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EDITORIAL COMMENT

This is our first properly printed issue, and ain't we proud?
Isn't it bec-you-tiful? I feel like a new grandma. Hope you enjoy it.
Actually, I think you will also find it to be a very uscful onc to keep as
a reference source; so, even if you don't rcad it all cover to cover as
soon as you get it, do plcase hang onto it. There's a lot of "beef" in
here.

We have five original articles this time. Sandy Hurst's
marvelous compilation on how to travel with kids is an absolute
MUST! Even if you eventually lose this volume of the journal, I can
always send you a reprint of it (or of any of them, for that matter),
because Sandy rcally has covered all bases, and after reading it, you
may want to make traveling a regular part of your school experience
so do please assimilate her wisdom and foresight. It may save you a
fot of gricf.

Chris Mercogliano's and Karcn Stern's articles on children's
theater as cducation both focus appropriatcly on their own
experiences in doing it. Karen has added a foreword and afterword
which telf us a lot about her way of struggling with and learning from
her role as a drama teacher - and potentially our as tcachers in
alternative schools - in noticing how everything that happens is grist
for the milll Chris,' you might say takes this principlc a stcp further
into the process and, like Sylvia Ashton Warncr, to whom he refers,
allows himself - and us - to see into the inner workings of the dramatic
process as “magic theater,” in Hermann Hesse's term (Steppenwolf), as
he saw them in reflection upon the process of individuation.

Dan Greenberg has given us another of his insightful analyses
of what "education” is and is not, and is right on ithe beam, for my
moncy! Dan, if only you could listen to other altcrnative school
people as well as you spcak from your own school expericnce! It is so
vatenscly poignant and cqually frustrating to me to rcalize how much
we value Dan's wisdom and experience when he is projecting so much
ignorance, hypocrisy, benightedness and downright harmfulness onto
all the other alternative schools except his! And of coursc no one -
not Sandy's mild protest (sec the Leiters scction) nor Jon
Greenbaum's (sce the NCACS Newsletter for a whilc ago, perhaps
last fall) impassioncd outburst against Dan for bad-mouthing "the left’
- no, nor even Dave Lehman's balanced and objective review of the
pedagogical inconsistencies - the absurditics - inherent in Dan’s
position taken literally (SKOLE, Winter, 1987) arc likely to move him
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off that well-entrenched position, or so 1 fear. Well, maybe next year.
But please, everybody, read his article!

Every human perspective or "way" has both a positive and a
negative force built into it, and, like alternative education,
homeschooling has its own. Peter Haiman's article on homeschooling,
like Brian Ray's, the concluding part of which is also included in this
issue, comes out of an academic perspective. To my mind, truly
understanding the theoretical underpinnings of alternative education
or homeschooling is as essential in coming to full awareness of our job
as arc our personal experiences of "doing” it. “We learn to do by
doing,” said John Dewey. But thinking, formulating, analyzing,
reflecting, extrapolating, synthesizing - all of those cognitive-
perceptual functions we perform upor what v do are essential if we
are not tc fall prey to the danger of the mindlessness, of just doing but
not thinking adverbially - not takirg account of the where, why, how,
whether, and whither of the doing. Peter's article offers good advice
for homeschooling parents who need or are looking for this kind of
backup for their work with their kids. Peter brings out a point about
alternative people which really needs to be addressed by all of us
within alternative education - the importance of objective assessment
of the issue of competence. His suggestions should prove heipful in
this endcavor.

Yerhaps one might even venture a generalization ahout non-
standard institutions like alternative and home schools - which applics
equally to the growing alternative medical practices of midwifery,
home birth, naturopathy, homeopathy, and probably a lot of others!
And that is: taking "the road less traveled," has fremendous rewards
for people courageous enough to embark on such self-directed

Jcarning. But there is a caveat here too. Simply having leeway and

experiencing the satisfactions of not being governed “from above"
carrics its own built-in dangers, among which is the danger of non-
reflection, non-objectivity toward one's "baby" which can occur in any
unmonitored institution under the sway of our all-too prevalent human
vanity, ignorance or greed! See Mary Sweeney's editorial on the
subject in Holistic Education Review for summer 1988. Ther ierm
superiority which she reports as ascribed to alternative educators by
Mary Anne Raywid needs to be taken seriously - and this sometimes
applies to homeschooling parents as well.

There is aiso the issue of damage to the group by the idiocies
of the few as seen from "outside." Like beauty, excellence or its
oppositc is often in the eye of the beholder. No one in the
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establishment scems to think to comipare the ratio of successful
outcomes versus failurcs in the fwo systems, conventional and
alternalive, although Brian Ray's paper makes a very good start, in
cxamining the evidence so far gathered. But the rcputation imposed
on us all as reported by Herb Kohl that alternative education has not
had particularly good results may have been at least party influenced
by the "flakiness” of a few kooks (not Herb, I hasten to add!). Such a
danger is always lurking for alternative practitioners. The damage
suffecred by the entire growing midwifery profession, for example,
when a midwife loses a baby is true, in lesser degree, of all alternative
callings. And although the built-in dangers in education may not be
cither as salient or as disastrous as those implicit in the birth process,
wanting the freedom without equally understanding the responsibility -
the ability to be truly sensitive to "the lives of children" which George
Dennison understood so well and about which he spoke so eloguently
is - must be - a high priority item for us in our schools!

The second and concluding part of David Boadella's article on
movement in education speaks cloquently to the issue of what kinds of
concerns really need to be addressed in looking at children's learning
processes, what you might call -the nilty gritty of lcarning as
embodiment of experience. The reprint by Leslic Hart on brain
rescarch as applied to learning which Mabel Dennison sent on dwells
lucidly upon the findings that could, but don't, undergird the entire
lcarning process, and the folly of the false assumptions that do!

The newspaper clipping on Herb Kohl addresses both the
intra- and the inter-institutional dimensions of alternative education.
We get a vivid glimpse (as those of us who attended the NCACS
conference at The Farm got directly from Herb himsell) of Herb's
style with kids, his philosophy of learning and a look at his rclationship
to the Establishment - the full spectrum.

-~ We have two reviews - an informative and c¢nthusiastic
overview by Betsy Mercogliano of a handful of alternative
publications, including Ron Miller's and Mary Sweeney's new
periadical, Holistic Education Review. This month the latter has a
whole section about alternative cducation, and Jerry Mintz, Dave
Lehman and I all have articles in it. It's a fine issue. The other review,
taken from The Nation, is of two books spelling out the data of and
offering remedies to the deplorable state of secondary education,
particularly of varions minoritics. It fits very well into what Herb Koh!
is saying to us.
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Gene Lehman's LUNO comments never fail (o touch mc with
their deep caring about the quality of children's experieaces, and his
generosily in sharing them impels me to do the same. Hope you get
from them the kinds of feelings I do.

So that's the ballgame. I'd love to hear comments from you,
and please remember how important your articlcs, poems, pictures,
stories are to our journal.




TRAVELING WITH STUDENTS

by Sandy Hurst‘

Let it be clear from the beginning of this article that everyone
has a different style of traveling and of working with students while on
a trip. This is a description of one school's style, and the styles of
several of the adults who lead that school's trips.

During the second year of Upattinas School, while the group of
students from twelve through fourteen were studying space
exploration, the question arose of whether it would be possible to
actually sce the launching of the final Apollo mission from Florida.
None of us had ever traveled with more than our own familics, nor
had we yet bought a school van in which to go. At the time we had a
teacher, J, who drove a Blazer, and a mother who was willing to take
the time, so off they went with five students to Florida. They took rag-
tag tents and sleeping bags, borrowed cooking equipment and as few
dollars as they thought they could get away with, and they came back
with many stories and wonderful pictures.

Many years and many miles since then, we have learned a great
deal about traveling with groups of people, not necessarily just teen-
agers. One of the most important things that stays with us is that you
can do it! It is possible to cross the United States, indeed to leave the
country, on just about the same amount of money per person that
most families spend on their children when they're at home. And
given adults who have lots of dedication and sense of humor, you can
enjoy it

Our trips have ranged to Nova Scotia, Minnesota's Boundary
Watcrs, the Great Smoky Mountains, the Everglades, Baja Mexico
and across the Mexican mainland, California, and throughout the
Southwest. We have visited many of the major national parks and
cities around the United Statcs, and we find that we especially enjoy a
mix of cultural and natural experiences.

In planning for a lorg adventure, it is important for the
leaders to establish the style of the trip with the students interested in

*Sandy Hurst is the director of Upattinas School in Glenmoore, PA,
past president of NCACS and a founding member of the Upattinas
Open Community Corporation.




participating. In a democratic socicty like ours, students expect to be
consulted and to help with all aspects of planning, but it is also
important that they know that the final responsibility for their welfare
lies with the adults and that the adults on the trip take this
responsibility very seriously. Thus, we establish what we call ground
rules very carly in the planning. These ground rules reflect the
comfort level of the adults leading the trip as to safety, health of
participants, general conduct while on the road and at the various
stops, etc.

Onc of the most important considerations for adults lcading
trips is that of safcty. At least one of the leaders should have training
in basic First Aid and CPR. The leaders must feel confident in their
decisions about driving speed, time behind the wheel, and any dccision
making which may be needed during hiking or other outdoor
excursions. Decisions about such matters may include consultation
with the group, but the final responsibility must lie with a leader who
is willing to take on the consequences. Our expericnce tells us that
all-night driving is rarely indicated unless there are extra drivers. It
leads to irritability and inter-personal problems as well as being a
safety hazard. It is also important to talk about and work with the
tolerance limits of drivers as to noise level in the bus or van. Some
people don't mind loud music, but for others it is a drain on nerves
and concentration. This is an area for group discussion and decision-
making, but one must assume that the group will consider the driver
or that the driver must set the rules. There can be no compromise
when actual safcty is at stake.

Another area where safety is of the utmost concern is that of
adventure experiences such as back-packing, caving, climbing,
canoeing, and rafting, Only people who have experience with these
skills should make decisions about weather, general conditions, and
the condition or ability of any member of the group. Preparation is of
the utmost importance in these areas. A group does not need to
prepare before leaving liome, but there needs to be practice sessions
and short trial runs built into the over-all planning of a tiip so that
every member of the group can develop the necessary skills and
stamina to have a successful experience. One time on a school trip,
we took along a girl who was anorexic. We did not know it before the
trip, so a decision had to be made during the trip about whether to
allow her to continue, We had planned a back-packing hike and the
leaders determined that it would be unsafe for her to hike with gear

4
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unless she would suow that she could and would eat for several days
before the hike. We felt that it would also have been 2n unpleasant
experience for the other students. We told her about our decision and
offered to call her parents and send her home before the hikc. She
elected to stay with us and to eat. Obviously, this was an unusual case,
but it is an example of the kind of decision-making leaders need to be
prepared to do. Needless to say, we were very angry that her parents
did not let us know about her condition - for which, we later
discovered, she was being treated vefere we left. This points up the
importance of knowing as much as possible about cach trip participant
- health history, allergies, mental health, etc. It also points up the
importance of having along parental permission slips allowing students
to be trcated medically, and emergency contact information for the
familics of cach student.

Trips to cities where students are not familiar pose other sorts
of safcty considcrations. Early in our years of traveling with students,
we went to San Francisco. Everyone was sure that he or she could
find bus and trolley routes and the kids prevailed upon the adults to
allow them some time on their own. Luckily, when given their
frecdom, it turned out that most of them were too timid to actually
usc it, and they stayed with the adults or the two students who had
been there before. In retrospect, I would advise leaders not to allow
high schoolers free rein in major cities. Certainly there arc areas
where they can be safe, and with good rapport and trust established
ahcad of time, some free time is important and valuable. But it is also
important that the adults know about the area of the city and sct
carcful limits on-time and peramelters.

One of the most valuable and fun expericnces in the city is that
of learning to usc the transit system. Teach the students how to read
the instructions, maps, codes, etc. Give them time to try their skills on
bus, subways, and trains. Plan excursions on public transportation into
your trip even when you have your own vans. You can lcarn a great
deal about a city by riding the bus from one end of its run to another.
Help the students to see all the variety of architecture, neighborhoods,
stores, and people. This is especially important for people who come
from small towns and the country. Teach them, also, how to use the
agencies of the city if they should get lost or find themselves in any
kind of trouble. Thesc arc survival tools which all of us should have.

Along with safety come health considerations. Any group
traveling for an extended period of time must work at staying healthy.
That means, at the very least, very clean practices when it comes to




"food handling and dishes. It's amazing how many teenagers don't
know how to wash dishcs for maximum cleanliness. We periodically
collect dishes and sterilize them in order to keep contagious
conditions at bay. We also stop once every week to wash clothes -
which also takes some care for some students who may have never
washed their own clothes before. We took such a student on one trip.
His mother had bought him an expensive Damart undershirt and he
put it into the hot dryer. It came out looking like a baby's shirt.
Luckily he was a good sport, because he took a lot of ribbing about it
for the rest of the trip.

Keeping one's body clean is rarcly a problem for tcenagers
these days until they find that they cannot take a shower every day.
Again, it's a matter of experience, and once they find out that you can
stay clean by washing one part at a time, they arc infinitely adaptable.
This brings vp a problem which different people solve differcntly. We
are very ecologically minded. For this reason we do not allow bathing
with soap, even biodegradable soap, in streams or lakes. We bring
pots or basins of water from the stream, but let the soapy water run
down into the ground (not directly under a plant or trec). Even bio-
degradable soaps cause pollution in streams, and it's not very
reassuring when you are standing by a stream and soap bubbles come
floating by. There are some times when there is just not enough water
for every day bathing by a large group. When we were in Baja
California (which is really in Mexico), we were surrounded by salt
water, but fresh water was scarce and we could not carry enough for
everyone to have unlimited quantities. So - the students learned to
wear their hair in braids and to tie bandannas over it to help it stay
clean for longer. We would take turns using the rinse water from the
dishes for the first wash, rinsing the soap out with sea water, and only
rinsing once with fresh water. It wasn't the most comfortable way to
wash one's hair, but it did the job for the two weeks we were there.
This kind of experience has incredible side effects. It not only helps
people to see how much we really waste in our society, but it gives
them insight into their own fortitude and flexibility, into the reality of
life in other countries and communities, and some real problem
solving situations.

And, what about toileting? We had a really funny episode on
that trip to Baja. We had invited a young man from the village near
where we were camping to spend an evening with us. He spoke
almost no English and my halting Spanish did not include the words *
he was using. Finally, with the help of my trusty dictionary, he made it
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clear that what he wanied to know was "How do you urinate?" So we
got out our shovel and roll of toilct paper and showed him how we dig
a hole, do the job, and burn the paper before we cover the hole.
Again, this scems to be just too awful to many people until they find
out that it is, pcrhaps, even a better way to get rid of bodily waste. On
our trip to the Canyonlands the students even found themselves
dccorating their spots! If you're going to another country, it's a good
idca to find out beforchand how one asks for public bathrooms. In
most counirics you can just usc the word toilet, but in parts of Mexico
and other Central American countrics, there are no toilets and one
has to lcarn the local way to express this necd. On our trip we used "el
cscusado”, which means “the place to which you excusc yourself.”

When it comes to treating illness or injury, we follow our First
Aid training and our instincts and expericnce. We always carry along
a supply of anti-diarrhea and upset stomach medicine recommended
by a doctor. We also carry antibiotics and antihistamines in case of
infection or reaction to stings. And, when we are on a trip involving
back-packing or other such adventurc activitics, we carry several pain
pills and the proper cquipment to stabilizc broken bones. We have
been very lucky not to cver have had ¢~ cope with anything more
scrious than onc person who ran a high fever and had a strep throat in
Mexico. We took him to the local emergency room and were on our
way in no time. We have had many cpisodes of colds and sore throats,
and stomach upsets. These just run their course with the usual
trcatments used at home. One very important thing to keep in mind is
to remind everyonc to drink plenty of fluids and eat the kind of foods
which contribute to keeping the stomach and bowels healthy. This is
often a nccessary part of the teaching about the trip and can be
hrought into mcal planning and cooking.

That brings us to meals. We are consistently able to provide
good tasting, well balanced :-culs, for about $3.50 per person per day.
That docs not include mean ui every meal, but this is another lcarning
experience for the participants. The variety of sandwiches we create
by the time we arc on the way home is endless. Usually, we lcave
school well stocked with staple foods and thosc we can carry without
too much refrigeration because we get a discount for volume buying
from our local super market. We carry two picnic coolers and two
large wooden boxes as well as two smaller boxes for lunch and snack
foods. We guarantce healthy food and snacks, but the trip moncy
does not buy soda or candy.




One of the favorite foods on our hiking and camping trips is
beef jerky which we make ourselves before we leave. We also mix our
own trail mix and pancake mix and package our back-packing foods
ourselves. We use a variety of dry vegetables, noodles, hard cheescs,
parmesan cheese, pepperoni, soup mixes, and our own mix of peanut
butter fudge. For these trips we carry water purification tablets and
allow no one to drink from streams, no matter how remote they are.
The prevalence of ghiardia in even the farthest reaches of the
mountains makes this imperative. We boil any water we use for
cooking for several minutes, and we fill canteens with any left-over
boiled water. A tiny bit of lemon jaice in the canteen helps to mask
the flavor of treated water.

When we are traveling on the road and in non-primitive camps,
we carry Coleman type stoves and cook in much the same way we do
at home, but with usually only two hot dishes. We try to have many
green salads and lots of fruits available. We use lots of grains and
cheese. When a trip is going to be out for a month, hot dogs and
hamburgers get old fast. Our students have a lot of fun concocting
new recipes with simple foods. One of our favorite campground meals
is Navajo Tacos - Indian fry bread with refried beans, cheese, sauce,
and tomatoes and fettuce all piled on tov. We also find stir-fricd
vegetables and rice popular, as is beef stew made with canncd meat
and vegetables so that it doesn't take so long to cook.

This kind of travel and every day planning can become very
tiring for everyone sometimes. On the days when we're all feeling
used up and stressed we try to find a small restaurant which will give
us a good price for breakfast or dinner. Sometimes we stop at
whatever fast food service is available. In order to avoid the inevitable
argument over which fast food is better, we try to find a strip and give
out the appropriate amount of meney for each person to use wherever
they want.

Where to stay seems to be the next big consideration.
Upattinas trips are camping trips, and as such, are set up to use the
out-of-doors as sleeping space. We travel on long trips during the
times of the year when the temperature does not go below about
fifteen degrees. Shorter, more specialized trips may be actually winter
camping trips. Most of our camping is done in state and national
parks, preferably national parks because they are not as expensive.
We have found, however, that you are much more likely to find hot
showers at state parks, so we try to strike a balance. We use maps and
standard camp ground listings to find the sites nearest to our stopping
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piace for the night. Occasionally we use youth hostels, but they are
much more expensive per person. Only twice have we used mc’els -
both times when we were traveling in extremely severe weather and
felt that we could not out-run the storm. In such cases you can almost
alway find a kind manager who will give a special price and let the
pcople double up in the rooms.

Sometimes, no matter how well you plan, you find yourselves
needing to stop and rest and with no place to go. On such occasions
we have been known to use roadside rest stops, (not legal in some
states, so bewarc), a farmer's field (always with permission if he can be
fourd), or just the off-the-road countryside where we find ourselves.
In such instanccs we stay clustered together so that we can move if we
have to. We do not use cur vans for sleeping except in the most
impossible situations because of the need for people to separate from
cach other as well as because of the extra wear it causes to the inside
of the vans.

Equipment for individual members of our trips must be able
to be packed into a back-pack and a day pack. Each person may have
two bags only, so that we have room in the vans for the other
cquipment and the people. We give everyone a basic list of necessary
items and make surc that they each have each itcm before we leave.
Our list has served us well for many years, so I am including it here for

reference. You will note that we ask them to bring two bandannas.
That is because we do not carry and use the quantities of paper towels
you would need for wiping up dishes, spills, etc. Each person learns to
use a bandanna for all kinds of clean-up jobs.

Sample personal equipmert list:

Light weight sleeping bag good to 15 degrees
Plastic ground cloth

Slecping pad (not a heavy air mattrcss)

Back pack lined with plastic garbage bags

Day pack or bag (no paper or light plastic)
Back packer tent or tarp (if you have one)

2 Bandannas

Flashlight & extra batteries

Eating utensils and dishes (one bowl, cup & spoon will do)
Pocket hnife (no hunting or other larger knives)
Water bottle (canteen or plastic bottle)

Suntan lotion
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Baseball or other visor cap for shade

Wonl cap and gloves

Rain gear and jacket

Clothing for one week including plenty of socks, sturdy long

pants, shorts, bathing suit, cotton and wool shirts and a
wool sweater.

Solid hiking boots and sneakers

Notebook and pen

One of the most important boxes to go on a Upattinas School
trip is the library box. In it are books for all sorts of identification,
first aid, cook books, and story books. We often spend evenings
reading to each other from books by the great naturalists or story
tellers. We share Indian lore and ghost stories and poetry and
anything anyone brings to enjoy. Each student brings a book to read
while traveling, a notebook and pen. Each day we set aside a writing
time and often we share what we write. We sing, too. Sometimes we
surprise ourselves with how many songs we learn while on a trip.

In planning for our trips, we usually give out what we call a
“Poop Sheet" about a month before we leave. This includes available
general information and equipment list, cost, dates, and style of trip.
About a week before we leave we give every family an itinerary which
includes contact phone numbers and addresses and instructions about
getting emergency information to us by way of local police or park
rangers. We also require a permission slip allowing the student to
travel with us and to bz treated medically should the necessity arise, It
helps to have the parent's health plan and number on that slip.

As you read through ail of this, you may wonder how you
could ever organize and live through an extended trip with students.
Take heart - after many years and many trips, it has become almost
second nature to me. My pack stays partially packed, my doctor
expects to call for prescriptions to freshen our first aid supply, our
grocery store says "Where arc you going this year?" And the girls at
the bank are glad not to have to count my endless deposits of dollars
raised at lunches, cake sales, and such for a while. Even some of the
students are able to estimate how much oatmeal we'll use and how
many cases of tuna before everyone hates it.

Perhaps the most rewarding outcome of this kind of trip is the
closeness we gain by being together through so many different
conditions and sharing each others' good times and bad. It is
inevitable over a month's time that everyone, including the adults, will
have bad moods, be lonely for loved ones, not feel really well. But
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cveryone will also have times of joy and feelings of boundiess good
health and love, and those times seem to everride the difficult times.
At about the tenth day you'll find that homesickness and irritability are
king. But that passes in a day or two and the next two weeks are like
magic in the group. At least that's the way I've experienced it through
at least eleven of these trips. What a rich way to share in the search
for community and caring - as well as to learn about our world first
hand!

UPATTINAS SCHOOL OPEN COMMUNITY CORP.
RD 1 Box 378

Glenmoore PA 19343

(215) 458-5138

Dcar Parents,

The Upattinas School Spring Trip will be spending a part of its time in
Mexico, and for this reason, we must have written permission from
you for your child to go to Mexico with the school. Please sign and
rcturn this letter before Feb. 16, 1987.

1, give permission for my son/daughter,

to travel with Upattinas School in Mexico during April, 1987. 1 also
give permission for the trip leaders to have my child treated medically,
should the nced arise.

Signature of parent or guardian

MEXICO TRIP - ITINERARY

Itincrarics for big trips are, at best, approximate. We follow them in
gencral and our days can be traced in a general way, but we do change
our minds duc to weather, condition of vans, condition of people, ctc.

March 30, 1987 Leave school in the A.M. heading for Clayton Lake
State Park ncar Radford, VA vial 81 & 59

March 31 DcSoto State Park, Fort Payne, AL 1 59

April 1 Environs - Lafayette, LA T 10




April 2 Goose Island, near Corpus Christi, TX

April 3 Brownsville, TX. We'll cross the border here and
try to camp near Santa Teresa, Mexico

April 4 La Pesca, Mexico

April 5 Naranjos, Mexico

April 6-10 Exploring Mexico City and its environs

April 11-13 Michoacan, village of Uruapan - hiking and
camping in Pico de Tancitaro and Barranca de
Cupatitzio

April 14 Guadalajara - shopping and provisioning

April 16-17 Coastal area south of Mazatlan

April 17 Los Mochis

April 18-19 Hermosillo Pincate National Park

April 20 Through Organ Pipe Cactus National Park to
Painted Rocks State Park on I 8 in Arizona

April 21 San Diego Area

April 22-25 NCACS Conference - Escondido, CA

April 26 Phoenix, AZ - Karen's back yard

April 27 Cibolo National Forest near Socorro NM
April 28 Ute Lake State Park, Tucumcari, NM 1-40

April 29 Norman or Fountainhead State Park, E. of Okla..
City




April 30 Between Ft. Smith and Mempbhis - Russellville,
S.p.

May 1 The Farm - south of Nashville TN off U.S. 64
May 2 Carter Caves State Park, E. of Lexington on 1 65
May 3 Home '

We will pick up mail at these places:

General Delivery c/o John Boston
Brownsville, TX 78520

Box 92, NCACS Conference
Escondido, CA 92025

c¢/o Karen Stern
934 S. Maple Ave.
Tempe, AZ 85281

The students will call home as often as possible (or

appropriate) in the States, but cailing from Mexico is very difficult in
some places, so don't be alarmed if calling from there is less often. It
is in the nature of our trips that we are often away from areas where
there are amenilies,

Should you need to contact us in an emergency, contact the
police in the area where we are scheduled to be and ask for their help.

