to
see what we want to see, hear what we want to hear. We
tend to accept without question what is compatible with
our beliefs and to reject out of hand what conflicts with
them. This kind of thinking is dangerous. It makes us sus-
ceptible to emotional appeals rather than rational ones; it
makes us susceptible to manipulation. It makes us suspi-
cious, fearful, and even hostile to anyone or anything dif-
ferent. It can make us prejudiced.

What does it mean to be prejudiced? It means “to have
prejudged,” to have formed a judgment or opinion with-
out full and sufficient examination, without just grounds
or sufficient knowledge. Webster defines prejudice as “an
irrational attitude of hostility directed against an indi-
vidual, a group, arace, or their supposed characteristics.”
The opposite of prejudicial thinking is judging with full
and sufficient examination and forming opinions with just
grounds and sufficient knowledge. We can teach children
how to look at their world this way. If we expect to sur-
vive as a rich pluralistic nation, that is what we must do.

THE ROLE OF THE SCHOOL

How do we teach students anti-prejudicial thinking? We
infuse a child’s school experience with an emphasis on
thinking critically about knowledge and life. Thinking
critically is the antithesis of prejudicial thinking. It is, as
Robert Ennis (1983) defines it, “reasonably going about
deciding what to do or believe.” This means that one’s
beliefs—and consequently one’s actions—are grounded
in reasoned judgment, in thorough examination, in solid
evidence.

Critical thinking is a way of looking at the world, a
filter which qualifies our experiences. If our worldview is
inaccurate, it 1s because the beliefs that constitute it are
inaccurate. Intelligent people may arrive at vastly differ-
ent conclusions from the same evidence. It is their use of
the evidence to fit their worldview that makes the differ-
ence. A critical thinker strives for as accurate a worldview
as possible so as to make informed judgments.

Reprinted from Social Education, April/May 1988, Volume 52, Number
4. Copyright 1988 by National Council for the Social Studies.

25

This view of teaching for thinking involves more than
simply teaching students discrete little subskills on
someone’s list of critical thinking skills. Thinking critically
begins with being disposed to question, to examine, to
suspend judgment until the available evidence is weighed.

Young children come to us with an incredible sense of
wonder about the world. Any primary teacher has noticed
how this natural wonder, this urgent desire to know why,
diminishes as years go by in our “one-size-fits-all” factory
model of schooling, in which what is the priority. Only in
classrooms where why remains critically important —where
asking the right question is as important as giving the right
answer —can we nurture that natural wonder and foster
dispositions of the critical spirit.

CRITICAL THINKING DISPOSITIONS

An attitude is a mental posture, a disposition, a natural ten-

dency. D’Angelo (1971) has described the attitudes or dis-

positions essential to the development of critical thinking:

1. Intellectual curiosity —seeking answers to various kinds
of questions and problems; investigating the causes and
explanations of events; asking why, how, who, when,
where.

2. Objectivity—using objective factors in the process of
making decisions; relying on evidence and valid argu-
ments and not being influenced by emotive and sub-
jective factors in reaching conclusions (in deciding
what to do or believe).

3. Open-mindedness —willingness to consider a wide vari-
ety of beliefs as possibly being true; making judgments
without bias or prejudice.

4. Flexibility —willingness to change one’s beliefs or meth-
ods of inquiry; avoiding steadfastness of belief, dog-
matic attitude, and rigidity; realizing that we do not
know all the answers.

5. Intellectual skepticism —postponing acceptance of a hy-
pothesis as true until adequate evidence is available.

6. Ilzte//ecﬁzza/ honesty —accepting a statement as true when
there is sufficient evidence, even though it conflicts with
cherished beliefs; avoiding slanting facts to support a
particular position.

7. Being systematic —following a line of reasoning consis-
tently to a particular conclusion; avoiding irrelevan-
cies that stray from the issue being argued.

8. Persistence —supporting points of view without giving
up the task of finding evidence and arguments.

9. Decisiveness —reaching certain conclusions when the
evidence warrants.

10. Respect for other viewpoints —listening carefully to other
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points of view and responding relevantly to what was
said; willingness to admit that one may be wrong and
that other ideas one does not accept may be correct.

OBSTACLES TO TEACHING FOR THINKING

Are schools, as they are presently structured, designed to
develop and nurture these attitudes? We currently oper-
ate on a one-size-fits-all factory model of schooling with
many obstacles to teaching for thinking. Large classes,
bland textbook pabulum, pressure to cover unrealistic
amounts of content, accountability on standardized tests
that do not measure critical thinking skills and disposi-
tions, and a one-right-answer mentality are just a few of
the hindrances that face teachers committed to helping
students learn how to think for themselves.

This structure has been described as obedience train-
ing. In other words, students rarely learn to trust their
own thinking, to view themselves as authorities, when in
fact, teaching them to think for themselves is the most
valuable gift we can give them. Itis also the most valuable
antidote to prejudice.

TEACHING FOR THINKING DESPITE THE OBSTACLES
In an ideal world, schools would be restructured so that
fitting the system to students would be the goal rather
than vice versa as we do today. This vision of schools in-
cludes restructuring the governance of schools so that
those closest to the students will make the decisions on
instruction (textbooks, class size, student groupings), and
it includes restructuring instruction with an emphasis not
on content coverage and lower-level thinking skills, but
on content depth and higher-level thinking skills.

Research tells us that this emphasis equips students
with the mental skills to avoid thinking in simplistic terms
and overgeneralizing. Evidence suggests that we can re-
duce students’ prejudice by giving them a framework or
different conceptual lens through which to view the world
(Pate, forthcoming). Establishing a worldview that is
grounded in reasoned judgment, where one’s beliefs —and
consequently one's actions —are based on thoughtful ex-
amination of the evidence, is the rationale of teaching for
thinking.

In a less-than-ideal school system, there are still some
things that can be done to bring the dream of a prejudice-
free society closer to reality. Schools should play a vital
role in helping students develop as fair-minded a
worldview as possible so that they may assess informa-
tion thoughtfully and fairly, whether it be a history lesson
or an incident in their daily lives, thereby becoming more
aware of and reducing the effects of bias, prejudice, and
self-deception in their thinking.

Schools need to begin to explode the myth of the one-
right-answer. This myth simply misrepresents the real
world in which many questions do not have right —or even
good —answers. We may also need to reexamine an envi-
ronment where mistakes are equated with “sins,” the im-
pact of this kind of environment on risk taking with one's

thoughts and ideas, and the role that competition plays in
fostering or inhibiting critical thinking. In some experi-
mental studies designed to reduce competitiveness and
increase cooperation in learning (Johnson and Johnson
1975), cognitive outcomes included retention, application
and transfer of information, concepts, and principles; prob-
lem-solving ability and success; and divergent and risk-
taking thinking. Affective outcomes included acceptance
and appreciation of cultural, ethnic, and individual dif-
ferences, reduction of bias and prejudice; pluralistic and
democratic values; valuing education; and positive atti-
tudes toward school and self.

CLASSROOM ESSENTIALS AND STRATEGIES

Let us return to the dispositions of a critical thinker and
examine ways they can be modeled, encouraged, fostered,
“taught,” reinforced, and rewarded in the classroom.

W Aclimate of trust and respect — Students will not take risks
with their thinking in an atmosphere of fear and ridi-
cule. Taking chances with one’s ideas must be valued
and safeguarded by classroom rules that demand re-
spect for the ideas and opinions of others.

W A “community of inquiry” (Lipman 1980) —An environ-
ment where asking right questions 1s as important as
giving right answers. An environment where there is a
balance between questions that have right answers and
those for which there may be more answers than one.

W A balance between teacher talk and student talk —In class-
rooms where teachers do most of the talking, students
get the idea that what they have to say is not impor-
tant. Students need to discuss, entertain, and grapple
with ideas, problems, and concepts, and it is through
discussion that we can deepen students’” understand-
ing and depth of knowledge.

W Success andself esteem —One of the best-established cor-
relations with prejudice reduction is self-esteem —a
correlation so close as almost to demonstrate a cause-
and-effect relationship (Pate, forthcoming). The sig-
nificance of an encouraging and success-oriented en-
vironment is crucial to the development of confidence
in one’s reasoning and consequently to one’s level of
prejudice.

W An emphasis on thinking about thinking— Getting students
to think about their thinking is extremely important; ask-
ing questions about logic in addition to questions about
content: “How did you arrive at that conclusion?” “What
evidence supports that?” “Can you explain how you
worked that out?” The expectation should prevail in the
classroom that students need to justify what they say with
reasons, evidence, and support.

Research suggests that direct teaching of prejudice-
reduction techniques may be ineffective, whereas indirect
teaching of the skills and dispositions needed to combat
prejudice is effective. This simply means that merely tell-
ing students they should not be prejudiced is ineffectual.
Historical events and literature relevant to issues of preju-

dice (e.g., To Kill a Mockingbird, The Diary of Anne Frank),

.
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used with sensitivity and care, are essential. The teaching
and valuing of the contributions of the great writers, sci-
entists, and leaders of all races, creeds, and ethnic groups
is imperative. In addition, an emphasis on the dispositions
for critical thinking can and should be incorporated into
every aspect of school life. Some examples of classroom
lessons and activities that emphasize both critical-think-
ing skills (for example, inferring, making assumptions,
drawing conclusions, evaluating evidence, supporting po-
sitions with evidence, etc.) and dispositions are:

W Zntellectual curiosity and being systematic. Frances
Hunkins (1985) devised a strategy for helping students
ask their own questions. After identifying an issue or
topic, have the students plan the investigation of the
topic —brainstorming possible guiding questions, iden-
tifying (together or in small groups) the most impor-
tant questions, and assessing the reasoning embedded
in their sequence of questions.

W Objectivity and respect for other viewpoints. One cooperative
learning activity developed by Johnson and Johnson
(1975) involves organizing students into groups of four,
with two students assigned the pro side of an issue and
two the con. Each pair of pros and cons finds another
pair of the same side and spends an allotted amount of
time in this group identifying arguments for their re-
spective sides. The original groups then reconvene and
debate the issue, with each person in the group of four
having three minutes to lay out the arguments or rebut.
After each person in the group has taken a turn, the
sides then change positions, with the pros arguing the
con side and vice versa. After each person has argued
the opposite position, the group then drops its advo-
cacy roles, comes to a group consensus on a position,
and identifies the best arguments for that position.

W Open-mindedness and flexibility. Hazel Hertzberg of
Teachers College, Columbia University, uses this ac-
tivity in her social studies classes, but it has also been
used successfully with elementary and high school stu-
dents. The “Penny Lesson” involves students in small
groups who are asked to look at pennies and, pretend-
ing they know nothing about the culture that made a
given penny, identify as many inferences as they can
about the culture that made it (for example, they had
an advanced technology, this was a religious society,
this was a bilingual society). Each group shares its in-
ferences, supporting them with evidence provided by
the penny. The lesson can be extended by examining
the inferences —which are true or false, what would
have to be done to test some of the inferences (e.g., a
“male-dominated” society?), written assignments (e.g.,
a day in the life of a penny). This exercise illustrates
how difficult it is to suspend one’s bias in an enjoy-
able, nonthreatening manner.

W Decisiveness. Edys Quellmaltz (1984), formerly of
Stanford University, worked with classroom teachers
in developing lessons for 2d and 3d grade students that
required them to take a position on an issue and sup-

port it. For example, before reading “Jack and the
Beanstalk,” the students are asked to read and decide
whether Jack is a greedy boy or a curious boy. The
class discusses some of the characteristics of greedy
and curious people. After the students read the story,
the teacher elicits examples from the students and
places them under headings “Jack was greedy” and
“Jack was curious” on the board. Finally, after much
groundwork, the students write a composition in which
they take a position, supporting their position with two
good reasons from the story. This is a powerful lesson
for 3d graders. They get the message that what they
think is important, that they must support their posi-
tions with good reasons, that one’s use of evidence af-
fects the conclusions drawn.

W Zntellectual bhonesty. A hallmark of a critical thinker is
ability to distinguish between appeals to reason and
appeals to emotion, recognizing that a tendency exists
to seek out only evidence that supports one’s view-
points. We often accept without question what agrees
with our views and automatically reject what does not.
Kevin O'Reilly, of the Critical and Creative Thinking
Program at the University of Massachusetts-Boston,
developed a history lesson on the Battle of Lexington
to give students an opportunity to evaluate critically
conflicting sources of information on “who fired the
first shot on Lexington Green.” Students are given ex-
cerpts from an American history textbook, a book writ-
ten by Winston Churchill, and two eyewitness accounts
of the battle. Through discussion and examination, stu-
dents are asked to analyze each passage in terms of
the use of language (emotionally loaded terms, such as
‘patriot’ and ‘rebel’), the quality of the reasoning, the
use of rhetorical devices to slant, and so on. The es-
sence of the lesson is the questions students ask in as-
sessing the credibility of the sources.

TOWARD A PREJUDICE-FREE SOCIETY

If we teach our children to (1) ask questions, (2) go be-
yond the superficial to the substance, (3) take positions
on issues and explain and defend those positions, (4) be
aware of multiple perspectives on important issues and
the importance of knowing all sides of an issue before tak-
ing a position, and (5) assess information carefully and
fairly, they will increase their awareness of their own bi-
ases, heighten their openness to rethinking their positions
in the face ofconﬂicting evidence, and take time to reflect
rather than merely react.
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Religion in the Elementary Classroom —

A Laboratory Approach

Janet E. McClain
Lynn E. Nielsen

Recently, textbook publishers and curriculum
specialists have come under fire for grossly underplaying
the role of religion when reporting the history of the United
States and the world. While the exclusion of religion from
textbooks may not be excusable, it is somewhat under-
standable given the social climate of the last two decades.

Throughout the sixties and seventies traditional social
beliefs, roles, and values were regularly scrutinized and
challenged. Many Americans questioned the government's
role in Southeast Asia. Women challenged institutionally
established patterns of sexual discrimination by demand-
ing greater autonomy in politics and the work place. Mi-
nority groups sought equal representation in government,
business, and education while raising America’s conscious-
ness of an overlooked underrepresented multi-ethnic seg-
ment of society. Public nativity scenes and crosses were
questioned along with traditional social roles as civil liber-
tarians challenged generations of Protestant majority rule.

While these time-honored values and roles were being
redefined on the street and in the courts, classroom teach-
ers grew increasingly uneasy about “religion in the class-
room” for fear of transgressing the uncertain wall of “sepa-
ration of church and state.” As one elementary teacher
put it, “Most classroom teachers only needed to be repri-
manded once by a militant parent for teaching about reli-
gion before they learned to avoid the topic completely.”

The issue is not whether religion should be dealt with in
the schools but how. The problem confronting classroom
teachers lies not in distinguishing between the sacred and
the secular but rather in distinguishing between the devo-
tional and the informational. For over 25 years the courts
have been striking down prayer and devotional Bible read-
ing in the schools while encouraging schools to teach about
religion. The National Council for the Social Studies’ posi-
tion statement on religion in the schools (R&PE, Vol. 11: 4,
40) echoes the Supreme Court’s position.

Applying these principles in the classroom requires
teachers to deal with religion in a natural, objective, and
straightforward manner regardless of the setting. The
particular level, however, ranging from the kindergarten
classroom to the high school world history course, will
dictate a particular approach that matches the develop-
mental needs of students. The court decisions and the
NCSS position statement make fairly obvious how the

Reprinted with permission from Webster University, from Religion &3
Public Education, Spring 1988, Volume 15, Number 2. Copyright 1988
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secondary school teacher should deal with religion in a
history or literature course. But how does the primary
grade teacher, who offers neither history or literature
courses, deal objectively with religion in the classroom?
The rest of this article outlines how primary teachers at
Malcolm Price Laboratory School used seasonal celebra-
tions to sensitize students to diversity within the religious
fabric of the classroom, community, nation, and world.
“Celebrations” is a social studies unit taught at the sec-
ond- and third-grade levels at Malcolm Price Laboratory
School during a three week period in November-Decem-
ber. The main objective is to develop pupils’ awareness
and understanding that celebrations are a natural part of
American heritage and reflect our religious and
multicultural diversity. Although this teaching unit was
not initially designed to teach students about specific reli-
gions, information about religious beliefs and practices was
included in some lessons to provide a more comprehen-
sive understanding of the nature of celebrations as a di-
mension of our culture. Through creative lessons and ac-
tivities students are afforded the opportunity to:
Il develop an appreciation for their own family celebra-
tions and traditions
Il become aware that some people choose not to partici-
pate in the observance of various celebrations because
of personal, political, or religious beliefs, and that this
choice is a constitutional privilege that should be re-
spected by others
B realize that celebrations are observed in a variety of
ways
@ learn about various American celebrations whose cus-
toms and traditions originated in other countries
M study five winter celebrations that are set aside to honor
a holy person or an event.
The focus of the first three lessons is on the family unit
and celebrations observed by the family.

LESSON 1. CELEBRATE

Students formulate a group definition of the term “cel-
ebration” by generating a list of the many celebrations they
know. Personal choices of a favorite celebration are writ-
ten about and voluntarily shared. Teachers are sensitive
to the fact that some children observe certain celebrations
because of religious beliefs held by their families. It is
important that teachers use this opportunity to increase
student awareness and understanding of religious prac-
tices that may be different from their own in order to bet-
ter demonstrate a respect and tolerance for the beliefs of
others in a diverse nation and world.
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LESSON II: A FAMILY AFFAIR

Students become interviewers and ask two important
questions of family members: 1) What is our family’s fa-
vorite celebration? 2) How does our family celebrate this
special time? A special form with these questions is sent
home with each student to be completed and returned the
following day.

Collected information is shared during class time. The
teacher facilitates the discussion by helping students real-
ize that not every family identifies the same celebration as
its favorite, and that those who do may or may not ob-
serve the celebration in exactly the same way. The con-
cept of “traditions” is introduced and explored. Students
identify the ways in which they observe a favorite cel-
ebration (sing songs, have special foods, exchange gifts,
religious ceremonies) and categorize their list. With this
basic information, the teacher can emphasize that these
differences are okay and can lead students toward devel-
oping an awareness and acceptance of the diversity within
the classroom. Through discussions, literature, additional
surveys, or assigned group projects and reports, students
can further investigate the diversity within their own com-
munity, state, nation, and the world.

LESSON Ill: FAMILY DAYS AND WAYS
Each student enjoys special celebrations unique to his/
her own family. A calendar is one way a family can note
important family dates during the year. A discussion of
the history of our calendar and seasons of the year pro-
vides students with background information concerning
this common measurement of time. Students are also made
aware that other types of calendars are used by people in
America and other parts of the world: i.e., Chinese calen-
dar, Jewish calendar, Western Christian church calendar.
Students are provided with a blank calendar pre-
printed on white paper and bound. Family celebrations
are entered first, then names of religious and non-religious
celebrations for each month. Historical information relat-
ing to the significance of each celebration is discussed with
students. Calendars are completed during several class
periods and presented to families as gifts.

LESSONS IV-IX: WINTER CELEBRATIONS

Students learn that the late fall and winter months of
November through February have many holidays and
special events that are observed by people of various eth-
nic and religious origins.

To develop young students’ awareness of the religious
history and multicultural nature of many American cel-
ebrations and to develop their ability to view celebrations
through a more global perspective, information about
Christmas, Hanukkah, Kwanzaa, Three Kings' Day/
Epiphany/Twelfth Night, and the Chinese New Year is
presented. Customs and beliefs associated with each ob-
servance are also shared as students become involved in
many of the following projects related to each celebra-
tion. Guest speakers, films, children’s literature, songs,

games, art work, and service projects are also incorpo-
rated into the study to enrich students’ learning.

CHRISTMAS (DECEMBER 25)

No one knows exactly when Jesus Christ was born, but
December 25 is the date many Christians observe as the
birthday of Jesus. The story of His birth is found in the
chapters of Luke 2 and Matthew 1-2 in the Bible. Stu-
dents are read or told the story of Jesus’ birth and en-
couraged to share what they already know about Christ-
mas. They are made aware that Christmas was initially
observed as a religious festival by Christians in various
parts of the world with prayer and religious ceremonies.
Gradually Christmas became integrated with customs
from many lands. In America, Santa Claus, hanging stock-
ings, and Christmas trees reflect the traditions borrowed
from other cultures. Students learn about some of the cus-
toms and symbols associated with Christmas and discuss
their own family traditions. How Christmas is celebrated
elsewhere, such as Germany, Mexico, or Africa, is also
discussed. Various projects involving students in devel-
oping Christmas decorations, making specific food, or gifts
that could be used by the students’ families are supervised
by the teacher.

KWANZAA (DECEMBER 26-JANUARY 1)

Kwanzaa is a black American celebration that originated

in the 1960s under the inspiration of M. Ron Karenga and

other black Americans. This holiday is a celebration of the

African heritage commonly shared by black Americans.
Beginning December 26, children in many black fami-

lies learn about their African heritage and seven principles

with names taken from the Swahili language:

Uingja (0o-moh’jah): unity

Kugichagulia (koo-jee-chah-goo-lee’ah): self-determination

Ujima (oo-jee’'mah): collective work and responsibility

Ujaama (oojah’mah): cooperative economies

Nia (nee-ah): purpose

Kuumba (koo-um’bah): creativity

Imani (ee-mah’nee): faith

Each night the family gathers around the kinara, a

seven-holed candleholder, to light one of the seven candles,

(three red, three green, and one black). The black candle,

which signifies unity, is lit by one of the children on the

first night. The parents then talk about what unity means

N B W=

Each consecutive night another candle is lit and one of
the seven principles is discussed. Handmade gifts are given
each night, and a feast on the final night culminates this
seven-day celebration.

Information about Kwanzaa is shared and the significance
of giving gifts to others is discussed. Students are involved in
making a gift that can be given to a family member.

EPIPHANY/THREE KINGS’ DAY/TWELFTH NIGHT
JANUARY 6)

January 6 is a holy festival observed by Eastern Christian
churches to celebrate the baptism of Christ. Western Chris-

¢
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ttan churches recognize January 6 as the date the Three Kings
(Magi) brought gifts to the Christ Child in Bethlehem.

The story about the Magi is found in the Bible in Mat-
thew Chapter 2. The Bible refers to an unspecified num-
ber of wise men who followed a “star in the East” to
Bethlehem where they found the Christ Child. These wise
men gave Christ gifts of frankincense, myrrh, and gold.

In Central and South America, children look forward
to a visit from the Three Kings. On January 5, they fill
their shoes or small boxes with grass or straw and leave a
small cup of water for the Kings’ camels. The shoes or
boxes are placed under their beds. The next morning chil-
dren find small gifts left by the Three Kings inside their
shoes or boxes, in place of the straw and water.

In Italy, on January 5, children wait for Befana, an
old witch, who was too busy cleaning to go with the Three
Kings to Bethlehem. Later she regretted her decision not
to go and hurriedly gathered a bundle of gifts for the Christ
Child. She was unable to catch up with the Three Kings,
and it is said that she has rushed from house to house
each year with presents, still searching for the Christ Child
the Three Kings spoke of.

In England, January 6 is known as Twelfth Night, the
twelfth day after Christmas. It is customary that a bean
cake be served on this night. One large bean, or similar
object, is baked into the batter. Whoever finds the bean in
his/her piece of cake is the lucky person. There are many
variations on this tradition. In many homes, January 6 is
also the time to pack away Christmas decorations.

Students are made aware that January 6 is observed
as areligious holiday in the United States and other coun-
tries and has many different associated traditions. To in-
crease student knowledge about one tradition associated
with January 6, students make paper boxes and fill them
with straw. They take their boxes home and share infor-
mation with the parents about Three Kings’ Day. One
family observed Three Kings’ Day by filling their child’s
box with a gift and a note from the Three Kings. Another
student, whose birthday was January 6, brought indi-
vidual bean cakes as a birthday treat. Each cake had ei-
ther a marble to represent world travel, a penny to repre-
sent wealth, or a star to represent fame baked inside, as
predictions of each student’s future.

CHANAKAH/HANUKKAH

Hanukkah is an eight-day Jewish festival that begins on
the 25th day of the lunar month of Kislev (November-De-
cember). This holiday, sometimes called The Feast of Dedi-
cation or The Festival of Lights, commemorates the day
the Temple of Jerusalem was rededicated to God and the
miracle that happened over 2000 years ago. When Judah
Macabee and his followers searched for oil to light the
menorah, they found enough oil to last only one day.
Through a miracle the oil lasted eight days. Judah pro-
claimed that an eight-day holiday be observed each year
on the 25th day of the Hebrew month of Kislev to celebrate
the miracle God performed.

On the first night of Hanukkah, one candle is used to
light the first of eight candles on a special candelabrum,
or menorah. Each night another candle is lit and songs
are sung. Latkes, or potato pancakes cooked in oil, are
one of the traditional foods served. Children are given gifts
and Hanukkah “gelt” or money. The dreidel (spinning top)
games are played during this celebration. Hebrew letters
printed on the dreidel stand for the words “A great miracle
happened there.”

Students are provided the opportunity to learn this
historical information firsthand from a Jewish parent or
teacher when possible. Dreidels are made by the children
and traditional Hanukkah treats are shared.

CHINESE NEW YEAR

Students are asked to share information about how they
celebrate January 1, New Year’s Day. Discussion focuses
on student responses, as well as such traditions as the New
Year’s parade, attending “watch” services at church,
watching football games on TV, and making New Year’s
resolutions.

In contrast, facts about China, the Chinese New Year
celebration, and the ancient Chinese lunar calendar are
shared. Students are made aware of the fact that our 12-
month calendar is one of many calendars used by people
in the United States and elsewhere in the world. It is im-
portant that students be able to view and discuss other
calendars, such as a Jewish calendar, a Western Chris-
tian church calendar, or a Chinese calendar.

The Chinese New Year occurs between mid January
and mid February. Lengths of months are determined by
the cycles of the moon. Each year is given the name of
one of the twelve animals included in the Chinese Zodiac:
Rat, Rabbit, Ox, Dragon, Tiger, Snakes, Horse, Rooster,
Ram, Dog, Monkey, and Boar.

Traditionally in China, New Year’s Day is the day when
everyone celebrates his/her birthday. It is a family holi-
day. Decorations symbolizing good luck, long life, happi-
ness, and wealth are displayed, and special meals are pre-
pared. In many homes, household gods are presented
offerings. It is appropriate to share information about
Buddhism so that children better understand the customs
associated with the celebration of Chinese New Year.
Children receive “lad see,” or good luck gifts of money
wrapped in red paper.

Firecrackers, traditional dancing contests, exhibits, and
the Dragon Parade are part of the community festivities
enjoyed by many Chinese, as well as Chinese-Americans
in the United States.

Students are involved in a variety of activities to pre-
pare for the celebration of the Chinese New Year. Ban-
ners are made, with Chinese characters that say “Happy
New Year.” Fortune cookie treats, red envelopes with
shiny, new pennies for the students, and a dragon parade
to the accompaniment of percussion instruments are just
a few ways second- and third-grade students become in-
volved in learning about the Chinese New Year.
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CULMINATION

As a culminating activity, students participate in a winter
festival that provides an opportunity to apply informa-
tion about the celebrations they studied. During the festi-
val, students sing songs appropriate to the holidays they
studied, play the dreidel game, and sample traditional

holiday foods.

CONCLUSIONS

The study of celebrations does not end when the treats are
gone, the last song sung, or the game won. The calendar is
full of opportunities for students to continue celebrating
cultural diversity and ethnic heritage. Children’s literature
can be used to highlight other important days, national,
religious, or personal. Taking advantage of these periodic
celebrations provides many incidental opportunities to teach
about cultural diversity and religious heritage.

Young children receive much instruction via their fami-
lies about celebrations and religion prior to entering school.
Upon entering school, they find celebrations as ordinary
as singing “Happy Birthday,” exchanging valentines, and
putting up classroom decorations. Celebrations should be
a viable part of the school curriculum and it is only logical
that students learn about the religions and religious be-
liefs and practices associated with these celebrations.

As educators, we must strive to help students develop
the basic knowledge, attitudes, and abilities to prepare
them for a world in which religion and religious expres-
sion will continue to have a major social impact. The ac-
complishment of this task is in itself a celebration.
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Children as Victims/Elementary Activities

Arlene F. Gallagher

A victim 1s someone who has suffered either
by intentional or accidental action. A child tends to see suf-
fering and action in terms of extremes: good and bad, or right
and wrong. Viewing victimization on a continuum from se-
vere to minor, with many shades of grey between, is more
realistic and more useful. A broader perspective on suffering
and the action that causes it enables the child to assess inci-
dents through classification, comparison and contrast.

Children can be victimized by adults or by each other.
Regardless of the source or the severity of the action. there
are common results. The child feels alone, disconnected,
and powerless. The books and activities described here
are intended to empower children by helping them to view
incidents on a continuum and by encouraging them to act
and react appropriately.

THE POWER OF NAMES ACTIVITY

Your name is on the first and last legal documents of your
life: birth certificates and death certificates. There are laws
to protect the illegal use of your name by you and by any-
one else. Forgery is a crime. The law also protects, de-
fines, and awards privileges to you, with labels such as
minor, senior citizen, landlord and tenant.

“You are what you eat” proclaims a sign in a health
food store. You are also what you are named, called or
labeled. The law protects individuals and groups of indi-
viduals from the damages that result from naming and
labeling, but names can be used to achieve positive re-
sults as well as negative ones.

STICKS AND STONES

“Sticks and stones can break my bones but names can
never hurt me” is still chanted on playgrounds today, and
it 1s as untrue now as it ever was. Names do hurt. Label-
ing can be used to create a self-fulfilling prophecy, to dis-
enfranchise, or to dehumanize. This first activity focuses
students’ attention on how names influence people, while
the second one suggests a way to use this knowledge to
improve self-concepts.

Here is a list of names we might be called:

Have the class be creative and suggest both positive
and negative labels. Have the class as a whole or have
students independently sort the list into two categories:
names they would like to be called and names they would
not like to be called.

Discuss the possible origins of the labels. A good dic-
tionary will help with some of the names. More detailed
information for the last eight items on this list can be found
in Susan Kelz Sperling, Tenderfeet and Lady Fingers: A Vis-
ceral Approack to Words and Their Origins. New York: The
Viking Press. 1981.

EXTENDING THE ACTIVITY

Find situations in history where names and labels have
played a significant role. For example, during slavery
slaves’ last names were ignored. and children of slaves
were often given the last name of their owner. Read
Mildred Taylor’s The Friendship out loud and discuss how
using a person’s first name was a measure of status.

Discuss the arrival of immigrants in our country. Of-
ten people whose names were difficult for immigration
officers to pronounce or spell had them changed without
their permission. This was sometimes justified as an at-
tempt to “Americanize” new arrivals.

"ALSO KNOWN AS” ACTIVITY

It 1s entirely legal to use more than one name unless you
are attempting to defraud in some way. If more than one
name is used. the letters A.K.A. (for “also known as”) fol-
low the first name.

Students find this a satisfying and exciting challenge.
They can interview parents and relatives about the mean-
ing of their names and find out how their particular name
was chosen.

In this activity students have a chance to create new
names for themselves and each other.

Reprinted with permission from the American Bar Association, from
Update on Lase-Related Education, Spring 1988. Copyright 1988 by the

American Bar Association.

honey dumbo strong short leatherneck
sweetheart smart nasty four-eyes hippie
handsome clever nerd foreigner rubbernecker
ugly honest awesome highbrow redneck
fatso mean purple tenderfoot skinflint
skinny cruel tall lazybones
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PROCEDURE

Explain to the class that many Native American names
were symbolic. They may have told of some behavior, event
or accomplishment by the person, or the names might have
been related to nature, the climate or the seasons.

First, brainstorm and list words on the chalkboard that
come to mind when you think about seasons, animals, and
behavior. The class may be divided into small groups for
this activity, or it can be done as a whole class activity.
Each person in the group or in the class creates a name
for every other person. The only rules are that the name
must be a positive one and that it must somehow relate to
the individual.

The teacher should participate fully in this activity.
receiving and giving names. Names are written on slips of
paper and may be handed to the person or placed in anony-
mous envelopes tacked to a bulletin board. The activity
can be done in one class period or it can last as long as a
week. Every day students will look forward to seeing what
new names appear in their envelopes. At the end of the
activity each student chooses the name by which he or
she wishes to be called.

MOUNTAINS FROM MOLEHILLS ACTIVITY

We sometimes make victims of ourselves by the way we
perceive others’ actions. We make “mountains out of mole-
hills,” claiming someone has caused us great harm when
the incident was really a minor one. Everyone experiences
times when he or she feels cheated or victimized by oth-
ers. but clearly some experiences are worse than others.
This activity will help you classify items according to
whether or not they are examples of being a victim or be-
ing mistreated but not necessarily victimized.

PROCEDURE
Reproduce the following examples on cards and distribute
them to the class. Place two labels on the chalkboard:
MOUNTAIN and MOLEHILL. Have each student read
the incident out loud and then discuss with the class whether
it is a mountain. an act that victimizes someone. or a mole-
hill, a minor accident or small act of mistreatment.
LIST:
Il A Poke in the Eye with a Sharp Stick
M Pulling Someone’s Chair out When They Are About
to Sit Down
Il Borrowing Someone’s Pen or Pencil
Il Taking Someone’s Lunch
I Taking the Dessert from Someone’s Lunch
B Putting Your Foot in the Aisle So That Someone Will
Trip
I Holding Your Thumb on the Water Fountain and
Squirting the Next Person Who Tries to Get a Drink
B Copying Someone’s Answers on a Test
Add others that have happened in your class or ones
that the students suggest.
Use the following questions to focus the discussion:

1. What are the potential consequences of the act? What

damage could result? How serious an injury could re-
sult from this act? Is the damage something that can
not be repaired?
2. Do the consequences of the act determine its severity?
3. What was the intent of the act? Does the motive make
a difference? Was the act an accidental one?

TATTLING OR RESPONSIBLE REPORTING ACTIVITY
Too often children do not report when they are being tor-
mented. victimized or abused because they fear reprisals
or have been admonished about tattling. This activity en-
courages discussion of when it is appropriate to inform
an adult about something and when it is not.

PROCEDURE

Write the following categories on the chalkboard: TAT-
TLING and RESPONSIBLE REPORTING. Discuss the
meaning of these terms. With younger children it might be
helpful to use the book The Berenstain Bears Learn About Strang-
ers, which gives concrete examples. For older children use
the novel Chernowitz, in which a boy is being tormented by a
bully but doesn’t want to tell his parents or teachers.

Go back through the list of actions from Mountains
and Molehills. and identify those incidents which should
be reported to an adult, discussing who would be the most
logical person to tell —parent,. teacher, police officer or
other persons.

CHILDREN'S LITERATURE: CHILDREN AS VICTIMS
Stories are excellent vehicles for opening discussion about
victims and abuse. Too often the abused child feels guilty
and somehow responsible, which prevents communica-
tion and increases a sense of alienation. Stories about chil-
dren with similar experiences, even if they do not give the
child the courage to talk about his or her experience, do
reduce the feelings of isolation. The use of books to help
children confront and solve their personal problems has
become an accepted and useful teaching method.

This list is only a sampling of what is available for and
intermediate grade students. Many of the books can be
read independently or they can be read aloud in conjunc-
tion with the activities.

The following levels are suggested but should not be viewed
restrictive since many books are appropriate for all ages:

P = primary grades: 1, 2, and 3
I = intermediate grades: 4, 5, and 6
YA = young adult grades: 7, 8, and 9
TEASING

Caple, Kathy. The Biggest Nose. Boston: Houghton Mifflin,
1985. P. An elephant child named Eleanor is teased by
classmates who claim she has the biggest nose in the
whole school. They keep threatening to measure it un-
til Eleanor figures out a way to give them a poignant
lesson why we shouldn't criticize others.

Berenstain, Stan and Jan. The Berenstain Bears Learn

About Strangers. New York: Random House, 1985.
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P. The popular Berenstain Bears deal with two very
important issues for the younger child: knowing
when to be cautious with strangers and knowing the
difference between tattling and responsible inform-
ing. Warned by her parents to beware of strangers,
at first Sister Bear sees everyone and everything as
scary, even the frogs and butterflies. until she learns
how to decide whether a person is a stranger. Sister
Bear is accused of tattling by Brother Bear until their
mother explains that tattling is “telling just to be
mean” but that reporting something to an adult is
not always tattling.

Irma. Joyce. Never Talk to Strangers: A Book About Personal
Safety. New York: Western Publishing Company, 1967.
P. This light-hearted rhyming book reinforces the rule
about strangers in a way that doesn't frighten yet helps
children to identify potential danger.

LEARNING TO SAY NO

Cosgrove, Stephen. Squeakers. Los Angeles, CA: Price Stern
Sloan. Inc., 1987. P. Squeakers, a young squirrel, is vic-
timized by an elder mole who takes fur from her silver
tail. Squeakers is afraid to refuse this adult until her
parents teach her that all she has to do is say “no.”

Wachter, Oralee. No More Secrets for Me. Boston: Little, Brown
and Company. 1983.1 First published in 1983, This book
has had many reprintings because it has served a real
need for parents and teachers. Four different stories il-
lustrate that there are times when a child should say no
to an adult. Each story involves an adult that is known to
the child, not a stranger. This familiar relationship makes
it much harder for the child to say “no.”

THE CHILD AND SEXUAL ABUSE

Howard, Ellen. Gillyflower. New York: Atheneum, 1986. I
and YA. The “bad thing” that affects Gillian’s life at
home 1s incest. Typical of sexual abuse victims, Gilly
feels ashamed and guilty until she learns from a friend
that some secrets are not for keeping.

Irmin. Hadley. Abby, My Love. New York: McElderry/Ath-
eneum, 1985. YA. Written in journal style, this first
person account of sexual abuse is told by a fourteen-
year-old girl.

PHYSICAL ABUSE

Byars, Betsy. Cracker Jackson. New York: Viking. 1985. 1
and YA. Cracker wants to save his “second mother,”
his babysitter, and her children from an abusing hus-
band. The story brings out the vicious cycle of abuse
and how victims can permit themselves to be abused.

Roberts, Willo Davis. Dont Hurt Laurie. New York: Ath-
eneum, 1977. I. Reprinted often since published, this
1s the story of a young girl physically abused by her
mother. Laurie is afraid to tell because she doesn't think
people will believe that her endless injuries were not
accidents but the result of attacks by her mother.

Peet, Bill. Big Bad Bruce. Boston: Houghton Mifflin, 1977.
P. Bruce, a great big bully of a bear. torments the par-
tridges and rabbits who are smaller than him until a
crafty witch magically shrinks his size. Little Bruce
then becomes the victim. Bruce seems to change until
on the final page he starts tormenting bugs and insects
that are still smaller than him. The story raises ques-
tions about the validity of forcing the bully into the
victim’s shoes. The role switch story is excellent for
reading aloud and generates good discussion on how
to handle a bully.

Arrick, Fran. Chernowitz. New York: Bradbury, 1981. I
and YA. Bobby Cherno is tormented by an anti-Semitic
bully in his class. Bobby has to wrestle with the prob-
lems of telling his parents, protecting himself, and his
own desire for revenge. The theme of revenge as an
unsatisfying and ineffective response to a bully is simi-
lar to the one in Big Bad Bruce.

Sleator, William. Among the Dolls. New York: E.P. Dutton.
1975. 1. A young girl who abuses the dolls in her
dollhouse is “drawn into” the dolls’ lives and is treated
with the same cruelty she formerly imposed on the
dolls. She learns that the “rough and violent things she
had made them do had become their personalities.” The
author is a master at evoking a sense of horror and
entrapment, and in this story the main character learns
a better way to be from her experience.

NEGLECT AS ABUSE

Byars, Betsy. The Pinballs. New York: Harper, 1977. 1.
Four children who are victims of different kinds of
abuse meet at a foster home. Strangely, but realisti-
cally, they would all rather be back in their own homes
no matter how bad it was. Bounced around they feel
like “pinballs” until they learn to become a family.

Voigt, Cynthia. Homecoming. New York: Random House,
1981 YA. A mother abandons four children in a shop-
ping center. They survive by ducking authorities, sleep-
ing in cemeteries and doing anything they have to to
stay together as a family. The story of the Tillerman
family continues in Diceys Song, winner of the 1983

Newberry Medal.

Arlene F. Gallagher is an Adjunct Faculty member at the Boston Uni-
versity School of Education, Boston, Massachusetts. [1988 note)
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PART 5

O INDIVIDUALS, GROUPS, AND INSTITUTIONS

Institutions are created to help carry out
the social values and goals of the community. As people
mature, their needs change, as do the groups and institu-
tions they encounter. Institutions such as schools,
churches, families, courts, and other governmental agen-
cies therefore play an integral role in our lives. Students
need to learn how institutions are formed, maintained, and
changed, as well as how institutions control and influence
the lives of people. The impact and role of an individual
within groups and institutions are studied through ques-
tions such as the following: How am 1 influenced by insti-
tutions? What are the roles of groups and institutions in
our society? Can I help or change institutions to better
serve people? Why do the goals or actions of groups and
institutions frequently conflict with one another? Because
of its link to practical application and public policies, as-
pects of this theme are present in other curriculum strands
focusing on history, government, sociology, psychology,
anthropology, and culture.