Plcase feel free to call Sandy over the weekend if you have any
qucstions.

We will do laundry along the way and it is possible that we will
have to change plans. If we do, we'll let you know through the phone
chain or individual calls.

Parents should know: It is the policy of our trips that the
leaders take full responsibility for the health and well being of the
students. But - we cannot patrol sleeping arrangemenis because of
our need for slecp and alertness during the day. Please counsel your
son or daughter according to your family's customs should she/he
have a boyfriend or girlfriend going on the trip. We'll be driving a tan
Plymouth Van lic. #DTP 736 PA and a dark blue Ford Van lic. #LNL
554




1987 1ICE BREAKER TRIP

Time is rapidly approaching for the annual Upattinas Ice
Breaker Trip - a time to break the ice of hesitations and reservations
that distract us from unity and plunge into a new school ycar with
hope and good feeling. Again this year we will be traveling to Hickory
Run State Park, which is about two and onc half hours to the
Northeast. We will depart from Upattinas early Monday morning on
Scpt. 28 and return in time for the school buses on Friday, Oct. 2.

This is a great time of the year to be outdoors. We will hike
along hemlock bordered streams and scc beautiful waterfalls,
munching on teaberry leaves and wild blueberries as we go. We will
visit onc of the most striking geological features in Pennsylvania - a
boulder field that is several acres large. And, of course, there will be
lots of time for hot volleyball competition. All of the staff and
students will be going on the trip and we would like to extend an
invitation to parents to join us. There's plenty of room and the
facilitics available to us include cabins, showers, and a large dining
hall.

WHAT TO BRING:

Clothes suitable for temperature fluctuations (days can be very warm
and nights chilly)

Raincoat,

Flashlight

Sleeping bag and pad (there are bed frames, but no mattresses)

Towel and toilet items

Plate, cup and eating utensils

Swimsuit

A large lunch

PLEASE PACK INTO A STRONG BAG SUCH AS A GYM DUFFLE
NO PLASTIC BAGS!!

Cost: $30.00 for adults and high schoolers

$20.00 for lower schoolers and younger home schoolers

Hickory Run State Park is close to Split Rock Lodge in the Poconos.
R.D. 1, Bx. 81, White Haven, PA 18661

Phone #717-443-9991

Please do not load your child with junk food. We will have plenty of
snack food with us.




All money 1nust be in by Thursday, September 24 so that we can shop.
If money is a problem for you, please call Sandy. We may be able to
help by finding jobs for your child to do to earn some of it. Don't let
money be the reason a student does not go on the trip.
Everyone is expected to go on this trip. It is very important.
ICE BREAKER TRIP EXTENSION:
Some High School students will continue on from Hickory Run to the
Northeast Regional Conference of the NCACS. These people will
need camping equipment, as they will be spending the following week
doing Shore Ecology on the coast of Maine.
Cost: $25.00 for the conference and ti.nsportation

$20.00 for expenses during the following week.
Basics to Bring:
Tent (if you have onc) with tarp
Sleeping bag, pad and ground cloth
Plenty of clothes which can layer
Flashlight
Two pairs of sneakers or shoes
Rain gear
Eating utensils
Toilet articles, towel, etc.
All this must be packed in a single strong bag of the gym duffle type.
Do not use plastic bags as duffles. They are, however, good for lining

a gym bag.




CHILDREN'S THEATRE AS EDUCATION
by Chris Mercogliano
Teacher at the Free School
Albany, Nev York

While teaching math again at The Free School this past year
(my fifteenth), I stumbled across a wonderful discovery - the learning
value, and beyond that the healing value of doing live theatre with
kids.

There I was reverently doing my thing with a group of eight
seven, eight, and nine year olds, some of whom were just coming from
unhappy public school experiences and weren't the Ieast bit interested
in learning arithmetic, or in learning to read, or in anything that
carried the scent of THE CLASSROOM. It wasn't working. This was
a particularly diverse group of kids that just didn't get along at all, and
they were resisting all my cfforts to help tliem get into the flow of the
school,

Since nonc of us was having a good time, I decided, "To hell
with math!" It was time for me to start doing what I enjoyed doing
more than anything else, reading aloud. 1 chose a juicy children's
classic - George MacDonald's The Princess and Curdie, a turn-of-the-
century English romance full of intrigue and magical beings and with
both a girl and boy protagonist about the group's age. Listening was
optional, and about half of them wandered in and out over the course
of the first few chapters. I grew a bit doubtful about my choice, which
was written in a language and a style quite foreign to the kids. My
fears were laid to rest when I realized that the most tuned in was
Fanon, the boy that I had been having the most difficulty with.

Somewhat dyslexic and still struggling with reading on the
first grade level at age nine, Fanon was harging on every word! His
ability to understand the difficult syntax and to follow the long
descriptive passages just amazed me - and his enthusiasm was quite
contagious. Before long all eight were glued to their seats insisting
that I read to them for the entire morning.

As the story drew to a dramatic and happy ending, I was
deluged with a chorus of pleas to let them act it out. Having had no
previous experience of any kind with theatre, I responded right from
my gut (or lack thereof). "No!"I said, "The story is much too complex.
How would you ever... ;and besides, this was a novel I read to you and
not a play..."




Fortunately, the kids paid no attention whatsoever, and the next
thing I knew, they had selected themselves for all of the major and
minor roles in the play. Next I was appointed the director and told to
hurry up and write down all of the characters and who had said they
would play them. After I had managed to close my still-open mouth
and catch my brcath, I began to realize what was happening. Here
was a bunch of cantankerous kids who couldn't cross the strect
together without battling with each other, and they had just cast their
new play - with some of them choosing three and four different roles -
by themselves without a single argument. Then, looking at the cast, I
noticed that each of them had instinctively chosen the right roles for
themselves. For instance, Fanon, who was not well-liked because of
his constant tcasing and bugging to get attention, was the unanimous
choice to play the leading role of Curdic. Alyssa, always on the fringe
and wanting to either be alonc or play with much younger children,
was to play the other lead, the dual role of the ancient queen and the
beautiful young princess who saves the day with her magical powers.
Clearly, I was witnessing a miracle and had better get on board.

My worries began in earnest when it was apparent that the kids
intended to lecave nothing out. An all out adaptation of the nove! was
called for; so, under the kids' direction, I started writing. My worrics
incrcased as they poured themsclves into making costumes and
backdrops and talked about inviting parents and grandparents too. As
I wrote, I realized that the two leading actors could barely read and
seldom remembercd anything that I asked them to.

We necded a miracle, I thought, and I watched one gradually
unfold each day. The kids were like a well-oiled machine from the
beginning. They scrounged materials for costumes and scencry and
lined up teachers to help with the production of the play, again with
little or no squabbling. I was reminded of Sylvia Ashton Warner's
concept of the "creative vent". She said that truly alive children arc
filled with encrgy constantly seeking release cither through “creative
vents” or through “destructive vents,” and she discovered that the more
her Maori students expressed themselves creatively the less they
fought with each other. I was awestruck by the transformation taking
placc in my group. Occasional arguments occurrcd around how the
play should procced, and tensions definitely rosc as the cvening of the
performance drew closer, but someone would always come up with a
quick solution to the problem and hurt feelings were rare. It scemed
to me that the drama in The Princess and Curdie was so compelling,




and the kids' identification with their characters so complete, that they
no longer had much impulse to stir up "drama” with cach other.

There were individual transformations that were equally
amazing. Fanon, who had been working on memorizing the spelling
of his last name when work on the play began, and to whom the idca
of "homework" was anathema, studied his lines every night. He was
having terrible trouble with one monologue ncar the climax of the
play, so 1 suggested that we rewrite it in his own words and that he
learn it that way. He came in the next morning with it perfectly
memorized - in the original form! Alwssa was doing equally well
learning the dialogue for her very large part, and was showing hersclf
to be quitc a talented actress. Usually arriving at school looking like
an unmade bed, she began coming in with her long hair beautifully
brushcd. Matthew, painfully shy and quict as a churchmouse, really
started hamming up his role as the evil Lord Chamberlain, shouting
out his lines to the back row. Britt, the archetypical good litlle girl,
and typecast by the others as the little princess in the piay, began
asserting herself, She refused to just sit back and observe the final
battle as George MacDonald had written in the original story, and
insisted instead on slashing away with her dagger right alongside the
boys. She also didn't want to be married to Curdic in the end, so we
changed that too.

Each of the kids seemed to be going through an inner process
that was exactly right for them. There is a branch of psychotherapy
called Psychosynthesis that works with the various "subpersonalitics"
that each of us is comprised of; the idea being that by experiencing
them and acting them out with awareness, the individual becomes
more of an integrated “team" and more able to get what she/he wants
in life. I saw each actor in our play experimenting with one or more of
their “subpersonalities", Francis, a very talented, creative boy who is
prone to violent outbursts, chose to play both the King and the devious
butler who is part of the plot to poison him. In the end, the King
manages to harness his rage at being betrayed and drive the evil forces
out of his kingdom, Justin, who ordinarily keeps his anger and
aggression under wraps, got into his role as the treacherous royal
physician so much that the entire audience hissed when he came out
for the scene where he tries to stab the king. He also cleverly
improvised the role of one of the magical monster-creatures that helps
Curdie. Justin considers himself “weird" at times, and creating this
role seemed to me to be his way of getting at his wounded self-image.
Then there is David who has a hot-tempered father and is furious
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about living in the shadow of an idolized older brother choosing the
role of Peter, Curdie's father. Peter, a kind and reasonable soul,
arrives in the nick of time to heroically save his son from imminent
death. David made such an entrance that it practically carried him
into the audience during the performance, where his brother sat
proudly watching. Tyler, a physically powerful and athletic boy who
often shies away from non-physical challenge, played Lina, Curdie's
woll-like guardian that becomes a central hero figure during the play.
Though it was a non-speaking role, Tyler reccived onc of the loudest
ovations at the end. Lastly of course, there was the teacher, whose
Achilles' heel is to want to be in complete control in the classroom,
and who suffers from both writing and performing inhibitions. I chosc
the role of narrator, which aliowed me to be a facilitator BEHIND the
action, helping to keep the flow going, but not in control.

It was a magnificent performance, played to a standing-room-
only audience in a makeshift theatre in the upstairs of our school.
Ovation after ovation brought the kids well-deserved acknowledgment
for their three months of hard work. Reflecting back on it now, I
think it was an invaluable process for ¢veryone, containing so many
kinds and levels of learning and healing. Mark Twain called children's
theatre *one of the great inventions of the twenticth century, offering
the greatest potential of all the arts for learning,” and I certainly agree
with him. I think the play became a model for learning for each of the
kids, and for me as well. A couple of wecks after the performance,
Fanon wrote a very moving poem that he wanted to read at a local
annual poetry reading called, *The Readings Against the End of the
World." The day before the reading he told me he had changed his
mind because he was afraid he wouldn't be able to read what he had
written. I asked him to think back to how he had managed to learn
that difficult speech for the play, and reminded him of his success. He
went ahead with the reading and did a great job. It scems to me that
most importantly we all learned that anything is possible, given the
motivation to do it. This was the kids' process, and thc motivation was
cntirely their own. Also, there were no experts; cveryone just figured
out what it was that they needed to do. In the end, a group of
incxperienced kids and their math teacher put on a play together, and
had a good time at it.

Interestingly, organized children's theatre in the United States
began in the settlement houses in New York City and Chicago at the
turn of the century. Social activists like Jane Addams realized that live
theatre offered an ideal way to bring diversc groups of uprooted




immigrant children together and to teach them communication and
social skills as well as literature and language. Now, here we were in
the inncr city of Albany, New York, in a school which has certainly
functioned as a scttlement house at one time or another, beginning a
little children's theatre, with what I trust was the first of many
memorable performances.




TEACHING CREATIVE DRAMA IN AN
ALTERNATIVE SCHOOL SETTING

*
By Karen Stern

Foreword

It may seem odd that such a short article has both a foreword
and a postscript. But as I continue to learn, addition seems natural,
almost cssential. This article is almost a ycar old, and oh, what I have
lcarned since then! Thus, a foreword.

Drama scems to me to fit naturally in with alternative
education, especially creative drama, the process-centered,
improvisational, participant-focused form. Don't see it; do it! is John
Dewey's prescription. And creative drama, based somewhat loosely
on Deweyan principles, does just that by having everyone involved
make the drama. But what of product-centered drama, or more
specifically, formal theater? Certainly exposing children to plays is
crucial for their acsthetic development, but performing in them opens
up a whole other realm of possibilities for growth. Discipline, that
ugly, rcjected, word in alternative education, also looms large as a
principle for theatrical productions. As an actress and director, 1 am
fully aware of this and accept it; however, my experiences in
altcrnative education as a teacher have forced me to question
cverything. This "discipline” was the first thing to come up for review.

I wrote this article during an extremely frustrating year. It
shows; the writing is tense, and the attitude is bitter. Looking back on
that time and what happened after, I realize the questioning process
continucs. I am encouraged to go forward and explore the
process/product, freedom/discipline paradox.  After all, several
students told me they want to do “it" again. Another play, another
opening, another opportunity for questioning, learning, and growth.
So be it. The show must go on.

*Karen Stern writes about her experiences as a tcacher at Upattinas
School in 1986.




Non-Coercion - just what does this word mean? Easily we can
define it as lack of force. But apply it to a school. Think of a school
wherein going to class is an option. Students go when they want to
learn.

In theory it is an agreeable proposition to me. T "feels" right.
After ali, I never learn anything when I don't wan. 0. Yet my
experiences of teaching in general, and specifically in an alternative
school, make me question "theory” and begin to raise, as I swore I
never would, practical issues.

Today is two weeks till production date. I am the drama
teacher at this alternative school. And the school is having a meeting,
Or rather, a series of meetings. Everyone attends a meeting; all
previously planned activities are preempted. I have no doubt that
these are important meetings. Another teacher has begun to question
the validity of giving credit for attendance and participation in classes.
The other teachers are excited. Perhaps we will see a change in the
present apathy, which is more than apparent. The issues are
numerous and bold. Should we abolish credit? How can we
determine when someone is ready to graduate? What can we (the
teachers) do to facilitate learnirg (surely a question that any good
teacher asks)?

But me, I am discouraged because meetings preempt classes.
Acting class. Our rehearsal for the play just two weeks away. A
rehearsal which we desperately need. And the meetings show no signs
of ending - the acting class (rehearsal) again will not occur. No one
knows what these meetings will produce. We just know we need to
meet some more and see.

I do know, however, what happens when we don't rehearse.
And I realize the odds of putting on this play successfully are
becoming more and more slender.

Meetings are not the only reason, of course. It's the theory
behind them, the non-coercion. Every try to rehearse a play with no
actors? And when cutting class is accessible, even rampant, why not
cut?

I did tell those interested in performing that attendance at
rehearsals is required. I didn't use that word (required) because of its
negative connotations at this school, but I did emphasize the
commitment involved in mounting a production. And this is what
happened:*

1. Sam, originally interested in the play, decided he didn't
want to come to school for a while. Which leaves the cast
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in a jam - should we block him into the group scenes? It
was agreed that we should trust him. He will honor this
commitment. Sam dropped out of the play.

Charlie decidad he would like to be in the play. He, too,
has a problem with attendance. Again we trusted. Shortly
before production, Charles decided he doesr't want (o “do
it".

Hank was “drafted" by the other cast members to take
Sam's place. We re-blocked (spending several extra days
going over what we had already done).

The school went on a week long camping trip. When we
returned, everyone had naturally forgotten what they were
to have done.

5. And now, the meetings, which threaten to go on

FOREVER!

So where does that leave this play and those involved? I am
frustratcd, to be sure, but not distraught. I will go on to direct other
plays, in other situations, to teach others. But what of these students?
No doubt they have learned something from the rehearsals thus far.
Process, after all, is powerful. Downstage, upstage, rchearsal, trust,
cte. But the product is something too. Something they are looking
forward to. And if they are unable to see the rehearsal process to its
culmination (a play), will their anger and disappointment perhaps turn
them off to drama and theater altogether? A lesson in commitment
and responsibility will have been learned, but at what price? I don't
know. I only know that formal theater might not belong in alternative
cducational settings at the high school level. 1, at least, would hesitate
before trying again.

Postscript

And this is the postscript to this tale. The play went on to be
produced, and it was tremendously successful. Although Charles did
drop out so closc to production, another student rallied quickly to take
his place. And, no, the meetings were not resolved until after the play
was over. What had happened?

I had failed to count on the "alternative" in alternative
education. This was not a traditional school, in which time structure is
gospel; this was an alternative school. Yes, mectings take precedence
over classes. But we needed time for rehearsals during the school day.
The flexibility that allows for classes to be called off initially came to
our rescue. "You guys need time for rehearsal? You got it!" The
mectings were recessed daily for play rehearsal. Ihad temporarily lost
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faith in the very thing that had attracted me to alternative education in
the first place: respect for the individual (situation) and flexibility.

What 1 have learned is that formal theater is possible in
alternative educational settings. To astonishing results, in fact. And
that, perhaps, the unreasonable pressure that many drarca teachers
put on student actors and themselves in order to ascertain a "good"
production may be misplaced or completely out of order. Maybe faith
in the individuals involved and flexibility are the keys. Keys, I believe,
for any director to consider using - to open the door to successful,
peaceful, theatrical production.

*Names have been changed

o
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A NEW LOOK AT LEARNING

by Daniel Greenberg
Sudbury Valley School

I

At the Sudbury Valley School we have encountered a new
version of the old story of the parent-child dialogue: “Where did you
go?" "Out." "What did you do?" "Nothing." All too often that seems
to be the refrain associated with the school by parents and by people
in the community. When the school opened, there was a whole
catalogue of objections to what we were doing; as the years have
passed most of them have slowly faded av:ay. In the beginning, we
were told that the problem was that we were new, and people didn't
want to try out a new school before they knew whether it would work
or survive, or be accredited. Of course now we're not new anymore,
and we have survived, and we are accredited. Earlier, there was
always the question of how our students could get into college without
courses, grades, or transcripts. We had to try to convince people on
the basis of abstractions. Now there isn't any question anymore,
because any graduate who has wanted to go to college has been
admitted. In fact, many have been getting in without a high school
diploma. Then there was the question of how students would be able
to transfer to other schools, in case their familics moved, or they
wanted to leave for other reasons. That too was an objection that
people used as a reason for not enrolling their children - because
perhaps at some later time they might have to go to a "regular” school,
and then they wouldn't be able to get back to "reality.” Now that
argument has gone, because there are lots of former students who
have gone back to "regular" schools and have done excellently, without
losing time at all. There were so many objections in the early years!
People said the school would be chaotic; it would be undisciplined; it
would be rowdy; it would be a fiscal nightmarc because so many
people have access to money; and on and on. We used to think that
when people finally saw that the objections were groundless, slowly
but surely they would come around to our way of looking at things, or
at lcast accept us and think that ours was a pretty reasonable kind of
educational system for their children and/or themsclves. Alas, how
wrong we were! Because there is one fundamental objection that will
probably stay with us for the foresecable future: namely, that “this is a




place where children don't learn anything." This is something that the
students enrolled at the school hear from their friends, and often from
their parents. They hear it from grand-parcnts and aunts and uncles
and cousins. We get it from all kinds of incredulous outsiders who
walk into the school and say that it's very impressive, but then end with
the view that students don't learn anything here. I think that this is
probably the major factor that keeps new people from enrolling in
droves. .

What is really at the heart of the objection? It's not enough to
answer by saying, "Yes, they do learn." We never really know how to
handle it. The proposition seems so ridiculous, that we often end up
saying, in effect, "What do you mean they don't learn anything? Look
at A - he's learned this. Or look at B, he's learned this. Or look at this
student sitling and reading." We respond with a flood of ad-hoc and
ad-hominem counter-examples, with no real effect. And it's mostly
because we really don't know how to get a handle on the nature of the
problem or the question. Our answers don't really relate to the
objectors. They look at A reading a book, and that doesn't satisfy
them either. So he's reading a book! So what? That isn't learning.
Nothing seems to satisfy them.

Whal, then, is the heart of this objection? Is it actually true
that students don't learn anything at the school? If not, why do people
think it is true? And what do students learn here? I'm going to
address cach of these questions in turn.

In order to get a handle on the whole problem, we have to
analyze fairly closely the generally accepted view of learning. In this
culture, the meaning of the word "learning” is closely determined by
four fundamental assumptions. The first assumption is that one knows
what ought to be learned by people. The second assumption is that
one knows when it ought to be learned. The third assumption is that
one knows how it ought to be learned. And the fourth assumption is
that one knows by whom each thing ought to be learned. These four
assuraptions in essence determine the meaning of the concept
"learning” for this culture. Let's look at them one by one.

I

The first assumption is that we know what ought to be learned.
That is to say, the prevailing view is that there is a basic body of
knowledge that every human being should know. This assumption is
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not cven discussed. The only thing that is ever argued is the exact
composition of the "basics."

It is important to realize that this assumption is not an
objective reality. Rather, it is completely determined by the time and
the place and the nature of the culture that makes it. In other words,
far from being a general truth about knowledge and about learning, it
is an assumption that is completely dependent on the state of the
culture that makes it. In different eras and in different places, various
societics have made - and still make - catalogs of what has to be
lcarned. For example, not too long ago, in American culture, there
was the simple tenet that the "three R's" were the basics. During the
twenticth century, education in this country has been "modernized,”
and to that list of three R's have becn added successively other
subjects that were considered equally important. Consider the 19th
century in Great Britain: then it was felt that an educated person has
to know Greek and Latin literature. In fact, it was considered that
only unsuccessful or stupid students would study scientific or
technological subjects, or even the English language! Then you go
back to the Middle Ages and you find out that the "basics" consisted of
a course in natural philosophy, speculative philosophy, rhetoric, and so
forth, and a very clear avoidance of practical subjects. 1 don't want to
go into a history of this subject. I only want to make the simple point
that the assumption that we know what ought to be learned is
determined completely by the cultural environment, and changes with
time. Unfortunately, the one we're stuck with right now in this country
was determined by an industrial technological view of our culture that
is obsolcte.

Indeed, two of the three R's are demonstrably obsolete.
Nobody really needs to know arithmetic. Everybody uses pocket
calculators, or calculating machincs, or computers, or adding
machines. No accountant will sit and add long columns of figures by
hand, or multiply by long multiplication, or divide by long division.
Even the best will make more mistakes by hand than by machine. 1
can't think of anybody profcssional who uses arithmetic now. Even
people who zo out shopping take along their little pocket calculators
on which they tot up their expenditures. As far as writing is
concerned, that word has many meanings, but certainly two of the
main meanings were penmanship and spelling, which were considered
very important because people communicated either orally or through
writing longhand letters. Today, anybody who's foolish enough to use
hand-writing is really at a disadvantage in any practical situation.
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Many schools and colleges don't even accept handwritten papers.
Your average letter of application for a job, or your average business
correspondence, would never be done longhand. In fact, it's
considered an almost esoteric phenomenon if a person drops
somebody a handwritten note. And it's equally unimportant to know
how to spell. An awful lot of people I know, some of whom are very
famous people, don't have the foggiest notion how to spell. Even
prominent people. One of the things any good secretacy is expected to
do is to correct all the boss' spelling, and even secretaries don't have to
know how to spell: all they have to do is get paid for the time it takes
to look up words in the dictionary.

The point is simply that the concept of curriculum that prevails
right through college was determined by the industrial society that this
country had in the 19th century. There were certain fundamentai
skills, methods, procedures, and technologies that were needed in
order to keep the industrial machine going. And I don't mean on the
blue collar level alone, not only for the people who worked the
assembly lines, but also for the secretaries, the accountants, the
bookkeepers, and even the executives. The whole industrial machine
operated according to some relatively simple robot-like functions that
enormous numbers of people had to perform, and for which it was
indeed necessary to have a basic, universal common curriculum for
everybody. Of course, even then it was a question of whether or not a
culture opted to have an industrial economy at all. The large agrarian
economies didn't bother with these things. For example, Russia at the
time of the revolution was just beginning to decide that it wanted to
get into the industrial era, and the illiteracy rate was something like
95%. 1Tt just wasn't important for a mass rural culture to know the
three R's. In fact, in the entire society there was only a small cadre of
people who could write. Everyone else would go to these scribes to
have all their letters and documents written or read for them. But for
the population at large, it wasn't essential to know how to read or
write to calculate or do any such thing in order to till the land or build
the houses or do the kinds of activities that were central to an agrarian
society.