The school provides students with a long and intimate
involvement with one institution. Therefore, the school
plays an important role in teaching about democratic gov-
ernance. Becoming an active, effective member of the
school community is good training for adulthood. Help-
ing children function as part of the class and school in
positive ways is the focus of four of the articles in this
chapter. Schools reflect the cultures of the populations they
serve and the society in which they live. Violence has had
an impact on schools, and teaching children to deal with
violence has become a major concern for many schools.
Derman-Sparks provides a research base that indicates
the need to begin empowering children at a young age so

that they can live in a caring world. She describes what
educators personally need to learn and do to accomplish
this goal through teacher education and staff development
programs. Nakagawa and Pang tell of the need to teach
cooperative pluralism in American schools and provide
two sample lessons that teach key concepts of interde-
pendence, cooperation, and group identity. Levin discusses
the impact of violence in society on young children and
presents dialogues between children and teachers that il-
lustrate ways of dealing with the problems of societal vio-
lence and its consequences. Stomfay-Stitz describes how
teaching conflict resolution and peer mediation helps
schools to reduce conflicts between students and identi-
fies several school, state, and national conflict resolution
programs being used today.

Schools also cooperate with and teach about other in-
stitutions. Procter and Haas provide a rationale for the
social studies program to involve children systematically
at all ages while serving the community individually or
through societal institutions. Braun and Sabin describe
how celebrating a school’s heritage helps to create a sense
of community and respect as students learn about the past.
The article from Zeaching Tolerance looks at the rights of
children and identifies resources for teaching about hu-
man rights. Greenawald provides activities for teaching
the concept of justice, which is an important component
in our legal system. In encountering this standard, chil-
dren who are learning to be active citizens of a democ-
racy learn how the society in which they live influences
the lives of citizens and how they can both obtain services
and serve the society.

103

109



Empowering Children to Create a Caring Culture

in a World of Differences

Lovise Derman-Sparks

The following poem by Bill Martin, Jr.
(1987) captures the essence of what I think it means to empower
children to create a caring culture in a world of differences.
1 like me, 1no doubt about it,
1 litke e, can’t live without it,
1 like me, letly shout about i,
L am Freedomls Chilo.
You like you, no doubt about it,
You like you, can't live without i,
You like you, letls shout about tt,
You are Freedom'sy Chilo.
We need all the different kinds of people we can find,
1o make freedom s dream come true,
So av 1 learn to like the differences in me,
[ learn to like the differences in you.
1 like you, no doubt about (¢,
You like me, can’t live without i,
Wz are free, letls shout about i,
Hooray for Freedom s Child!
Reprinted by permission of
SRA/Macmillan/McGraw-Hill School Publishing Co.

Racism, sexism, classism, heterosexism and ableism are
still deeply entrenched and pervasive in society, making it
very difficult for millions of children to be “Freedom’s
Child.” What must we do as educators to ensure that all

children can develop to their fullest potential —can truly
become “Freedom’s Child”?

CHILDREN'S DEVELOPMENT OF IDENTITY AND ATTITUDES

Take a moment to listen to the voices of children. Mem-

bers of the Anti-Bias Curriculum Task Force developed

the anti-bias approach after a year spent collecting and
analyzing children’s thinking and trying out activities.

They collected the following anecdotes:

M Steven is busy being a whale on the climbing structure
in the 2-year-old’s yard. Susie tries to join him. “Girls
can'’t do that!” he shouts.

Il Robby, 3 years old, refuses to hold the hand of a dark-
skinned classmate. At home, he insists, after bathing,
that his black hair is now “white because it is clean.”

M “Youaren't really an Indian,” 4-year-old Rebecca tells one
of her child care teachers. “Where are your feathers?”

Reprinted with permission from Louise Derman-Sparks and the Asso-
ciation for Childhood Education International, from Childbood Fducation,
Winter 1993/94, Volume 70. Copyright 1993 by the Association for Child-
hood Education International, 11501 Georgia Avenue, Suite 315,
Wheaton, Maryland.
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B “Malcolm can't play with us. He's a baby,” Linda tells
their teacher. Malcolm, another 4-year-old, uses a
wheelchair.

Those voices reflect the impact of societal bias on chil-
dren. Now, listen to voices of children in programs that
practice anti-bias curriculum:

Il Maria, 4 years old, sees a stereotypical “Indian war-
rior” figure in the toy store. “That toy hurts Indian
people’s feelings,” she tells her grandmother.

Il Rebecca’s kindergarten teacher asks the children to
draw a picture of what they would like to be when
they grow up. Rebecca draws herself as a surgeon —in
a pink ball gown and tiara.

Il After hearing the story of Rosa Parks and the Mont-
gomery bus boycott, 5-year-old Tiffany, whose skin is
light brown, ponders whether she would have had to
sit in the back of the bus. Finally, she firmly asserts,
“I'm Black and, anyway, all this is stupid. I would just
get off and tell them to keep their old bus.”

@ In the school playground, 5-year-old Casey and an-
other white friend, Tommy, are playing. Casey calls
two other boys to join them. “You can't play with them.
They're Chinese eyes,” Tommy says to him. Casey re-
plies, “That’s not right. All kinds of kids play together.
I know. My teacher tells me civil rights stories.”
Children do not come to preschool, child care centers

or elementary school as “blank slates” on the topic of di-

versity. Facing and understanding what underlies their

thoughts and feelings are key to empowering children to
resist bias. The following is a brief summary of research
about how children develop racial identity and attitudes:

Il As early as 6 months, infants notice skin color differ-
ences. (Katz, 1993)

Il By 2 years of age, children not only notice, they also
ask questions about differences and similarities among
people. They soon begin forming their own hypoth-
eses to explain the diversity they are seeing and hear-
ing. When my daughter was 3, she commented one
day, “1 am thinking about skin color. How do we get
it?” 1 launched into an explanation about melanin,
which was clearly above her level of understanding.
Finally, 1 asked her, “How do you think we get skin
color?” “Magic markers!” she replied. (Derman-
Sparks, Tanaka Higa & Sparks, 1980)

At my family's 1991 Passover Seder (the Seder honors
the ancient Jewish Exodus from slavery in Egypt), my
niece announced, “I'm half Jewish.” “Uh huh,” I replied
(one parent is Jewish). She continued, “The Jewish people
went through the water and théy didn't get wet. They got
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to the other side. The people who weren't Jewish got
drowned.”

“That is what the Passover story tells us, that the Egyptian
soldiers drowned,” I affirmed, but her expression remained
quizzical. So, | decided to ask her, “What do you think hap-
pened to the people who were half Jewish?”

“They got to the other side, too,” she replied, paused
and then concluded, “but they got a little bit wet.” After-
ward, a cousin wondered, “How did you ever think of
that question?” (The Passover story does not mention
people being “half Jewish”).

I don’t know if my question was “right” in any absolute
sense, but trying to follow my niece’s line of thinking, I
sensed that the issue was important to her. She seemed
emotionally satisfied with her solution. Moreover, it was a
cognitively clever one —she got to the other side safely AND
she acknowledged her identity as she understood it.

B How we answer children’s questions and respond to
their ideas is crucial to their level of comfort when
learning about diversity. Statements such as, “It’s not

”

polite to ask,” “I'll tell you later” or “It doesn't matter,”
do not help children form positive ideas about them-
selves or pro-diversity dispositions toward others.
(Derman-Sparks & ABC Task Force, 1989)

@ Between 2% to 3% years of age, children also become
aware of and begin to absorb socially prevailing nega-
tive stereotypes, feelings and ideas about people, in-
cluding themselves. All children are exposed to these
attitudes in one form or another, usually through a com-
bination of sources (parents, extended family, neigh-
bors, teachers, friends, TV, children’s books, movies).
(Derman-Sparks & ABC Task Force, 1989)

@ Throughout the early childhood period, children con-
tinue to construct and elaborate on their ideas about
their own and others’ identities and their feelings about
human differences. In the primary years, children’s de-
velopment goes beyond the individual to include a
group identity. Some researchers believe that after age
9, racial attitudes tend to stay constant unless the child
experiences a life-changing event. (Aboud, 1988)
The research literature also points to the great dam-

age racism, sexism and classism have on all children’s de-

velopment. Young children are harmed by a psychologi-
cally toxic environment. How they are harmed depends
on how they are affected by the various “isms”—whether
they receive messages of superiority or inferiority. (Clark,

1955; Dennis, 1981)

For children of color, the wounds can be overt. Often,
however, they are quite subtle. Chester Pierce calls these
subtle forms of racism “micro-contaminants” (Pierce,
1980). Kenyon Chan notes that these micro-contaminants
“are carried by children like grains of sand, added one by
one, eventually weighing children down beyond their ca-
pacity to carry the sand and to grow emotionally and in-
tellectually to their fullest” (Chan, 1993).

Racism attacks young children’s growing sense of
group, as well as individual, identity. Thus, the children

are even less able to resist racism’s harm. Chan cites an

example: A Chinese American girl enrolled in a suburban

kindergarten in Los Angeles. Her European American
teacher claimed that her name was too difficult to pro-
nounce and promptly renamed her “Mary,” calling it an

“American” name. This young child is forced to wonder

what is wrong with her name and what is wrong with her

parents for giving her such a “bad” name. And her doubts
originated with the very person who is responsible for
supporting and cultivating her development.

Moreover, as Lily Wong-Fillmore’s research docu-
ments, young children who come from homes where a lan-
guage other than English is spoken pay a terrible price if
they experience a too-early loss of continued development
in their home language. The price includes the gradual
impoverishment of communication between the child and
parents (and other family members) and the potentially
serious weakening of the “family’s continued role in the
socialization of its children” (Wong-Fillmore, 1991).

White, English-speaking children also experience psy-
chological damage. Although this issue has been less stud-
ied, the research we do have suggests some disturbing
problems:

I8 First, racism teaches white children moral double stan-
dards for treating people of racial/ethnic groups other
than their own. This leads to the possibility of general
ethical erosion (Clark, 1955) and to a form of hypoc-
risy that results in primary school-age children saying
words that sound like acceptance of diversity, while
acting in ways that demonstrate the opposite (Miel,
1976).

I Second, children may be constructing identity on a false
sense of superiority based on skin color. White
children’s self-esteem will be rather vulnerable if/when
they come to realize that skin color does not determine
a person’s value.

I Third, racism results in white children developing fears
about people different from themselves They do not
gain the life skills they need for effectively interacting
with the increasing range of human diversity in soci-
ety and the world.

Racial stereotyping is not the only danger. Children’s
absorption of gender stereotypes limits their development.
As young as 3 and 4, children begin to self-limit their
choices of learning experiences because of the gender
norms they are already absorbing. One of the negative
consequences of this process is a pattern of uneven cogni-
tive development, or “practice deficits,” related to the types
of activities boys and girls choose (Serbin, 1980 p.. 60).
Girls tend to function below potential in math and boys in
expression of their feelings.

Furthermore, research on children's development of
ideas and feelings about disabilities indicates that by 2 and
3, they notice, are curious about and sometimes fear people
with a disability and their equipment (Froschl, Colon,
Rubin & Sprung, 1984; Sapon-Shevin, 1983). Children’s

fears appear to come from developmental misconceptions
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that they might “catch” the disability, as well as from adults’
indirect and direct communication of discomfort. More-
over, the impact of stereotypes and biases about people
with disabilities affects primary age children’s treatment
of any child who does not fit the physical “norms” of at-
tractiveness, weight and height.

Research also suggests that young children who learn
about people with disabilities through a variety of con-
crete activities are much more likely to see the whole per-
son, rather than just focusing on the person’s disability.

WHAT EMPOWERING CHILDREN TO CREATE A

CARING CULTURE REQUIRES OF US

Clarity About Goals. The following goals are for all chil-

dren. The specific issues and tasks necessary for working

toward these goals will vary for children, depending on
their backgrounds, ages and life experiences.

W Nurture each child’s construction of a knowledgeable, confident
self-concept and group identity. To achieve this goal, we must
create education conditions in which all children are able
to like who they are without needing to feel superior to
anyone else. Children must also be able to develop
biculturally where that is appropriate.

W Promote each childs comfortable, empathic interaction with
peaple from diverse backgrounds. This goal requires edu-
cators to guide children’s development of the cogni-
tive awareness, emotional disposition and behavioral
skills needed to respectfully and effectively learn about
differences, comfortably negotiate and adapt to differ-
ences, and cognitively understand and emotionally ac-
cept the common humanity that all people share.

W Fouster each childls critical thinking about bias. Children need
to develop the cognitive skills to identify “unfair” and
“untrue” images (stereotypes), comments (teasing,
name-calling) and behaviors (discrimination) directed
at one’s own or others’ identities. They also need the
emotional empathy to know that bias hurts.

W Cultivate each child’s ability to stand up for her/bimoelf and for
others in the face of bias. This “activism” goal requires edu-
cators to help every child learn and practice a variety of
ways to act: a) when another child acts in a biased man-
ner toward her/him, b) when a child acts in a biased
manner toward another child, ¢) when an adult acts in a
biased manner. Goal 4 builds on goal 3 as critical think-
ing and empathy are necessary components of acting
for oneself or others in the face of bias.

These four goals interact with and build on each other.
We cannot accomplish any one goal without the other
three. Their combined intent is to empower children to resist the
negative impact of racism and other “ams” on their development
and to grow into adults who will want and be able to work with
others to eliminate all formy of oppression. In other words, the
underlying intent is not to end racism (and other “isms”)
in one generation by changing children’s attitudes and
behaviors, but rather to promote critical thinkers and ac-
tivists who can work for social change and participate in
creating a caring culture in a world of differences.

Preparing ourselves. Effective anti-bias education re-
quires every teacher to look inward and commit to a life-
long journey of understanding her/his own cultural be-
liefs, while changing the prejudices and behaviors that
interfere with the nurturing of all children. Teachers need
to know:

Il how to see their own culture in relationship to society’s
history and current power realities

Il how to effectively adapt their teaching style and cur-
riculum content to their children’s needs

M how to engage in cultural conflict resolution with
people from cultural backgrounds other than their own

I how to be critical thinkers about bias in their practice

Il how to be activists —engaging people in dialogue about
bias, intervening, working with others to create change.

Achieving these goals takes commitment and time, and
is a developmental process for adults as well as for chil-
dren. One must be emotionally as well as cognitively in-
volved and ready to face periods of disequilibrium and
then reconstruction and transformation.

IMPLEMENTATION PRINCIPLES AND STRATEGIES

To create a caring culture in which children can be em-

powered, teachers must be “reflective practitioners” who

can think critically about their own teaching practice and
adapt curriculum goals and general strategies to the needs
of their children.

Critical thinking. Be aware of “tourist multicultural cur-
riculum” and find ways to eliminate tourism from your
program. Tourist multicultural curriculum is the most com-
monly practiced approach in early childhood education
and elementary school today. The majority of commercial
curriculum materials currently available on the market and
many published curriculum guides reflect a tourist ver-
sion of multicultural education. Unfortunately, tourist
multicultural curriculum is a simplistic, inadequate ver-
sion of multicultural education.

In a classroom practicing a tourist approach, the daily
“regular” curriculum reflects mainstream European
American perspectives, rules of behavior, images, learn-
ing and teaching styles. Activities about “other” cultures
often exhibit the following problems:

I Disconnection: Activities are added on to the curricu-
lum as special times, rather than integrated into all as-
pects of the daily environment and curriculum.

W Patronization: “Other” cultures are treated as “quaint”
or “exotic.” This form of tourism does not teach chil-
dren to appreciate what all humans share in common.

W Zrivialization: Cultural activities that are disconnected
from the daily life of the people trivialize the culture.
A typical example is multicultural curriculum that fo-
cuses on holidays —days that are different from “nor-
mal” days. Children do not learn about how people
live their lives, how they work, who does what in the
family —all of which is the essence of a culture. Other
forms of trivialization include: turning cultural prac-
tices that have deep, ritual meaning into “arts and
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crafts” or dance activities, or asking parents to cook

special foods without any further lessons about the

parents’ cultures.

I Misrepresentation: Too few images of a group oversim-
plifies the variety within the group. Use of images and
activities based on traditional, past practices of an eth-
nic group rather than images of contemporary life con-
fuse children. Misusing activities and images that re-
flect the culture-of-origin of a group to teach about ¢be
life of cultures in the U.S. conveys misconceptions about
people with whom children have little or no face-to-
face experience.

In sum, tourist multicultural curriculum does not give
children the tools they need to comfortably, empathetically
and fairly interact with diversity. Instead, it teaches sim-
plistic generalizations about other people that lead to ste-
reotyping, rather than to understanding of differences.
Moreover, tourist curriculum, because it focuses on the
unusual and special times of a culture and neglects how
people live their daily lives, does not foster children’s un-
derstanding and empathy for our common humanity.
Moving beyond tourist multicultural curriculum is key to
our profession’s more effective nurturing of diversity.

Incorporate multicultural and anti-bias activities into daily
curriculum planning. Diversity and anti-bias topics are in-
tegral to the entire curriculum at any education level. One
practical brainstorming technique for identifying the nu-
merous topic possibilities is “webbing.”

Step one is determining the center of the “web.” This
can be: 1) an issue raised by the children (e.g., a person
who is visually impaired cannot work); 2) any number of
traditional preschool “units” (e.g., my body, families,
work); 3) High/ Scope’s (Weikart, 1975) “key experiences”
(e.g., classification or seriation); 4) any of the traditional
content areas of the primary curriculum (science, math,
language arts, physical and health curriculum).

Step twoinvolves brainstorming the many possible anti-
bias, multicultural issues that stem from the subject at the
web’s center. Step three involves identifying specific con-
tent for a particular classroom based on contextual/devel-
opmental analysis. Step four involves listing possible ac-
tivities that are developmentally and culturally appropriate
for your particular class.

CULTURAL APPROPRIATENESS:
ADULT/CHILD INTERACTIONS
Effective teaching about diversity, as in all other areas, w
a continuous interaction between adults and children. On the one
hand, teachers are responsible for brainstorming, plan-
ning and initiating diversity topics, based on their analy-
ses of children’s needs and life experiences. On the other
hand, careful attention to children’s thinking and behav-
jor, and to “teachable moments,” leads educators to modify
initial plans.

Find wayu to engage children in critical thinking and the plan-
ning and carrying out of “activism” activities appropriate to their
developmental levels, cultural backgrounds and interests.

Critical thinking and activism activities should rise out of
real life situations that are of interest to children. The
purpose of such activities is to provide opportunities for
children, 4 years old and up, to build their empathy, skills
and confidence and to encourage their sense of responsi-
bility for both themselves and for others. Consequently,
activities should reflect their ideas and issues, not the
teacher’s. The following two examples are appropriate
activism activities.

In the first situation, the children’s school did not have
a “handicapped” parking space in their parking lot. After
a parent was unable to attend open school night because
of this lack, the teacher told the class of 4- and 5-year-
olds what had happened and why. They then visited other
places in their neighborhood that had “handicapped” park-
ing and decided to make one in their school lot. After they
did so, they then noticed that teachers were inappropri-
ately parking in the “handicapped” spot (their classroom
overlooked the parking lot), so they decided to make tick-
ets. The children dictated their messages, which their
teacher faithfully took down, and drew pictures to accom-
pany their words. They then ticketed those cars that did
not have “handicapped parking” plaques in their windows.

In the second example, a class of 1st- through 3rd-grad-
ers visited a homeless shelter and talked to the director to
find out what people needed. They started a toy and blan-
ket collection drive, which they promoted using posters
and flyers. They visited several classrooms to talk about
what they were doing. They also wrote to the Mayor and
the City Council to say that homeless people needed more
houses and jobs.

PARENTS AND FAMILY INVOLVEMENT

Find waye to involve parents and other adult family members in
all aspects of anti-bias education. Education and collabora-
tion with parents is ewential. Educators have to be cre-
ative and ingenious to make this happen. Parents can help
plan, implement and evaluate environmental adaptations
and curricular activities. They can serve on advisory/plan-
ning committees with staff, provide information about their
lifestyles and beliefs, participate in classroom activities and
serve as community liaisons. Teachers can send home regu-
lar short newsletters to share ongoing plans and classroom
activities, and elicit parent advice and resources. Parent
meetings on child-rearing and education issues should also
incorporate relevant diversity topics.

When a family member disagrees with an aspect of the
curriculum, it is essential that the teachers listen carefully
and sensitively to the issues underlying the disagreement.
Objections may include: 1) family’s belief that learning
about differences will “make the children prejudiced”
(“colorblind” view), 2) parent’s belief that teaching about
stereotyping and such values belongs in the home, not at
school, 3) family members’ strong prejudices against spe-
cific groups.

Staff need to find out all they can about the cultural and
other issues that influence the family’s concerns, and then
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work with family members to find ways to meet their needs
while also maintaining the goals of anti-bias education. The
techniques for working with parents on anti-bias issues are
generally the same as those used for other child develop-
ment and education topics. The difference, however, lies in
the teachers’ level of comfort about addressing such topics
with other adults.

TEACHER EDUCATION AND

PROFESSIONAL DEVELOPMENT

Teacher training must incorporate liberating pedagogical

techniques that:

Il engage students on cognitive, emotional and behav-
ioral levels

Il use storytelling to enable students to both name and
identify the ways that various identity contexts and
bias have affected their lives

Il use experiential activities that engage learners in dis-
covering the dynamics of cultural differences and the
various “isms”

Il provide new information and analysis that give deeper
meaning to what is learned through storytelling and
experiential activities

Il create a balance between supporting and challenging
students in an environment of safety, not necessarily
comfort.

The most useful way to work on our own development is
to join with others (staff, or staff and parents) in support
groups that meet regularly over a long period of time. By
collaborating, sharing resources and providing encourage-
ment, we can work on our self-awareness issues, build and
improve our practices, strengthen our courage and determi-
nation and maintain the joy and excitement of education.

In sum, children of the 21st century will not be able to
function if they are psychologically bound by outdated
and narrow assumptions about their neighbors. To thrive,
even to survive, in this more complicated world, children
need to learn how to function in many different cultural
contexts, to recognize and respect different histories and
perspectives, and to know how to work together to create
a more just world that can take care of all its people, its
living creatures, its land.

Let’s remember the African American novelist Alice
Walker’s call to “Keep in mind always the present you are
constructing. It should be the future you want” (Walker,

1989, p. 238).
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Cooperative Pluralism: Moving from “Me” to “We”

Mako Nakagawa
Valerie Ooka Pang

As a democratic society it is less important
for our students to learn to appreciate ethnic foods than it
is for students to understand equal rights. Yet, much of
what we have taught under the label of “multicultural edu-
cation” has fallen into the trap of “Tacos on Tuesdays.”
That is the pitfall of teaching about cultures and about
cultural differences without teaching an understanding of
how cultural gender, class, religious, ethnic racial handi-
capped and age differences contribute to the unified whole
of our democratic nation.

COOPERATIVE PLURALISM AS AN EDUCATIONAL

PHILOSOPHY

As a nation of interdependent individuals and groups

whose survival demands a cooperative effort, Coopera-

tive Pluralism is an educational philosophy that comple-
ments and strengthens traditional multicultural educa-
tional approaches while blending them with cooperative
learning and democratic education. Three beliefs guide

Cooperative Pluralism:

1. The powerful recognition of the interdependence of all
people.

2. The importance of cross-cultural relationships and com-
munications between individuals and groups that en-
hance and complement effective cooperation' rather
than the studies of the manifestations of the culture of
specific ethnic groups.

3. The significance of teaching active participation skills
which are crucial to the development of responsible
citizens in a functional democracy.?

Cooperative Pluralism promotes student skill building
in working with others and acceptance of social responsi-
bility nurturing equitable relationships that are the essen-
tial foundations of a democracy

Cooperative Pluralism also focuses on interdependence
at the personal community national and international lev-
els. Helping students understand how all of us are inter-
dependent can guide our young people in exploring fresh
and creative avenues in building solid bridges of trust
between people. Students should understand how the
welfare of the individual is integrally linked with the wel-
fare of the collective.

Reprinted from Social Studies and the Young Learner, March/April 1990,
Volume 2, Number 4. Copyright 1990 by National Council for the So-

cial Studies.
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COOQOPERATIVE PLURALISM AS

AN EDUCATIONAL PROGRAM

The focus of most multicultural education programs has
been the discussion primarily of ethnicity, and an “ethnic
studies” approach to teaching about ethnic and cultural dif-
ferences. This can emphasize a “they” orientation rather
than “we” perspective. The approach often involves the
study of the four major categories of collective minorities
in the United States: African Americans, Asian Americans,
Chicano/Latino Americans, and Native Americans. While
this approach is a big advance over the carlier tokenism or
total neglect it has often consisted of over-simplified pre-
sentations of outward manifestations that serve to extend
rather than to reduce stereotypes. In addition. there has
been little attention placed upon the issues of gender, class,
or handicappism. Studying groups in isolation from each
other has the potential of misleading young students into
thinking of cultural groups as wholly separate from each
other, self-contained, and unchanging. This orientation fails
to address the dynamic relations between cultural groups
while disregarding the complexity of and diversity within
minority and majority cultures. A student may be Hispanic,
middle-class, and male. This youngster is a member of sev-
eral cultural groups and these various memberships impact
on the way he behaves and what he values.

Cooperative Pluralism directs students and teachers
to focus upon the interaction between the various elements
to build bridges of positive communications. This stresses
looking at an issue from a holistic perspective while ex-
amining aspects of cross-cultural group commonalities and
focusing upon interrelational skills.

One example of this approach is in teaching the con-
cept of justice. The phenomena of shifting the attention from
the source of the problem and placing the justification of a
misdeed onto the victim represents “blaming the victim”
syndrome. There is a commonality of experiences among
various individuals from different groups, i.e., the common
experience of oppression. Native Americans are blamed for
standing in the way of progress because others covet their
land. African American parents are often told their chil-
dren fail in school because of poor quality parenting and
lack of academic commitment. Qualified Asian American
students are denied equal access into higher education be-
cause of ceiling quotas on admissions. Elder Americans are
told they are not suitable for various positions because they
are too old to think quickly and efficiently. Teenagers are
held responsible for lack of morality in America because
they are young and perceived as undisciplined. These are
examples of misconceptions from the present which can be
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utilized in teaching about justice. Martin Luther King, Jr.
Succinctly stated, “Injustice anywhere is a threat to justice
everywhere.” Students might be asked what issue they think
is most important and what could they do to impact the
understanding of others. It could be a letter to the editor, or
it could be in the form of a play given to another class.

When students have the opportunity to view issues
from a variety of group experiences, they can develop a
better understanding of the complexity of society and the
need for cooperative solutions. The focus is upon “unity
amidst diversity” and in this way the goals of harmony
coupled with the understanding of interdependency pro-
vide the foundation for preparing our students to keep
the issue of equal rights at the forefront.

DEVELOPING INSTRUCTIONAL ACTIVITIES
FOR ELEMENTARY STUDENTS

The following are a few examples of learning ob)ectives
which guide the curriculum for Cooperative Pluralism.
They are:

1. Culture consists of shared human experiences and yet
within a given collective group each person has his her
own unique profile of that culture.

2. We draw from many cultural groupings to form our
own unique patterns, like spiders developing highly
individual webs.

3. There is diversity within any group, including a cul-
tural group.

4. People in the world need one another and depend on
one another in many ways.

5. Individuals and groups can interact cooperatively for
the benefit of all.

6. People from diverse groups can learn how to commu-
nicate and work effectively with each other to their
mutual benefit.

7. Asmembers of a democracy, each citizen in the United
States has the responsibility to preserve and protect
the rights of liberty, equality, and justice for all.

EXAMPLE LESSONS

ORGANIZING CONCEPT-SELF IDENTITY:

INDIVIDUAL AND COLLECTIVE

LESSON 1. WHAT IS A GROUP?

Objectives:

B To develop and write an operational definition of a
“group.”

B To identify groups in the development of the aware-
ness that people belong to many groups.

Il To compare similarities and differences within as well
as between groups.

I To work cooperatively in groups.

Procedure:

Teacher: “Let’s define the term group in a people setting.”

Using verbal responses and dictionary definitions, the class

establishes a working definition. It may be “A group is

two or more people with something in common.” (A group

can be a unit with a shared purpose, but there are ethnic

groups which may not have the same goals but have com-
mon physical or cultural ties. Sometimes groups have in-
voluntary parameters.)

The teacher writes the consensus definition on the
board.

Teacher: “To what groups do you belong?”

The teacher encourages identification of groups beyond
gender, ethnicity, and student role, trying to elicit less fre-
quent groups. e.g., ping-pong players, chocolate ice cream
lovers, and those who can curl their tongues.

After the students have suggested many possibilities,
the teacher divides the class into teams of four to six stu-
dents representing diversity in gender and ethnicity.

Each team is to identify and list the maximum number
of groups to which at least one team member belongs. The
teacher encourages each member to contribute at least two
ideas.

The teacher pairs students and asks them to identify
two groups in which they hold memberships in common,
and two groups in which they belong that are different.
Then, students are asked to list commonalities and differ-
ences among the four groups.

LESSON 2. WE ARE ALL CONNECTED

Objectives:

W To define the terms interdependent and independent.

Il To speculate on how he/she is interconnected with oth-
ers they do not know.

Il To write a paragraph about being interconnected.

Procedure:

Teacher: “What does it mean to be interdependent?”
“What does it mean to be independent?”

The teacher lists on the board those things done inde-
pendently and interdependently.

Examples: Interdependent: Play Baseball, Follow Traf-
fic Rules

Independent: Brush Teeth, Eat Lunch

Teacher: “Many times we are interconnected though
we don't realize it. If a driver of a car does not stop at a
stop sign, that person could hit us if we were in the cross-
walk. We are interconnected. Though there are many
things that we do independently, many of our activities
are dependent upon cooperation. For the baseball team
to win, the team members must work together as a cohe-
sive group.

“Our actions often affect others. The world we live in
is an interconnected system Look in your social studies
book. Write a story describing how someone you see in
the text, but who you do not know, may be interconnected
with you. (For example, the farmer grows food which we
might be eating. The factory worker is making a car that
your parents buy and you depend on to get you to school.)

Teacher: “What does it mean to be interdependent?
Interconnected?”

Teacher: Is there something we can do as a school
which helps us show how we feel about participating in
our community?”
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Students may say: “Have a food drive every month
and not just during Thanksgiving.”

Write a class letter to the editor of the local newspaper

expressing their views about the homeless, threat of a
nuclear war, need for sidewalks, installation of a traffic
light at a dangerous intersection, or a similar vital issue.

SUMMARY

Cooperative Pluralism is a synthesis of multicultural edu-
cation, democratic education, and cooperative learning.
It affirms the importance of a responsible citizenry and
emphasizes the magnitude of interdependence of all
people.

NOTES

' David W. Johnson, Roger T. Johnson, Edythe Johnson
Holubec, and Patricia Roy (1984). Circles of Learning:
Cooperation in the Classroom. Alexandria, VA: Association
for Supervision and Curriculum Development.

2 Amy Gutmann. (1987). Democratic Education. Princeton,
NJ: Princeton University Press.

Mako Nakagawa is the Equity Specialist for the Washington
State Office of the Superintendent of Public Instruction. Valerie
Oocka Pang is an Assistant Professor at San Diego State Uni-
versity, San Diego, California. [1990 note]
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The United Nations Speaks Out on Human Rights

Eleanor Roosevelt convinced the United
Nations to adopt its first statement on human rights in
December of 1948. The Universal Declaration of Human
Rights has now been translated into the native languages
of all countries. It begins with the assertion that “all hu-
man beings are born free and equal in dignity and rights.
They are endowed with reason and conscience and should
act towards one another in a spirit of brotherhood.”

The Declaration of Human Rights, like all UN decla-
rations, is simply a statement of shared beliefs. It is not a
law. In the years since the declaration was adopted, the
UN has sought to establish international laws through its
conventions on the rights of women, children and minori-
ties around the world. These conventions become law only
in the countries that choose to ratify them.

The oldest and most widely ratified human rights con-
vention is the International Convention on the Elimina-
tion of All Forms of Racial Discrimination. By 1990, it
was accepted as international law by 128 nations. In that
document, the United Nations says discrimination is a
threat to world peace. It reminds us that racial discrimi-
nation harms not only those who are its victims but also
those who practice it.

Other human rights conventions include the Conven-
tion on the Elimination of Discrimination Against Women
and the Convention on the Rights of the Child. The United
States has signed these three major human rights conven-
tions to indicate our country’s agreement with their prin-
ciples, but the U.S. has not yet ratified, or accepted as
law, the provisions of these conventions.

CHILDREN'S RIGHTS HIGHLIGHTS

The United Nations Convention on the Rights of the Child

says, in part, that:

I All children have the right to life, to a name and a na-
tionality.

@ All children’s opinions shall be given careful consider-
ation, and their best interests shall be protected.

W All children shall be educated in a spirit of understand-
ing, peace and tolerance.

Il Disabled children shall have the right to special treat-
ment, education and care.

@ All children have a right to health care.

I All children shall be cared for, by their parents if at all
possible, by others if necessary.

Reprinted with permission from the Southern Poverty Law Center, from
Teaching Tolerance, Fall 1994. Adapted from Convention on the Rights of the
Child, a United Nations publication. Copyright 1994 by the Southern
Poverty Law Center.
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I Children shall be protected from forced labor, drug
trafficking, kidnapping and abuse.

Il Children exposed to war should receive special pro-
tection. No child under 15 shall go to war.

Il Children of minority populations shall freely enjoy their
own culture.

I All children have the right to rest and play and the right
to equal opportunities for cultural and artistic activi-
ties.

Adapted from Convention on the Rights of the Child,
a UN publication.

ACTIVITY

Il As a group, develop a list of rules for your school or
classroom that would help students follow the first prin-
ciple of the Universal Declaration of Human Rights,
which says: “All human beings are born free and equal
in dignify and rights. They are endowed with reason
and conscience and should act towards one another in
a spirit of [sisterhood and] brotherhood.”

Il Examine the rules set forth in one of the three major
human rights conventions mentioned above. (They can
be found in libraries or ordered from United Nations
Publications, 800-253-9646.) Investigate the reasons
why the United States has not ratified that UN human
rights convention. Do you agree with those reasons?
Hold a cross debate on these issues and take a vote to
determine whether your classmates would ratify the
convention. Write to your U.S. senators and represen-
tatives offering your opinions and suggestions.

Il Investigate violations of one of the UN human rights
conventions in your neighborhood, city or state. Pre-
pare areport to send to your governor, mayor and the
appropriate United Nations agency.

Il Outline the actions that young people con take in your
community to protect the rights of children as described

in the UN Convention on the Rights of the Child.

RESOURCES [1994 INFORMATION]
* Texts of the Universal Declaration of Human Rights
and the Convention on the Rights of the Child, as well as
a variety of posters, books and lesson plans, are available
from the UN.

UN Publications

2 United Nations Plaza

Room DC2-853

New York NY 10017

(800) 253-9646
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* Human Rights for Children ($10.95) helps children ages 3
to 12 develop an awareness of their own rights and the
rights of others. The Universal Declaration of Human
Rights ($20), a 20-minute video, portrays the 30 articles
of the Declaration in innovative animated form. Other
resources are available for all age levels.

Amnesty International

322 Eighth Ave.

New York, NY 10001

(212) 807-8400

@ In the Spirit of Peace ($7.95) was produced to help teen-
agers and adults think, write and take action on the key
issues outlined in the UN Convention on the Rights of
the Child. Further materials, including a newsletter on
children’s rights, are available.

Defense for Children International-USA

30 Irving Place, 9th Floor

New York, NY 10003

(212) 228-4773

@ Hate and Destruction is a free 5-minute music video by the
British group Soul II Soul for the United Nations High
Commissioner for Refugees. The video and teaching
guide are designed to help motivate students in grades
6 and up to understand and take action against xeno-
phobia and racism.

UNHCR

Public Information

1718 Connecticut Ave. NW, Suite 200
Washington, DC 20009

® A Childs Right: A Safe and Secure World, an eight-lesson
curriculum for grades 5-10, helps children understand key
UN concepts of world peace and human rights.

UNA-USA

485 Fifth Ave.

New York, NY 10017

(212) 697-3232
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a Peaceable Classroom
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Helping Young Children Feel Safe in Violent Times

Diane E. Levin

Imagine these scenarios:

Il A 5-year-old child is on an airplane. After running the
pre-flight airplane safety video, the flight attendant an-
nounces a special video feature “for our passengers’
viewing pleasure.” Suddenly, the child’s mother is hor-
rified to see a rebroadcast of a TV news program that
summarizes recent mass murders, complete with de-
tailed film footage of the victims. The mother is espe-
cially distraught because she has made every effort in
her home to protect her child from such graphic de-
pictions of violence.

M A 9-year-old begins having nightmares following a
“sleep-over” at a good friend’s house. When his par-
ents discuss the nightmares with him, they discover
that the boy watched his first “R-rated” violent sus-
pense movie with his friend and his friend’s father.

M A child care class is on a field trip. As the children are
about to cross a busy street, a police officer offers to
stop traffic so the children may cross safely. One child
runs screaming to the teacher. Later, the teacher finds
out that the police arrested the child’s father the previ-
ous weekend when the child was present.

Children growing up today are regularly confronted
by violence. Their sense of safety is repeatedly undermined
as they see —in the home, school, community and media—
that the world is a violent and dangerous place, and that
people regularly hurt each other and use fighting to solve
their problems. And parents and teachers are often pow-
erless to protect children from this violence (Carlsson-
Paige & Levin, 1990).

While the amount and severity of the violence to which
children are exposed and the degree to which they are
affected varies across society, few children are exempt
(Garbarino, Dubrow, Kostelny & Pardo, 1992). Children’s
exposure to violence fits along a continuum of severity —
from entertainment violence (which touches most
children’s lives) to chronic and direct exposure to violence
within their immediate environment (which affects fewer
children but which builds on the more prevalent violence).
The degree to which children are affected is likely to in-
crease as they move up the continuum.

Reprinted with permission from Diane E. Levin and the Association
for Childhood Education International, from Childbood Education, An-
nual Theme 1994, Volume 70. Copyright 1994 by the Association for
Childhood Education International, 1501 Georgia Avenue, Suite 315,
Wheaton, Maryland.

HOW CHILDREN ARE AFFECTED BY VIOLENCE

Il Recently, a talented 7-year-old tennis player suddenly
refused to play anymore. Gradually, she opened up
enough to explain that she would not compete because
she “didn’t want to get stabbed [like Monica Seles].”

M During the Persian Gulf war, a 5-year-old burst into
tears because he was worried about his grandparents’
safety. In an effort to reassure him about his own safety,
adults had told him that “the war was far away” from
his home. Unfortunately, because his grandparents
lived “far away” he thought they were in danger.

The children in the above scenarios are struggling to
construct meaning out of the violence they see (Carlsson-
Paige & Levin, 1985, 1990 & 1992). Children construct
meaning from their experiences through play, art and dis-
cussions with others. The meaning depends on their indi-
vidual characteristics, current level of development, fam-
ily background and prior experiences.

Adults need to understand children's perspectives in
order to successfully counteract the effects of violence.
Similarly, the more a child has been exposed to violence,
the more important it will be for adults to help them make
meaning of that violence.

Children’s development can be profoundly affected by
their experiences with violence (Craig, 1992; Garbarino,
et al., 1992; Levin, 1994; Wallach, 1993). For instance, a
sense of trust and safety —the deep belief that the world
is a safe place and that “I can count on being cared for
and being kept safe” —is at the heart of early development
(Erikson, 1950). Today, children regularly see that they
are not safe and that adults are often powerless to keep
them safe. They see that they have to fight and that weap-
ons will help them keep themselves safe (Levin & Carlsson-
Paige, in press). Children who feel mistrustful and unsafe
devote much of their energy, thoughts and feelings into
avoiding danger and many aspects of their development
and learning are undermined.

Children extrapolate from their experiences to build
ideas about how the world works, their role in society,
how people treat each other and how one can participate
effectively (Carlsson-Paige & Levin, 1992). These ideas
affect how they interpret experience, how they act with
others and how they view themselves as actors, learners
and contributors to their world. The ideas they are devel-
oping now will serve as the foundation upon which they
will gradually build more mature ideas.