Times change. In this country, we have come to the point
where the most routine tasks do not have to be performed by people,
even though often they still are. We have the inherent capability to
eliminate from the humanly-operated domain the entire body of
automatic, robot-like operations that had to be done by enormous
numbers of people. Indeed, the revolution that the modern
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communications industry has broughi about in socicty is quite as
profound as the revolution that mechanization achieved a century or
two ago, when it simply did away with the need for vast numbers of
physical laborers to do heavy work. (That revolution, too, was not
universal; and there are some societies today where heavy mass labor
is still used) The new information-processing technology is now
doing away with the need for droves of workers in industrial plants, or
bookkeepers, or purchascrs, or sccretaries. Nowadays, once an
industry is computerized, most of the operations are untouched by
human hands. For example, when you place an order for a book with
a major publisher, virtually everything is handled by computer. And
when the inventory drops, and they need to order a new printing, the
computer tells the presses to do it. You can imagine how many
thousands of clerks have been replaced. I was in the publishing
industry when this transition took place, and I worked for two
companies, onc of which was automated, and the other still had all its
accounting done by bookkeepers standing behind tall desks just like
you see in old movies - standing and writing longhand all the
thousands of entries that had to be made day by day. Those
bookkeepers don't work there anymore; even that old-fashioned
company has cntercd the computer era.

The point is that robot-like individuals are not nceded any
longer in large numbers to man the industrial machine, and this fact
has, at a stroke, rendered obsolete the entire pedagogical conception
of a basic set of things that have to be known by everybody. Now we
are faced with a completely different educational problem. I'm not
talking about the Sudbury Valley School, or about our particular
philosophy. What I'm saying applies to anybody planning an
educational system for the modern era in this country. Nowadays,
instead of preparing a list of subjects that are necessary for everybody
to know, all you can do is draw up an cnormous catalogue of different
subjects and activities that are available in the culture, and then
proceed from that point. If you believe in a planned sociely, you can
try to apportion a certain number of people to each of these various
fields for the good of society as a whole. That's a political decision,
one which still doesn't mean, of course, that everybody is going to
lcarn the same thing. It implies a complete lack of freedom of choice
on the part of the students, but at least it's modern, and it doesn't
make the basic mistake of thinking that everybody ought to be trained
in the same way. The other major political philosophy that is
prevalent in the world today is that of personal frecedom. In that
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system, it seems to me that you have to end up saying that each person
should be able to decide for himself what he wants to do. But the
chicf point I want to make is that regardless of political philosophy,
the idea that there is a basic curriculum that everybody ought to know
is gone.

Let us return now to the original question, and let me bring it
down to specifics. Say we have a twelve-year old in the school and
somebody asks, “Is he learning anything?* What they mean is that
they know that every twelve-year-old should be studying social studies,
advanced arithmetic, and English grammar. This is the assumption
that undcrlies the question. So if we answer, "He is not learning social
studies. He is learning photography, or music, or Greek history" -
indeed, if we answer that he is learning anything else but social studies,
English grammar, and -advanced arithmetic, the questioners will not be
satisfied. As far as they are concerned, as long as the students in this
school who are twelve years old aren't learning what the socicty today
thinks every twelve-year-old ought to be learning, they are not leaming.
And it's only when people realize that it's a mistake, no matter what
your philosophy of education is, to think in the late 20th century that
twelve-year-olds ought to be learning a specific set of subjects - only
when people realize that this just isn't a viable educational view any
more for modern American society, only then will they be able to say,
"Well, I don't have to insist that they learn social studies, arithmetic,
and English grammar when they are twelve. 1 can accept other
subjects, other activities, as valid learning for a twelve-ycar-old.”

The second underlying assumption is that one knows when a
subject ought to be learned. This has a more modern origin that the
first assumption. It's only been recently that people have become
arrogant enough to know in detail how and when one absorbs and
handles knowledge. To be sure, people always knew that little
children don't quite have the ability to handle things as well as adults,
overall. But people saw that there was such a variety in how children
develop that no one dared become dogmatic. A Mozart might play
the piano at age three, and a John Stuart Mill might speak a dozen
languages when he was four; one child would do one thing, another
child did something else. It was only when psychology became
"modern" that it got the idea that there is a specific, universal track
that every mind follows in its developraent, and that all healthy minds
proceed at pretty much the same rate along this track. One of the
consequences of this view is that it's bad to be learning the wrong
thing at the wr(r))ng\ time. For example, if you are expecting somebody
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by age two to do a particular thing, and you find that he is not, then
you conclude that you have an incipient learning disability. I'm not
exaggerating when 1 say age two. It is becoming much more common
to extrapolate into carlier years, and engage in what is called “early
detection” of alleged learning disabilities and psychological problems.

It is considered a property of the human mind that ccrtain
mathematical skills, certain scientific skills, and certain skills of
rcasoning arc acquirced at certain ages. As a result, it becomes
important (according to this view) that schools provide cxactly the
"right material" at the right age. Also, it is considered bad to give third
grade work to first grade students, because this docsn't develop their
minds along the proper track. I think everybody is awarc of these
vicws.

One of the things that set me to thinking about this whole
subject was a nightmare I had onc night. 1 dreamt ihat just as we have
schools now where all six-year-olds are put through drills in reading,
and are drilled and drilled at it, whether or not they are intcrested in it
- and if they don't achieve at the proper rate, they are immediately
tagged and put into a special category and given special teachers -
what I dreamt was that the same thing was happening to one and two-
year-olds with regards to speaking. I suddenly saw a school for
toddlers where they were all being taught how to speak, just the way
we teach how to read, syllable by syllable, word by word. And if they
weren't proceeding at the programmed place they were going to be
placed immediately into the “speaking disability category," and so
forth. Perhaps this sounds ridiculous, but after all, we've totally
accepted this attitude when it comes to reading. Why not speaking?
And if you have three-year-old who is spcaking at a “two-year-old
level," why not put him in the Special Ed. class? It's a nightmare, and I
think its well on its way to happening.

So again you ask yourself, where does this come from? How
do these psychologists pull it off? Why was the socicty in general, and
the profcssionals in psychology in particular, so eager to accept this
kind of approach? Again, I think the answer goes back to my old
theme. The so-called scicnce of psychology today is the natural child
of the 19th century industrial-technological-scientific world view,
which insisted on reducing cverything in the world to a lincar, tracked,
simple series of progressions. This was cssentially the definition of
knowledge in any field. There was no such thing as real, solid
knowledge that was not perfectly ordered, in an exact scquence of
rational steps. 1f it wasn't ordered in that way it was non-scientific, it




was "art," and as art it was allegedly the product of the emotions and
of the feelings and not of the mind. Products of the intellect, by
contrast, had to be "scientific." I don't think it's surprising people
rcached this vicw, because they were living in an era when everybody
was drunk with the success of linear technology in the material world.
After all, the view was appropriate to machines - to mass production -
to the assembly line - to industrializaton - to any enormous
technological venture. It was true that those enterprises were ordered
in a precise, lincar fashion. So central was the industrial materialistic
view of the world, that it engulfed all of knowledge, and the universal
aspiration of the intellectual world was to be included under the
umbrella of "science”, in order to be legitimate. Indced, if anybody
came along and s.id, "My ficld doesn't want to be organized in a
logical, rational way," they ran the risk of being called a non-
intellectual ficld, of being told, "If you can't show us the track of
knowledge in your field, you're not really worthy of being a bona-fide
subject." This approach was a perfectly natural product of the
cnthusiasm with technology that gripped Western society in the 19th
century. Pcople were consumed with a passion to extrapolate the
technological world view to absolutely everything. And the fields of
social theory and psychology were swept right along with aii the
others.

If you understand, then, that there is a deep yearning on the
part of social scicntists and psychologists to be "scientific’ and along
comes a person who purports to give, on the basis of what looks to be
a very nice scientific work, a good linear theory of the mind, you can
see why they will jump at it. And it comes then as no surprise that
people like Piaget or Skinner rapidly become widely accepted by their
colleagues, because they rescued the profession from the oblivion of
being an “art” and turned it into a scientific discipline. I think that this
idea is going to fall by the wayside eventually, but it's only going to
happen when the whole culture begins retreating from the
technological world view. You can see a trend in that direction in
modern thinkers today. There are books being published by very
eminent social scientists who are beginning to say, "This view of
human knowledge really isn't valid. It doesn't take into account the
subtleties. 1t doesn't take into account the ¢ mplexities. It docsn't
take into account innovation, It doesn't take into account change. It
doesn't take into account the emergence of new theories, new ideas, It
simply isn't adequate to explain what the human mind has done with
the world." This is being said by more and more people who have a
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name in their fields. Whether their voice is going to prevail in the long
run I don't know, because certainly in the shori run the trend is toward
a more feverish technologization of the sociai scicnces. I think we are
going to have a major struggle on this issue in this country, although
for the time being the forces of technology are probably on top.

v

The third assumption gencrally made is that one knows how
any subject ought to be lcarned. That there is a "proper” approach.
That there is a "correct way” to study a subject. Even if we have in our
school a person who is learning what "ought® to be learned - for
example, social studics - at the "right" time - namcly, at age twelve - if
the person isn't learning it in the "right” manner from the “right”
textbook, it's not considered valid. The extent to which this has taken
over education is astounding. It used to be widely accepted that there
were a tremendous variety of approaches to any subject. One went to
different schools, even travelled to different countries, to hear
different people develop a specific subject in different ways. One went
to a particular teacher because he had a fascinating way of presenting
a certain subject. This was an accepted feature of learning. Any
subject was thought to be varied, complex and intricate, and every
original mind was thought to have a diffesent way of looking at it. It
was once considered the height of absurdity to say that there is a "best"
way to teach physics, or social studies, or anything. Alas, pedagogy,
too, wanted to become a science, no less than psychology. Pcdagogy
too had to become an exact, technological field. The obvious result
was that everyihing had to be done in the samec way or it wasn't valid.
All textbooks in a given field have Lo be the same. That's almost an
axiom of publishing today. If you submit a textbook manuscript to a
publishcr that deviates from the accepted way, you'll get a rejection
slip. 1t may be a great book, but if it is not the way the subject is
taught in the schools, they won't wani to publish it. Of course, in a
sense publishers are just representing the prevailing view. They are
marketing agents, and they don't want to get stuck with a book that
won't scll. What they are saying is that nobody out there in the
educational world is going to use a book that is any diffcrent from the
book that is used by everyone else.

I don't have to belabor this. It's an exact consequence of the
kind of thinking that I was talking about earlicr with regard to




psychology. And in order to please somebody who is looking at
Sudbury Valley in terms of the prevailing cducational atmosphere, our
shelves should be filled with the current editions of textbooks in all
fields that arc being studied in other schools. That would be a "good"
library. Our library has a lot of books in it, and they are very varied,
but it basically cannot be considered a "good" school library as far as
educators are concerned because in any given subject they are going to
look around here and not going to find only the "right” book in most
fields. And the same applies to any student learning with the aid of
any of these books.

I think, again, that in this regard a lot of people who stop to
think about it realize that there is a basic flaw in the idea, regardless of
their philosophy of education. The flaw is that it rules out completely
any concept of innovation in a field. What's missing is any reference
to how any one of the subjects being taught in school has ever changed
or progressed. The textbooks always deal with static subjects
presented "correctly.” To me this is an internal inconsistency that
should be obvious to anybody. I can only hope that eventually this
contradiction will come to somebody's attention in the teacher's
colleges. Or perhaps this view will disintegrate on its own. As long as
you assume that pedagogy is an art, or has variety, you are never
under pressure to be right. You only have to have your own approach.
You go to hear a teacher, and you either like his approach or you
don't like his approach, but you don't ask whether his approach is
"right." You say that it is self-consistent, or interesting, but it is not a
questicn of being right or not. But in the present educational system
people are constantly plagued with the problem of finding the "right"
approach, and each time they find one they label it "right," and it
becomes very embarrassing a year or two later to be faced with a
situation where it turns out that it wasn't right after all. That leads to
a lot of problems. There is always a "new” reading program. Every
two or three years there is a whole new "right” way to teach reading,
because the last "right” way didn't work. The educational world is
constantly being embarrassed, only they don'i ever seem to be
ashamed of the fact that they were wrong. I guess there is always a
hope that between the fact that they never seem to do the right thing,
and the fact that actually there is no right thing, it may dawn on people
eventually that the whole approach is invalid from beginning to end.
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The fourth assumption is that one knows how to identify by
whom any given subject ought to be learned. In a way this is the most
insidious of all assumptions, but it follows directly from all the other
points I have made. Our schools have a sophisticated and ever-
improving system for tracking people, and for finding out at an ever
carlier age what specific "aptitudes” a person has, so that a precise,
narrow track can be determined for this person to follow throughout
life. In this society, such a process is exceptionally subtle, because it
involves an authoritarian approach within a free culture. By
employing a variety of ruses the system produces a process which
allows it to inhibit personal freedom without really feeling that this is
what is going on, The person doesn't feel that something arbitrary is
being done to him - which is in fact what is happening. Instead, the
system creates the unpression that it is simply looking out for his own
best future, trying to find out what his needs are, and helping him
fulfill them. The fact that others are deciding what his needs and
interests are, what he is going to do with his life, is covered over by the
illusion that really it is only his needs that are being considered. Now
this is a combination of all the evils we have talked about. The
assumption is that psychologically one knows enough about the mind
to identify aptitudes; and a further assumption is that once onc knows
aptitudes, onc also knows how to track a person so he will in fact
reach the goal that is being set out for him. The whole approach is the
ultimatc in pedagogical and psychological tcchnology. The only
trouble is that it is humanly absurd. All you have to do is read
biographies to discover how, time and again, attempts to identify a
person's interests at an early age failed. To be sure, sometimes a
person of three or four does give very definite indications of where he
is heading, but most of the time quite the opposite is the case, and
very often people show their true aptitudes only in their 20's and 30's
and sometimes much later. Truly, there is not much to arguc if we
only look at the real world around us.

I think that we can understand why people in their society are
going to feel, no matter what, that students at Sudbury Valley don't
learn anything. They are bound to feel that way. There is just no way
out. Becausc we are not fulfilling any of the four basic assumptions
that define the new meaning of "learning” for our culture. And there
is no way our philosophy allows us to act on any of these assumptions.
So there is no point answering a person, "Look, A is rcading a book,
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and B is lcarning this and that." Our approach just doesn't fit the
whole society's frame of reference, and it's not going to fit until the
outside world drops the assumptions that underlic its view of
education.

VI

Still, the question remains: Do people learn anything at
Sudbury Valley? Obviously to us, the answer is “yes," from our
perspective on the word "learning” - a perspective that may not be
current, but is nevertheless rooted in our culture's history.

The kinds of learning processes that I see occurring at the
school all the time fall into four major categories. First, I think we
have learning going on here in the development of personal character
traits. Right off, that doesn't sound like “learning.” But actually,
character education has always historically been considered an
important part of education, and even today gets a lot of lip service
paid to it. Unfortunately, in the current educational system, it's talked
about but nobody has any idea what to do about it. I think that we
have developed a setting in which it can be shown that certain
character traits are enhanced - traits like independence, self-reliance,
confidence, open-mindedness, tolerance of differences, the ability to
concentrate, the ability to focus, and resilience in the face of adversity.
Everyone of these traits tends to thrive in people who stay here for any
length of time. Indeed, the society at lazge sees the opposite traits
being enhzaced in their educatinnal institutions and they worry about
it. They worry about the fact t- : their settings scem to encourage
dependence, a "follower" mentality that relies on others' judgments
rather than on one's own. They worry about the fact that such a high
percentage of people are insecure, intolerant, unable to concentrate
on their work, and not resilient to failure. All these are phenomena
that people in general are worried about, and I think that at Sudbury
Valley we can show that we foster the first set of character traits
where the prevailing educational system fosters its opposites.

The second major type of learning that goes on here is in the
domain of social etiquette. That will probably amuse a lot of people,
because often one of the first impressions people get from the children
in this school is that they are brash. But I don't think that this is a
lasting impression. More important, 1 think that there are many
aspects of social etiquette that flourish here in a striking manner: for
example, being at ease with people of all ages and backgrounds and
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types (instcad of the widespread trait that you sce among children of
the same age in public schools whose tendency is to turn aside, not to
look an adult in the cyes, to be ill at case, to shuffle, and to mumblc).
There is the characteristic of being considerate of other people's needs
- a trait that T think is fostercd mainly by our judicial system. There is
a fundamental acceptance that other people have rights, that other
peopie have needs, that other people have domains of their own that
have to be respected.  Then there is the trait of being articulate
(people are often so inarticulate in the outside world!). And the traits
of openness and trust - I am very reluctant to usc those words, but not
quite as reluctant as [ was in 1968, when they were catchwords for a
social fad - as opposed to the suspicion and paranoia that sccm to be
rampant in the socicty, cspecially among teenagers. And also, there is
a certain basic friendliness and courtesy that pervades relationships in
the school.

A third category of lcarning that gocs on is in the domain of
academic subjects, where we not only see the acquisition of knowledge
oceurring , but we also find it taking place in ways that other schools

. would find unusual. For cxample, people do lcarn how to rcad in this

school, sooner or later.  It's intriguing to watch closcly how this
happens in cach case, because it happens at different ages, and in
complelcely different ways. I don't want to go into any details now, but
just by way of example: some learn how to read by being read to over
and over and practicing a book until they Icarn it by heart and start
memorizing the words; others learn by piccing together syllables that
they have picked up onc by onc; others learn by trying to associate
letters with phonetic sounds. Each onc docs it in his own way, and at
his own initiative. And I think it is very important for us to point out
not only that substantive knowledge is being acquired but also by
methods which are so varied that we would clearly be doing
irrcparable damage if we intervened and tried to direct the process
from the outside.

Substantive lcarning gocs on here in the fundamentals of
arithmetic. It goes on in the principles of democratic government, and
in current events, (This is actually rather interesting. The children in
this school are probably morc up to date on what's going on in the
world than their peers in other schools even though we don't have
“sacial studies” classes.) There is substantive lecarning going on here in
the domestic arts, including moncy management, taking carc of
vaursell, survival, cooking, sewing, childrearing - a whole group of
subjects which in other schools are relegated to a tertiary place, for
poor learners or for girls, though the subjects are clearly central to
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living a good life. Here it goes on in ways that I think arc worth
documcnting, ways that have nothing to do with age or sex or even
with futurc carcer intentions. The list of different specific subjects
Icarned by different people gocs on and on - writing, management,
painting, music, etc. - and it clearly deserves study and documentation.

Finaily, there is a fourth category of lcarning that goes on here
in a way that is not even remotely matched by any other cnviroument,
and that is the category of mcthodology. To be sure, there is a
tremendous amount of writing done, for example, on the techniques of
problem solving. But again, it's assumed in the usual technological
way that there is a "method” for solving problems, and what onc
should do in school is tcach this method. The only trouble is, the basic
assumption is again false. If there was a method for solving problems,
we wouldn't have any problems left. The whole point of a problem is
that you don't know cither its solution or the exact right method to
solve it - if there is one. The idea that there arc multiple approaches
to problem solving, that there are lots of parallel paths that can be
cxplored, that some are better than others, that they have (o be
compared, that there are all kinds of conscquences that have to be
followed out in order to make these comparisons - the really complex
notions of what problem sclving cntails arc an everyday feature of this
school. Students have to deal with them cvery minute of the day in
diffcrent arcas. From small problems like how to get hold of a picce
of cquipment, or what to do next, to major problems like what am 1
going to do with my lifc, or how do I study a certain ficld, or how do |
answcer the questions poscd in the book 1 am reading, and so forth.
Sudbury Valley docs it better than anybody clsc. Students here also
lcarn how to usc resources, both human and archival, To be sure, in
other schools somewhere around fifth or sixth grade they take the
children to the library and describe the Dewey decimal system, and
the librarian gives a talk on how to usc the library. We all went
through this, but most people never can figure out how to usc the
library anyway, and don't. Anybody who has taught in collcge or
graduate school knows that many graduate students have difficulty
using the resources at their disposal. It's something that they have got
to lcarn, and they have also got to figurc out how to find the pecople
who can help them. At Sudbury Valley we take all this for granted -
the idea that when you want to learn something you have got to find
somconc who is an expert in it to help you, and you have got to figure
out where you can find the resources in our library, or in an outside

&
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onc. These ideas, and how to implement them, are commonplace
around here.

Perhaps it is fitting to end with something that Tolstuy wrote
about 100 years ago. Hc wrote: "Don't be afraid! There will be Latin
and rhetoric, and they will exist in another hundred years, simply
because the medicine is bought, so we must drink it (as a patient said).
I doubt whether the thoughts which 1 have cxpressed perhaps
indistinctly, awkwardly, inconclusively, will become gencrally accepted
in another hundred years; it is not likely that within a hundred years
all those rcady-made institutions - schools, gymnasia, and universities -
will dic, and that within that time there will grow frecly formed
institutions, having for their basis the freedom of the learning
generation."  Here was a great thinker writing in the 1860's that it
would take another 100 years for these ideas to come to fruition. A
century later, we were founded. 1t's uncanny. Will it take another 100
years (o catch on?




Q

ERIC

PAFullToxt Provided by ERIC

TOOLS CRITICAL FOR THE SUCCESS OF HOMESCHOOLING

By Peter Ernest Haiman, Ph. D.

Recently my family and 1T heard a talk to parents at the first
annual Northern California Homeschooling Association mecting. The
speaker had been asked to discuss the "socialization" of children and
adalescents.  For the ten minutes that he talked, he spoke about the
topic by mainly criticizing current public education. The socialization
of the young is as complex as it is important, but the spcaker mever
helped his audience thoughifully cngage and/or analyze any of the
issucs involved. Important questions arc at the heart of any discussion
about socialization: How are we to educatc our children/adolescents
so that they may live happy, uscful, and productive lives individually
and collcctively? How are we to educate our children so that they can
fit into and/or modify the socicty they will inherit? These questions
were never addressed.

The spcaker not only failed to address the topic  of
socialization competently, he also misrepresented truth. He said that
John Dewey's philosophy of cducation is the basis of current
cducational practicc in most schools in the United States. This is
falsc. He wrongly spoke out against Dewey's ideas and their influcnce
on contemporary schools.

Anyonc who rcads John Dewey's Democracy and Education
(1916), Essays in Experimental Logic (1916), Human Nature and
Conduct (1922), Experience and Nature (1925), or any other of his
many publications on philosophy and cducation will quickly rcalize
that John Dewey not only was the father of progressive educational
idcas but is the man from whom John Holt, A.S. Neill, and many other
more contcmporary progressive educational philosophers got their
inspiration and many of their ideas. It is indecd a sad irony that the
speaker at the mecting blamed the current state of most of the

“Peter Haiman graduated from the School of Education at Casc
Western Reserve University in 1970 and had two arcas of graduate
specialization: the historical, social, and philosophical foundations of
education and educational psychology. He has taught these courses in
universitics and colleges in Ohio, South Carolina, and California.
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niation's public and private school education on Dewey. In this writer's
op'nion, the last two generations of children and our country as a
whoie would have been fortunate if schkools throughout the land had
put Dewey's idcas into educational practice.

For parents to implement sound cducational practices with
their children, they must first develop their own philosophy of
education. To do this they nced and should demand the best tools to
help them think about educational issucs that arc important for their
children and themselves. They need to engage in a dialogue both with
the best thinkers available and with other homeschooling parents.

Important questions nced to be raised and answered.
Homeschooling parents nced intelligently to decide how and what
their children should learn; how much and what kinds of {rcedom and
discipline are appropriate; how their homeschooling should relate to
the outside community; and many other important queastions.

Theodore Brameld's book Philosophies of Education in
Cultural Perspective (1955) is the best summary prescntation and
analysis of mankind's thoughts about to what ends and by what mcans
children should be cducated. This book has long been recognized as a
classic in the ficld. In the preface to his book, which is a letter
addressed  to prospective teachers, Brameld writes challenging
paragraphs of great importance to homeschooling parents. “When
philosophy doces its job, it disturbs anyone it touches. I hope that you
will be disturbed by this book. I you arc not, then the book has not
succeeded in compelling you to subject your beliefs to re-cxamination,
perhaps to moadification, possibly cven to rejection or  drastic
reconstruction. Unless you are willing to take the risk that this will
happen, you can scarcely expect to qualify as a thoroughly trained
tcacher - as onc whose beliefs about education and about the culture it
serves have been weighed and tested.” (Bramecld, 1955, p.vi) "1 readily
admit that the task is arduous. Issues as basic as those education now
conlronts can never be resolved hastily or superficially.  If you are
willing to go forward with me, you will find that we shall nced
assistance from the most profound minds of history: Plato, Locke,
Hegel, James, Freud, and a grcat many others.  We shall need,
further, to consider questions and situations that often create
bitterness, even violence. Nothing fess than a willingness to study and
act upon them as honestly and forthrightly as possible will suffice.”
(Brameld, 1956, p. vii)

It is the responsibility of homeschooling boards and the
indivdual members of homeschooling groups throughout the country
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to sce that the important questions posed and the differences reflected
in the philosophies of education presented in Brameld's book are
thoughtfully discussed. Homeschooling parcnts can subscribe to and
implement with their own children philosophics of cducation that arc
diffcrent from the philosophics of other homeschooling parcents.  sut
whatever philosophy they adopt, it should represent the culmination of
a process of analyzing, comparing, contrasting, and thinking about
alternative cducational philosophics and practices.  Pcople need not
agree on their educational philosophy but they should agree that, for
their children's sake, a thoughtful process is required to arrive at their
own cducational philosophy.

It is not cnough to be against something like the current
quality of most public and private cducation. Oh yes, it fecls good to
criticize thosc who you oppose. But criticism is only the first, small
step. By itsclf, it will not help homeschooling survive as a movement.
Criticism of current public and/or private school cducation, by itself,
will not help homeschooling parents thoughtfully and deliberately
engage the ideas they must consider if they are to be of benefit to their
children.

Homeschooling, like any movement that wants to be uscful
and survive, must first and foremost, become an accurately informed
movement.  Knowledge is and forever will be power. It is up (o
homeschoolers to make sure that they obtain only qualificd people to
task to them in homeschooling mectings.  The people who talk to
homeschooling familics must have accurate knowledge and make
thorough presentations to parents about the important issucs and
questions  that pertain to the cducation of their children and
adolescents. Good feelings and wishes about homeschooling will not
build its success. An accurately informed homeschooling community
can.
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MOVEFMENT IN EDUCATION
Part 2

hy David Boadella®

(From a talk given to a group of physical cducation teachers in
Liverpool, England, in 1971 - continued from Winter, 1988 issuc of the

journal).

So let us look for a moment at the role of movement in the
therapeutic sense. Even if it does not, usually, happen in school, it
certainly concerns children. In 1966, at Scnate House London, the
Laban Art of Movement studio put on a three day course which was
catled "Movement as therapy”. Tt was the first tentative venture of that
versatile group into the arca of therapy. This was followed four years
later by a conference in Edinburgh that was concerned  with
"Communication without words®. Pcople from therapeutic and from
cducational disciplines took part.

Once of the first papers given there was on the treatment of
autistic children, Now it is true that you are rather unlikely to meet
the severe problems of the autistic child in the ordinary school. But he
demonstrates in a particularly clear way the state of being of somcone
whose movement impulses are radically blocked, and from an carly
age. These children are usually intenscly withdrawn, they have a ot of
latent hut unexpressed anger, and very often the block on matility is
sulliciently severe to have alfected speech. Psychologists are divided
about them.  Some believe that this is an inborn condition, duc to
some  ncurological defect.  But there is a body of cevidence
accumulating 1o show that these are children who were wirned off by
their environment.  Somcthing emotionally crippling happened in
carly infancy. which stopped them wanting to reach out and to
communicate with their environment. Since they do not communicate
through words, conventional methods of teaching or of psychological
treatment are difficult to apply. But recently a aumber of different

"Reichian biopsychiatric therapist, ceditor of the English Reichian
journal Fnerge and Character, director of the Centre for Biosynthesis
in Zurich, Switzerland, and author of Wilhelr Reich - the Evolution of
Tiis Work, In the Wake of Reich and Lifestreams.
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< moaches to this severc problem have been made  through
movement therapy, and through movement cducation.

I am going to describe something of this approach to you. It
has proved capable of restoring spcech, and improving the motor
functions and power to communicate of autistic children. [t has also
proved to be a basic method of working with pcople who have any
kind of emotional problem. It is axiomatic in this approach that
emotional disturbance always registers in a movement disturbance.

All this work I have been describing involves very
fundamental arcas of movement. I would like to call this the level of
the involuntarv movement responscs. We do not really choose our
emotions, you know. When you fall in love, or become anxious, or are
madc to feel furious about something you arc moved from within by a
very powerful encrgy. What you have control over is the bodily
expression of this emotion. Unfortunately people learn, very often, to
control not only the outward acting-out of strong emotions, they turn
against the emotions themselves. And the end product of this is a life
which is lived morc from the head than from the heart. A.S. Ncill
called onc of his books "Hearts not hcads in the school” - a
provocative title, but one that suggests that it is casy for educators to
get their priorities wrong,

Let me suggest that the fundamental choice facing us in
cducation is one between spontaneity and conditioning.

There is basically a choice between spontaneity, creativity, as a
source of action; and conditioning. Let me try to make the distinction
clear by dwelling a little longer on the two contrasted situations in
schools. The key note of any go-ahead progressive primary school
today (and I single primary schools out here deliberately, because 1
think the school today is oricntated around the children's inner necds:
emotional, intellectual, physical). It has been recognized at last that
children learn best what they nced to learn, and what they need to
lcarn ;s what satisfies them, anc nourishes them. So the progressive
primary school is oricntated around pleasure, it is geared to offering
and cncouraging pleasurable activities. Children are led to explore
their environment at first hand, that is by discovery mcthods where
creative thinking and insight are at a premium. They also explore
their ~own with onc's heart, inner resources, and learn to find
themselves as persons, through such media as dramatic work, creative
writing, group music making, painting and modclling ctc. Anyonc
cngaged on work of this kind with children soon learns to trust the
child, and to trust human nature. Without this trust, without the
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confidence in the creative potential of children, and the paticnce to
wait for this to unfold, this kind of cducation would not be possible.

I won't have much to say about the contrasted method of
cducation: it is associated with dislikc of school, anxicty in the
presence of teachers, the possibility of punishment, results, learning to
repeat what is in the textbook, and so on. I am not concerned here
with whether exams are a good or a bad thing. I am concerned with
the means of getting there, and whether they are good or not. Onc of
the cardinal principles established by the then Ministry of Education,
through its Inspcctorate, was that education should be suited to the
child's current stage of development, it should not always be a
preparation for the next stage. To put it simply, if we teach nature
study to infants, it is because infants arc interested in the world
around them, and arc better people if they use their senscs to explore
it, NOT because the university would like more science graduates, or
the government more technicians.

Contrasted Viewpoints

In terms of physical cducation, this means that onc wants to
makc the movement cxpericnces as far as possible situations that
children will enjoy in their own right. They must be helped to develop
kinacsthetic pleasure from the awarc usce of their own bodices. This
was where Rudolf Laban came along to produce a quict revolution in
movement education in Britain, because his focus wis on encouraging
greater and greater degrees of sclf-awareness and sensitivity to fine
nuances of movement, and his ideas lend themselves to a free, but
controlled usc of the body.

I should like to talk for a little about how 1 sce this Laban
movement work,  What he provides is a kind of vocabulary of
movement, After all if movement is a form of communication, then
you can have movement scntences. 1 like to sec the various categorics
of mavement description that Laban uscs as rescmbling the forms of
grammar: there arc basically, nouns and adjectives, verbs, prepaositions
and adverbs.

The noun and the adjective together give you a description of
a body shapc. Think of all the immensc varictics of human posture,
think of all the attitudes they can cxpress, the degrees of tension and
relaxation, strong positions, twisted shapes, the nuances of the human
stance. Think of all those colloquial cxpressions: the hang-dog look,
the stiff upper lip, a man who digs his heels in, he had no stomach for
it, put your back into it, take it on the chin, and any numbcr more. All
these indicate both a typical posture and certain character altitudes.
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In Laban movement work the posture of the body and its muscular
cxpression says somcthing about WHO onc is. This is also of course
the foundation of dramatic cxpression since the first thing an actor has
to learn to do is to feel himself into the bodily and kinacsthetic state of
being of the character he is trying to portray.

Well after the nouns and adjectives we have the verbs, After
the who, the what. What do pcople do with their bodies when they
move them? Laban tended to divide action movements into two
groups - locomotory, those that take you from placc to place, and
gestures, where the body may stay in one area of space, but the upper
part particularly, the arms, cycs and facc, arc used to express a
mcaning. What Laban was trying to do in his physical education work
was to extend the range of movement capacitics in people. He found
that people were usually very restricted in their movements. Their
bodics limited them. And his aim was to extend these limits.

Then one can think about the prepositions of movement: up,
down, in, out, to, from, with, without, back, forward. These definc
onc's oricntation in spacc. It is intercsting to reflect on the
development of locomotory movements in animals:-

The very carlicst animals, protozoa, one-celled creaturcs, had
no hcads and no tails. Their movement was confined to onc
dimension: basically they could flow in or they could {low out. (It is
intcresting to record in passing that the word exploration mcans
literally, to flow out). Or if you like to use Laban terms, they could
open and they could close. With the development of the body-shape
to the stage of the worm, there is a clearly defined head end and tail
cnd. Movement forwards and backwards in a clear scnse now
becomes possible.

Finally, with thc attainment of verticality and the upright
posturc in the higher primatcs, the directions up and down have a
much fuller meaning. There is a whole literature on this dimension
alone - the physiology and psychology of the upright posturc of man,
that 1 could refer to. The fundamental idea behind it is that in
attaining thc upright posture man has the maximum defiance of
gravity, and thc maximum degree of instability, as compared with a
four-legged animal. At the samc time, by virtuc of the fact that to stay
upright at all his posturc must be dynamic, hc must constantly be
making minor adjustments in order to defy gravity and avoid falling
over (you have only to shut your eycs for a moment and stand on one
leg to appreciate the instability latent in human uprightness) he is also
morc adaptive in his posturc than any other animal. The skill of the
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matador who can pivot on his small centre of balance, and twist his
body in the lateral plain more than other animals, is usually quite
enough to enable him to outwit the much more linear movement of
the four-legged bull.

The whole question of the relationship of a person to the
ground he stands on is a fascinating one, and there are many
possibilities in Laban's approach for exploring it. Security is related to
one's posture in relation to the ground; indecd one can talk of
grounding as a very fundamental quality which the child develops as
he moves towards independence. There is also a relationship between
the way one perceives the world, and the kind of grounding one has in
terms of posture. If one has one's feet on the ground one is not going
to have one's head in the clouds. And the word *understanding"
means what it says. We can think clearly about the world if we are
able to stand firmly and securely in it.

The nexp part of movement-speech to look at is the how of
movement - the adverbs. Laban spoke of effort qualities. 1 prefer to
see this as a descriptive account of the qualitics and expression of
encrgy in a person. Laban distinguished attitudes to space - flexible
and inflexible, (straight pathways or indirect, wandering pathways);

-attitudes to time - quick movements or sustained movements; and

attitudes to weight - delicate movements and forceful movements. He
also made an even more fundamental distinction between bound
movements, characterized by tension, and free-flowing movements
characterized by rclaxation. Again the direction of his work is to
explore the range of movement possibilities, to develop the capacity
for delicate movement possibilities, to develop the capacity for
delicate movements in those who are brusque and forceful, to develop
the ability to sustain aggression and to apply force, in those who are
too passive or quiet.

You see how the remedial and the educational are inscparable,
because here we are back with fundamental ideas of the ability to be
tender and sensitive, and the ability to apply all one's energy towards a
given objective. Above all, the development of awareness in people
into their own energy qualitics, and effort patterns.

We have had the who, the what, the where and the now of
movcment, but not the why. To discover the why one needs to read
the movement sentence, since all movements are either expressive of
somc communication, or are functional in an exploratory, work-
oricnted kind of way.




And Laban recognized with his emphasis on group work that
one moves in relation to others. The why of movement can be
answered only in the context of the group process, the group that is
the microcosm of cociety and of human interaction.

And here we enter the realm of drama.

Much has been written about the role of drama in schools, and
one of the best books on the subject in my opinion is that by Brian
Way. Way is one of the people who have emphasized most clearly
that drama is really about becoming aware of yourself, and aware of
other people. It is to do with coming alive, and with being able to feel
what somcone else is feeling. Again the link with the world outside
the school and beyond the stage, can be made with the development of
the human potential movement and the encounter culture. There is
now a growing realization that modern conditions of life lead to
people becoming out of touch, depersonalized, and disembodied. The
encounter movement is a kind of growth-orientated spontancous
experience where people are encouraged to explore the emotions that
are normally not expressed in the conventions of everyday
relationships.

I'have left to the « nd what many people think of as the prime
purpose of movement education, to teach specific skills. I regard the
specific skills as techniques that are best built on the foundation 1 have
already been describing. It has been recognized in most modern
drama schools for example, that the most effective way of getting
someone to portray another person convincingly, you have to get
through to the actor at a deep personal level. That is why many
people associated with the method school of acting have been people
interested also in personal change, and in looking more honestly at
their own motives and goals in life, than the average person perhaps
does.

In the realm of specific movement skills then, there are also
changes afoot. In the past skill-teaching has tended to be governed by
the heavy hand of tradition. If one thinks of the traditional sports,
cricket, football perhaps things have not changed much. And yet a
Schers or a Pele are distinguished most of all by the fact that they
seem to involve their whole body in what they are doing, and by their
mastering of those factors of time, space, and weight that Laban
described. In a sport in which 1 am particularly interested - Judo,
there were stereotyped ways of teaching the basic throws that were
honored by tradition in Japan and which spread to the west. But
recently to the consternation of the traditionalists, a man called
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Gleason, who is British National Coach, astonished everyone by
showing from a careful examination of photographs of Judo experts in
action, that these experts were breaking most of the rul.s that the
coaches had tried to lay down. So instead of perpetuating the dead
hand of a skills-tradition that the experts only were intelligent enough
to violate, Gleason is now encouraging a much more personal style in
the teaching of this sport. He is encouraging those learning it to
approach movement situations as challenges which can be solved by
trial and error, by exploration, by innovation, in other words by
sensitive and intelligent feeling for one’s own body in relation to an
opponent and in relation to space. Gleason has in fact brought a
Laban movement approach to bear on an international sport and has
revolutionized the teaching of it. The result has been a much higher
standard of Judo throughout the areas where he has had influence.

Let me try to sum up. I am suggesting that children in school
would bencfit from a carefully planned series of movement
experiences in which they were helped to gain an increased and
enriched sensc of identification and feeling for their own bodies. That
a Laban movement approach, coupled to somc of the postural
concepts found in Judo teaching, and with some of the expressive
outlets uscd in movement therapy - can help children to get not only
more in touch with themselves, but more in touch with each other.
That the kinaesthetic awareness so developed is the basis on which the
teaching of specific skills and crafts should rest. I am also suggesting
that if this kind of body-awareness approach is coupled with the kind
of sclf-exploration through drama that Brian Way has described, then
this is a way of helping children to gain insight into the feelings of
others, and so can be that basis of a rational moral education. That a
rich dramatic expericnce of this kind can be a well-spring to nourish
the arts.

Education, it seems to me, is concerncd with developing
sensitivity both to the outer world that we seek to control through the
scicnces and technologics, and in a more personal way through crafts;
and with the inner world of emotions and aesthetic appreciation, that
is expressed in the arts. My belief is that for the exploration of space,
both outer and inner, movement education of the broad basis that |
have tricd to suggest, is the best preparation.




Part 11

A COMPARISON OF HOME SCHOOLING
AND CONVENTIONAL SCHOOLING:
WITH A FOCUS ON LEARNER QUTCOMES

By Brian D. Ray‘
Oregon State University
July 29, 1986

Summary of Parts I and 11

Iniroduction

A renascence of the home as the center of learning for youth
has occurred recently in the United States. There is now a visible and
si: able group of people who are known as unschoolers, deschoolers,
or, more commonly, home schoolers. Whereas prior to the 20th
century "...American children attended smal! common schools for only
a few weeks each year, with the attendance beginning at some point
between the ages of 8 and 12* (Moore, 1985, p. 63), most children now
begin attcnding instructions at about age six for nearly ninc months
per year. This is changing for many, however. Estimates of numbers
of home schooling families range from 10,000 to 50,000 (McCurdy,
1985) to one million (Hewitt Research Foundation, 1986b). The
number and dedication of parents and children involved in this form
of learning has caused local and state departments of cducation,
tcachers, legislators, sociologists, and expert educators to take notice.
Their interests and concerns include the topics of diminishing jobs for
teachers, compulsory education laws (Lines, 1982, 1983: Whitchead &
Bird, 1984; Altman, 1985; Wendel, 1985), less income for school
districts, and quality education (Franzosa, 1984) which encompasses
the cognitive, affective (Western Australia Department of Education,
1979; Washington State Superintendent of Public Instruction [WSSPI),

“Presented in partial fulfillment of the comprehensive written
examinations for the doctoral degree in Science, Math, and Computer
Education Department at Orcgon State University.




1985; Tizard & Hughes, 1984), and psychomotor domains. All of
these issues are legitimate in the minds of those who hold them as
important. However, the purpose of this paper is not to render
quiescent all of the debates regarding the above issues.

Summary Based on Preceding Studies
Characteristics of Home School Families

It is apparent that a wide variety of individuals are involved in
home schooling; just as the U.S. is comprised of a pluralistic group.
Home school involves: agnostics, Christians, Mormons, five and 17-
year-olds, low-and high-income families, Blacks, Orientals, and
Caucasians, parents with Ph.D.s and parents with G.E.D.s, and one-
child and 10 children families. However, an attempt to normalize the
various individuals and their home schooling would generally yield,
among others, the following characteristics:

1. Both parents are actively involved; with the

mother/homemaker as the teacher most of the time.

Parents have attended or graduated from college.

Total household income is $20,000-$30,000.

Over 60% regularly attend religious scrvices.

Three children are in the family.

The learning program is flexible and highly

individualized. involving both homemade and purchased

curriculum materials.

7. Children are formally "schooled” 3-4 hours per day, and
often spend extra time in individual learning endeavors.

S I

8. They study a wide range of conventional subjects, with
an emphasis on math, reading, and scicnce.
9. The home school is operated for more than two years.
10. Home school is chosen for various reasons, including

both cognitive and affective ones.

There is nothing in the research to suggest that home school
families, as a group, are bizarre with respect to the characteristics
listed above. One trait that is usually implicd, and occasionally
explicit, in the literature is that the parents who home school their
children are extremely intcrested in and concerned about the total
education of their children. In conjunction with this trait, they
perceive that they, as parents and guardians, have prime responsibility
for the education of their young. "And they are willing to be different,
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to take a socially unorthodox route to rcaring the kind of children they
want" (Divoky, 1983, p. 397).
Learner Qutcones :

There have also been at leas: 11 studies that supply empirical
cvidence that is directly related to the learner outcomes of home
schooling. Perkel (1979) found for low socioeconomic and Spanish
speaking four-year-olds that cognitive skill could be increased as well
at home as at school. Four-year-olds, of both the working and middle
clases, were also studied by rescarchers in Great Britain. Tizard,
Hughes, Pinkerton, and Carmichacl (1982) found that significantly
more cognitive demands on children were made at home than at
school and children asked more questions at home than at school.
Tizard, Hughes, Carmichacl, and Pinkerton (1983a) found that
tcachers asked a significantly greater proportion of questions than
mothers, and children lecarned quickly that their rolc at school was to
answer, not ask, questions. Tizard, Hughes, Carmichael, and
Pinkerton (1983b) also found, at signilicant levels, that children more
frequently used complex language at home than at school.

Home school students of high school age in Western Australia
perfomed satisfactorily on achievement tests (WADE, 1979) and
Linden (1983) reported above-average scores on the CAT for children
of various grade levels. Hewitt Rescarch Foundation (1986b)
consistently finds home school students tn scorc in the 70 and 80
percentiles on standardized achievement tests.

In a study involving a more controlled design, K-8 gradc home
school children scored above(3%-12%) the national average on the
SAT in recading, language, and math (WSSPI, 1985). Youth in a state-
managed form of home schooling in Alaska have becn scoring
significantly higher than conventional schooled youth on the CAT in
math, reading, language, and science (ADE, 1984, 1985, 1986; Falle,
1986). The CCS home schooled in Alaska also score higher on
achievement tests than conventional schooled Alaskans (ADE, 1985,
1986; Falle, 1986).

Taylor (1986) has provided the only study which carefully
examines and offers data regarding the affective component of
learning. He found that home school youth scored significantly higher
than conventional school youth on the global and all six subscales of
the Piers-Harris Self-Concept Scale.

With respect to cognitive outcomes, then, the evidence suggests
that thosc youth educated in the homc school environment will
generally do as well or better than their conventional school pecrs.
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The vast majority of home school people score well above average on
achievement tests. The evidence in the studies analyzed in this paper
is generally reliable. Furthermore, no evidence to the contrary could
be found.

Likewise, the available empirical data suggest that home school
youth are doing at least as well as those in conventional schools in
terms of affective outcomes. Although very limited measured
evidence exists regarding the values, attitudes, andd socialization of
home school youth, no tangible evidence was identified that they are
inferior to conventional school youth in these areas.

The findings regarding home school learner outcomes are thus
far based upon pre-experimental (Campbell & Stanley, 1963), causal
comparative, and correlational research paradigms. It is difficult,
although perhaps not impossible, to start with equivalent samples of
youth when involved in an attempt to compare home school and
conventional school "treatments." It is possible to hypothesize that the
home school treatment is a causal factor of apparently elevated
achievement and self-concept scores, but the research to date cannot
be said to come close to proving such an hypothesis.

Possible Explanations for Observed Home School Qutcomes

A review of the literature suggests that, in general, home school
is related to positive or desirable learner outcomes. If this is true, it is
interesting and perhaps worthwhile to speculatec as to why home
school might eahance, or at least not be a detriment to, learner
outcomes. Following are some potential explanations:

1. Home school provides an extremely low student:teacher
ration, usually 1 to 3:1. This allows for a tremendous amount of child-
adult interaction, feedback, and behavior reinforcement in the
learning setting.

2. Parents are highly involved in their children's learning, and
what happens at home is clearly related to learning success (Keeves,
1975; Travers, 1982; U.S. Department of Education, 1986).

3. Parents are "significant others” to their children, and the
children will value their parents' behavior enough to imitate it.
Parents who home school place high value on learning and not only
value teaching their young but also enthusiastically icarn themselves.
Extra attention from parents may raise the self-concept of children,
which is associated with improved learning. Also, many home
schooling parents personally experience a rcnewal of interst in
learning. It may be likely that children will follow the modecl of their
parents in this regard.




4. Somec children who arc labeled "disadvantaged"
(sociocconomically) may actually be benefitted by staying at home for
scveral years rather than going to a conventional school. Tizard and
Hughes (1984) concluded, “Far from compensating  for any
inadcquacies of their home, the stalf were in fact lowering their
expectations and standards for the working-class children" (p. 257).
The milieu of the conventional school may often discriminate against
lower sociocconomic children. It has been found that higher
expectations of youth by adults, perhaps more likely at home for many
children, result in greater academic performance by lcarners (Travers,
1982; U.S. Department of Education, 1986).

5. At home, "...the learning is often embedded in contexts of
great meaning to the child” (Tizard & Hughes, 1984, p. 251), and the
home schooled are frcquently involved in learning within the
framework of daily living activities. This setting is similar to some
aspects of the quality, educative experiences and “learning by doing"
that Dewey (1938) encouraged and the active involvement in learning
by discovery that Piaget and Bruner have emphasized (Carin & Sund,
1985).

6. Home school lends itself to a high degree of individualization
and flexibility in terms of "curriculum® for each student. The unique
characteristics of each child, whether a deficit or an asset compared to
the norm, can be addressed and dealt with on a daily basis without the
hindrances of institutional life and operations. Even if the average
home school child spends as much as three hours in "formal® or
planned learning activities, he or she is still afforded four or five more
hours of the conventional school day to engage in a great variety of
cognitive, affective, and psychomotor learning activitics (Reynolds &
Williams, 1985; Gustavsen, 1981; Linden, 1983).

7. Parents at home frequently exhibit behaviors that have
consistently appcared in the literature on teacher cffectiveness.
Among these characteristics of effcctive teachers are (a) teacher
variability, viz. the parents use many different methods to teach their
children, (b) enthusiasm, (c) task orientation, viz. once the learner is
on a task, thcy have him or her take the time to complete it; which is
what many home schoolers find they arc able to do with their flexible
schedules, and (d) clarity and organization in instruction to the
student; which is perhaps casicr for home school teachers since they
have so few students (Medley, 1982; T.P. Evans, personal
communication, April 30, 1984). Each of the preceding seven ideas
concerning the apparent desirable Icarncr outcomes of home school
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could entail a lengthy study in itself. At best, the research regarding
home school youth is slight. Nevertheless, should more research be
dome regarding this option in U. S. education?

Research Potentials

Stephen Arons (1983), an expert in legal studies, did a careful
legal and philosophical analysis of book censorship, home schooling,
and educational subcultures in Compelling belief: The culture of
American schooling. He proposed some provoking questions:

If a child is in school six hours each day for twelve years

merely as a logical result of changes in the social and

economic structure over the last 200 years, why do a few
thousand families seeking to educate their children at
home evoke such virulent official reactions and such
widespread public attention? Why is it that millions of
children who are pushouts or dropouts amount to
business as usual in the public schools, while one family
educating a child at home becomes a major threat to
universal public education and the survival of

democracy? (p. 88)

It would seem that educat- s, legislators, state departments of
education, parents, and others would want more empirical data
regarding home schooling before they further laud or denigrate its
potentials. The fact that, contrary to Aron's figure, perhaps far more
than 50,000 families are presently educating their children at home
makes research even more important.

Some of the various suggestions for further research follow:

1. Compare more carefully the academic achievement scores
of home and conventional school students (Linden, 1983; Wende!,
1985; Taylor, 1986).

2. Investigate socialization aspects of home school compared
to conventional school (Linden, 1983). :

3. Develop a profile of the types of programs and materials
used by home schoolers (Linden, 1983).

4. Survey attitudes of school administrators (Linden, 1983),
certified teachers, education specialists, and the public toward home
school.