Today, many children are being socialized into a cul-
ture of violence. Violence is a central part of children's ex-
perience. The violence becomes a lens that children use to
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Aruitoxt provided by Eic:

TABLE 1 ]

TEXT

Teacher: I have been noticing something that doesn't feel safe.
There are several children who make weapons when they go to
the scrounge area. When they re done they start running around
the room, pointing their weapons at other children and making
shooting noises. When they do that it makes me feel like the other
children aren't safe. How do you all feel about it?

Henry: I never do that. I always make cars.

T: Yes, Henry. There are a lot of other things children can make
at scrounge besides weapons. But I don't think we should talk
about which children make what now. Remember, we all agreed
that it feels safer for everyone not to mention the names of spe-
cific children when we talk about problems? Right now, I want
to hear how children feel when the guns are pointed at them.
William: I hit ‘em when they do it. That stops ‘em.

T: It sounds like you don't feel safe when they point the gun at
you. So, then you want to hit them to try to keep yourself safe.
How have other children felt when the guns were pointed at them?
Matilda: I ran away when they came after me.

T: That's something else we sometimes do when we don't feel
safe: try to get away. Anyone else?

Charlotte: I don't like it, like how would they like it if I yelled in
their face?

T: So you don't like the noises they make either. How do they
make you feel?

Charlotte: I'm scared and mad.

T: So it sounds like children don't like having the guns pointed at
them or the noise. And some of you have felt like you needed to
fight back and hit, or run away to feel safe. That sure doesn’t feel
safe to me. Everyone knows our number one class rule: Everyone
needs to feel safe here. So we need to find something to do about
the guns that helps everyone feel safe. When you have to hit back
to feel safe, then someone can get hurt. Then they are not safe.
We've talked about that a lot before. What are some of the ideas
we came up with before about keeping safe that could help us now-
some things we could do to make sure children aren't scared by
weapons? I'll write your ideas down so we can remember them all.
Then we'll decide which ones we think we should try.

Jules: Use your words.

T: Okay. Any ideas about what words you could use?

James: Say, “Don't hit.”

Melissa: I would say, “Go away. I don’t like that.”

Matilda: You could say, “I'll tell the teacher.”

William: Say, “Go away or I'll hit you.”

T: You have come up with a lot of things to say using words. (She
reads the list to the children.) What other ideas do you have about
what we could do besides using words.

Juanda: No guns at school. That's what we did at my Head Start.
T: Yes, we could have a rule that says no guns made in school.
Any other ideas?

Manny: There could be no noises. I hate that.

Nick: Real guns are really, really, really loud!

T: Yes, real guns make a terribly loud noise. No one can feel safe
with a sound like that. And, in here I've noticed that loud gun
noises seem to stop the activities other kids are doing —that’s kind
of like their work time isn't safe. Any other ideas?

Jose: You could only make noises outside.

T: That's another possibility.

Henry: You could shoot only your friends.

Tanaka: I don't want my friends shooting at me.

Larry: Only if the friend says it’s okay.

T: So you could ask your friends if it's okay to pretend to shoot
them? Well, you have come up with a really good list of things to
try. It’s taken a long time. So, let's come back to this tomorrow —
come back to our list and decide which ones to try. You can even
try using them during the day and report back so we can hear
how they worked. And those of you who make pretend weapons
and use them in here, see what you think about how the rules
work for you, too. I'll leave our list up so you can come look at it
when you need to.

COMMENTARY ON PEACEABLE CLASSROOMS

@ Shows the children that creating a safe environment for them
is a priority and that she will help to ensure their safety.

M Asks the children to express their own thoughts and feel-
ings about the situation, rather than casting blame or solv-
ing the problem.

M Acknowledges and validates Henry's egocentric response.

I Sets a limit by repeating the class rule about using names at
meeting, demonstrating that she will make sure the meeting
stays safe for everyone.

M Brings the discussion back on-task by repeating her request
for children’s ideas.

M Focuses on the reason for his actions, helping the group see
that hitting is one response to feeling unsafe.
[l Helps children see that diverse ideas are valued.

M Validates a different response.
W Connects it to the safety issue.
Il Repeats it so everyone in the group hears and understands it.

@ Conveys value of an idea by asking for elaboration.

Il Helps children make logical connections between their ideas
and safety issues.

@ Helps children see their interconnectedness - how their ac-
tions affect others.

[l Relies on rules created earlier with the class and helps chil-
dren see how to apply them to the current situation.

M Helps children work on devising new rules for the class
through a “democratic” process.

Il Creates a structure for helping children feel their contribu-
tions to the community are important.

Il Writes down the children’s ideas to foster and model the
reading process, although the children cannot yet read.

l  Helps children think about how to put their ideas into action.

[l Helps the children learn to “read” the options so they can
use 1t themselves.
Il Tries to expand children’s thinking to new possibilities.

B Validates and makes clear the idea without stating a posi-
tion about it.

Il Brings the discussion back to safety issues and additional
ways some individuals’ actions affect others.

[l Helps children see how the rule just suggested might work.

Il Acknowledges children’s contribution to the group.

I Helps children see what comes next in their democratic rule-
making process.

il Promotes autonomy by empowering them to take responsi-
bility for trying out each other’s suggestions and collecting
data to contribute at the next meeting.

© Text is reprinted with permisston from: Teaching Young Children in Violent Times:
Building a Peaceable Classroom. Cambridge, JA: Educators for Social Responsibility.

121

121



interpret new experiences and even guide their behavior.
Such an atmosphere only serves to undermine children’s
ability to become responsible and nonviolent adults.

BUILDING A PEACEABLE CLASSROOM

Adults who care for children must be vigilant in counter-
acting the profoundly negative effects that exposure to
violence can have on children’s thoughts, feelings and
development as adults (American Psychological Associa-
tion, 1993; National Association for the Education of
Young Children, 1993; Zero to Three, 1994). Educational
settings cannot possibly solve all of the problems of a vio-
lent society. They can, however, play a vital role when
specifically designed to help children cope with violence
in developmentally, culturally and individually appropri-
ate and meaningful ways.

In such a peaceable classroom, adults help children
work through their experiences with violence. Children
are taught about nonviolence, conflict resolution and feel-
ing safe. A peaceable classroom emphasizes both violence
intervention and violence prevention. Effective interven-
tion helps children to experience a sense of safety and trust
while surrounded by violence. They learn to work through
and make meaning of that violence in order to put their
energy into healthier and more productive activities. Pre-
vention offers children alternative, nonviolent experiences
that they can incorporate into their developing ideas, atti-
tudes, behaviors and feelings.

A discussion with kindergartners (see Table 1) illus-
trates the central features of a peaceable classroom. The
principles and techniques it exemplifies can be adapted to
a wide range of settings. The discussion took place at a
class meeting after three boys had created a stressful class-
room situation. Before beginning the meeting, the teacher
talked to the three boys to make sure they felt comfort-
able having the whole class talk about the problem.

THE SAFETY RULE

The teacher leading the dialogue organized her classroom
around the notion that “we all need to feel safe here —our
bodies are safe, our feelings are safe, our ideas and words
are safe, our possessions and work are safe.” This safety
rule provides a simple and developmentally appropriate
way to guide children’s classroom behavior. Furthermore,
the rule can easily be generalized to fit a wide range of
classroom situations. Throughout the year, the teacher
helps her students learn how to apply the safety rule in
increasingly complex ways.

As seen in the give-and-take dialogue, one of many that
occur throughout the week, the teacher chooses topics that
are highly relevant and meaningful to the children —expe-
riences they will utilize and build onto their ideas and ex-
periences. The teacher structures and guides the discus-
sion, but she does not impose her own ideas on the children
or tell them how they should think. She conveys a sense of
trust in the children’s ability to work out their problems
and also lets them know that how the_y think,and feel is

important. By so doing, they are learning how to be active
and contributing members of a peaceful community.

In addition, she is expanding the children’s understand-
ing of positive ways people can treat each other, even when
conflicts arise (Carlsson-Paige & Levin, 1992). Such ef-
forts not only help children feel safe and respected, they
also teach them how to treat others that way. By regularly
using the safety rule as the standard for evaluating and
planning appropriate behavior, the children experience the
security that can come from living in a predictable and
appropriately structured nonviolent environment.

This teacher infuses “the safety rule” into her curricu-
lum and the school day in many other ways. Whenever a
child behaves in a way that suggests he or she is not feel-
ing safe (remember that aggression is a common response
to feeling unsafe), she uses the rule as a vehicle for help-
ing that child work through the problem.

In addition to “the safety rule,” the teacher uses many
strategies to convey to children that they are safe in her
classroom. Because children are more likely to feel safe at
school when meaningful connections are made between
the home and school (Balaban, 19¢85), she also builds
many opportunities for children to use outside experiences
in the classroom curriculum, and works closely with their
parents. She tries to help children learn to rely on her as a
trusted adult who will do everything possible to ensure
their safety. She plans activities that will help the children
develop a sense of connection and community —where
they learn to rely on each other and work cooperatively.
Finally, when conflicts do occur among children or be-
tween herself and a child, she uses an approach similar to
that in the sample dialogue (see Table 1). The children
learn to solve their problems without violence, and in a
mutually satisfactory way (Carlsson-Paige & Levin, 1992).

CONCILUSION

Children are increasingly experiencing the same violence that
permeates society and thus often feel unsafe and out of con-
trol. They need our help to feel safe and keep themselves
safe without violence. At the same time, teachers everywhere
are struggling to cope with the effect of violence.

This milieu of violence puts an unfair and demoraliz-
ing burden on children and adults. We still have a great
deal more to learn about how to foster healthy develop-
ment and learning in the midst of violence. No amount of
effort on our parts could ever fully counteract the devas-
tating effects violence is having on children and society.
But we cannot close our eyes.

Children should not have to carry the burden of keep-
ing themselves safe from the dangers that surround them;
this should be the job of adults. We must do everything in
our power to help children feel safe in violent times and
thus ensure greater safety for future generations.
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Cénﬂict Resolution and Peer Mediation

Pathways to Safer Schools

Aline M. Stomfay-Stitz

Most educators will agree that finding ways
to resolve conflict peaceably in America’s schools may be
our primary challenge. As waves of violence and incidents
of racial and societal unrest spill over into our classrooms,
we must take a closer look at the process for building safer,
more harmonious schools.

CONFLCT RESOLUTION AND PEER MEDIATION DEFINED

Conflict resolution is a method or strategy that enables
people to interact with each other in positive ways in order
to resolve their differences. Peer mediation programs are
based on a foundation of applied conflict resolution. Such
programs empower students to share responsibility for cre-
ating a safe, secure school environment. Mediators help their
peers to summarize the main points of their dispute and
puzzle out possible solutions. Schoolchildren learn essen-
tial skills, such as intervention and conflict prevention.

Those who study conflict resolution generally identify
its origin with Mary Parker Follett’s research in the 1920s.
Follett concentrated on “problem solving as integration
of the needs of the bargainers” (Follett, 1941; Fogg, 1985).
Since that time, the field of conflict resolution has ex-
panded as a tool for business management, intergroup and
community mediation, divorce, juvenile justice, civil courts
and international negotiations.

A THEORETICAL OR RESEARCH BASE
The research base for conflict resolution and peer media-
tion includes the theories of Jean Piaget, Lev Vygotsky,
Albert Bandura and Kurt Lewin. Morton Deutsch, David
and Roger Johnson and others conducted research on the
effects of cooperative and competitive classroom settings.
During middle childhood, children continually assess,
weigh and judge their experiences in school, absorbing
new behaviors into their existing knowledge. Piaget’s cog-
nitive development theory states that children will assimi-
late and accommodate new experiences into ones previ-
ously learned. The added context of social interaction,
especially with one’s peers, enhances the cognitive devel-
opment process. Essentially, children need to watch adults
think through problems so that they can practice those
newly observed skills themselves (Seifert, 1993). Students
hone these skills when they verbally and mentally work
their way through the problem-solving process.

Reprinted with permission from Aline M. Stomfay-Stitz and the Association
for Childhood Education International, from Childhood Education, Annual Theme
1994, Volume 70. Copyright 1994 by the Association for Childhood Education
International, 11501 Georgia Avenue, Suite 315, Wheaton, Maryland.
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Vygotsky's theories on children’s thinking emphasized
a process in which children shared problem-solving expe-
riences with a teacher, parent or peer. As a result, children’s
own language and thought intermingled and served as the
vehicle for their own development (Vygotsky, 1962).

Social learning theorists, particularly Albert Bandura
and Kurt Lewin, contributed to the research base. Bandura
emphasized that children are essential actors and agents
in their own learning and behavior as they model, observe
and duplicate responses to a social situation (Seifert, 1993;
Catron & Allen, 1993). Furthermore, those who observe
conflict resolution or peer mediation confirm that an in-
tellectual and emotional impact results when a potentially
dangerous conflict is resolved and disputants “save face”
and continue with their school lives.

Kurt Lewin’s field theory is of special interest. Specifi-
cally, Lewin warned that “one has to face the education
situation with all its social and cultural implications as one
concrete dynamic whole . . . analysis must be a ‘gestalt-
theoretical’ one” (Maruyama, 1992). Lewin believed that
the individual in a school setting is affected by personal
and environmental variables that have an impact on stu-
dent behavioral outcomes (Maruyama, 1992). Equally
important is the way that authority figures structure the
environment and reward the system —what Lewin calls
the “social climate” (Maruyama, 1992). Accordingly,
Lewin delineated the concept of conflict as a situation in
which forces acting on the individual move in opposite
directions.

For several decades, Morton Deutsch (Deutsch, 1949,
1973, 1991) and David and Roger Johnson (Johnson &
Johnson, 1979, 1989, 1991) have emphasized that coop-
erative, rather than competitive, relationships within the
classroom’s social milieu create the constructive, positive
environment that fosters true learning and conflict reso-
lution. The Johnsons believe that students can learn to
respect others’ viewpoints through controversy experi-
ences. The structured controversy approach can enhance
and open students’ minds to differing or opposing views
(Johnson & Johnson, 1991).

Used as a corequisite with conflict resolution, coop-
erative learning permits students to practice skills, com-
municate and solve problems. Their social/emotional skills
are likewise enhanced as they learn to listen to the ideas
of others and to clarify, summarize, gather and analyze
data. Such skills encourage reflective listening, compro-
mise and an honest expression of feelings (Nattiv, Ren-

der, Lemire & Render, 1989).
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One current education model has been described as a
peace education curriculum; that is, it helps children un-
derstand and learn to resolve conflicts in peaceful ways.
A multi-disciplinary group of researchers (Spodek &
Brown, 1993) recommends that peace education curricu-
lum teach children skills in negotiating, conflict resolu-
tion and problem-solving. An interrelated focus would
include cooperative learning, conflict resolution and edu-
cation for peace (Deutsch, 1991). The concept of peace
education is multifaceted and cross-disciplinary, includ-
ing peace and social justice, economic well-being, politi-
cal participation, nonviolence, conflict resolution and con-
cern for the environment (Stomfay-Stitz, 1993).

OBJECTIVES FOR PEER MEDIATION

A peer mediation program’s first objective is to ensure that
all students have learned the basic skills required to re-
solve conflicts. Usually, a guidance counselor or teacher
supervises 15-20 hours of training. Peer mediators may
be nominated by teachers or chosen by peers. Johnson
and Johnson suggest that all students serve as peer me-
diators after mastering the basic skills. Peer mediators are
assigned specific days and hours during which they are
“on call” to handle conflicts that arise throughout the
school (Johnson & Johnson, 1991).

Complementary goals would include teaching respect
for the differences of others and encouraging attitudes and
values required for a harmonious classroom. In Montgom-
ery County, Maryland, the basic program emphasizes sen-
sitivity to cultural diversity and provides mediation ser-
vices for students fluent in Spanish and Vietnamese. A
federal court order to desegregate schools in Westchester
County, New York, sparked interest in peer mediation in
that community. Their middle schools and high schools
instituted such programs in 1987 (National Peace Foun-
dation, 1991).

BASIC SKILLS FOR PEER MEDIATION

One model program, Peace Works, developed by the Peace
Education Foundation, provides a student mediation
manual that carefully explains the basic skills for peer me-
diation. The program urges students to listen carefully, be
fair, ask how each disputant feels, keep what they are told
confidential and mediate in private. At the same time, they

should not try to place blame, ask who started it, take sides
or give advice (Schmidt, Friedman & Marvel, 1991).

BENEFITS OF PEER MEDIATION

Strategies to prevent conflicts and identify situations that
could provoke violence often include students, parents and
school personnel- truly the entire school community. New
York City’s Project SMART teaches alternatives to vio-
lence, focusing on student/teacher conflicts. The program
resulted in fewer incidents of vandalism and calls to po-
lice (National Peace Foundation, 1991).

Peer mediation may also include intervention strate-
gies for situations with the potential for conflict, such as

play behavior and playground disputes. Researchers criti-
cized school staffs’ lack of concern in fully addressing
bullying as a widespread problem (Hazier, Hoover &
Oliver, 1992). An older study revealed that victimization
by bullies reaches its highest level during the middle school
years (Hazier, Hoover & Oliver, 1991). In a videotape
describing the Conflict Manager Program, a former bully
describes how, as a peer mediator, he slowly came to un-
derstand his victims’ viewpoints and how his behavior
harmed the weaker and smaller students (Community
Board of San Francisco, 1992). Bullying should receive
wider attention in school peer mediation programs.

Students, faculty and administrators who participated
in a detailed program at Greer Elementary School in
Charlottesville, Virginia, reported positive results. Teach-
ers reported that “pressure on teachers to serve as disci-
plinarians” decreased as a result of the program. The 5th-
grade students themselves reported using “creative
solutions when given the opportunity.” They came to show
greater respect for each other as they grew more adept at
using their communication and problem-solving skills. The
researcher recommended that peer mediation and conflict
resolution skills be infused or "embedded in the entire
curriculum and philosophy of a school.” In cases where
“the decision-making in the class is teacher-dictated, the
program would be ineffective” (Stuart, 1991).

In a second study at a rural elementary school in West
Virginia, the school counselor taught conflict resolution
and peer mediation skills to 80 5th-graders. Results
showed a decrease in behavior problems in the classroom,
on the playground and in referrals to the principal’s office
(Messing, 1992).

Schools continue to report their success with conflict
resolution and individual peer mediation programs. While
many results are based on anecdotal evidence, several are
based on data collected from students, faculty and admin-
istrators. A pilot program in Minnesota that was based on
the Peacemaker Program reported that the “frequency of
student-student conflicts . . . dropped 80 percent” while
conflicts referred to the principal were reduced to zero
(Johnson, Johnson, Dudley & Burnett, 1992). A Wis-
consin middle school reported that 189 successful student
disputes were mediated during the first six months of its
program (Koch & Miller, 1987).

One researcher described a “ripple effect” from the pro-
grams. Parents and students indicated that they were re-
solving their home conflicts “in new and more productive
ways” (Lane & McWhirter, 1991) and with noticeable ben-
efits to sibling relationships (Gentry & Benenson, 1993).

Peer relationships are powerful ones, based on social
interactions that can help others to learn, share and help
each other. Each year of development makes the process
more complex and inclusive. Peer relationships will even-
tually supplant the influence of family for children. Thus,
autonomy, achievement and social skills are all influenced

by peer relationships (Benard, 1990).
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SUCCESS OF SYSTEM-WIDE

AND STATE-WIDE PROGRAMS

In recent years, entire school systems have adopted de-
tailed plans for conflict resolution and peer mediation. The
school system in Ann Arbor, Michigan, has included the
Conflict Manager Program in all schools and summer
neighborhood community centers (National Peace Foun-
dation, 1991).

Several national organizations are helping to dissemi-
nate instructional and training materials, and also are serv-
ing as clearinghouses and networks for those interested
in conflict resolution and peer mediation. Educators for
Social Responsibility (ESR) reported greater demand for
training in their Resolving Conflict Creatively Program
(RCCP). Education organizations have also joined the
effort. Phi Delta Kappa and the Association for Supervi-
sion and Curriculum Development have planned profes-
sional development institutes. The National Association
for Mediation in Education (NAME), the Consortium for
Peace, Research, Education and Development
(COPPED), the National Institute for Dispute Resolu-
tion (NIDR) and the Children's Creative Response to
Conflict (CCRC) all work to enhance knowledge and re-
search on conflict resolution and peer mediation.