S. Study the effect of teacher certification of home school
teachers (Wendel, 1985) or education courses taken by home school
teachers on student achicvement.




6. Investigate possible uses of television, computers, and other
forms of technology in the home school (Wendel, 1985).

7. Conduct a longitudinal study tracing "...the self-concept of
home schooling children both before and subsequent to their re-cntry
into a conventional school system” (Taylor, 1986, p. 191).

8. Profile the lives of home schooled people after high school
graduation age (R. Smith, personal communication, July 1, 1986).

Furthcrmore, it would be of interest to scicnce educators to
have information concerning the scientific development of home
school youth. To date, there is scanty information about the
achievement of these learners on standardized sciencc tests. The
ADE (1985) reported that CCS home school fourth through eleventh
grade students scored, on the average, 15.1 percentiles higher (68th to
90th percentile) than their conventional school Alaskan peers on the
SRA science test. The only other information on the science
achievement of these youth was provided by an anthropologist. M.A.
Pitman (personal communication, June 26, 1986) administered the
Metropolitan Achievement Test to a small number of home school
youth in Ohio, and they scored above average on the science portion
of the test. In addition, this author is not aware of any information
rcgarding the scientific literacy (Showalter, 1974; National Science
Teachers Association, 1982) of home school learners.

It would be helpful, to home schoolers and to socicty in
general, to (a) determine whether there is a significant relationship
between whether a learner is home schooled or conventional schooled
and at least one aspect of their scientific literacy and (b) determine
whether there is a significant relationship between type of schooling
(home or conventional) and scores on science achievement tests.

Among other things, such research might reveal to educators
whether more energy should be given to educating parents (Becher,
1982; Moore & Moore, 1986), to "..what professionals can learn from
studying parents and children at home" (Tizard & Hughes, 1984, p.
267), or to a more efficient homeostasis of the two. In fact, it might
one day be realized by many that perhaps the home schooling
movement is

..a laboratory for thc intensive and long-range study of

children's learning and of the ways in which friendly and
concerned adults can help them learn. It is a research
project, done at no cost, of a kind for which neither the
public schools nor the government could afford to pay.
(Holt, 1983, p. 393)
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ALTERNATIVE EDUCATION NOT DEAD YET, LEADER INSISTS
Herbert Kohl says revival in the cards
by Alan Parachini
LA Times-Washington Post Service

Point Arena, Calif. - When Herbert Kohl wrote 36 Children, a
book that helped shape the alternative education movement of the
1960's, he was a young teacher strugglin-; with fifth graders in the heart
of Harlem.

It was a heady time. Kohl and a few other philosophers
proposed a massive liberalization of the public education system.
"Free" schools and "open” classrooms - part of a revoiution in
instruction that gave even first graders a say in how they should be
taught - soon followed.

Kohl, in fact, coined the term "open classroom" in a book by
that name in which he described his prototype for a radically altered
public school system. He advocated curriculum reform, even the
climination of curricula, per se. Kohl also favored the new math and
the new science and the demise or drastic curtailment of such
standard rites of passage as memorizing multiplication tables and
learning rules of grammar.

In their place, Kohl called for teaching techniques that
pertained to children's everyday lives. For example, fractions might be
taught as they related to cooking. Standard reading texts would be
replaced by books chosen by the children themselves. Grammar
would not be taught as a separate subject but would be absorbed
almost intuitively by pupils.

By late 1967, even Time magazine had taken note, reporting
with some alarm that a sort of left-wing mafia - including Kohl,
Jonathan Kozol, Robert Coles, John Holt and Edgar Friedenberg -
rampaged in public education. When he saw the article, Kohl recalls,
the first thing he did was call the others and suggest they get
acquainted.

But that, as they say, was then; this is now.

American schooling today is largely dominated by the terms
"back to basics" and the “cxcellence movement," whose proponents

Tlcprinlcd from The Oregonian for August 19, 1987,
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range from U.S. Secretary of Education William Bennett to
California's supcrintendent of public instruction, Bill Honig.

Alternative education has been in unrclenting retreat for a
dccade. For all of the publicity that grected it in the '60's and ‘70's,
many contcmporary educators now say that its schools produced an
cducation product little differcnt from their conventional counterparts.

To find Kohl today, a visitor slowly drives through Point
Arcna, a little coastal village three hours north of San Francisco. The
visitor turns onto a back-country road and looks for a white post at the
cnd of a rocky driveway leading into a redwood and pine forest.

Kohl has been here eight or nine years - he's lost track, just as
he has of the number of books he's written, which now total, he says,
betwecn 15 and 20.

Like Fidel Castro

Figurativcly, Kohl sees himself as akin to Fidel Castro in the
years in which the future Cuban ruler holed up in the Sierra Maestra
of Oricnte province, waiting for the right time to overthrow dictator
Fulgencio Batista. And as Castro eventually triumphed, Kohl insists
that the time for renewal of his revolution may soon be at hand. He
predicts a backlash against the conservative education trends of the
last decade and a longing for the humanist philosophy that drove the
open education revolution of the '60s.

In the meantime, Kohl has neither lost his fire nor tempered
his idcology. In recent months he has:

Written a scathing review in The Nation of "First Lessons," a
booklet by Secretary Bennett that finds American elementary
cducation to be "in pretty good shape” Kohl said he dctected in
Bennett's reasoning hidden ideological agendas intended to make
children's values and outlook conform to conservative politics, It's
true, he concedes, that one person's social science is another's
propaganda.

Taken on Bennctt and Honig for playing roles - albeit
differcnt ones - in forcing out of the schools students whose behavior
or values may be eccentric by conventional standards. That drift, Kohl
has suggested in his own writing and in interviews, may not be
unrelated to recent problems with rising youth suicide ratcs.

"Bennett doesn't say (that you should) tcach children to think
and challenge,” Kohl said. "He wants to produce creative scicntists
and rigid moralists. You can't do it. Honig falls a little bit for that
linc, but he's a much more literate person. 1've always been pretty
much of a maverick.”

RIC




Late on a recent afternoon, Kohl has returned home from
teaching 25 or so children at the Acorn School, an alternative program
operated in Point Arena by a parent run collective for the Arena
Union Elementary School District. It's a pleasant little school where
the children all call Kohl "Herb." He refers to the classroom as "my
palette” and says teaching is a form of performance art.

He still faithfully applies the principles he developed.

The movement, he says, took the philosophical position that the
traditional authoritarian structure of schools, with students the lowest
class, was counterproductive. Morcover, what was taught should be
made directly relevant to students' everyday lives. There would be
discipline, but it should be developed from within a group of children,
not imposed.

“In an authoritarian classroom, annoying behavior is ledslated
out of existence,” Kohl wrote in The Open Classroom. *In an open
situation, the teacher tries to express what he feels and to deal with
cach situation as a communal problem. It is important not to equate
an open classroom with a 'permissive’ environment.”

Kohl sits at an old table in his kitchen - a room sheathed in
rough redwood planks with a large picture window over the stove that
looks out on the forest. He takes a sip of white wine. *I am, by the
way," he says, "unambiguously left-wing."

In the 50 years since he was born in New York City, Kohl has
taught and done community organizing on educational issucs in New
York City, and moved to Berkeley for a bricf stint on the University of
California faculty and a longer period as proprictor of an open high
school there. Married to his wife and sometime co-author, Judy, for
25 years, Kohl has raised three children. Two are in high school and
one is in college.

Kohl's lifc, as he recounts it, is an unremitting sequence of
intensity and burnout; the pressures of a controversy over control of a
community school in New York followed by a year's leave to recharge
his batterics in Europe, then Berkeley, followed by a year off in
London to recover from the emotional toll of Berkeley politics.

He moved to Point Arcna in the late 1970', partly just to get
away but also beeausc he has a scnse that his day may yet come again,
and that a backwater in Mendocino County may be a better staging
arca than some urban educational combat zonc,

Still a Radical

He is still very much a radical. Of grammar, for instance, he

says: "Tcaching it is not necessary. What's more important, literacy
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should comec from spoken language. You should teach people to
speak well and to write. In case you want to be a linguist, it's OK to
tcach grammar, or if a person makes egregious mistakes. But in a
[ormal way, it's a waste of time."

Basic rote skills like memorized multiplication and division
may be irrelevant, Kohl still insists, because "most mathcmaticians usc
a pocket calculator.”

In all, be says, "what's called basic skills is a bunch of very
simple, automatic stuff that fills up too much time and plays no role in
kids' lives except in the context of school."

Some people contend that the openness in education
advocated by Kohl and his kindred spirits in the '60s and '70s is
responsible for generally dreary levels of achievement in reading,
writing and mathematics among today's young people. To Kohl, there
is an irony in that attack. The revolution, he says, was thwarted,
blunted and derailed in its time and is now blamed for a failure it
didn't cause.

"The open educaiion movement," Koh! observed, "never
affected morc than 5 percent or 6 percent of the system. When people
say (the perceived failure of education to teach fundamental skills) is
the fault of openness and progressiveness, the point is it can't be. If
they had ever given us a chance to make massive and fundamental

change, I would accept the blame if we had failed. But we never had
the chance."

Kohl may be ensconced in the redwoods of Mendocino
Country but within cducation and its political power structure, he stilt
cxciles controversy.

Through a spokesman, Education Secretary Bennett refused
to discuss Kohl, saying: "If he (Kohl) ever was influential, it would be a
decade or more ago, when goofiness in education was much more in
vogue. He's pretty much of a flake.”

But Chester Finn, Bennett's assistant secretary for research
and development - and the person gencrally acknowledged as the
principal author of Bennett's clementary education white paper - was
more expansive.

"Well, there are not a lot of left-wingers who are visible in the
ficld of cducation, and he (Koht) is certainly one of the few,” Finn said
in a telephone interview from Washington. "He's got a few good ideas.
An equally satisfactory term would be: 'far out.”

It's clear there's absolutely no common ground between Kohl
and the current U.S. Department of Education. With Honig, there is
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something closer to, at least, respect. Honig says he and Kohl don't
diverge in basic philosophy much, even though their differences in
application and approach are wide.

“This whole idea of giving huge choices to kids without the
structure is really disconcerting," Honig said by telephone from
Sacramento. "The excellence movement is a certain moral and ethical
responsibilities in the sense that it sets standards for things - smoking,
or grades or overall expectations.

The Wrong Philosophy

"If you allow kids to smoke in school and not do the work, are
you really helping them in their lives? T think that's the philosophy
that killed us in the '60s. You need them to be part of the social
whole. Honig thinks the 60s ‘education mafia' ignored what Honig
perceives as a fundamental reality. Children want structure and a lot
of the other things Kohl has condemned."

Point Arena's Acorn School is the laboratory Herbert Kohl
uses these days. 1It's a tiny little clapboard structure on the grounds of
the one conventional elementary school in the Arena Unified
Elementary School District. The interior has been chopped up into a
number of tiny rooms and one larger one where about three dozen 5-
to 10-year-olds gather, without conventional grade divisions, for
collective instruction.

In order to fulfill district requirements, students at Acorn get
technical grades at the end of the year and take standardized tests
required by the state of California. But generally speaking, Kohl said,
he evaluates students' progress more subjectively - in collaboration
with the students and their families.

To prove the point that his methods are competitive in the
area of basic skills, Koht called children from the schoolyard - some
selected at random by a visiting reporter and commandced them to find
a book and read. One by one, they did so, pickiag works of literature
at or above their grade levels. Kohl docs not use traditional basic
readers, a praclice increasingly common in mainstream education as
well.

Kohl explains that one of his basic premises is that, in the
present educational system, there is liitle time left for children to act
like children. "We want them to be mechanical adults righi away," he
said. "I resent a lot of things that pass for behavioral or learning
objectives.




“Time on task' is a term they (educators) use a lot right now.
Thesc kids are on task right now. They're playing. They're on task for
being kids. They're supposed to be children, not miniature adults.”

In the kitchen the night before, Kohl had been thinking about
how to know when children have achicved skill levels adequate for
what they would do with the rest of their lives.

"I wouldn't even call what is happening today a preoccupation
with test scores, 1 would say it is an obsession," Kohl said. “I'm not

-against standards. I just think there are many ways to achicve them.”

He turned to a bookshelf and pulled out two diverse works:
an obscure science tome called Himan Diversity and Wildwater - the
Sierra Club Guide to Kayaking and Whitewater Boating. Human
Diversity, he suggested, should be something 12th graders can read
and comprchend. Wildwater would be a good test for fifth-graders.
“My standard,” he said of the fifth-grade test, "would be that you can
rcad this and not drown." ‘

It is the kind of remark that makes Bennett and Finn call
Kohl flaky, which in turn brings a smile to Kohl's lips. "I am flaky, by
the way...really much more so than they think," he said. "Ten years
ago, we were called romantics. Our hearts were in the right place and
we were most likely wonderful with children, but romantic to believe
that fundamental change can take place.

"I think they (Bennett and Finn) are hard edged, hard-nosed
and dangerous. To them, it's a matter of business: 'How do we put our
dollars in and get the maximum number of kids out? I wonder about
all the kids who don't come out and the kids who do in terms of how
they come out."
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MOVING FROM "LOGIC" TO BRAIN COMPATIBILITY
Leslie A. Hart
120 Pelham Road, New York 10805

Yogi Berra, of baseball fame, is reputed to have sagely
remarked that "you can observe a lot just by looking."

True. Watch some outfielders. As the ball is hit, they estimate
where it will come down, and run to that spot or stand still, as called
for. Unless the wind is playing tricks, they position themselves with
astonishing accuracy. No two balls follow the same path, and the
curve is complex: yet the skilled player knows in an instant where it
will fall. Somehow his brain effortlessly makes the calculations.

If they were learning outfielding in schools, they would be
taught to estimate the velocity in MPH, the angie of elevation in
degrees, and the heading as a compass point, and then logically
calculate the cathching point. By the time any outfielder did this, of
course, the game would be long over. We must assume they just let
their brains do the figuring, the quick natural way.

How on earth do we recognize people? A school would no
doubt teach us to do it "logically,' first classifying faces in (a) round,
(b) oval, (c) long, and (d), none of the above, or perhaps ‘ugly.” The
same would be done for build, color of hair, eyes, and skin, manner of
moving, and so on. It wouldn't work. If we obscrve, we see that
people can pick those they know out of a thousand strangers at a
glance, and can even identify a poor photo of a friend. The brain
knows how. It even has a special portion that handles this function,
important to human life.

How do you drive a car down a winding road? There is no
*logical' way to know how much to turn the wheel to match the road.
You estimate, using stored experience of the patterns involved. You
get feedback from wnere the car goes, and adjust. (Watch a driver's
hands, and note the hundreds of small corrections constantly being
made.) )

We have all been brought up to belicve that “logic” is
respectable and the highest, most admirable level of thinking. But if
we observe, we find there is little we do logically (in the sense of
Greek-type, lincar, step-by-step logic). Whether we create a meal or
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masterpiece of sculpture, we likcly work in a very confused, murky
way. Scientists rarcly make a "logical” discovery; almost always luck or
accident or serendipity or transfer is the key. (Scicnce began as an
escape from neat, orderly logic, which then as now usually produces
neat, respectable, but quite wrong answers.) Computer programmers
work more heuristically than logically. The arts, of course, almost by
definition, represent nonlogical approaches. Technology develops bit
by bit, over decades to centuries, through accretion.

The Brain Came First

The human brain is not logical. I submit that no part of it is
logical, despite the endlessly repeated, but unsupported, assertion that
the left hemisphere is. We do not understand specch sequentially, for
example - we have to shuffle the words around, extract patterns, using
clues from context and situation, and feedback (much as we do in
driving a car along a winding road.)

The brain existed in its very much present form at least 50,000
years ago to the best of our knowledge. "Logic" was not invented till
far later, fewer than 5,000 years ago. There is no conceivable way the
brain can be "naturally” logical. It attempts logical processing under
protest, and usually comes up with garbled answers. We need only
observe, a la Yogi, to see that happening.

Schools dote on logic, especially if neat, orderly, sequential,
simple, and verbal. The whole class-and-grade structure expresses the
notion that children are all alike and can be processed on that basis.
Teachers are required to make up tidy, logical lesson plans. Courses
are logical.

Reading is one example. It is analyzed into phonics and
“subskills,” often taught in a sacred sequence - with embarrassingly
bad results. Arithmetic, which does embody a logic, is also taught
logically in strict sequence, with even worse outcomes. The parts don't
become wholes.

Such is the hold that logic has on many formally educated
people that they refuse to learn from endless failures. They repeat the
logical cfforts, perhamps with minor variations, that of coursc make
no real differences.

Brain-Compatible Learning

But, with new understanding of the brain available, at last we
begin to get on the right track.

We scc that the brain is the organ for icarning, and that if we
are {0 cducate people we must lcarn what the human brain is for, and
how it came to be, and how it works - probabilistically, intuitively,
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building programs by the tens of thousands, extracting patterns from
confusion, utilizing feedback. We must see that the braia is really
three brains, of different evolutionary ages, each with its own nature,
aims, and capabilities!

With this new knowledge, it is possible now to build
comprehensive, brain-based theories of human learning (mot rat
learning) that can be applied to instruction. I have suggested Proster
Theory as one candidate; perhaps it is now the best known. Such
thearies promise to bring about enormously better learning outcomes.

The basic concept of having instruction fit the real nature of the
brain, rather than trying to make the brain fit the school, opens the
doors to recognizing individual differences and learning styles or
strategies.

As long as schools assume that the brain is logical and that
teaching and organization should be logical, regimentation, too, is
logical; and any real individualizing becomes a confession of error -
practically a heresy. So the schools give lip service to individual
differences but vigorously resist giving up or even modifying much the
class-and-grade system that denies differences. )

Only as we become familiar with the nature of the human brain
(not so much details as the overall structure), can we begin to
appreciate fully the huge range of differences in what has been stored
in students' brains and the consequent differences in their learning
styles.

Schooling no longer can continue in the old traditional ways, I
believe. The heat is on schools to produce learning by all students.
That calls for scrapping the worship of logic that brings so much
failure, and turning to the brain as it is. For educators, students,
communities, and our nation, the consequences could prove extremely
pleasing.

Reprinted from the Leaming Styles Network Newsletter for Winter
1982 and St. John's University, Jamaica, NY 11439, by permission of
LSN, through the courtesy of Mabel Dennison.




REPRINTS
ARE WE MYTH-TAKEN ABOUT EDUCATION?

In a column printed in the Oregonian (1/28/86), William
Raspberry extends the public discussion of education by bringing out
the futility of trying to reform our educational system before we arrive
at any consensus on the goals or purposes of education.

Our school systems have traditionally operated on the
assumption that there was a common, unifying purpose in spite of all
the conflicting statements of educationists, politicians and thinkers.

Do schools exist for the good of the individual or for the good
of the state? Should we blindly follow the resolution, "What's good for
schools is good for everyone?”

By its title, the prestigious study A4 Nation at Risk makes the
good of the individual secondary. Just as government exists for the
good of the people, don't schools exist for the good of students (who
may or may not attend), the good of the parents (who deserve a
break) and the gencral prosperity of the taxpaying public?

As educators analyze the learning process, as they recognize
morc and more differences in personal learning styles, the less
consensus there is on the best way to get to wherever they are
supposed to be going.

Raspberry, like most commentators who are products of an
educational systcm that has programmed them to consider education
as synonymous with a school system, docs not get to the basic
question: "Just what is education?" ‘

Itis currently fashionable to relate education to thinking. Some
would challenge students to think mathcmatically or scientifically.
Some would challenge them to think logically or syllogistically, some
to think pluralistically or humanistically, some abstractly or
philosophically, some pragmatically or employabilitically, some
artistically or creatively, some theologically or Biblically.

The following information is being distributed ¢ -ough LUNO:
Learning Unlimited Network of Orcgon, by Gene Lehman, 31960 SE
Chin St, Boring, OR, 97009.
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Programs to prcmote thinking may pose such futuristic
considerations as what to do in a nuclear confrontation. How many
teachers dare challenge students to think about the most important,
the most immediate question: “What am I doing sitting here in this
classroom when 1 would be happier, perhaps even learning more,
some place else?” And if students are free to think and discuss such
immediately pertinent questions, should they not also be free to make
such a practical application as walking out?

The pervasive belief that school is the best place to learn is
followed by an attitude that there is no point in learning unless getting
credits, grades or some official recognition.

James Fallows in "The Case Against Credentialism" (Atlantic,
Dec. '85) finds that the only business where the measure of
performance rather than a list of credentials seems to rule is sports.
Sports scems to be the only area where participants are always
expected to do-their best and can always be replaced when someone
better is available.

Competitive sports uniguely succeeds in getting everyone to
expect that players set unlimited personal and team goals and embrace
the training for maximum personal and team development.

On the academic side, schools seem to get hung up on
minimum competencies and very limited, measurable goals. Then
they try to inflict these uninspiring restrictions onto the sports
program, even though most school systems cling for dear life to the
coalttails of sports.

Although educators are very aware of the limitations, the
distortions and the unreliability of any test, school systems seem more
and more compelled to adopt universally uniform, mandatory testing
programs. The most serious result of such testing is that test scores
become the goal of lcarning. Rather than the end, test scores should
be considered as the beginning of learning. Tests should be an
evaluation tool to help determine where we are. Rather than limiting
our vision, tests should free us to move beyond narrow measurements
of potential.

Most educators would probably not object to defining
education as "The development of onc's personal potential to the
inaximum," but then they would almost [always interrupt the process
in actual practice.

History is filled with inspiring cxamples of pcople who
reached great heights by refusing to accept personal limitations and by
challenging all institutional controls. We have countless cxamples
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from art, cntcrtainment, technology and business that the most
spectacular devclopments can quickly become institutionalized into
deadening, copycat routincs.

As long as we consider school systems as synonymous with
education, we will never be free to explore the mysterics of learning,
As lung as we rcly on schools or other institutions to resolve the
problems that can only be camouflaged by institutionalization, we will
never be free to learn.

Gene Lehman 2/1/86

(SN
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REVIEW

Home Education Magazine

Growing Without Schooling

Rethinking Schools

Holistic Education Review

National Coalition of

Alternative Community Schools News

LibEd

(Addresses for subscriptions listed at the end of the article.)

I have been reading from each of these magazines to glean a
brief comparison of these different magazines/journals that are
coming from the core of the educational alternative community. The
similarities of purpose and scope of these magazines, that of airing
and addressing the needs, ideas and concerns of people involved with
alternatives to stagnant public schooling, outweigh the differences. In
reading through a couple of issues of each of these magazines, I was
impressed with the depth and breadth of topics that were covered.
And yet there is something that each one of them adds to an inquiry
into an overall perspective on this subject of learning which is unique.
Having said that, let me speak a little about each one.

Home Education Magazine is an excellent resource primarily
geared for homeschoolers, but in my opinior for anyone who is open
to learning as an innate sharing, loving, pulsing, alive and mutual
experience. As a parent and a teacher, 1 found it rich with
connections, ideas of great things to do, book reviews, letters, articles
and editorials that offer the larger perspective on learning and
education which I lose sometimes in the day-to-day teaching and
parenting that I do. There is a large, annotated Resources section and
many letters from homeschooling kids and adults that share very
personally the joys and the worries involved. Onc unique part of
Home Education Magazine is the section called "Kids' Pages” with very
specific projects, conncctions (the World Youth Video Exchange),
Jokes and Riddles, Trivia Quiz and other features to read and/or do
with your kids. Great reading!

Growing Without Schooling is also mostly for homeschoolers,
but has a different format from that of Home Education Magazine.
The best way 1 can describe it is that it is very interactive - almost
entirely letters from homeschoolers in response to previous letters or
for sharing with readers. It is a real linkage newsletter - very personal
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and immediate, some articles from other publications, all the
correspondence clustered into general categorics in the index on the
cover and just packed with experiences! It also has an order form for
the wonderful resources available from "Joha Holt's Book and Music
Store" and a comprehensive dircctory of subscribers (i.c. a lot of other
homeschoolers) that is kept right up-to-date. This is a real networker
as well as being decply committed to John Hoit's vision about
learning.

Rethinking Schools is a journal for teachers, parents and
students to voice their concerns about the Milwaukee arca public
school system. I want to quote from its stated goals because it is in
looking at thesc that I see value for many of us all around the US. and
internationally.

"We encourage our readers to join us in our discussions and
debate on educational issues, including the following;

1) How can parents, teachers and students gain more
power(ul roles in determining school policies and practices?

2) What must be done to overcome the significant racial,
gender and class incquities which prevent many students from
recciving an equal and cffective education?

3) What specific approaches can teachers use to empower
students within the classroom and the community? How can we make
mcaningful community based work experience an integral part of exch
child's education?

4) What can we do to insure that multi-cultural and antj-
racist cducation takes place?

5)  What creative and peaceful mcthods can we use to
resolve conflicts among students, and conflicts between students and
tcachers?

6)  What specific teaching techniques and materials have
proven successful in our efforts to motivate students?

The issuc of the journal that I recad had excellent articles
concerning racial inequities in school curriculum and attitude. The
lcad article was called, "Toward a Vision of Curriculum that Builds on
Students' Strengths” - and there were many following articles sharing
the innovative, intuilive and open ideas of teachers who are clearly
"going for it!" It was beautiful reading their storics! The issue also
included an annotated bibliography of American Indian literature, a
student page of prose and poctry, and some wonderful tongue-in-
cheek cartoons.  Again, this journal adds another facet to a whole
perspective on education and learning.
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The NCACS News is a networker like GWS with articles
mostly covering activities and events specific to the coalition. It has
news from all around the States and the world as more members
explore, and more countries find out about the coalition. The articles
come from students and adults. It has necessary notes and agendas
from conferences, board meetings and office info, as well as letters
and a column for people looking for teachers or jobs in
alternative /free school settings. The international connections that
have been happening and reported on in The NCACS News are what 1
see as unique here - the last issue reported _from Japan, France,
Australia, Mexico; and Editor Rosalie Bianchi reports that she has
gotten correspondence from Zimbabwe, Africa!

Lib Ed, a British magazine for "the liberation of learning" is
not just about schooling. It is an in-depth look at the struggles in
England for less coercion, authoritarianism and elitism in education.
Thz magazine is 21 years old, written by a collective, and obviously is a
necessary voice in England, judging from what I read about some of
the proposals about education that are being put forward by the
present government. There is a great deal in Lib Ed that spoke to the
"-isms" - racism, sexism, classism. Some of the articles I had trouble
relating to because they seemed so theoretical and heady, but my
difficulty may be lack of a historical perspective on their different
culture. The magazine has some wonderful reviews of alternative
schools and programs, a great resource sect.on, and book reviews.

Finally, Holistic Education Review is a new and fantastic
journal with articles that look whole-heartedly at "holistic education.”
While I had never used that term, I certainly have been a part of the
process that is described in one of the articles I read:

“who is also a long-time teacher at The Free School in Albany!




“..The focus of holistic education is on relationships - the
rclationship between linear thinking and intuition, the relationship
between mind and body, the relationships between various domains of
knowledge, the relationship between sclf and Self. In the holistic
curriculum the student examines these rclationships so that he/she
gains both an awarencss of them and the skills necessary to transform
the relationships where it is appropriate.” (page 11, Vol. 1, No. 2)

Many of the articles look at the relationship of education and
educational models to society and then seem to follow the pulse that I
sce as so nccessary in real education - the pulse that goes between
teacher and student, that flows within teachers as individuals and that
flows within students/young people as individuals. (I have trouble
with the label “student” as applicd to those between the ages of 2 and
18, because the cssence here is that we are all students! But for lack
of a better word...). There are articles from schools that are models of
holistic education, there is analysis of terms such as “success,”
"freedom" and "alternative" - and there are book reviews. This is
excellent, thought-provoking reading for individuals and groups.

Reading in all of thesc gave me food for thought in a big way
and also returned mec to the feeling that we have a great deal of
experience and questioning to share with each other, and in that
sharing, we can grow, change, return and continuc to renew ourselves.

Holistic Education Review, P.0. Box 1476, Creenficld, MA. 01302-
971

Lib Ed, The Libertarian Education Collective, The Cottage, The
Green, Leire, Leicestershire, LE17 SHL England

National Codlition of Altemative Community Schools News, R.D. 1,
Box 378, Glenmoore, PA. 19343

Rethinking Schools P.O. Box 93371, Milwaukee, WI 53202

Growing Wishout Schooling 729 Boylston St., Boston, MA 02116

Home Education Magazine P.O. Box 1083, Tonasket, WA 98855

Reviewer, Betsy Mercogliano
Teacher at The Free School




REVIEW

‘BARRIERS TO EXCELLENCE: Our Children at Risk. Board of
Inquiry, National Coalition of Advocates for Students (76 Surnmer
Strect #350, Boston, MA 02110). 162pp. $5.50

MAKE SOMETHING HAPPEN: Hispanics and Urban High Schocl
Refarm. National Commission on Secondary Education for Hispanics.
Hispanic Policy Developement Project (1001 Connecticut Avenue N.W.,
Suite 310, Washington, DC 20036). 163 pp. No charge.

Reviewed by David K. Cohen

The last four years have scen a rising tide of criticism of
American high schools. This is nothing new. High schools have been
under attack for one shortcoming or another since the early 1950s":
slipping in the science race with the Russians; delaying descgregation;
denying cqual opportunily to Hispanics, women and handicapped
students; freezing the First Amendment rights of politically active
students and faculty; allowing t=st scores to decline. But in one
respect the recent criticism is a little unusual, for most of it focuses on
the quality of academic work. Academic quality has not been high on
reformers' lists since the 1950s', when Arthur Bestor, James Conant
and Adm. Hyman Rickover drew a bead on the deficiencies of
secondary education.

The recent critiques are a mixed bag. They arc strong on
quantity: never have so many groups issucd so many rcbukes to high-
school cducators at one time. Literally hundreds of reports have been
published, studying and criticizing the schools' performance and
suggesting many changes in public education. States and localities are
pushing ahcad with the recommended changes, and a cottage industry
of reports and studies on the reports has sprung up. Eut if the
quantity of criticism is ncw, the general drift of rzform proposals is
not. They too focus on quantity, chicfly the quantity of academic
requirements,  Reformers want to boost the number of science
courses necessary for graduation, bring back morc math and forcign
language requirements and the like. This approach to quality - what
onc scholar termed the “remote controi” of cducation - is hardly ncw;
state education agencics and pressure geoups have been at it ever
since high-school attendance began to boont late in the ninctcenth

"Review Reprinted from "The Nation.” May 25, 1985,
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century. All through the first four decades of the twenticth century,
state povernments tricd to regulate curriculum content and quality by
adding, subtracting or modifying course and graduation requircments
for high schools.

Most states continued this habit after World War 1I. Scicnce
and forcign language requirements were strengthened in the 1950s. In
the 1960s and 1970s they wre relaxed or relinquished, while different
ones were added: requirements for equal treatment of minorities or
more help for low achicvers. The recent reform efforts thus continue
an old tradition of statc intervention.

Some worrics about such an approach to reform would be
predictable in any epoch. Quantity is an uncertain and often
mislcading index of quality, espccially in such subtle matters as
cultivation of thc mind. And laying on legal rcquircments can be a
chcap substitute for more thoughtful, time-consuming and costly
cfforts to cultivate intellcctual quality in local schools. Other worries
arc morc specific to our own time. The current enthusiasm for high
school rcform stems in part from several decades of accumulating
hostility to the cgalitarian reforms of the 1960s and to their presumed
delcterious educational consequences. Partisans of egalitarian reform
have worricd that the current enthusiasm for quality will crode earlicr
gains for equality.

The two reports considered here arisc partly from such
worrics. They scck to reform the conversation about school reform by
calling attention to the continuing educational problems of racial
minoritics and other disadvantaged groups. They point out, for
instance, the appalling dropout rates for Hispanic und black high-
school students, rates which somctimes reach 60 to 70 percent. They
call attention to the educational damage that can be done by zcademic
tracking within high schools. They worry about the educational losses
for disadvantaged and disabled students that follow on cuts in Federal
education programs. They remind us that the decade of cgalitarian
school reform that began with Lyndon Johnson's presidency was but a
bricf rcversal of long established habits of discrimination and neglect.
And they arguc that unless America continues strenuous cfforts to
reverse those old habits, the current campaign to improve cducational
quality will, by design or default, increase the educational gap between
students from advantaged and ambitious familics and those from
familics that are poor, ncglected and lacking hope.

If these two reports had done nothing clse, they would
deserve our sympathetic attention.  They make a scrious and
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thoughtful effort to change the direction of current debate and action
concerning public schools. They tell us nothing that is new about the
educational problems of minority and disadvantaged students, but
their message is no less im[ ortant for being familiar.

Two things are new about these reports, though, and each
deserves a bit of thought. One is that they argue for egalitarian school
reform more than a decade after the end of America's only serious
effort at such reform. How do these advocates of more equality cope
with what we have learned since then about the effects and difficulties
of such reform? Another novelty is rhat both reports argue for
egalitarian school reform at a time wh~1 the economy is not working
in the ways that liberals have come to expect. Unemployment is high,
al least by 1960s standards, and unemployment among the young is
very high - 40 to 50 percent for minority youth in many cities. What is
more, most new jobs are found in low-skill service work, not in skilled
or even semiskilled manufacturing, let alone in high-skill enterprises.
How does one argue for bett: r high-school education for the poor and
otherwise disadvantaged when the prospects for work are so
disheartening?

Liberal reformers did not have to worry about such nasty
economic issues in the salad days of school reform. For one thing,
most 1960s educational reform focused on the elementary schools or
on preschool children, and unlike high-school students, graduates of
elementary schools don't go on to work. With a few exceptions they
go on to high school, and this relicved reformers of serious pressure to
think hard about the connections between school and worl: - or about
what the lack of such, connections might imply for schools and
students. For another thing, in the mid-1960s the economy was not
malfunctioning as badly as it is now. It looked as though there were
plenty of places for qualified applicants, whether at work or in coilege,
and reformers were free to concentrate on helping poor and minority
students get their fair share of qualifications and places.

But by now, if libcral reformers want to argue for their
favorite policies they must do so in economic circumstances that scem
likely to defeat those policics.

What arc egalitarian reformers to make of such
developments?  How can they press forecful arguments for liberal
school reform when cconomic change seems to be narrowing
disadvantaged students' prospects?

There is no way to avoid this dilemma. It is onc of the
persistent puzzles that confronts anyone who is troubled enough by
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inequality to sct down ideas for reducting it. The authors of Barriers to
Exccllence follow a timeworn strategy in managing this dilemma,
though. They simply ignorc it. Like many who have gonc before, they
therefore appear to come down on both sides of the problem,

[They ask] “rhetorically, why we should bother te invest public
resources in programs for poor and minority children.” And they
answer, in good old-fashioned American style, that such investments
make sense beecause they pay off in dollars.

Onc can think of several grounds on which to question these
assertions, but the one that fairly begs for mention is consistency.
Only a few short chapters later the rcport presents the dismal
cconomic forccasts that 1 discussed. It takes no great cconomic
insight to sce that if the cconomy goes the way the authors [car, these
presumed benefits of social program investment would not
materializc.

Finally, the report doubles back on all of these cconomic
tacks. The conclusion of the chapter on economic issues records the
commission’s "growing concern® during its inquiry "about the emphasis
on matcrialistic motives...for cducation reform." There are various
versions of the doctrinc that lics behind this concern. One is that good
education can he justificd by reference to the development  of
humanity's most distinctive capacitics.  Another is that eritical
intelligence is desirable in a political democracy, without considering
its economic benefits. Such justifications scem quitc appealing, cven
convincing. But two objcctions are worth entcring. One is the modest
matter of consistency: the report again seems to come down on all
sides of cconomic arguments about education, supporting scveral as
well as opposing them all.

Itis a fair bet that this report will not effect a mass conversion
to a morc clevated view. And it therefore scems likely that if schools .
are unable to deliver on their longstanding promise of economic
rewards, many students will defect - cither from school or just from
their studies. There is some cvidence that this is part of the reason
that so many students, poor and minority kids chicf among, them, don't
try harder in high schoul now. They know that the odds for cconomic
payoff arc poor, and being geod Americans, they see no other, purer
reasons to bury their noses in books.

This materialism - which is sometimes called  anti-
intellectualism - helps to explain why there is so little studying and so
much dull or even awful teaching in so many American high schools,
It also helps to explain why more  high-minded approaches to
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But if the two documents push ideas that we identify with the
1960s, they do it with a difference. both stress academic quality to a
degrec unknown in the 1960s. The report on Hispanic students argues
that "a core curriculum with clearly defined academic standards must
be established for all students,” and that "excellence must be a national
goal." It also tries to defuse the politically touchy problem of bilingual
education. It stresses that all Hispanic students must lcarn English,
and presses for more effective English teaching.

The National Commission on Secondary Education for
Hispanics stresses a point that has been virtually ignored in the
criticism of high schools thus far: that care for and commitment to
students is an csscntial part of making serious academic demands.
The commission is not rehashing pop psychology here but
commenting scnsibly on the realitics of life and school for most
Hispanic kids. More than half of all Puerto Rican children in the
United States live in single-parent houscholds, mostly headed by
women. They are often poor, and most Hispanic children live on
streets shadowed by drugs, prostitution and crime. These kids arc
"beleagucred.” 1f their schools took them scriously, if they created "an
atmosphere of mutual respect and dignity,” these students might have
a chance. Care and commitment include an appreciation of the
unique problems that many Hispanic students face, but they do not
include academic slacking. This report calls for "high cxpectations for
teachers and students” preciscly on the ground that such expectations
help to communicate the sense of mut:al respect and dignity that
makes for good education.

In an extended critique of both schools and the current reform
movement, they point out that most tecaching in high schools is
mindless. "Current teaching practices emphasize the passivity of the
learncr.... Tcachers lecture or pass out worksheets. Students listen or
fill in blanks. [There is] little interaction or engagement... The focus is
on topics rather than concepts. Subjects arc covered; little is
uncovercd or mastered.” In this fragmented academic world, more
requircments probably will just intcnsify the mechanical quality of life
and learning. The cxtant arrangements shicld students and teachers
from engagement with one another and with their studics.

But two largc problems remain. Barriers  criticives
"fs agmentation and anonymity” in high schools, but it pushcs haid for
more special programs, Programs for disabled students, for pregnant
students, programs to climinate cultural discrimination, programns lo
climinate sex discrimination and more.  Euch of these is a worthy
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But if the two documents push ideas that we identify with the
1960s, they do it with a differcnce. Both stress academic quality to a
degree unknown in the 1960s. The report on Hispanic students argues
that "a corc curriculum with clearly defined academic standards must
be established for all students,” and that "excellence must be a national
goal." It also trics to defuse the politically touchy problem of bilingual
cducation. It stresses that all Hispanic students must learn English,
and presses for more cffective English teaching,

The National Commission on Secondary Education for
Hispanics stresses a point that has been virtually ignored in the
criticis of high schools thus far: that care for and commitment to
students is an cssential part of making scrious academic demands.
The commission is not rchashing pop psychology here but
commenting scnsibly on the realitics of lifc and schoo! for most
Hispanic kids. More than half of all Puerto Rican children in the
United States live in single-parent houscholds, mostly headed by
women. They are oftcn poor, and most Hispanic children live on
streets shadowed by drugs, prostitution and crime. Thesc kids are
"beleagucred.” If their schools took them seriously, if they created "an
atmosphere of mutual respect and dignity,” these students might have
a chance. Carc and commitment include an appreciation of the
unique problems that many Hispanic students face, but they do not
include academic slacking. This report calls for “high expectations for
teachers and students” preciscly on the ground that such expectations
help to communicate the sense of mutual respect. and dignity that
makes for good education.

In an exiended critique of both schools and the current
rcform movement, they point out that most teaching in high schools is
mindless. Currcnt teaching practiccs emphasize the passivity of the
lcarner.... Tcachers lecture or pass out worksheets, Students listen or
fill in blanks. [There is] little intcraction or cngagement... The focus is
on topics rather than concepls.  Subjects are covered; little is
uncovercd or mastercd.” In this fragmented academic world, more
requirements probably will just intensify the mechanical quality of life
and learning. The cxtan! arrangements shicld students and tcachers
from engagement with one another and with their studics.

But two large problems remain. Barriers  criticizes
"fragmentation and anonymity” in high schools, but it pushes hard for
more special programs.  Programs for disabled students, for pregnant
students, programs to climinate cultural discrimination, programs to
climinate sex discrimination and morc. Each of thesc is a worthy
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cause, and all, taken together, arc a worthy agenda. But one legacy of
the latc 1960s and early 1970s programs of this sort was that they
further fragmented curriculum and teaching in public high schools.

The author of Barriers argue thoughtfully and well for more
special programs and for less fragmentation in the curriculum. But
they give no sign of realizing that, as high schools are currently
organized, more special programs will produce more fragmentation.

This is a serious flaw, not only in the program that is
advanced in Barriers to Excellence but in the liberal agenda for school
reform. The authors of both reports took a giant step in the right
direction by recognizing the problems of fragmentation and mindless
teaching. But several more steps will be needed if the centrifugal
forces associated with various special prugrams are to be balanced by
a more coherent and unified organization of high-school studics.

The other problem, even more troublcsome for liberals,
arises from the notion, asserted in Barriers to Excellence, that "studcnts
want to learn..[but that] the day-to-day routinc of many schools
obscures this simple fact," Both reports are correct in arguing that
one of the public schools' most appalling failures is their failure to
expect good work from many students. And they are correct in
arguing for reforms that would replace neglect with serious demands
and substantial expectiations.

Still, it is misleading to say that students want te learn but are
kept from doing so by schools. Even in the best high schools there are
number:, of students who simply don't want to lcarn what schools have
to teach. Schools cannot do everything well. They cannot "meet
everyone's needs” any more than they can get cveryone to achicve
above the mean.

This is not just a quibble. Schools' past efforts to be all things
to all peopic have led them into many difficulties. The thin and often
flatulent character of high-school studies is the result of an old
historical alliance between reformers' passion te press more and more
social problems on schools and educators' sclf-serving embrace of the
doctrinc that more schooling is the best medicine for every person and
any problcin. One result had been a population - of students, teachers
and parents - that has little sense of the sort of thoughtful,
intellectually demanding study that the authors of these reports want,
This result of secondary education is probably the greatest barricr to
its improvement.  Probably the next most scrious barrier is colleges
and universitics that fail to provide thoughtful and demanding studies
for students who ure able and willing to take up teaching as a catcer.
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But further down the list there is yet another barrier - the notion that
students want to learn but are frustrated by schools. Certainly all
students want to learn lots of things, and certainly many arc frustrated
by schools. But much of what most students want to learn has no
place in schools, and some students don't want to learn any of the
things that schools properly can tecach. Or they don't want to learn
those things when law and convention decrce that youngsters must
study. For these and other reasons, school will not be a hospitable
place for all students, espccially all late adolescents. Some students
will not add anything to their schools. Some will subtract.

It probably is an affront to inherited liberal ideas, but high
schools will ncver be able to do justice to most students if Americans
cannot invent constructive and fair altcrnatives for those youths for
whom a few more years of school is too little, too much or not right
just then. There is no shortage of worthy idcas.

National youth service, a lower school lcaving age coupled
with lifclong education cntitlements, work apprenticeship programs
and on-the-job schooling programs arc a few. These are not sops for
minoritics or the underclass.  Most of the ill-served high-school
students are white and not poor, though poor and minority kids get
morc than their fair sharc of lousy tcaching.

No school can promote quality teaching and learning when an
appreciable minorily of students or teachers defect from thosc aims.
The greater the defection, the more the institution must turn to
compulsicn o7 compromise to manage the dissent. Either solution
compromiscs quality and commitment for other students and teachers.
Both arc mortal enemics of good education. Liberals need to find
ways to affirm socicty's obligations to all youth without placing the
whole load on schools.

e .




Letters to the Editor

March 26, 1988

Dear Mary,

In the last issue of the Newsletter and SKOLE there have
been articles by Dan Greenberg, and 1 must finally take issue with him
in his assertion that only Sudbury Valley School does things for and
with students the way they should be done. Are they really the only
school in existence which operates under democratic principles? No
they're not. The rest of us may not adhere to their particular style, but
there are many schools which are truly democratic and participant
controlled.

If Dan goes to the NCACS Conference I'll surely take this
issue up with him there and perhaps we can begin a dialogue. But if
he does not, I would like to encourage other schools to respond to his
claim. Sudbury Valley may be a wonderful school, but that does not
mean that there are no’ many other schools which arc equally
wonderful and meaningful to the people who make up their
communities.

1 don't know if I want to be angry with him or sorry for him
because he is so blind to this possibility.

I hope you're well and enjoying the coming of spring as much
as fam.

Love and best wishes,

Sandy Hurst
UPATTINAS SCHOOL Open Community Corp.
Past President of NCACS

Dcar Mary Leue,

The winter issue of SKOLE was very impressive and challenging, I'm
enclostng $30. for a network sub. and a copy of lctter to Dave Lchman.
1 hope we can work out a computerized linkup soon.

Dear Dave,
I fully share the concer ns you expressed about adolescence in
SKOLE (w' 87).




While teaching high school English, 1 lacked the
temperament, conviction and energy for enforcing control so I quickly
fell back on challenging students to accept personal responsibility for
their own learning and behavior. .

I am especially interested in your call to give students more
real-life work experience. I think alternative- schools should capitalize
on what they do best: educate. Although it may sound crudely
commercial, I think alt. schools should develop marketable packages
that can be offered as more than just samples to the general public,
schools or businesses.

Since there is great concern about the level of basic language
skills and since basic skills are the key to becoming an independent
lcarner, I think there is an unlimited potential for programs that break
away from the traditional school practice of imposing group-
structured programs, with only token regard to individual levels,
temperament, background and learning styles.

Through LUNO - Learning Unlimited Network of Oregon - I
am offering all the resources of my Phonetic Spelling Lab and
whatever clse I find educationally challenging to any alternative
schools.

I will supply material to any who are interested in helping
test, develop, package, produce, promote or market matcrial and
programs. All participants will be frec to proceed in whatever way
they choose. I trust that all technical and financial details can be
worked out on a mutually beneficial basis.

Gene Lehman




APPENDIX:

SUMMERHILL REVISITED

THRCUGH THE CAMERA
EYE OF JOSHUA POPENOE'S
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TKOAE appears twice a year. It publishes articles related to
the subject of alternatives or innovations in education,
critiques of other forms of educatiou, theoretical
considerations associated with schools, schooling, learning
and teaching, as well as accounts of individual schools
themselves and "how-to” articles. We welcome manuscripts
by educators, interested by-standers, parents and thoughtful
studenis of all ages. Interesting photographs showing
activities connected with learning/teaching are also welcome,
but will not be returned except under very unusual
circumstances.

Material to be submitted for publication must be received
by the December 31 and June 31 deadlines. Manuscripts
will not be returned unless extreme emotional blackmail has
been practiced by the author, and should be typed with nice
black type. Send your manuscripts to Mary Leue, 20 Elm
St., Albany NY 12202.

Inquiries concemning membership in NCACS (the
National Coalition of Al¢ rnative Community Schools) or

subscription rates to either ZKOAE or the National Coalition
Newsletter should be addressed to Michael Traugot,
NCACS National Office, 538 Schooltown Rd.,
Summertown, TN 38483. Back issues of TKOAE may be
ordered from Mary Leue at the above address, at $3.00 a

copy.
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EDITORIAL COMMENT

Well, we finally broke down at bought a Mac plus and a
Laserwriter printed - at the "educators™ discount, of course.
Now perhaps we'll be able to get this instrument off the
ground on time! Hang in, subscribers. We'll make it yet! It
is a lovesome thing, God wot, tc quote some Elizabethan
poct or other, is it not.

Our last issue featured Summerhill, in Joshua
Popenoe’s marvelous pictures. Our intent was to stress the
heritage alternative schools share in honoring the philosophy
of A.S. Neill, its most eloquent spokesman perhaps being
Dan Greenberg - at ieast, in the emphasis he places on
democracy in schools. Of course he is right! As was Neill.
And having said as much, we are still left with the
unanswered question: Right - now how do we manage to
export our product - democracy - to the masses who never
had it, wouldn't be either able or willing to abide by its
implications, and are not at all likely ever to benefit by it!
H.G. Wells' Joan and Peter expresses very eloquently the
<dilemma faced by a titular democracy in attempting to
educate its citizens for democracy. In view of the fact that
societies create the schools which mirror their inner beliefs,
how can you bring them from where they are to where they
might need to be, if they won’t opt for the change in the
direction of more democratic ways? Well, one way is to set
up alternatives which actually work in doing the job, as Neill
and Dan and Hannah and a few others have done. The issue
of the relevance of these tiny oases in the vast desert of
undemocratic institutions surrounding them remains
unaddressed by this approach, right as it may be.

Your managing editor is just back from six weeks in
India, and was struck by the inapplicabitity of the ideal of



charity toward the poor in that country. Iliterally might not
have made it back to the oasis of America if I had not
instinctively understood my need for protection against the
aggressive insistence of beggars for my possessions, and,
symbolically, at least, my very life! Seemy poem Mandi
Bus Station for one such encounter which ended poignantly
but without psychic scars on either side - there were others
from which I did get off so easily. In the face of such a
mass reality, it takes a Gandhi to address this issue vn terms
that work! His living belief in sarvodaya - the
understanding that one is no better off than the "lowest” of
the earth; his term " Harijan ” - "children of God” - for the
Untouchables; his total willingness to live &'« beliefs - this
is what it takes to resoive the dilemma, I am quite convinced!
And on this issue we Americans are only now beginning to
make a bit of headway.