Ohio deserves attention as a leader in the creation of
community and school-based projects under a model
known as the Ohio Commission on Dispute Resolution
and Conflict Management (OCDRCM). A three-year data
collection and evaluation project is currently underway
to assess the effect of pilot programs in mediation and
conflict resolution in 17 schools throughout the state
(OCDRCM, 1993). In New Mexico, a state-wide model
included over 60 schools (K-12), in addition to juvenile
justice, family and victim offender mediation programs

(New Mexico Center for Dispute Resolution, 1993).

CONCLUSION
Peer mediation programs in the schools offer alternatives
to violence. Instead of physical fights, threats and verbal
abuse, students are taught specific communications and
conflict resolution skills. These skills lead students and
their peer mediators through a process of critical think-
ing and problem-solving in order to arrive at a mutually
beneficial solution. Susan Schultz of the Ann Arbor Pub-
lic Schools assessed the benefits that accrued from their
system-wide initiative:
Teaching conflict management skills is good. For
the children to see adults around them using con-
flict management skills is better. For both the
children and the adults to use these skills at
school, at home, at work, and at play is best.
(National Peace Foundation, 1991)

Clearly, conflict resolution and peer mediation offer vi-
able opportunities for an entire school community to cre-
ate a safer, more harmonious world. At the same time, grow-
ing numbers of educators have recognized that, through
such programs, students are learning skills that have wider

applications. These skills have the potential to create safer
and more peaceful homes, schools and communities.
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Teaching the Role of Cooperation and Legitimate Power

David R. Procter
Mary E. Haas

In an inner-city ghetto, three teenaged men
confront 12-year-old Mark and demand that he give them
his new tennis shoes. Throughout the world, international
charities and governments work together to provide fam-
ine relief in Somalia. Every Thursday afternoon in a mid-
Western city John puts on a clown’s costume and makeup
to entertain children in the local hospital. Elsewhere, a
young woman is shot and her infant child thrown from
the car when a man hijacks the car she is driving. All four
of these actions have a common denominator. All describe
the exercise of power, but only some are examples of le-
gitimate power. One of the most important tasks for so-
cial studies is to help students discriminate between the
uses of power.

ROLE OF COOPERATION IN EXERCISING LEGITIMATE
POWER AND AUTHORITY

The NCSS Curriculum Guidelines (1979) recommend ac-
tivities that stimulate students to investigate and respond
to the human condition in the contemporary world.
Theodore Kaltsounis (1990) elaborates by saying that the
knowledge, values, and skills learned in school need to be
blended into a demonstration of democratic citizenship
through action. We agree and suggest that the essence of
democracy is cooperation that can only be realized through
the use of legitimate power and authority. We would like to
discuss the role of cooperation through the exercise of power
and authority in school-based community service projects.
Such projects serve as a link between the theory and prac-
tice of democratic education and citizenship and appropri-
ate volunteer service activities for all grade levels.

Social studies educators, community leaders, adminis-
trators, and politicians are considering community service
as a focus for middle school and high school students.
Some even advocate that students complete voluntary ser-
vice in order to graduate from high school. Although this
idea has some merit, it seems ironic to require voluntarism
which, in reality, denies individuals the opportunity of free
choice. In at least one community, compulsory commu-
nity service is being challenged in the courts (Carpenter
1992). However, citizenship is awarded to individuals at
birth and nurturing students in active, successful, and
meaningful democratic participation begins early in life.

Reprinted from Social Education, November/December 1993, Volume 57,
Number 7. Copyright 1993 by National Council for the Social Studies.

It should also be a part of formal education beginning in
the primary grades and continuing through graduation.
The responsibilities and opportunities for community and
social behaviors are present and need to begin at an early
age. Indeed, those who drop out of secondary schools still
have the rights and responsibilities of citizenship. Wait-
ing until high school to offer students school-based com-
munity service is too late for many, particularly those who
have not had positive role models and whose adult family
members have grown up in a society without a democratic
tradition.

Such situations present a challenge to education and
particularly to social studies because of its unique and
important role of helping students understand how indi-
viduals contribute to solving community problems within
the democratic tradition in the United States. Most cur-
riculums overlook voluntary service to the community. The
tradition of voluntarism can develop only if individuals
have become aware of social problems, consider their se-
rious consequences, and decide to act to prevent unac-
ceptable consequences.

Experiencing the practices and the outcomes of coop-
eration is necessary if students are to understand the con-
cept of democracy. Furthermore, the failure to include a
strong emphasis on cooperation in the social studies leaves
a huge gap in students’ understanding of the important
role of the individual in the community. Presently filling
that gap is an excessive emphasis on individualism and
competition that has contributed to isolationism and eco-
nomic and social deterioration.

We must cease to see the primary goal of schooling
as the ideological indoctrination and preparation for com-
peting in the job market. Rather, we must view school-
ing with the high goal of preparing students for active
citizenship in the community where employment is only
one of the many ways an individual exhibits a respon-
sible civic attitude. Not only must students learn how to
cooperate with one another and in groups, they must also
learn to study social issues. They must learn to channel
their personal power and authority toward legitimate
social goals through compassion and cooperation that
recognize human dignity rather than competition that is
destructive because it accepts bias and prejudice. The
social studies curriculum with its emphasis on the ex-
amination of social issues and problems requires the de-
velopment of attitudes and skills that enable citizens to
exercise their power and authority for legitimate social
goals (Engle and Ochoa 1988). Social studies teachers

(i.e., citizenship educators) have a responsibility to talk
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with students as early as possible about the conflict be-
tween the values of individualism and cooperation in the
community. The classroom, then, becomes the ideal fo-
rum for controlled and responsible disagreement and dis-
sent under the guidance of caring, sensitive, and knowl-
edgeable teachers, who are in essence, community
leaders.

LEGITIMATE POWER AND AUTHORITY

Only a few people exert political power on a daily basis
whereas many more use their power and authority infor-
mally and infrequently. People learn the informal use of
power and exercise it within less formal social institutions
such as the family, neighborhood, and local clubs. Orga-
nized and formal uses of power and influence begin with
political institutions at the community level. Today’s geo-
graphical boundaries do not limit many of the issues and
concerns of people throughout the world. Such issues
become political because they are more likely to involve
legal and political mandates in their solutions. Although
political activism tends to receive a large share of public-
ity and historical recognition, social activism historically
has responded more quickly to the needs of people, has
improved their lives, and has stimulated much of the so-
cial legislation we take for granted. Therefore, citizens
perform an important role when they take part in social
activism particularly in a large, diverse democracy such
as the United States (Sunal and Haas 1993).

Participation within the community is the final step in
problem solving and decision making and the logical ex-
tension of classroom preparation for active citizenship.
Students should undertake social or political action only
after careful study and preparation so they might under-
stand their involvement in a project and discover how to
complete it. School-based community service, therefore,
is the only true test of active citizenship, and it provides
the opportunity for students to begin exercising their le-
gitimate power with the encouragement, support, and
guidance of adults (NCSS 1979, 262).

Although all teachers may not feel comfortable in guid-
ing students to participate politically in elections and leg-
islation, others feel comfortable in helping their students
to participate in forms of personal and social caring within
their community. Teachers often encourage their students
to participate in short-term activities such as food drives,
clean-up campaigns, or making posters for local activi-
ties. Tradition has often driven these activities. They may
have been extracurricular activities without clearly-de-
fined links to the curriculum or the consideration of why
such activities are needed or desirable.

As aresult, students often develop misconceptions that
some problems are important only at certain times of the
year or can be solved quickly through simple actions. This
not only minimizes the problem, but it also trivializes the
role of the citizen in a democracy.

DEVELOPING PARTICIPATION THROUGH

THE SOCIAL STUDIES

Because schools teach theories of society, they should also
teach students to apply these theories to the real world.
Well-designed and operated school-based community ser-
vice programs serve as catalysts for community-based po-
litical and social activism carried out throughout one’s life-
time. Using community study, interviews, and simulations
teachers can help students develop the knowledge, val-
ues, and skills and make the emotional investment to mo-
tivate and assist youth in performing community service.

The incorporation of school-based community service
programs allows young people to enter into political and
social activism through voluntary service, projects, and
internships. For such programs the greatest opportuni-
ties can occur only in an environment of cooperation
among the members of the community beyond the class-
room including students, teachers, administrators, parents,
and social and political agencies. During the development
of a citizen, the social studies curriculum serves as the
foundation for the formative stage of citizenship prepara-
tion. It should include school-based community service
as a means to implement, monitor, and evaluate students’
active participation. In a detailed examination of four com-
munity-based school service programs those programs that
included advance preparation with regular opportunities
for monitoring and evaluating student experiences pro-
vided students with the confidence and ability needed to
handle the responsibilities and tensions of community ser-
vice (Procter 1992).

Introducing cooperative learning techniques into the
curriculum, although a step in the right direction, is not
enough. Cooperative learning breaks down barriers within
a classroom, but it does not guarantee that students will
voluntarily transfer these behaviors into actions outside
the classroom. In addition, students must experience the
presence of conflicts that arise in everyday situations be-
cause people differ from one another in the ways they un-
derstand and interpret one another’s actions. Community
participation has great potential for producing skills and
attitudes to confront such conflicts and can enhance co-
operation among a variety of social, ethnic, and age groups.
Because people encounter and cope with these conflicts
throughout life, we should not limit the social studies cur-
riculum from studying these conflicts until the secondary
grades. In fact, omitting experiences that include conflict
creates harmful misconceptions and fails to help students
to use their legitimate power and authority and may tend
to encourage youth to use their power in selfish and de-
structive ways.

VARIETY IN SERVICE PROJECTS

Table 1 gives an overview and summarizes the kinds of
school-based community service programs currently op-
erating in U.S. schools and the corresponding relation-
ships of the inherent skills, values, and citizenship con-
cepts that students can derive from them. It should help
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TABLE 1
HIERARCHY OF SCHOOL-BASED COMMUNITY SERVICE PROJECTS AND THEIR LEARNING OUTCOMES

KIND OF CITIZENSHIP GRADE BASIC
PROJECT SKILLS VALUES CONCEPTS LEVELS
1. School Service  Identifying Needs,  Cooperation, Self- Participation, K-12+
Project Organizing Group  esteem, Pride in Activism
Dynamics Accomplishment
2. Community Communication Respect, Community and 312+
Service Project  Critical Thinking Brotherhood, Democratic Values
Decision Making Empathy
3. Individual Time Mono?ement, Human Dignity, Aprrecioﬁon of 712+
Service Project  Problem Solving, Justice, Cultural Diversity,
Adaptability, Responsibility Social Justice
Self Direction
Teacher’s Role: Evaluating Student Feedback and Guiding Reflection COMPLEX

to establish a scope and sequence for community-based
service programs. The activities are arranged in a hierar-
chy with the highest level, the Individual Service Project,
including the skills, values, and concepts of the two pre-
vious levels. The first level, school service projects is a
one-time activity of short duration that provides a service
for the school community such as planting trees or a spring
clean-up of the grounds.

The Community Service Project is also a one-time effort,
but is designed to serve the neighborhood or the entire com-
munity and may include cooperating with other groups and
usually requires more time and demands a greater variety of
skills and talents from the students than the short activities.
Converting a vacant lot into a playground for young chil-
dren or collecting and distributing clothing to help the home-
less are examples of such projects. With community service
projects students are likely to encounter challenges to their
efforts including social and political obstacles such as vested
interests and legal procedures.

Individual Service Projects are continuing commit-
ments of several hours of service per week over an ex-
tended period of time: students perform one of a variety
of different activities including delivering meals-on-wheels,
tutoring children, volunteering in a nursing home, or serv-
ing as emergency medical volunteers on a regular basis.
These types of projects present a wide variety of unique
challenges that individuals must solve.

The suggested grade levels in table 1 are generalized for
school class projects as a result of examining current prac-
tices. Exceptions to this may be special family or neighbor-
hood projects. Likewise, exceptionally motivated students or
even entire classes might perform service on higher levels.

The teacher’s role at all levels is similar; it always aims
to nurture student success and help students to understand
the role of cooperation and legitimate power in a democ-

racy. Inherent within the teacher’s role is the primary em-
phasis on education by examining knowledge about the
problems and decisions of society.

POTENTIAL PROBLEMS

A school should not undertake a school-based commu-
nity service program without a great deal of thought and
planning. Although service programs generally reward the
students with great personal satisfaction and the commu-
nity with services and products from their labors, many
potential individual, legal, and economic problems may
arise. These problems increase in both number and com-
plexity as the activities move to the higher levels of the
hierarchy (table 1). Just as life does not protect youth
from encountering problems, a program that leaves the
exclusive bounds of the school exposes students to life’s
problems that are beyond the control of schools and fami-
lies. Schools must provide for continuous monitoring of
students, in part to assist students who encounter any of a
wide range of individual problems. For example, not all
neighborhoods are safe, and working in hospitals or nurs-
ing homes can create stress and depression as students
encounter illness and death. Students may become disap-
pointed if they do not realize their anticipations by their
efforts, or with the slow pace of democracy, or legal re-
quirements. The school and all participating organizations
need to examine legal implications and insurance liability.
For example, in Pennsylvania a compulsory service re-
quirement for graduation is currently being challenged in
the courts on the grounds that it is a violation of the ban
on involuntary servitude in the Thirteenth Amendment
(Avbeville Citizen-Times 1992). Likewise, if the schools,
volunteers, and agencies are legally liable during commu-
nity service all parties must be insured. The most impor-
tant factor for the success of community service programs
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appears to be the quality of leadership. Consistent, sensi-
tive, and caring leaders must be capable of working with
a wide variety of people and with a schedule of working
hours that is very different from those of classroom teach-

ers (Procter 1992).

CONCLUSION

Opportunities are available for students in all grades to
perform service in their community and schools have good
reasons to involve all students in such activities. Young
people in the past have been asked to perform activities
such as war bond drives, walk-a-thons, and collections
for donations of food or clothing from their families and
friends. Students have responded to these calls, but they
have provided only their physical strength and have not
been asked to apply their thinking and problem-solving
abilities. When school-based community service is an in-
tegral part of the social studies curriculum, students re-
ceive far more than a fleeting good feeling. They grow
and develop intellectually and socially. They learn to re-
spect the legitimate power and authority of people and
realize their roles in the success of democracy.

As the debate for community service in the schools
continues, it is unfortunate that the scope extends only to
the higher grades. In so doing the major concerns of teach-
ers in elementary schools and those teaching many mi-
nority groups are largely missing. Indeed, even the young-
est students and those who drop out of secondary schools
still have the rights and responsibilities of citizenship. The
need, therefore, is not so much for a capstone course as it
is for all students to receive repeated opportunities and
experiences for growth in understanding, valuing, and
using legitimate power in the community. Although riot-
ing is one form of activism, it is not a legitimate or con-
structive expression of power. Parents, media, govern-
ment, and schools must help students discriminate between
legitimate and illegitimate expressions of power and en-
courage use of the former. The social studies curriculum
is the natural place to provide the means for students to

investigate and review opportunities to participate in ex-
pressing the legitimate uses of personal power. When prop-
erly used throughout the curriculum, community-based
school service can be an effective vehicle for using legiti-
mate power and preparing students for active and respon-
sible citizenship.
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The Class Reunion: Celebrating Elementary Heritage

Joseph A. Braun, Jr.
Kent Sabin

T an old maxim in the schools,
That flattery’s the food of fools;
Yet now and then your men of wit,
Will condescend to take a bit.

In a 1713 verse, Jonathan Swift wrote the
above stanza during a period of his life marked by a mis-
cellany of prose and poetry. Condescending to take some
flattery, however, may be a wise decision on the part of a
school. Schools can avoid the condition that Swift de-
scribes —having flattery become the food of fools —with
a coordinated effort by a committed faculty. This paper
will describe such an effort by one elementary school that
used the occasion of the seventy-fifth anniversary of its
founding to promote social studies instruction, integrated
with other areas, and at the same time call community
attention to the school’s heritage. In addition, strategies
for developing a heritage study and an anniversary cel-
ebration for other schools will be given.

Heritage includes property as well as tradition or
legacy. A school is an excellent example of the concept
of heritage. Because one of the goals of public education
is to instill in students a sense of national heritage, there
are two solid reasons why the anniversary of the found-
ing of the school should be studied and celebrated. First,
before students develop an appreciation of national heri-
tage, the study of a local institution such as the school
provides the necessary concreteness and immediacy that
is more meaningful to the lives of elementary-age chil-
dren. By discovering the values, aspirations, and changes
at the school in their own community, the students can
later expand their understanding of heritage to include
legacy at a national level. A second reason for celebrat-
ing the founding of the school is the benefit from en-
couraging the community to focus its attention on the
positive accomplishments of the local school and its stu-
dents. How did one school go about organizing a study
of its heritage? In what ways was the community involved
in the celebration of the school’s legacy?

CELEBRATING A SCHOOL'S HERITAGE

For months the local newspaper featured articles, photo-
graphs, and letters to the editor promoting the upcoming

Reprinted with permission from the Helen Dwight Reid Educational
Foundation, from The Social Studies, November/December 1986. Pub-
lished by Heldref Publications, 1319 Eighteenth Street, NW, Washing-
ton, D.C. 20036-1802. Copyright 1986.
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seventy-fifth anniversary of Lincoln School. The public-
ity generated a great deal of pride and fostered a sense of
heritage in this rural community about 70 miles west of
Chicago. Being featured in the paper, however, was only
one noteworthy aspect of the celebration honoring the
years of education that took place at Lincoln School. The
teachers used the occasion to develop units of study that
promoted inquiry into the origins and heritage of their
school. After these units were completed, students planned
an open house for parents and alumni. At this open house,
called “A Reunion for the Class of 1910,” students dis-
played products of their investigations into the history of
the school and gave parents and alumni an opportunity to
visit and reflect upon the changes that had taken place.

A SCHOOL SONG

To initiate the units of study and heighten interest in learn-
ing about the heritage of their school, students attended
an assembly four months before the actual date of the open
house. At this time a school song written by some stu-
dents with assistance from the music teacher was per-
formed and taught to the student body. At the assembly
the music teacher explained that music is one way people
commemorate important events. The students learned that
most colleges and high schools have a school song, and
the music teacher elaborated by noting how an anthro-
pologist would explain that songs are a common symbol
for honoring a school in our culture. The music teacher
extended this concept after the assembly by teaching sev-
eral college fight songs during regularly scheduled music
lessons. The assembly concluded with teachers from the
various grade levels describing some of the learning ac-
tivities they were planning as part of the units of study on
the heritage of Lincoln Elementary. Students and teach-
ers left the assembly feeling highly motivated to begin their
investigations and activities.

Art activities proved immensely popular and rein-
forced social studies instruction. Teachers encouraged
students to design buttons depicting the anniversary, and
a school-wide contest was held to select a button design
to be printed and distributed to the students and the com-
munity. Teachers also encouraged students to design
posters or murals commemorating the anniversary. These
posters and murals were displayed in the school and in
local businesses throughout the course of the celebra-
tion. Under the direction of a teacher who had an in-
structional media background, students developed aslide
and tape presentation that premiered at the open house.
The students incorporated pictures of current students
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and their work, along with old photographs and docu-
ments, into this presentation.

FOCUSING ON THE FACTS

In language arts classes, teachers encouraged students to
write reports focusing on important facts about the school.
Assignments included writing themes on subjects such as
what it would have been like to go to school seventy-five
years ago. Some teachers helped students write and pro-
duce skits depicting how Lincoln School teachers and stu-
dents had changed over the years. Other teachers broad-
ened spelling instruction to include the names of local
points of interest as bonus words. Students composed let-
ters inviting alumni and various dignitaries to the open
house, as well as thanking all those who helped in the
project. An invitation was sent to then-President Reagan,
who replied with a special congratulatory message on
White House stationery but declined to attend because of
his busy schedule.

The fifth grade teachers taught social studies by as-
signing their classes a research project in which they in-
vestigated the origin of the school. Old documents and
newspaper reports were used to gather information about
the reasons for building Lincoln School. This included
information about those who suggested and approved
building it, how the property was acquired, how long it
took to build, and what it looked like upon completion.
Public library personnel used microfiche to provide guid-
ance throughout this assignment, which proved an excel-
lent hands on experience, giving children an opportunity
to use primary sources to answer their questions.

Primary students, with the assistance of their teach-
ers, invited senior residents of the community into their
classrooms to provide an oral history describing these older
citizens’ remembrances of Lincoln School. The teachers
also helped the students develop interview questions,
which they posed to their guests. As a follow up activity,
language experience charts were composed to extend the
students’ understanding of the information presented and
reinforce comprehension and vocabulary skills.