So this issue features "another part of the forest,” as it
were, from the Summerhillian voluntarism doctrine - the
issue of the education we owe to the children of the poor and
the rejected in our society as a democracy, and how we get
from from where we are as a people to where we need to be.
The issue profiles the New York City area public schools
that are doing such a monumental job of finally addressing
educational processes on a hur::» level. In particular, it
highlights the work done by Dcoorah Meier, principal of
Central Park East Secondary School, whose work is backed
up by and commented on by educator Ted Sizer (Horace’s
Compromisé in the following article, both articles reprinted
from Phi Delta Kappan, with thanks.
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I shall be very interested to read subscribers’ comments,
particularly in the light of the ideological idealists (on the
topic of 100% educational voluntarism in our midst. Or is
that an offensive characterization? It's meant to be
provocative, but my purpose is not to offend. I would cali
your attention to the series of letters in LETTERS dealing
with this issue of democracy in schools. My intent is not to
knock the whole thing when I offer these public alternatives
as worthy of serious consideration.

I hope you get as excited as I did, reading Dave
Lehman’s article on the Indian roots of the American
constitution. I had discovered this issue when “our” Chris
went to the Cornell conference on the subject, but having the
article for SKOLE is very heartening to me. I put Dave’s
letter with his article so you could see the context - also
Charlotte Landvoigt’s letter with her article on teaching
philosophy to kids, for the same reason.

Gene Lehman’s remarks on education are included
because they are so relevant - and short, to boot. I have also
included an article on the history of alternative education
(Whaddya Mean, Free?) which I wrote for Ron Miller’s and
Mary Sweeney’s new periodical Holistic Education
Review (which has just received an award for the issue they
put out on alternative education - yay, R & M!) and am
reprinting with their kind permission. I hope it may remind
people of the history of alternative schools and of the fact
that many of the ways organizations (yes, even us) develop
of doing things come out of their history far more than out of
any more sensible reason.

Gunnar Myrdahl once said of national governments (I
suspect it may pertain as much to voluntary organizations
and other human groupings as it does to formal
governments) that it sometimes seemed to him as though the
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rule of thumb they appeared to operate by was, the more a
policy failed to solve a problem, the more intensively it
ought to be implemented! - as though that would somehow
make it work!

Applying Myrdahl's comment to our organization may
strike readers as a kind of "in” remark on the hassles we
have been through as a national organization, but hey - most
of you subscribers are members. Anyhow, we're getting
through it. Write us a letter if you want (don’t want) more

about organizational conflict to be aired in SZKOAE.
Rudyard Kipling's poem was also lifted from Gene
Lehman’s LUNO, for which (also), Gene, many thanks.
Oh - and I hear we also got a fine writeup in TRANET, Bill
Ellis’ networking periodical from Rangeley, Maine.
Thanks, Bill.
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PROFILE

CENTRAL PARK EAST SECONDARY SCHOOL
WHERE KIDS ARE FGUND - AND NOT LOST!
(from the CPESS brochure)

Dear Prospective Students and Families,

"These are the best years of your life.” Grownups often
say that to teenagers. But is it true? Many kids don’t think
so! Adolescence can be a pretty rocky time and school can be
the most difficult part of it.

During the high school years, it’s easy to feel you don't
"belong.” It's easy to get lost - and kids do. It’s easy to get
bored - and kids do. It's easy to lose sight of what purpose
going to school serves - and kids do. But most of them keep
on going, anyway partly because it is the only place kids can
find other kids, partly because they believe it will help them
in the long run, even if they are not sure how. So they "stick
it out,” hoping for a better future.
= That scarcely adds up to "the best years of your life” -
which is why we started Central Park East Secondary
School (CPESS) in 1985. CPESS is an alternative school, a
place parents and kids choose because we do things
differently. Central Park East Elementary has been going for
12 years we know it works, and works well, but there was
nowhere like it for high school students. Now there is.

What kind of school is Central Park East Secondary
School? It is a school where learning is exciting - for
everyone, students and staff. A place where all the staff
are well-educated, highly qualified and committed. Where no
kid can get lost. Where we all keep asking ourselves: "Why
are we doing what we are doing? Are we doing it well?
Could we do it better?” And it's a place that provides kids
with a good "here and now” while it prepares them to face
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the future with strength and skill.

Most of all, it's a place with an answer to the question
kids ask so often: "Who cares?” The answer at CPESS is
"EVERYONE.” Staff, kids, families. We care about each
other, and we care about education.

That's the most important requirement for being a part of
CPESS. You have to care.

Sincerely,
Deborah Meier
Director

Herb Rosenfeld
Assistant Director

THE PURPOSE

Central Park East Secondary School, an alternative high
school, expands on the successful learning environment
created at Central Park East Elementary School over the last
12 years. The secondary school is a cooperative project of
Community School District #4, the New York City Board of
Education,and the Coalition of the Central Schools.

CPESS was started in the fall of 1985. The school will
have about 225 students in 1987-1988 in grades 7-9.
Another grade will be added each year until 1990-91, when
the school will enroll a total of 500 students in grades 7-12.
The fundamental aim of CPESS is to teach students to use
their minds well, to prepare them for a well-lived life that is
productive, socially useful and personally satisfying. The
school offers an academic program that stresses intellectual
achievement. Mastery of a limited number of centrally
important subjects is emphasized. This goes hand in hand
with an approach that emphasizes learning how to learn,
how to reason, and how to investigate complex issues that
require collaboration and personal responsibility.

The final high school diploma is not based on time spent
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in class, but on a clear demonstration that the goals of the
school have been met. The school’s values include high
expectations, trust, a sense of personal decency, and respect
for diversity. The school is open to all, and expects a lot
from each.

The school is guided by the principles of the Coalition of
Essential Schools, a national organization of 12 public and
private high schools directed by Brown University
Education Dean Theodore Sizer. These principles include:

1. Less is more: It is more important to know some
things well than to know many things superficially.

2. Personalization: Although the course of study is
unified and universal, teaching and learning is personalized.
No teacher is responsible for teaching more than
80 students, or for advising more than 15.

3. Goal-Setting: High standards are set for all
students. Students must clearly exhibit mastery of their
school work.

4. Student-as-Worker: Teachers at CPESS "coach”

students, encouraging students to find answers and too, in
effect, teach themselves. Thus, students discoveranswers
and solutions, and learn by doing rather than by simply
memorizing what others have discovered.

THE PROGRAM

The Curriculum

CPESS offers a common core curriculum for all students
in grades 7-12, organized around two major fields:
Mathematics/Science for half the school day, and Humanities
(art, history, social studies and literature) for the other half.
Every effort is made to integrate academic disciplines, so that
students recognize and understand the interrelationships
between different subjects of study. The communication

skills of writing and public speaking are taught in all subjects
by ail s:taff.
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At the end of 10th grade, students enter the Senior
Institute. Each student’s Graduation Committee, made up of
the student, the family, and the advisor, diaw up a personal
program of study designed to prepare the student for
graduation, and for college and the work world. The
unifying core of the Senior Institute is a seminar on the
books and ideas that have shaped our civilization.

Teaching Approach

The organization and scheduling of the curriculum allow
for maximum flexibility. Each team of teachers offers a
variety of styles of teaching, including group presentations,
smaller seminars, one-on-one coaching, and independent
work in the art studios, science labs, and library.

Class Size

The maximum class size is 18 students. We believe that
small classes enable students to explore their interests, to feel
free to ask questions and make mistakes, and to learn in a
supportive environment.

Small class size provides us with the means to tailor
learning programs to the individual needs of each student.
Students are not identical in their learning style, pace, or
skills, and CPESS offers the flexibility for different ways of
working and learning. But the same standards - mastering
important academic and intellectual skills and subjects - are
held for all.

The Electives

Electives are offered before and after the mandated
school day. Spanish is offered in the morning, and sports,
dance, computer, music, and studio art are offered in the
afternoon.

The Advisory System

The advisory system assists students in decision making,
academic planning, and interpersonal skills. Each student
has a faculty advisor and belongs to an advisory group of no
more than 15 students. The group meets every day for quiet
reading/writing/study, for discussions of social and ethical
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issues and current events, and for individval conferences
with the advisor.
"Houses”

The school is divided into houses of 75 students. Each
house has its own faculty of full-time teachers with diverse
academic specialties. Grades 7/8 are grouped together, as are
grades 9/10. The houses give students the opportunity for
ongoing interaction with faculty and other students. House
meetings are held weekly - in the style of "town meetings” -
to give students the sense of active participation in
government.

School/Community Service Program

Students at CPESS are part of a larger community. They
contribute to that community by spending two hours each
week in a service program. Students engage in a wide range
of activities, from student teaching to working with senior
citizens, from renovating furniture to working in museums,
libraries, and other local agencies. These experiences help
students develop a sense of responsibility toward others,
acquire useful skills, learn about adult occupations, and
parlt(icipate in increasingly more responsible and complex
tasks.

THE PEOPLE

When most people think of school, they think of a
building. While we are proud of the fine facilities our school
building has to offer, at CPESS we think that teachers and
students are the school. And it is our people, students,
teachers, and families - of whom we are most proud.

Students at CPESS want to learn. They recognize the
extra academic demands the school requires of them, and
conduct themselves in a manner consistent with such high
expectations. In fact, acceptance at the school is determined
primarily by a student’s attitude toward work and
responsibility for him/herself and others. We seek students
and families who want to be part of such a school, who
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understand its demands and who are prepared to undertake
the added obligations.

The staff at CPESS is a highly talented group of
individuals who have made a commitment to the
development of each and every student. Teachers at CPESS
are not only experts in their subjects but are dedicated to their
students and the entire school community; each teacher
serves in the - capacity of advisor to 15 students.

We view teachers and students as partners in learning.
The atmosphere at CPESS stresses cooperation rather than
competition. Students at the school help each other learn.
This learning process we foster requires the active
participation of students in school life, and creates a strong
sense of the school as a community.

Families, too, are crucial to the endeavor. The family and
CPESS must work closely together to give the student the
best education possible. .
THE PLACE ‘

Central Park East Secondary School is located at 1573
Madison Avenue near 106th Street. The high school shares a
building with the 250 students of CPE I Elementary School,
as well as several smaller District #4 programs. The building
is open from 8 am to 5 pm. The principal of the building,
David Bluford, provides guidance to all the building’s
schools and programs.

The building, built in the late 1950s, features spacious
classrooms, a fine auditorium/theater, a large gym, a
lunchroom, and outdoor yards. It is also equipped with art,
music, and dance studios, a well-staffed and stocked library,
computer and VCR equipment, and a photography studio.

The school is located one block from Central Park,
within walking distance of several museums, Mt. Sinai
Hospital, and a variety of means of public transportation.




ADMISSIONS

Application to the school is open to all students in New
York City who are entering 7th, 8th or 9th grade. No student
is admitted after 9th grade.

CPESS students come from many different schools and
neighborhoods. The school seeks to be ethnically, racially
and economically integrated. To achieve these goals, it will
accept applications from students and families regardless of
geographic location. However, Central Park East [ and I1
and River East graduates, as well as other District #4
students, have first priority.

Acceptance to the school is primarily determined by a
student’s attitude toward work and responsibility for
him/herself and others. CPESS students must be prepared to
face the challenges, and to take advantage, of the educational
opportunities offered by the school. The program is
academically rigorous and stresses intellectual achievement.

All prospective students are asked to spend a day at the
school, in order to evaluate their ability to benefit from
CPESS. The application process also includes a review of
the student’s past record and an interview with the student
“and the family.

THE PROMISE

At CPESS we make an important promise to every
student - one we know we can keep. We promise our
students that when they graduate from CPESS, they will
have learned to use their minds - and to use their minds well.
In every class, in every subject, students will learn to ask
and to answer these questions:

1. From whose viewpoint are we seeing or reading or
hearing? From what angle or prospective?

2. How do we know what we know? What's the
evidence, and how reliable is it?




3. How are things, events or people connected to each
other? What is the cause and what the effect? How do they
"fit” together?

4. What's new and what’s old? Stability and change,
tradition and novelty. Have we run across this idea before?

5. So what? Why does it matter? What does it all mean?
Who cares?

We are committed to the idea that a diploma is a
meaningful piece of paper, not one that says only that the
student has "stuck it out” through high school. A CPESS
diploma tells the student - and the world - that the student
has not only mastered specific fields of study but has also
mastered the ability to think critically and to evaluate.
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CENTRAL PARK EAST:
AN ALTERNATIVE STORY
By Deborah Meier

Ifany one school epitomizes the success of
choice, it is Central Park East in New York City
and the three sister schools that bave sprung from
it. And yet, says Ms. Meicr, what’s truly
surprising is how few other schools have chosen
to break free of the traditional mold.

In the spring of 1991, Central Park East wili graduate its
first high school students. Some of them will have been with
us since they were 4-years old. From age 4 to age 18, they
will fiave attended a school - located in East Harlem in the
midst of New York Cit;’s District #4 - that many observers
believe is as good as any school in the public or the private
sector. A progressive school in the tradition of so many of
New York's independent private schools, Central Park East
is firmly fixed within New York’s school bureaucracy. As
ts founding principal, I remain both ecstatic and amazed.
Have we reaily succeeded?

For most of us on the staff and for many of our parents,
well wishers, and friends, the success of Central Park East
is a dream come true. A rather fragile dream it has been,
tossed by many of the ill winds of this city’s tumultuous
politics. Today, however, we appear to be sturdier than
ever. It would take an unusually strong storm now to uproot
us or break us - or even to bend us very much. We are
surrounded by a lot of people - within the district and city
line - who would offer strong support if needed.

But it wasn’t always so. We have had our share of luck,
and we owe a great deal to many different people over the
years. We know, too, that our success depended on the
success of a district-wide effort to create a whole network of
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alternative schools. We are, in fact, just one of nearly 30
"options” that are available to families in District #4, aside
from the regular neighborhood-zoned elementary schools.

In the fall of 1974, Anthony Alvarado, the new
superintendent of District #4, initiated just two such
alternatives: our elementary school and a middle school, the
East Harlem School for the Performing Arts. Each year
thereafter, the district supported the launching of several
more alternative schools - generally, at the junior high level.
These schools were rarely the result of a central plan from
the district office, but rather tended to be the brain children
of particular individuals or groups of teachers. They were
initiated by the people who planned to teach in them.

It was the District’s task to make such dreams come true.
The details differed in each case. Most of these schools were
designed around curricule themes - science, environmental
studies, performing arts, marine biology. But they also
reflected a style of pedagogy that suited their founders. They
were always small, and, for the most part, staff members
volunteered for duty in them. Finally, when the alternative
schools outnumbered the "regular,” Alvarado announced that
henceforth all junior high schools would be schools of
"choice.” By 1980, all 6-graders in the District chose were
they would go for 7th grade. Ne¢ junior high had a captive
population.

Cn the elementary school level, neighborhood schools
remained the norm, though the district handled zoning rather
permissively. The only schools of choice on the elementary
level are the Central Park East Schools, the East Harlem
Block School (founded in the 1960s as a nonpublic, parent-
run "free” school,) and a network of bilingual elementary
schools.

Today, Central Park East is, in fact, not one school but a
network of fcar schools: Central Park East I, Central Park
East I1, and River East are elementary schools that feed into
Central Park East Secondary School, which enrolls students
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from grades 7 through 12 and is affiliated with Theodore
Sizer's Coalition of Essential Schools.

The Central Park East Schools were founded in 1974,
during a time of great educational grief in New York City
just before the schools were forced to lay off more than 15
thousand teachers and close elementary school libraries and
at a time when the spirit of hope was crushed out of the
parent movement and out of the struggles for
decentralization, for teacher power, and for structural
change. Progressive educators suffered particularly, both
because people began to claim that "openness” was
"through” (and discredited) and because many of the young
teachers and programs that had carried the progressive
message were hardest hit by the layoffs.

In the spring of 1974 when Alvarado invited me to build
a school in one wing of P.S. 171, it seemed a most unlikely
offer. School District #4 served a dismal, bitterly torn,
largely Hispanic community. Still, I accepted. Who could
refuse such an offer? After struggling for years to make my
beliefs ”fit” into a system that was organized on quite
different principles, after spending considerable energy
looking for cracks, operating on the margins,
"compromising” at every turn, the prospect that the district
bureaucracy would organize itself to support alternative ideas
and practices was irresistible. I was being offered a chance
to focus not on bureaucratic red tape, but on the intractable
issues of education - the ones that really excited me and
many of the teachers I knew.

But this was not a time for having large visions, and I
didn’t want to be disappointed. I met with Alvarado, began
to collect some experienced teachers to help launch our
effort, and gradually began to believe that he meant what he
said. He offered to let us build a school just the way we
wanted. The total allocation of funds (per-pupil costs) would
have to be comparable to what was spent on any other
school, and our teachers would have to meet the usual
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requirements of the city, state and union contract. Nor could
we be exempt from any city or state regulations. Beyond
that, however, the district would support us in doing things
our own way.

We began very small and very carefully. First, there was
the question of "we.” Creating a democratic community was
both an operational and an inspirational goal. While we were
in part the products of what was called "open” education,
our roots went back to early progressive traditions, with
their focus on the building of a democratic community, on
education for full citizenship and for egalitarian ideals. We
looked upon doing, perhaps more than peonage, as our
mentor.

Virtually all of us had been educated in part at City
College’s Workshop Center under Lillian Weber. We came
out of a tradition that was increasingly uneasy about the
strictly individualistic focus of much of what was being
called "open.” ,

We were also unhappy about the focus on skills rather
than content in many of the "modem,” innovative schools -
even those that did not embrace the "back-to-basics”
philosophy. Many "open” classrooms had themselves fallen
prey to the contemporary mode of breaking everything down
into discrete bits and pieces - skills - that children could
acquire at their own pace and in their own style. In contrast,
we were looking for a way to build a school that could offer
youngsters a deep and rich curriculum that would inspire
them with the desire to know; that would cause them to fall
in love with books and with stories of the past; that would
evoke in them a sense of wonder at how much there is to
learn. Building such a school required strong and interesting
adult models - at home and at school - who could exercise
their own curiosity and judgment.

We also saw schools as models of the possibilities of
democratic life. Although classroom life could certainly be
made more democratic than traditional schools allowed, we
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saw it as equally important that the school life of adultsbe
made more democratic. It seemed unlikely that we could
foster democratic values in our classrooms unless the adults
in the school also had significant rights over their work
place.

We knew that we were tackling many difficult issues at
once. Because of political considerations, planning time was
insufficient, but the district tried to make up for this by being
extra supportive. Looking back, we were so euphoric that
we had the energy of twice our numbers.

We purposely started our school with fewer than 100
students - in kindergarten, 1st grade, and 2nd grade only. At
the superintendent’s request, we recruited outside of the
usual district channels, in part so that we wouldn’t threaten
other schools in the district and in part because one of
Alvarado’s goals was to increase the pupil population of the
district and thus guard against school closings.

Families came to us then, as they still do today, for many
reasons. Philosophical agreement on pedagogy was
probably was the least important. Many families came
because they were told by Head Start teachers or principals
1hat their children needed something different, something
special. In short, many families came to us because experts
claimed that their children would have trouble in traditional
schools. Some came because their children were already
having trouble in other schools or because older siblings had
had trouble in neighborhood schools in the past.

Some families came to us because they had heard us
speak and just liked the way we sounded - caring (they told
us later), open, friendly, committed. Some came because
they had friends who knew us professionally, and some
came because they were looking for a different kind of
school for philosophical reasons. Yet even among those who
chose us because of our presumed beliefs, there was often
confusion about what those beliefs were. Some thought, for
example, that this would be a parent-run school, and some
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thought we didn't believe in any restrictions on children’s
freedom.

In fact, one of our primary reasons for starting the school
- although we didn't often say it - was our personal desire
for greater autonomy as teachers. We spoke a lot about
democracy, but we were also just plain sick and tired of
having to negotiate with others, worry about rules and
regulations, and so on. We all came together with our own
visions - some collective and some individual - of what
teaching could be like if only we had control. Gurs was to be
a teacher-run school. We believed that parents should have a
voice in their children’s schooling, and we thought that
"choice” itself was a form of power. We also believed that
we could be professionally responsive to parents and that,
since the school would be open to parents at all times and the
staff would be receptive, there would be plenty of
opportunity to demonstrate our responsiveness. -

Good early childhood education, we believed, required
collaboration between the school and the family. This was a
matter not only of political principle but also of educational
principle, and it motivated us from the start to work hard to
build a family-orientated school. We wanted a school in
which children could feel safe. Intellectual risk-taking
requires safety, and children who are suspicious of a
school’s agenda cannot work up to their potential. To create
a safe school, we needed to have the confidence of parents,
and children needed to know that their parents trusted us. It
was that simple. Hard to create, perhaps, but essential.

We stumbled a lot in those early years. We fought
among ourselves. We discovered that remaining committed
to staff decision making was not easy. It was hard, too, to
engage in arguments among ourselves without frightening
parents and raising doubts about our professionalism. We
were often exhausted - sometimes by things that mattered
least to us.
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By the end of the second year, I had made some crucial
decisicns regarding the organization and structure of Central
Park East. These invoived my leaving the classroom to
become a somewhat more traditional principal. We have
never entirely resolved the tensions over who makes which
decisions and how. But the staff continues to play a central
role in all decisions, big and small. Nothing is
»undiscussible,” though we have learned not to discuss
everything - at least not all the time. This has actually meant
more time for discussing those issues that concemn us most:
how children learn, how our classes really work, what
changes we ought to be making, and on what bases. We
have also become better observers of our own practice, as
well as more open and aware of alternative practices.

As we have grown in our understanding and impractical
skills, we have also reexamined the relationships between
school and family. Today, we understand better the many,
often trivial ways in which schools undermine family
support systems, undercut children’s faith in their parents as
educators, and erode parents willingness to assume their
responsibilities as their children’s most important
entertainers.

Although we have not changed our beliefs about the
value of "naturalistic” and ”whole-language” approaches to
teaching reading, we have become more supportive of
parents whose "home instruction” differs from ours. We
give less advice on such topics as how not to teach
arithmetic or how to be a good parent. We listen with a more
critical ear to whai we say to parents, wondering how we
would hear it as parents and how children may interpret it as
well.

As we became more secure with ourselves and our
program, the district was expanding its network of
alternative schools. In the fall of 1974, we were one of two.
Within a half-dozen years, there were about 15 "alternative
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concept” schools, mostly on the junior high level, were
schooling had most blaringly broken down.

The district also dispensed with the assumption that one
building equals one school. Instead, every building in the
district was soon housing several distinct schools - each with
its own leadership, parent body, curricular focus,
organization, and philosophy. Most of the new junior highs
were located in elementary school buildings. Former junior
high buildings were gradually turned to multiple uses, as
well. Sometimes three or more schools shared a single
building. As a result, the schools were all small, and their
staffs and parents were associated with them largely by
choice.

By the late Seventies, Central Park East was so

inundated with applicants that the district decided to start a
small annex at P.S. 109. The district’s decision was
probably also motivated by the availability of federal funds
for the purpose of school integration. While Central Park
East Las always had a predominantly black (45%) and
Hispanic (30%) student population, it is one of the few
district schools that has also maintained a steady white
population, as large as about 25%. (The population of
District #4 is about 60% Hispanic, 35% black, and 5%
white.)

In the beginning, this ratio came about largely by chance,
but the 25% white population in the school has been
maintained by choice. In general, the school has sought to
maintain as much heterogeneity as possible, without having
too many fixed rules and complex machinery. Tne school
accepts all siblings, as part of its family orientaticn. After
siblings, priority go=s to neighborhood families. In other
cases, the school tries to be nonselective, taking in most of
its population at age 5 strictly on the basis of parental choice,
with an eye to maintaining a balanced student body. Well
over half of the students have always qualified for free or
reduced-price lunches, and some 15 percent to 20 percent
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meet the state requirements for receiving special education
funds.

In 1980, the annex opened in P.S. 109 and served the
same purposes and the same population as Central Park East
I. although the new school was a mile and a half southeast of
Central Park East 1, it began as an "annex,” serving two
classes of 5- and 6-year olds. Within a few years, it was big
enough to be designated a separate school. The parents and
staff members selected their own director, Esther Rosenfeld,
but they decided to continue to prociaim their connection to
Central Park East I by calling their school Central Park East
I1. And the two schools continued to handle recruitment
decisions jointly, to share staff retreats, to plan their budgets
jointly, and sometimes to share specialists.

The demand for spaces still far outstripped available
seats, and a few years later, the district decided to start a
third school. This time the new director, Shelley Price, and
her staff decided to cell themselves by a new name: River
East. They opened in the old Benjamin Franklin High
School building beside the East River. The old high school
had been closed, largely because of district pressure. It
reopened as the Manhattan Center for Math and Science, and
it housed, in addition to River East, a small junior high
school and a new high school.

Thus by 1984, Central Park East had become three
schools, each designed for about 250 students, each with its
own individual style and character, yet united in basic ways.

Then, in 1984, at the i0th graduation of our founding,
Theodore Sizer congratulated the school for its impressive
history and asked, ”"Why not a Central Park East secondary
school? Why not keep the good things going through the
12th grade?” We agreed. Our own study of our 6th grade
graduates had persuaded us starting a secondary school was
a good idea. Some of our critics had said that a secure and
supportive elementary school would not prepare students to
cope with the "real world.” Our study of our graduates had
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proved them wrong. Regardless of race or social class, our
graduates had handled the real world well. They had coped.
The statistics we compiled amazed even us. Only one of our
graduates, who were hardly an academic elite, had left
school prior to earning a high school diploma. Furthermore,
half of our graduates had gone on to college.