Other activities included a day when students dressed
as they might have if they were going to school in 1910.
Students looked toward the future as they brainstormed
what should be included in a time capsule that was buried
on be day of the open house. The students formed a com-
mittee to help decide what suggestions should be incor-
porated into this capsule.

THE REUNION

The culmination of the units of study about the heritage
of Lincoln School was “A Reunion for the Class of 1910” —
the open house. On the big day, guest registers were lo-
cated in the lobby. Traditional reunion prizes were
awarded for categories such as: oldest alumni in atten-
dance, former student who had traveled the farthest to
attend, and alumni with the largest family. An assembly
was part of the open house. The students had learned the

school song, which they sang for those attending. The
principal gave a welcoming address and described some
of the learning activities students had carried out in con-
junction with the units of heritage study. Distinguished
alumni and retired faculty gave speeches about their fond
remembrances and the special events that had occurred
at Lincoln. Balloons and candy were distributed by vol-
unteers dressed as clowns and the parent-teacher organi-
zation served an anniversary cake. The open house cer-
emonies ended with the burial of a time capsule that will
be recovered and added to every five years.

A five-year time span for the recovery of the time cap-
sule seemed appropriate because it corresponded to the
passage of another generation of students from the school.
Thus, every five years a study of events that had tran-
spired could be undertaken on a school-wide basis.

At Lincoln, teachers are looking forward to adding new
ideas to the various units developed for the seventy-fifth
anniversary. But before the staff at Lincoln School begins
a heritage study and celebration with its next cycle of stu-
dents, they will examine their previous strategies.

INITIATING A HERITAGE STUDY FOR YOUR SCHOOL

In addition to the lesson ideas mentioned previously, the
following suggestions can be organized into units and in-
corporated into the existing curriculum. Students could
inquire into the many family arrangements that exist
within their school. Has the makeup of families changed
over the years; if so, how? How did the pioneer settlers in
the community provide education to their youngsters? Do
residents of the community work nearby or do they com-
mute? How far do they travel; what means of transporta-
tion do they use? If a celebration such as the reunion at

Lincoln School is to be held, the following basic steps

should be taken to promote the event:

1. Solicit input and commitment from a variety of sources,
including staff, students, and the parent-teacher orga-
nization. Appoint a special committee to help coordi-
nate activities.

2. Notify the local newspaper and other media such as
radio and television to publicize the event.

3. Invite community organizations to become involved. If
there is a local historical society, work with them since
their participation can be mutually beneficial.

4. Inform school board members and other elected offi-
cials, including the mayor or city council members.

5. Have students be responsible for writing and distribut-
ing invitations and thank you notes.

A characteristic unique to the American educational
system is the autonomy and respect for the local school as a
focal point of community interest and attention. A number
of schools were built at the height of the baby-boom and
have been a part of their communities for a decade or more.
Since they were built, many changes in demographic pat-
terns and school construction have taken place. Whatever
their nature, these changes constitute the heritage of a
school. Organizing a study and celebration of this heritage,
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the authors found, provided concrete learning experiences
for children, rekindled community attention, and fostered
positive interest in the local school.

The experience at Lincoln School shows how study-
ing the heritage of a school sells itself. Teachers had nu-
merous creative ideas for meaningful activities. Parents
and other community members were eager to get involved.
In addition to the positive attention and interest that de-
velops, studying the heritage of their school helps students
gain a sense of group identity and connectedness to the
school. Studying the life of a school can be of great inter-
est to children; it can serve as a vehicle for learning essen-
tial social studies skills and other content area objectives

such as language arts. Most important, the local school,
when used as a source of heritage study, provides for a
collective understanding to help students recognize the
purpose and legacy of the institution that dominates so
much of their lives. Finally, if carefully planned, an el-
ementary school reunion can be ﬂattering to a commu-
nity and avoid becoming the “food for fools” that Swift
warns us to avoid.

Joseph A. Braun, Jr., is an Assistant Professor of Elementary
Social Studies Education at California State University, Chico.
Kent Sabin is the Principal of the Lincoln School in Rochelle,
llinois. [1986 note]
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Making Wrongs Right/Grades K-6

Dale Greenawald

This activity is designed to help primary
students to analyze situations where a wrong has occurred
and offer recommendations for corrective justice.

OBJECTIVES

To apply the concept of corrective justice and develop
critical thinking and problem solving skills. To emphasize
that courts are to help those who were wronged, not just
punish people.

PROCEDURES

The teaching time is approximately 30 minutes for grades
K-3 and approximately 45 minutes for grades 4-6. This
lesson is a natural for a community resource person from
the justice community (e.g., a lawyer or judge).

Explain that after a case is decided and a person is
found guilty a court has several functions. It wants to pro-
tect society so that the person can’t hurt anyone else. It
also wants to help the guilty person improve himself/her-
self. It also wants to punish the guilty person so that he/
she won't break the law again. Finally, the court wants to
help the person who was hurt.

Read each case. Ask students to explain what hap-
pened. Ask what might be done by those involved to cor-
rect the situation. Why do they think that their solution is
a good one? The resource person will critique responses.

K-3 READINGS

1. Mike wrote on the bathroom walls. When he admitted
that he had been the person responsible, the principal
asked him how he might make things right.

Ask the class for suggestions about what would be fair.
What might Mike do and why should he do that? Why 1s this
a good suggestion and how will it help? Critique answers in a
positive manner —"what about?” “did you think of . ..?”

2. Sarah was shopping with a friend and she took and
ate some candy without paying for it. When she tried
to leave the store the manager asked why she hadn’t
paid for the candy she ate. Sarah did not have any
money to pay for the candy. She doesn’t have any
money anywhere. What can Sarah do to make this
wrong right?

A. Have the class brainstorm solutions and how they
might make things better. What would be fair?
B. What can the manager do if he wishes to stop this

kind of behavior?

Reprinted with permission from the American Bar Association, from
Update on Law-Related Education, Spring 1987. Copyright 1987 by the

American Bar Association.
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3. Three children are playing with matches at the picnic
grounds, Blue Bell Shelter. A strong wind comes up
and a spark sets the grass on fire. The shelter and many
acres of land are burned, and several animals kept in a
small zoo nearby are killed or injured. Before trying to
make this wrong right, think about:

B Some animals are gone forever.

B The children are too small to rebuild the shelter.

B The community cannot use the picnic grounds.

B It cost a lot of money to put out the fire.

Il It costs a lot of money to rebuild the shelter.

A. How can this wrong be made right? What would
be fair?

B. What can the children do even though they cannot
make things the way they were?

FOR USE WITH GRADES 4-6

Several students at Westmeadow Elementary School see
atelevision ad for the Whiz-Bang Mighty Automobile toys.
It looks like a really neat set of toys. In the ad it looks like
the toys are several feet long and have motors. The set
costs $45.00. Each of the children work very hard cutting
grass, doing chores and helping neighbors for several
months to earn money. They stop going to movies and
buying candy so that they can save all of their money for
the Whiz-Bang Mighty Automobile toys. When the toys
arrive, they are about six inches long, made of plastic, and
powered by a rubber band. All of the toys are broken
within a few days of use. They simply fell apart. Itis clear
that the advertisement was misleading.

CLASS DISCUSSION

1. What is fair?

2. What are the legal rights of the children?

3. How can this wrong be righted?

4. If you were a judge and this case came to your court,
how would you right the wrong?

The resource person should explain the rights of the
children in this case and what would probably happen if
they complained to the county consumer affairs office.
Also, if the students took their case to small claims court
what might happen?

The lawyer or judge should tell about different pro-
grams and ways the courts can right wrongs. For example:
1. work release programs
2. community service sentences
3. paying back the cost of the damages (restitution)

4. repairing what can be fixed.

Dale Greenawald is an educator in Boulder, Colorado. [1987 note]
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PART 6

O POWER, AUTHORITY, AND GOVERNANCE

The study of power, authority, and governance
enables young people to learn about fundamental concepts
and practices that are basic to our democratic government.
In a democracy, the ultimate power and authority to gov-
ern rest with the people. All individuals need to develop
an ability to use their power effectively for the common
good. In our democracy, young learners have a strong in-
terest in justice (fairness) and order (responsibility). Start-
ing at a young age, children need to begin learning about
their rights and power (responsibilities) as citizens and
how they can fairly and justly share that power with oth-
ers.

Although ongoing changes in American society require
adjustments in governmental processes, change does not
alter the underlying principles and values fundamental to
our democracy. Our political system involves the use of
public decision making to solve problems that cannot be
resolved by individuals. Fundamental questions asked in
the study of power, authority, and governance include the
following: What is legitimate power? How is power gained
and used? How are governments created, structured,
maintained, and changed? How are individual rights pro-
tected within the context of majority rule? What are the
major forms of government that people have created
throughout history? Who are our elected officials? What
limits the power of government? In seeking answers to
these and other questions, problem-solving and decision-
making skills are developed.

Passe argues that citizenship skills are learned through
interactions and problem solving. He also suggests teaching
students appropriate classroom behaviors necessary for de-
veloping citizenship responsibilities. He recommends link-
ing events and problems at school with the real world so that
important civic concepts and practices can be experienced

first hand by students. One important real world civic con-
cept is freedom of speech. Anderson offers teachers several
guideposts and examples of teaching and learning processes
related to freedom of speech. The expression of our funda-
mental rights requires responsible individual and collective
behaviors from all citizens. McBee advocates confronting,
rather than avoiding, controversial topics with young chil-
dren. She explains how law-related education and its meth-
ods involve children in understanding how the legal system
addresses controversial questions.

The learning activities suggested in Law én a Free Soct-
ety are adapted from activities developed by the Center
for Civic Education. These activities offer instructional
ideas for teaching about rights and responsibilities related
to the ownership of property. Bloom's activity uses a mini
mock trial to help students learn about due process. Be-
cause children are already familiar with many fairy tales,
lessons like that presented by Norton which bring the Big
Bad Wolf to trial allow for student engagement in discus-
sions about the justice system and related legal concepts.
She has also included an excellent list of resources to help
teachers prepare lessons related to understanding the law.
Finally, Haas, Hatcher, and Sunal help teachers organize
lessons and activities to teach about the president and
presidential elections. These learning activities will help
students experience citizenship responsibilities related to
elections and voting at an early age.

Each of these teaching strategies provides excellent
examples of instructional activities that help young learn-
ers gain valuable information about our fundamental rights
and responsibilities as citizens. Each encourages students
to use their personal, political power within our demo-
cratic tradition.
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Its Role in Improving Classroom Behavior

Jeff Passe

The nature of citizenship education is
misunderstood. It is not boring. It is not flow charts of “How
a Bill Becomes a Law.” It is not reading a textbook chapter on
the “separation of powers.”

An essential point of social studies instruction is being
missed. Citizenship is not learned by studying flow charts
or textbooks; it is learned from our daily interactions!
Studying the behavior of other people in other places is
not as relevant as the study of ourselves. Teachers of young
children have an ideal opportunity to develop citizenship
awareness because few arenas provide as much data for
citizenship education than the elementary classroom. The
constant interaction of rules, authority, groups, individu-
als, and circumstance creates an endless resource for learn-
ing about group behavior.

Another misconception concerning citizenship educa-
tion 1s the emphasis on the future. Much of the content
included in the citizenship portion of the elementary cur-
riculum attempts to prepare children to be active citizens
once they reach voting age. Yet, John Dewey (1963) re-
minded us many years ago that learning is a present-ori-
ented endeavor. Children are active citizens in a number
of groups —family, classroom, neighborhood friends, ath-
letic teams, etc. As important as voting is, children do not
have to wait for adulthood to practice the skills of citizen-
ship. Developing and enforcing rules, resolving conflicts,
and carrying out the goals of a group are important skills
at any age. Citizenship education could provide immedi-
ate benefits, not just future ones.

A problem in the teaching of citizenship concerns the
use of fear tactics in promoting classroom behavior. Any-
one who has visited a typical elementary classroom re-
cently has probably noticed large signs listing rules and
punishments for violating those rules. This emphasis is
partially a result of Canter’s Assertive Discipline (1976)
which promotes teacher authority as a central tenet of
behavior management.

For many teachers, some aspects of the assertive dis-
cipline approach have helped to systematize their approach
to classroom citizenship. By providing specific standards
and punishments, their students are better able to con-
form to teacher expectations. Unfortunately, the use of
fear as a motivator tends to be ineffective (Bandura 1969).
It only works temporarily; it seldom carries over to other

Reprinted from Social Studies and the Young Learner, September/October
1988, Volume 1, Number 1. Copyright 1988 by National Council for
the Social Studies.

situations; it is harmful to children’s psyches; and, it harms
the learning process. Think of the handful of students in
every classroom who shudder at the thought of breaking
a rule. Those children are victims of the traditional ap-
proach to classroom citizenship. Then there are the stu-
dents who do not respond to the fear tactics, the ones who
are always misbehaving. They, too are victims because the
discipline methods are not helping them learn.

Instead of scaring children, we can develop an under-
standing of the rights and responsibilities of citizenship.
For when students understand rules, they are likely to
follow them (Good & Brophy, 1987). Not because they
are afraid of the teacher and the consequences, but be-
cause the rules make sense, because they value the secu-
rity that comes from a cooperative atmosphere, and be-
cause they feel a sense of responsibility for the success of
the group.

Too often, when students violate standards of behav-
ior, it is because they do not recognize the need for the
rule. This is especially common in the early grades. Some
of our youngest students have never been taught about
the need for such rules as being quiet in the hallways or
not calling out. The effects of those misbehaviors had never
occurred to them. The cure is simple: We must teach them
about behavior. We must teach them how the world works.
That is basic citizenship education. It is the primary em-
phasis of social studies education.

STRATEGIES TO CONNECT SOCIAL STUDIES AND
CLASSROOM BEHAVIOR

The connection between social studies and content and
classroom behavior can be achieved in a variety of ways.
One approach is to teach the appropriate concepts for each
grade level, but then relate them to classroom issues. For
instance, in a third-grade social studies classroom, teach-
ers would normally teach lessons on community law en-
forcement. Those concepts could then be related to events
at school. The teacher could initiate discussion of class-
room rule enforcement. The children might identify how
better enforcement of certain rules could improve the at-
mosphere for learning. By making that connection, social
studies instruction is reinforced as classroom problems are
attacked.

A second approach is to identify problems and then
relate them to the social studies curriculum. For instance,
students frequently argue over who gets to use the swings
or other playground equipment. Teachers can use those
arguments to introduce the concept of scarcity and the
need to develop systems for sharing valuable resources.
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Then, in social studies, students can analyze similar prob-
lems in their areas of study. First graders can discuss how
families control access to the television set. Fourth grad-
ers may look at the allocation of state highway funds. Sixth
graders can study the distribution of oil resources around
the world. Relating the school problem to social studies
allows the students to place their quarrels in perspective.
Doing so may decrease tensions. It may also promote so-
cial studies learning.

OTHER SOCIAL STUDIES CONCEPTS RELATED TO
CLASSROOM SITUATIONS
Multiple Cansation. When classroom problems occur, chil-
dren and teachers are often quick to blame someone or
something. Identifying a simple cause or culprit is appeal-
ing because problems are then easily settled. Yet, by do-
ing so, we tend to overlook other contributing causes, some
of which may be more influential than our first choice of
blame. The same is true in historical analyses, such as the
causes of the Civil War or the reasons why a shopping
mall is located where it is. Instruction in the concept of
multiple causation can enable students to look beyond
simple explanations and develop a more mature perspec-
tive, whether it is applied to history or classroom events.
Interdependence and Responaibility. An anathema for teach-
ers is the child who constantly calls out answers, thus de-
creasing participation opportunities for other members of
the class. Instead of punishing the child, it may be more
effective to discuss the concepts of interdependence and
responsibility. Children are often unaware of how their
behavior affects others. If we show how students depend
on each other to follow classroom rules, call-outs may be
decreased. This concept can be applied to other classroom
problems in which the group is hurt by the behavior of
individuals. Then, the children can be shown examples of
interdependence and responsibility in our society, such as
family chores, traffic laws, and tax collection. )
Justice. The issue of tattling is a tough one for teach-
ers. They are annoyed by reports of minor misbehavior
but need to know about serious problems. How does one
eliminate the former without discouraging the latter? It
may help to teach children about the allocation of justice.
Young children have an intense need to see justice done,
with little regard for the seriousness of a crime (Damon,
1983). They believe so strongly in rules that, in their ego-
centrism, they assume the teacher shares their values.
Teachers must give students guidelines in the allocation
of justice. They must differentiate between minor and
major problems, just as our society must. As children learn
that not all rules are enforced with equal fervor, whether
in the classroom or the government, they can modify their
insistence on the allocation of justice in all circumstances.
Power. Children who refuse to obey or who talk back
are often amazed at the fury in the teacher’s response. The
issue is power. Teachers have it and some students are
willing to struggle for it. Those incidents may be avoided
with calm explanations of the powers that are given to

teachers in managing their classrooms. Rather than raise
one’s voice in a display of power (which can frighten even
innocent children to the point of nightmares!), a teacher
can remind students of the class rules and the teacher’s
role in enforcing them. Then the students can be shown
how power works in other situations, for the parent or
the policemen or the Supreme Court.

Laws. Fist fighting is a common occurrence in elemen-
tary schools. When teachers break them up, children are
quick to explain their actions by citing parental advice to
“hit back” when someone hits them. It is helpful in these
situations to discuss laws concerning assault. In our soci-
ety, citizens can have the police intervene if assaulted.
Successful prosecution can result in financial damages
being paid to the victim. Fighting back may only tend to
confuse the case. It may be unclear to the authorities who
assaulted whom., If the teacher can serve as an officer of
the law and zealously prosecute the one who hit first, stu-
dents would be more likely to refrain from fighting. Stu-
dents would not only learn about the law, but they would
be safer in the school environment.

History. When teachers are forced to break up a fight,
they usually ask about immediate causes. They might be
better off investigating the history of the relationship be-
tween the combatants. Just as in local, national, and world
problems, there are circumstances that occurred in the
past that contributed to the present situation, Teachers
often discover that student quarrels have their origins at
the bus stop, in the neighborhood, or from previous an-
tagonisms between other family members. If students are
taught to consider the historical antecedents of problems
that they confront, they may be able to solve them more
effectively. They can relate that awareness to our societal
problems too.

Tolerance. Children are capable of ugly behavior. They
may tease a handicapped child or ridicule someone with
unpopular religious beliefs. In their efforts to put a stop
to cruelty, teachers are apt to severely punish the guilty
parties. It may be more effective to introduce the concept
of tolerance, especially as it relates to our national heri-
tage. By reminding the students of the broad range of
cultures in America and our forefathers’ insistence on the
freedom to be different, the children may learn to value
and respect the differences among us. It may be appro-
priate to discuss the horrors of persecution, be it of Chris-
tians in Rome, blacks in South Africa, or Jews in Nazi
Germany. It is never too early to learn of the dangers of
intolerance.

Cooperation. Classrooms cannot be managed without the
cooperation of the students. When students are willing to
work with the teacher in achieving classroom goals, they
are likely to be met. A first step in gaining cooperation is
convincing the students of the need for it. For instance,
teachers must make it clear to the students that special
activities like games, skits, and art projects are dependent
on the students’ behavior. When they can demonstrate
their willingness to cooperate by such behaviors as fol-
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lowing rules and cleaning up materials, the students get
to do more enjoyable activities. By the same token, if the
students fail to cooperate, the activity should be suspended.
Most children will gladly assist the teacher under those
terms. Their cooperation can be likened to other examples
of cooperation such as family members organizing an out-
ing, community members maintaining recreational areas,
and soldiers preparing for battle.

Conflict Resolution. In the interests of peace and har-
mony, teachers prefer to avoid conflict. Yet, whenever
children congregate, quarrels are likely to occur. Rather
than view conflict as an unfortunate circumstance, we may
view it as an opportunity to teach about conflict resolu-
tion. Children have a great interest in how disagreements
are settled. We can show them how mediators are used in
labor disputes, how judges settle arguments and how com-
promises are made when purchasing a car. The arbitrator
role that the teacher is often called on to play can be con-
trasted with those strategies. The students may develop
alternatives to fist fighting and tattling by learning about
conflict resolution in our everyday world.

SUMMARY

For many years, elementary teachers and students have
indicated their dislike for social studies (Goodlad, 1984).
Ironically, two frequently cited reasons for the subject’s
unpopularity are a lack of relevance and little time in the
school day. If teachers can form a relationship between

classroom behavior problems and the social studies cur-
riculum, the relevance of the content will become appar-
ent. By doing so, they may find a decrease in the amount
of time spent on disciplinary matters. That would provide
additional time in the school day for the teaching of citi-
zenship education, which may be the most relevant topic
in the elementary school.
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Teaching Freedom of Speech in the Elementary Classroom

Charlotte €. Anderson

“Freedom of expression is the well-spring of our
ctvlization ...”