But our graduates had stories to tell. And their stories
were not stories about being educated, but about survival.
They told us stories that confirmed what Sizer had written
about U.S. high schools in Horace’s Compromise. But the
stories our graduates told us were generally far worse than
those Sizer chronicled, since he was often describing
wealthy or middle-class schools.

We began negotiations with the district and with the city.
In the fall of 1985 we opened the doors to Central Park East
Secondary School, which serves grades 7 through 12. We
are now back where we began, starting something entirely
new. owever, circumstances are not exactly the same as
they were when we began Central Park East I. For one
thing, we cannot avoid public exposure even as we muddle
through our first years. Then, too, the obstacles that block
the path of reforming a high school are harder to budge than
those that face elementary schools.

For instance, the idea that an "alternative” high school
means a school for "difficult” kids is firmly entrenched in the
tradition of New York City high schools, and the anxiety
about preparing students for the "real world” is more
pressing than in elementary schools. Moreover, the Regents
exams, coufse requirements, college pressures, and the
usual panic about dealing with adolescents and their
problems combined to make the task even more complex
especially in light of New York’s recently adopted Regents
Action Plan, which runs counter to everything we and the
Coalition of Essential Schools believe. With its increased
number of required courses and standardized examinations
and its greater specificity about course content, the Regents
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Action Plan leaves far less room for initiative and innovation
at the school level. Another barrier is the dearth of
experience with progressive education at the secondary
school level. There is little for us to learn from and not much
of a network of teachers or teacher education tnstitutions that
can provide us with support, ideas, and examples.

But we have a lot going for us, ioo. We have our three
sister elementary schools to lean on and draw support from.
We have the Coalition of Essential Schools and a growing
national interest in doing something about the appalling
quality of many public secondary schools. And, under its
current superintendent, Carlos Medina, the district continues
to support the idea of alternative "schools of choice” for all
children, all parents, and all staff members. We have also
been receiving invaluable support from the citywide high
school division and the alternative high school
superintendent, who oversees a disparate collection of small
high schools throughout New York City.

The oddest thing of all is that the incredible experience of
District #4 has had so little impact on the rest of New York
City. Here and there, another district will experiment with

“one or another of our innovated practices. But few are
willing to break out of the traditional mold. Generally, their
alternative programs are mini-schools, with relatively little
real power as separate institutions and without their own
leadership. Often they are open to only a select few students
and thus, are resented by the majority. Sometimes they are
only for the "gifted” (often wealthier and whiter) or only for
those having trouble with school.

There are many possible explanations for this state of
affairs, and we keep hoping that "next year” our ideas will
finally catch on. Perhaps the fact that next year keeps
moving one year further away suggests that many parents
and teachers are satisfied with the status quo at their local
elementary schools or that junior high passes so quickly that
a stable constituency of parents cannot be built.
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But the high schools, which remain the responsibility of
the central board in New York City, are clearly in a state of
crisis. The drop-out rate is appalling, the fate of many who
do not drop out officially is equaily devastating, and the
decline in college attendance by black and Hispanic students
is frightening. Perhaps the time has come for progressive
education to tackle the high school again, to demonstrate that
giving adolescents, and their teachers greater responsibility
for the development of educational models is the key
ingredient.

The notiun of respect, which lies at the heart of
democratic practice, runs counter to almost everything in our
current high schools. Today’s urban high schools express
disrespect for teachers and students in myriad ways in the
physical decay of the buildings, in their size, in the
anonymity of their students, and in the lack of control over
decisions by those who live and work in them. -

Although the reasons for the recent national concern over
high schools may have little to do with democracy, the
current reform mood offers an important opening - if we can
resist the desire for a new “one best way.” We cannot
achieve true reform by feral. Giving wider choices and more
power to those who are closest to the classroom are not the
kinds of reforms that appeal to busy legislators, politicians,
and central board officials. They cannot be mandated, only
facilitated. Such reforms require fewer constraints, fewer
rules - not more of them. They require watchfulness and
continuous documenting and recording, not a whole slew of
accountability schemes tied to a mandated list of measurable
outcomes. _

Do we have the collective will to take such risks? Only if
we recognize that the other paths are actually far riskier and
have long failed to lead us out of the woods. Like democratic
societies, successful schools can’t be guaranteed. The merits
of letting schools try to be successful are significant. But
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allowing them to try requires boldness and patience - nota
combination that is politically easy to maintain .

DEBORAH MEIZR is the principal and one of

the founders of Central Park East School, in East
Harlem, New York City.

Reprinted from PHI DELTA KAPPAN, June 1987.

“That’s exactly right, son. This
means you won't have to go back to
school in the fall.”
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REBUILDING: FIRST STEPS
By Theodore R. Sizer
The Coalition of Essential Schools

Repairing the schools is not enough, says Mr.
Sizer in agreeing with the Carnegie Report; they
must be rebuilt. The Coalition of Essential
Schools hopes to show how a ”"rebuilt” high
school can serve students and teachers Better than
the conventional schools to which we are
accustomed.

Rebuild the schools, the Carnegie Task Force tells us.
Repairing them is not enough, because their structure and
organization are so fundamentally flawed. The able,
committed teachers whom students require will not work
long or effectively under the conditions that all to many of
today’s schools impose. '

Many of the commission reports of the early 1980s

suggested likewise, but only a handful share the Carnegie
Task Force’s uncompromising insistence on challenging the
assumptions underlying school organizations - and thus
schooling itse!f. More important, virtually no state
government initiatives have assumed the necessity for careful
’rebuilding.”

Most commission efforts have implicitly accepted
existing school design and so have merely reinforced it.

Age grading, subject organization, and the common
metaphor of "delivery of instructional services” have all been
retained. What has been added is more of the same: a longer
school year, an extra class period each day, rigorous student
testing, and so on. When the reform reports have cited basic
structural flaws (e.g., student/teacher ratios in the high
schools of more than 150:1 and the student/counselor ratios
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twice as high), the costs of changing them have rarely been
realistically addressed.

The basic design of high schools and the assumptions
that lie behind it are at the heart of the problem, and they are
a concern shared by the Carnegie Task force and by the
Coalition of Essential Schools. The Coalition is a practical
effort at "rebuilding,” at making new compromises in the
goals and procedures of schooling that will allow for better
performance by students and more sensible conditions of
work for teachers. The Coalition, organized in 1984,
follows the findings of A Study of High Schools, a research
project spanning the years 1979 through 1984 that produced
three books. Like A Study of High Schools, the Coalition is
co-sponsored by the National Association of Secondary
School Principals and by the National Association of
Independent Schools.

The Coalition currently includes 40 schools, ten in a
"core” group working intensively, with the project’s central
staff at Brown University. A growing number of “associate”
schools will be forming networks and meeting in regional
symposia with only limited contact with Brown. Some
-members of this group are already working with neighboring
universities. Each element of the Coalition, including the
Brown staff, funds itself; no money passes among the
elements for services rendered, though the fact of their
collaboration is helpful in fund raising.

There is no "essential school model.” Each school in the
Coalition is autonomous and must develop a program and a
policy strategy appropriate to its own setting and
constituency. What ties the Coalition partners together is a
set of ideals, the practical expression of which varies with
each community. These ideas reduced to a set of nine
generally stated principles surprise few veteran school pupil.
although they are in no sense new, taking them seriously is.
For example, the practical implications of a serious,
thorough intellectual education for all - even youngsters who
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appear indifferent or hostile - are substantial. And limiting
teaching loads to no more than 80 students per teacher, when
combined with a commitment to hold per-pupil expenditures
roughly constant, painful decisions.

Although each school works on its own, staff members
from the core schools and from Brown University meet
regularly, and the principals of the ten core schools form a
council that meets twice a year to oversee the program. This
council is assisted by an external advisory committee made
up of experienced scholars and schooi administrators. The
Brown staff visits the schools regularly, forward studies of
key issues that appear to affect all the schools, and organizes
workshops and symposia for the entire Coalition.

PROBLEMS TO BE SOLVED

The high schools in the Coalition are all well-regarded in
their communities. What problems, then, do their leaders
seek to solve? The emphases vary from school to school, but
there are a number of common concerns. Some teachers
believe that too many of their students are too little engaged

in their schooling - not learning with the excitement,
imagination, or rigor ihat school staffs believe is possible.
Some youngsters - especially those in the academic
"middle,” the "unspecial” ones - are lost in the busy shuffle
of schooling. The compromises that some students and
teachers make - the "treaties” by which they agree to get
along with little work and low standards - quietly gnaw at
faculties, even in good schools. The stultifying conditions of
work and the lack of positive incentives for vigorous
performance by adolescents and adults alike, which seem to
make these treaties inevitable, also disturbed many school-
people.

Behind these generalized problems lies the belief that
high schools as they are conventionally organized create
anonymity and make it very difficult to achieve the kind of
one-on-one engagement that good learning and teaching
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require. Students differ, and, though this is inconvenient,
such differences are an essential part of our humanity and
must be addressed. A school that rigidly locks students into
separate age groups and makes few distinctions among
students within segregated tracts is a school that guarantees
mediocrity. Members of the Coalition see no problem as
more troubling than that of impersonality, for the chance of
provoking excellent work from any youngster without
understanding him or her as an individual is remote - a
matter of pure chance or the result of home influences.

Most Coalition schools share a painful sense of their
overcommitment. To take seriously each individual student
and to push or inspire that youngster to use his or her mind
well is a tall order, an impossible one with many youngsters
in today’s fragmented, distraction-filled high schools.
Serious intellectual work - and it is intellectual work that
Coalition schools ultimately value most - demands time and
focused attention, conditions that the jangle of seven
unconnected periods a day plus the junior prom, driver
education, and all the rest often denied.

One can make a strong independent argument for most of
“the activities found in contemporary schools - from elaborate
schedules to special courses; from units on nuclear
education, ecology, cosmetology. and Chinese to a
cornucopia of special programs; fron. "he vocational to the
therapeutic and recreational. However, it is difficult to make
a relative argument for many of these activities. For
example, do we give up the charge to teach mastery of
written English in order to accommodate a model United
Nations program? Do we give up thoroughly understanding
the U.S. Constitution in order to provide quick coverage of
the forms of government in the major nations of the world?
Do we trade a solid grasp of the single foreign language for
brief exposure to two or three? Do we dispense with two
seventh periods each week in order to conduct a competitive
interscholastic basketball schedule? These are difficult
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choices, especially for an institution that has long prided
itself on accepting challenges, on taking on any problem that
the society assigns it: from training sensitive young voters,
to assimilating immigrants, to competing with the Russians,
to solving the American disease of racism, to making this
nation economically competitive, to helping unwed mothers
and fathers cope with the burdens of teenaged parenthood.

Coalition schools believe that the overload of well-
intentioned and often noble duties is itself a problem. What
is essential must be pursued, and general intellectual
education is for us the primary essential, the one that best
enables all youngsters to observe sensitively, to become
informed, to think clearly and with imagination, and to
express themselves precisely and persuasively. Such skills
are the heart of all good education - whether general, liberal,
vocational, civic, or moral. And the focus on them must be
primary; all else, whatever its merit, must be secondary.  _

Saying that the focus of good education must be on
essential skills is easy; putting the words into practice is not.
The politics of subtraction, the tradeoffs made necessary by
true reform, provoke the fiercest form of institutional
warfare. Scheduling that slots students and faculty members
into one large-group interaction after another must often be
redesigned to provide the focus and personalization that
good schooling requires. This reassignment of "turf” must
be done carefully, but, whatever painful politics it occasions,
it cannot be avoided.

If the aphorism, it is Jess is more. If it has a renewed
commitment, it is toward personalization, paying attention to
the character, needs, and potential of ezch student. If it can
reduce its sense of essential to one word, that word is
thoughtfulness - clear, informed thinking and decent
behavior.




CONVICTIONS AND RESTRAINTS

In addition to consensus on the problems to be
addesssed, Coalition participants share additional
convictions. Unfortunately, they also v- -k under some
common constraints. First. we believe tha. serious efforts to
redesign schools must unavoidably involve all aspects of the
institutions. Everything important in the school affects
everything else. Change the schedule, and the curriculum is
affected. Introduce a new mathematics program that stresses
inquiry, and teaching styles and teachers’ attitudes are
affected. Add a new diploma requirement, and either
something else is dropped or the entire program is diluted.
As Seymour Sarason has wisely argued, schools are
synergistic places, and reform efforts that proceed peace
meal are doomed to failure. Total school change does not
imply radical, headlong speed, but rather attention to every
aspect of the school. Indeed, given their commitment to
consider total redesign, most Coalition schools are moving
forward at a very deliberate pace.

Second, as they engage in the politics of subtraction,
Coalition schools must necessarily be clear on their goals, on
their view of what is essential. A fruitful place to start this
process of clarifying goals is with "exhibitions,” that set of
exercises by which each student demonstrates his or her
mastery of the program. Deciding on the shape and
substance of the exhibition forces gencral issues of priority
down to very specific levels. What skills do we wish
students to possess, and how can these be displayed? What
substantive knowledge must everyone have, and what
should be left up to the students to choose? Most important,
what is an appropriate standard of ~erformance for a high
school graduate? How can such a stagdard (for a hierarchy
of standards) be presented to all students to catch their
interest and to raise their expectations of themselves but not
drive them to give up? Shaping the end product, the
exhibition, gives clarity to school goals, and setting
standards raises fundamental issues about the expectations
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that teachers have of students and that students have of
themselves.

Third, Coalition members are deeply concerned about the
“tone” of their schools. A tone of "unanxious expectation” is
desired; the staff must be demanding and supportive. The
students have to do the work, with the teachers in the role of
explainers, coaches, cajolers, and provokers. This involves
changes not only in teaching styles - then so in the
curriculum itself - but also in the very attitudes of teachers
and students. Students have to know that their teachers care
enough about them to demand much of them. They must
know that such caring is itself a "subject” of the curriculum,
an attitude that permeates the entire community. So
described, such a tone sounds obvious and hopelessly
romantic, but achieving it within a traditional school
bureaucracy is profoundly difficuit. It starts with the
attitudes of the teachers and administrators toward
themselves; it takes time to shape and nurture; it demands
great flexibility in the school’s regimen. For example, can
the normal functioning of a school be abruptly stopped and
the attention of all focused onsome violent incident, such as
the explosion of the space shuttle or a fight in school? Or
does the routine schedule mindlessly continue, thus
signaling to all the iow priority placed on human relations?

Finally, Coalition schools accept their experimental
nature. We do not share the assurance of those putative
school reformers who merely impose new regulations
without a period of honest trial. What we all are undertaking
is complicated and must be carried out with an attitude of
humility and determination. The restructuring we are
engaged in deserves care in its design and must be given
time for sensitive experimentation and for the identification
of unintended consequences.

The members of the Coalition all share some obvious
constraints. There is not much new money available for
schools, anywhere, and so the school redesigns have to be
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fiscally lean. The existing system is a hierarchical
bureaucracy, driven more by tradition then by detailed
regulation, but affected by both. Bucking such a hegemony
is a rouged task. State and local mandates and union
contracts can stifle imaginative reform. Happily, both major
teacher unions have so far not only supported Coalition
experiments but have forthrightly encouraged them. Some
state authorities have been equally encouraging; some have
been simply disinterested; a few have been grudgingly
tolerant, but hardly encouraging. No state vigorously - that
is, with consequential dollars attached - promotes ambitious
school redesign activities, a lamentable gap in legislative
policy.

Behind this, of course, lie public attitudes. As Diane
Ravitch and David Cohen have argued, Americans get the
schools they want or deserve. The “shopping mall high
school” evolved because we wanted it, and the school that
values thorough mastery of the intellectual skills and
knowledge essential in a modern society will appear only
when we want it to. We in the Coalition believe that

Americans today will want something better than the
generous, yet often mindless, status quo when they have
seen some specific examples of what schools might be.

FIRST MODELS

The plans of Coalition schools are evolving in ways that
are often similar. Leadership from the principals is crucial;
so is the leadership of the teachers - or at least the significant
core group of them. Each school is trying to build consensus
among staff members, central authorities, governing boards,
unions, parents, and students. All are fashioning focused,
simplified curricula that are built on a firm foundation of
what is deemed "essential.” Teaching is often done by
teams. Math/science and humanities/social studies/art
combinations are common, as is a simply organized daily
schedule.
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All Coalition schools are trying to "reach” students, to
personalize schooling. Some schools are moving toward a
staffing pattern in which most adults in the school are at least
part-time teachers; administrative and other support functions
are being reduced to the barest minimums {one of the
tradeoffs of reducing teaching loads).

Coalition schools have been initially designed in one of
three ways. Some are schools within schools. For example,
Radford Gregg, Larry Barnes, and their colleagues at
Paschal High School in Fort Worth, Texas, have created an
autonomous unit within the school that will ultimately
accommodate several hundred students drawn from the
entire city. If this experimental unit works well, its influence
will spread throughout the school program. Barbara
Anderson and Mary Jane McCalmon in Portland, Paul
Gounaris and Al Moser in Providence, Judy Codding and
Delia Selby in Bronxville, and Sam Billups and Marion
Finney in Baltimore have similar plans. b

An entirely new school, Central Park East Secondary
School (CPESS), has been created in East Harlem by
Deborah Meier and her colleagues. It is an extension of
Central Park East Elementary School, of which Meier is also
director. CPESS is part of superintendent, Carlos Medina’s
plan for a variety of "magnet” schools within District #4 of
the New York City Public Schools. Another entirely new
school, this one private, had been planned as an extension of
the United Day (elementary) School in Laredo, Texas, but
this project has recently been tabled because of financial
difficulties in the region.

Finally, Coalition high schools are attempting gradually
to change their entire programs by introducing schoolwide
plans. One of the earliest and most ambitious of these was
Thayer High School in Winchester, New Hampshire, where
Dennis Littky and his colleagues have designed a simple but
imaginative program appropriate to rural population. Tom
Davis, Bill Balch and a host of colleagues at Westbury High
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School in Houston, Texas have developed a plan for that
large urban secondary school: a 90-student, 3-teacher pilot
9th grade worked through during the 1985-86 academic
year; seven similar teams will be launched for all 9th graders
during 1986-87, while the pilot program moves to the 10th
grade. Clinton Vickers at Adelphi Academy (Brooklyn, New
York), Sr. Theresa Foley at St. Xavier's (Coventry, Rhode
Island), and Irving Hamer at Park Heights Street Academy
(Baltimore, Maryland) and their colleagues have had
programs moving in directions congenial to those of the
Coalition since the 1970s and early 1980s. The plans in
these smaller high schools are being adapted gradually to
conform more closely to the principles of Coalition.

For the Future

Taking the principles of the Coalition seriously often has
substantial consequences. Some of these principles are
especially useful points of entry ™r all those involved in
planning for a member school. Staff members at Brown
have taken four of these and, with the help of working

parties of teachers from core and associate schools, are
preparing studies that will help sharpen the issues and
suggest ways to proceed.

Arthur Powell is deeply involved with what he calls
"mapping the. territory” represented by the idea of student
exhibitions for the award of a diploma. This is an old idea.
Exhibitions. for a staple of American academies in the 18th
century, and the notion of progress according to
performance has many contemporary advocates. Powell’s
reconnaissance will identify the most usefu! of these plans
and will clarify the Coalition’s particular notion of
exhibitions. Holly Houston is working on a definition of the
pedagogy of “coaching” that is addressed particularly to
Coalition schools; she is also working on a catalog of
consequences for overall school practice if coaching is
properly stressed and on possible activities to help teachers
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develop coaching skills. Grant Wiggins is studying both the
curricular directions most likely to enable students "to learn
to use their minds well” and the tensions between that aim
and the specific curricula that often value mechanical rather
than thoughtful mastery.

Finally, Joseph McCarthy, Susan Foliett, and I have
adapted the detailed operating budget of a representative
(non-Coalition) high school into a fictional, but realistic
”Alethes High School.” From this "real” school budget, we
have modeled a variety of possibilities for a "Mythos
Essential High School.” These possibilities stress a variety
of different priorities, but all are constrained by Alethes High
School’s bottom line. Each of these four studies raises
important issues and exposes questions of priority for most
Coalition schools.

The Coalition hopes to make a positive difference by
showing how a "rebuilt” high school can serve students and
teachers better than the doughty conventional model to which
we are so accustomed. While the first indications of success
are the number of Coalition schools are very promising, the
incentives for such ambitious change within the existing
system are few, and some people counsel more radical
reform strategies that by-pass the existing apparatus of
schooling. However, we continue to work within the
system.

I personally take courage so to perceive from my two
years of work with many school colleagues, veterans of
many kinds of school reform, who have found a way to
choke back their cynicism and frequent bitterness and try
something that they believe will serve young pcople better.
They long for time and freedom to work out their ideas, and
they need some reasonable privacy for this working out.
They are likely to receive neither. Yet, as the Carncgic Task
Force argues, improved schooling can be fashioned only by
such people. The obligation they carry is heavy; this may be
the last chance for public education as we know it.
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COMMON PRINCIPLES OF THE COALITION
Local adaptation of common, general principles is the
essence of the Coalition’s plan. These nine principles are:

1. An Intellectual Focus
Schools should focus on helping adolescents to learn
to use their minds well. Schools should not attempt to be
»comprehensive,” if such a claim is made at the expense of
the schools’ central intellectual purpose.

2. Simple goals

Schools’ goals should be simple: that each student
master a limited number of essential skills and areas of
knowledge. While these skills and areas will, to varying
degrees, reflect the traditional academic disciplines, the
design of programs should be shaped by the intellectual and
imaginative powers and competencies that students need,
rather than necessarily by ”"subjects” as conventionally
defined. The aphorism "less is more” should dominate;
curricular decisions should be guided by the aim of thorough
studént mastery and achievement rather than by an effort to
merely "cover content.”

3. Universal goals
The schools’ goals should apply to ali students, while
the means to achieve these goals will vary as those students
themselves vary. School practice should be tailor-made to
meet the needs of every group or class of adolescents.

4. Personalization
To the maximum extent feasible, teaching and
learning should be personalized. Efforts should be directed
towards seeing that no teacher has direct responsibility for
more than 80 students. To capitalize on this personalization,
decisions regarding the details of the course of study, the use
of students’ and teachers’ time, and the choice of teaching
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materials and specific pedagogies must be unreservedly
placed in the hands of the principal and staff.
5. Student-as-worker

The governing practical metaphor of the schools
should be student-as-worker, rather than the more familiar
metaphor of teacher-as-deliverer-of-instructional-services.
Accordingly, a prominent pedagogy will be coaching, to
provoke students to learn how to learn and thus to teach
themselves.

6. Student exhibitions

Students entering secondary school studies are those
who can show competence in ianguage and elementary
mathematics. Students of traditional high school age, but not
yet at appropriate levels of competence to enter secondary
school studies, will be provided intensive remedial work to
assist them in meeting these standards quickly. The diploma
should be awarded upon a successful final demonstration of
mastery for graduation "exhibition.” This exhibition by the
student of his or her grasp of the central skills and
knowledge of the program may be jointly administered by
the faculty and by higher authorities. As the diploma is
awarded when earned, the program proceeds with no strict
age grading and with no system of "credits earned” by "time
spent” in class. The emphasis is on students’ demonstration
that they can do important things.

7. Attitude

The tone of the schools should explicitly and self-
_ consciously stress values of unanxious expectation ("I won't
threaten you, but I expect much of you”), of trust (until
abused), and of decency (the values of fairness, generosity,
and tolerance). Incentives appropriate to particular students
and teachers should be emphasized, and parents should be
treated as essential collaborators.
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8. Staff
Principals and teachers should perceive themselves
as generalists first (teachers and scholars in general
education) and specialist second (experts in one particular
discipline). Staff members should expect multiple
obligations (teacher-counseloi-manager) and should show a
sense of commitment to the entire school.

9. Budget

Ultimate administrative and budget targets should
include, in addition to total loads per teacher of 80 or fewer
pupils, substantial time for collective planning by teachers,
competitive salaries for staff, and an ultimate per-pupil cost
not to exceed by more than ten percent that at traditional
schools. To accomplish this, administrative plans may
have to show the phased reduction or elimination of some
services now provided students in many traditional
comprehensive secondary schools.

- TRS -

~ Reprinted with permission from the Phi Delta Kappan,
September, 1986.

THEODORE SiZER is the author of Horace’s
Compromise and the founder of the Coalition of Essential
Schools.




Dear Mary,
Enclosed is an article I hope you will publish in

TKOAE. I completed a first draft in January and I did some
revising this summer. I think it is about the most central
issue in our schools (I wish it were all schools) as well as
our country. With the Reagan administration, we have seen
our democracy virtually destroyed with the massive covert
operations of the "secret government,” the CIA, president,
and the National Security Council. Only a people unschooled
in true democracy would allow over 500 members of this
administration to be convicted of their un-democratic deeds.
Our challenge is great.

I also suggest you review Bill Moyers’ book - The
Secret Governmert: the Constitution in Crisis - now
available from Seven Locks Press. This is a follow-up to his
1987 1 1/2 hour video production of the same name rccently
up-dated and shown again on public television.

I trust this finds you well and carrying y