Justice Felix Frankfurter, 1951.

Justice Frankfurter’s potent analogy
characterizing freedom of speech as the well-spring of our civi-
lization —our democracy —is a good place to begin in teach-
ing the First Amendment. Webster defines well-spring as “a
source of continual supply,” asa “fountainhead. . .asource of a
stream, a principle source.” If free speech/ freedom of expres-
sion 1s the well-spring, the First Amendment seeks nothing
less than to guarantee that this vital well-spring keeps flow-
ing —that our democracy receives the essential life-sustaining
nourishment that flows from that well-spring. To put it sim-
ply, with free speech democracy grows. Without free speech
democracy dies. (Children who live in arid areas where irriga-
tion water is so evidently the life-source of the plants in the
fields will find this analogy especially meaningful.)

Free speech as a democratic principle is, of course, not
the mere uttering of sounds into the air. Rather, the prin-
ciple of free speech is wrapped in a full complement of
values, meanings, and legislative and judicial processes
that have emerged over time and been incorporated into
our institutions and our collective civic conscience as citi-
zens of this particular democratic society, the United States
of America. Free speech is the fundamental right of each
and every citizen as well as our individual and collective
responsibility. Itis up to us to both nourish ourselves from
the well-spring and to keep the well-spring flowing.

Free speech is central to democracy, and it is multidi-
mensional. The centrality and complexity of the principle
of free speech compels schools of a democratic society to
give it a fundamental place in citizenship education. This
means starting this educational focus early and continu-
ing it throughout the school years.

Teachers of young children have a special responsibil-
ity to provide children with foundational understandings
and underlying competencies and commitments related
to the principle of free speech. In carrying out such in-
struction, teachers may seldom use the words “the First
Amendment” or “freedom of speech” while they are, nev-
ertheless, preparing children to be stewards of this criti-
cal right and responsibility as democratic citizens. While
the specifics of this educational base will shift according

Reprinted from Social Studies and the Young Learner, September/October
1991, Volume 4, Number 1. Copyright 1991 by National Council for
the Social Studies.

to the children one teaches and the context in which they
are taught, certain guideposts will keep this critical in-
structional responsibility on course. The following discus-
sion highlights a few key guide posts.

WHAT TEACHERS SHOULD BE AWARE OF IN
TEACHING RELATED TO FREEDOM OF SPEECH.
Quality instruction relating to freedom of speech rests on
the development of underlying competencies that promote
the exercise of and commitment to free speech. There are
certain competencies that facilitate children’s capacities
to understand, to consider and to act in the interest of
others —all of which are critical to reciprocal free speech.
Among these are the development of perspective con-
sclousness, decreasing egocentrism and ethnocentrism,
avoidance of stereotypic perceptions, and intercultural
communication skills. Each of these competencies is a
complex mix of knowledge, skills, and affective orienta-
tions. Age and developmental level must, of course, be
taken into consideration in approaching instruction re-
lated to each of these tasks. However, as Vygotsky's zone
of proximal development theory informs us, instruction
must not wait upon development but, rather, we must
engage children in tasks that challenge and stretch them.
As Vygotsky (1978) observes, “children grow into the in-
tellectual life of those around them.”

Of the competencies listed here, perspective con-
sciousness is the most fundamental, undergirding each
of the others. Perspective consciousness, according to
Hanvey, is “the recognition or awareness on the part of
the individual that he or she has a view of the world that
is not universally shared, that this view of the world has
been and continues to be shaped by influences that of-
ten escape conscious detection, and that others have
views of the world that are profoundly different from
one’s own.” Our perspective shapes our values and our
actions and, thus, can have a profound impact on how
we relate to others. While it is essential that children
become conscious of perspective, teachers will undoubt-
edly want to move beyond developing consciousness to
developing the capacity to project oneself into alterna-
tive perspectives. Children need to be able to imagine
themselves in the other’s position and “experience” the
world from that perspective. Hanvey cautions that per-
spective consciousness is very difficult to achieve and
must be distinguished from opinion which “is the sur-
face layer, the conscious outcropping of perspective.”
(The question “What is your perspective on that?” is
using perspective as a synonym for opinion.)
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Perspective consciousness is a good touchstone for
teachers and provides another reason for probing chil-
dren to tell “What do you see in this picture?” “What did
the story tell us about that dog?” Differences in perspec-
tive, rather than misreading of cues, may be at the basis of
“wrong” answers. Probing for reasons behind responses
will help distinguish errors from alternative perspectives.
Such probing is especially critical in heterogeneous, cul-
turally diverse classrooms where a broad range of per-
spectives growing out of alternative heritages and life ex-
periences can be expected.

Intercultural communication skills call into play each
of the other competencies —perspective consciousness,
decreased egocentric and ethnocentric perspectives, and
avoidance of stereotyping —and are essential tools for all
children growing up in this nation that is fast becoming a
microcosm of the world'’s people. The maintenance of the
well-spring of freedom of expression becomes an ever more
complicated task when voices speak from such diverse
heritages as those now coming into the polity.

Cultural and gender differences must be considered
when exploring and applying free speech issues. While
teachers in multicultural classrooms have special opportu-
nities to foster free speech competencies for a pluralistic
society, all teachers in this increasingly pluralistic society
must be cognizant of the differences in cultural mores sur-
rounding issues of free speech. Complicating the teaching
task is gender differences. Instruction that encourages chil-
dren to critically examine issues, to express their own opin-
ions, and to challenge others —even authority figures — may
be in diametric opposition to the values of the homes and
cultural heritages of some children. While core American
values encourage children to express themselves to and with
adults, such is not the case in some of the traditional cul-
tures represented in many of our communities and schools.

Classroom activities that call upon children to vigor-
ously exchange ideas and express alternative opinions are
weighted in favor of the aggressively verbal child and may
leave others out of the process. Spending time in working
on listening and reinforcing/responding skills will sensi-
tize children to differences and to their dual responsibil-
ity for self-expression and supporting other’s rights to
expression. Just imagine the rich democratic discourse
that is being incubated in such classrooms! With the
changing demographic profile of our population, these
early and continuing learning experiences will be critical
to the inclusion of all citizens in the maintenance and en-
hancement of our democratic society.

The principle of free speech will be internalized and
actualized to the extent that children have practice in ap-
plying the principle and in managing conflict. Children need
many and varied opportunities to explore free speech in
application and action. When free speech is exercised, es-
pecially in a pluralistic society, conflict is inevitable. This
means that teaching related to free speech must entail teach-
ing conflict management. Children who are skilled conflict
managers will come to free speech situations confident in

their own capacities to work through the conflict to achieve
mutually supportive, community-sustaining resolutions.

A study conducted with fifth through ninth graders
twenty years ago provides insights into the instructional
task (Zellman and Sears, 1971). These researchers found
that most students mirrored the adult norms of our demo-
cratic society and said they “believed in free speech for
all, no matter what their views might be.” However, when
these same students were asked to respond to specific cases
where free speech was being exercised they denied the
right and retreated to positions of bias —denying free
speech to those whom they disliked (in these cases, sup-
porters of communists, Vietcong, and Nazis).

In discussing their results, Zellman and Sears note that
“teaching a more sophisticated view of conflict can pro-
duce more accepting attitudes toward conflict and greater
tolerance for civil liberties. Nevertheless our data show
that the main “message” that young children normally get
about nonconforming minorities is that they should be
repressed . .. They are taught free speech only in slogan
form, not how to apply it to concrete situations; and clearly
they are not taught any larger view of society that would
convey why such extensions must be made” (p. 134). That
“larger view” is being conveyed by teachers who address
free speech as the well-spring of our civilization!

Good citizenship is taking responsibility for the civic
life of the community. Effective exercising of free speech
rights and responsibilities are critical elements of citizen-
ship development. Some of the most effective teaching
occurring in this area is often not recognized as “teach-
ing” at all. It is teaching by example and through action.
Take, as a case in point, the teacher that begins each school
year by engaging children in discussing and developing
the rules by which they will live out their year together.
Or, the school that develops a true representative form of
government in which child-focused and child-sized is-
sues—such as the rules of behavior in the cafeteria and
the playground —are discussed in each classroom and
problems are resolved in the student council. Or, the class
that identifies a problem in the community, initiates dis-
cussion with adults in the community, and works to find a
solution to the problem. Such participatory democratic
experiences develop both children’s competencies and
their expectations for their evolving role as citizens in the
larger civic community.

Teachers’ must recognize their own ethical and moral
responsibilities in developing children’s own “voices” and
providing them opportunities to express themselves in tak-
ing responsible social action. As authoritarian regimes have
too often demonstrated, indoctrinating young minds into
given thought and value patterns is a relatively simple mat-
ter. These extreme cases alert us to the awesome power teach-
ers have and to the potential for slipping into indoctrination
while in the pursuit of education. Opinions expressed by
teachers often carry considerable weight among their charges.
However, repressing such overt expression doesn'’t mean that
the teacher’s particular values and opinions won't “color”
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EXAMPLES OF TEACHING AND LEARNING RELATING TO FREE SPEECH

Teachers would be teaching —

Children would be learning —

self-esteem and efficacy

"My ideas are important.”
"People will listen to me if | have sound reason for my ideas and
can communicate them effectively.”

respect for others

"Sharing ideas and cooperatively exploring ideas is an important
way to build and maintain a community, a society.”

criteria for evaluating ideas and speech

"We need to be able to make choices about what ideas to express
and when and how to express them.”

conflict management skills

“Conflict is OK and can be productive when ideas are openly
shared.”

that freedom of speech is a pan-human value and struggle—point-
ing fo such universal documents as the Declaration of Human Rights
and the Convention of the Rights of the Child

"Human beings around the world want and have an inherent right
to free speech.”

that free speech, although central to democracy, is a fragile
commodity

"Guarding free speech rights is a central civic responsibility of all
citizens.”

instruction. They will. Probably the best teachers can do 1s
to strive to develop their own perspective consciousness,
expose children to a range of opinions on any issue under
examination, help children develop sound criteria based on
democratic principles for making choices among such alter-
natives, and do all this with open access to parents and the
community. In other words, let the well-spring flow.

UNDERSTANDINGS, COMMITMENTS, AND
ORIENTATIONS THAT CHILDREN SHOULD DEVELOP
RELATING TO FREE SPEECH

Imagine classrooms where successful teaching relating to
freedom of speech is occurring. Imagine that those chil-
dren are able to articulate what they are learning. What
would be happening? What would the children be say-
ing/knowing/learning?

SOME EFFECTIVE INSTRUCTIONAL PRACTICES
AND STRATEGIES

Here in very abbreviated form are some suggested instruc-
tional practices and strategies.

Effective classroom management strategies include
bringing children into the process of classroom rule mak-
ing, engaging them in discussing alternative resolutions
for playground disputes, and providing opportunities for
group decision making relating to any of the many class
activities pursued throughout the school year.

Potent “generic” instructional strategies that can be used
in classroom management processes and throughout the
curriculum include the use of decision trees, case studies,
role playing, simulations, and debates. A decision tree is a
graphic device that compels children to identify several al-

ternatives in solving a problem, note both the negative and
positive aspects of each alternative, and make a choice in
light of their values. Case studies can be as simple as an
incomplete story in which a dilemma occurs or as complex
as a restating of a court case. Teachers’ and children’s daily
lives provide fodder for the former. Write your own. They
spring from the dilemmas children face when overhearing
a child called a bad name or when the lunch money comes
up short. What should IAve say? What should I/we do?
Role-playing and simulations are, of course, time honored
means for helping students try on different roles and expe-
rience a situation from different perspectives.
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The Scope and Limits of Ownership of Property/Grade Levels 3, 4, 5

Law in a Free Society

The purpose of government as stated in the
Declaration of Independence is the protection of the
individual’s right to life, liberty, and property. The Consti-
tution of the United States protects property by limiting
government. But what should happen when one individual’s
reckless use of private property endangers the life, liberty,
or property interests of others in the community?

In this lesson young children focus upon the question
of what should be the scope and limits of ownership. Stu-
dents begin by reading a story about a boy who owns a
brand new bike and then discuss whether owning some-
thing gives the person the right to use that property any
way he or she wishes. They discuss some of the rights
they think should accompany ownership of a bicycle, and
what responsibilities, if any, the owner of a bicycle should
have. Students then gather information on rules and laws
within their own community which help determine the
scope and limits of ownership. Students work in small
groups to develop policies regarding the scope and limits
of the use of property. The class then meets as a whole to
discuss the policies developed by each group.

PROCEDURES

Begin the lesson by reading the following hypothetical
story to students. After they have listened to the story,
discuss its content in terms of the questions that follow.

Georges New Bike

George had a brand new bike. Did he feel great! This
was HIS bike. He could do anything he wanted with it.
Now he wouldn’t have to borrow his sister’s bike any-
more. He wouldn't have to listen to her saying, “Take care
of my bike!” “Don’t go over curbs or you'll ruin the tires!”
“Get off, you've ridden long enough!”

George pedaled down the street. He practiced going
up and down curbs for a while. Then he tried a few
wheelies. Next he worked on his hand signals —signal for
right turn . . . signal for left turn. Things were getting
dull. Just then he saw a group of children crossing at the
corner. “Hah, I think I'll give ‘em a scare,” he thought.
Straight toward the children he rode —faster and faster.
“Better get out of the way,” he yelled, “cause I'm coming
through!” The children ran in all directions.

Reprinted with permission from the Center for Civic Education, from Up-
date on Law-Related Education, Spring 1987, Volume 11, Number 2. Adapted
from materials developed by the Center for Civic Education/Law in a Free
Society. Copyright 1987 by the Center for Civic Education.

“George, you can'’t just ride at people and scare them
halfto death!” yelled one of the boys who had just reached
the curb.

“It's my bike so I can ride it anywhere I want. You
should've stayed out of my way!” George answered.

George rode on—past the corner and into the inter-
section. A woman driving a car slammed on her brakes
and came to a screeching halt.

“Young man,” she called, “that’s a very good way to
get hurt. Don't you know any better than to ride right
into an intersection?”

George was a little frightened. After all, he had almost
gotten hit by a car. Even so, he gathered up his courage
and said, “You can't tell me what to do. It’s my bike and 1
can ride it any way and anywhere I want to.”

The woman shook her head and drove off. George
looked around. It was getting dark. Time to start for home.
George decided to ride on the sidewalk since he didn't
have a light on his bike. Just then he saw his next-door
neighbors, Jerry and Lisa. “Hey, want a ride?” George
called.

“Sure,” they both answered.

Lisa climbed on the handlebars and Jerry sat behind
George. Off they went, laughing and singing. As they
rounded the last corner on the way home, they saw an old
woman with a shopping cart in their path.

“Look out!” shouted Lisa and Jerry. But it was too
late.

The bicycle missed the woman but it hit the shopping
cart. Cartons of milk and cans of vegetables flew every
which way. The three children hopped off the bike to pick
up the cart and reload the groceries.

“Don’t you children know any better than to ride three
on a bicycle in the dark on the sidewalk?”

George muttered to himself, “Who do you think you
are to tell me what to do with my own bike? If I want to
ride three people, I will. And if I want to ride it on the
sidewalk, that’s my business. You don’t own the sidewalk.”

“What did you say, young man?” asked the old woman
sharply.

“Nothin’,” George said quietly.

“You go on home now, do you hear, or I'm going to
speak to your parents,” the old woman said.

The three children walked the rest of the way to their
homes. George said goodbye to Lisa and Jerry and leaned
his bike on the lawn up against his house.

“Better put that new bike in the garage, Georgie,”
teased his sister who was standing on the porch. “It’s go-
ing to get wet and all rusted if you leave it outside.”
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“So what!” shouted George. “It's my bike. I'll put it wher-
ever I please. If it gets wet and rusty that’s my business.”

DISCUSSION QUESTIONS
1. What are some of the ways George used his bicycle in
the story?

2. Which of these do you think are ways George should
be allowed to use his bicycle? Can you explain why?

3. Do you think there are any ways in which George
should not be allowed to use his bicycle? Can you ex-
plain why?

4. What are some rights you think the owner of a bicycle
should have?

5. Are there responsibilities you think the owner of a bi-
cycle should have? If so, what are they?

GATHERING INFORMATION

At this point, students might be asked to suggest ways of

gathering information on rules and laws within their own

community which help determine the scope and limits of
ownership in regard to the use of bicycles. For example,
students might want to invite to the classroom:

1. A police officer or other city official to discuss com-
munity laws dealing with the ownership and use of bi-
cycles.

2. A school administrator or member of the school safety
patrol to discuss school rules and regulations covering
the use of bicycles owned by students.

3. Representatives of different families to discuss rules they
have made to cover the use of bicycles by family members.
After students have gathered data related to the rights

and responsibilities of ownership and use of bicycles, they

might discuss what they have learned in terms of the fol-
lowing questions:

1. If George lived in your community, what laws would
affect the ways he might use his bicycle? Why do you
think your community has these laws? Do you think
these laws should be followed? Why? Are there any
laws you would add? Change? Remove? Why?

2. If George went to your school, what rules would he
have to follow if he wanted to use his bicycle? Why do

you think your school has these rules? Do you think
these rules should be followed? Why? Are there any
rules you would add? Change? Remove? Why?

3. If George were your brother, what rules would he have
to follow if he wanted to use his bicycle? Why do you
think your family has these rules? Do you think these
rules should be followed? Why? Are there any rules
you would add? Change? Remove? Why?

DECIDING WHAT TO DO

Next, the class should make a list of its policies for deter-
mining the scope and limits of bicycle use. In so doing,
students should take into account the additions, deletions
and changes made in response to the three questions above
as well as any further suggestions they may have. When
the policies have been completed, students might attempt
to apply them to George'’s case. For example, students
might role-play a situation in which a parent, teacher, or
police officer explains bicycle-use policies to George. Stu-
dents might then discuss the following questions:
1. Should these policies be applied to the use of bicycles
by all owners?
2. Should age be a factor in determining which policies
should apply?
3. Are there other factors which might be taken into ac-
count?

As a final activity, divide the class into small groups of
five to eight students each to develop policies regarding the
scope and limits of the use of property other than bicycles.
For example, all students who own pets might form one
group, students who own books another, students who own
a particular toy another group. Each group will then dis-
cuss the rights and responsibilities of ownership of the par-
ticular example of property and the scope and limits of use
which should attend such ownership. After each group has
finished, the class might meet as a whole to discuss the poli-
cies developed by each group. For more advanced and up-
per elementary children, it is suggested you use portions of
the Constitution (Article I, Section 9; and Amendments 3,
4, and 5) to investigate how the individual’s right to prop-
erty can be regulated and protected.
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Due Process
Mini Mock Trials

Jennifer Bloom

Mock trials conducted within one or two
class periods help students learn about courts and trials
in an interesting and enjoyable way. Although students
obviously will not be as polished as they are in more
lengthy mock trial programs, their abilities to quickly be-
come familiar with trial process, to learn their roles, and
to discuss rules of evidence and constitutional protections
will surprise even the most seasoned observer.

In addition to the value of the learning experience for
students, mini mock trials are an excellent activity for law-
yers who want a “guaranteed” success. With only little ad-
vance preparation, a lawyer can guide the students through
the mock trial experience, helping them develop appropri-
ate questions and then serving as the judge for the trial.
Most lawyers are so comfortable with this activity, and find
the positive student response so rewarding, that they are
usually willing to schedule return engagements.

Use the procedure in this lesson with the situation in-
cluded in this article, or use it with a more complex situa-
tion for older students.

The time needed for conducting a trial is only 1-% to 2
hours. (If time is short, omit or greatly shorten the dis-
cussion in the next section.)

BEGINNING

Begin the class session by discussing trials. Because most
students have seen television programs such as “People’s
Court” and “Divorce Court,” they already have some ba-
sic information. Ask them if they watch these programs.
Then ask them to list the people who are present in the
courtroom. This list will include:

M lawyers

M judge

M jurors

W bailiff

I police officers

M clerk

l witnesses

M defendant

M plaintiff

fl court reporter

M public

I sketch artist

Reprinted with permission from the American Bar Association, from
Update on Law-Related Education, Winter 1986. Copyright 1986 by the

American Bar Association.
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Discuss what these people do in the courtroom. De-
pending