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SOCIAL STUDIE
REVIEW

A PUBLICATION OF THE AMERICAN TEXTBOOK COUNCIL

Number 1

Spring 1989

TEXTBOOKS SHAPE LIVES
AND UNDERSTANDINGS

elcome to the inaugural issue of the
Social Studies Review.
We intend to report to the nation's

leading historians, social scientists, educators,
public officials, and citizens on social studies
textbooks through news bulletins and timely
articles. Most important, we will begin to
publish authoritative reviews of specific social
studies textbooks, a heretofore unperformed
service to elementary and secondary schools.
Our goal—and the goal of the American
Textbook Council—is to improve instructional
materials and the curriculum through candid,
expert assessment of what is good and what
is bad in the field. We arc glad to have you
aboard. We hope that you will find this new
journal informative, exciting, and sometimes
provocative.

It is known that textbook selection at the
district and school level can be a casual and
haphazard affair. Buyers with the best
intentions rarely have internai standards for
textbook selection; many are misled by siylish
graphics or impressed by ancillary materials
that are supposed to make the task of teaching
much easier. Since textbooks often seem
fungible to their buyers, publishers’ sales

forces at times engineer adoptions based on
financial incentives alone, fully divorcing
selection from qualitative concerns.

The cumbersome process of textbook
production and selection—and the high
financial stakes of a nondiscretionary book
market—work against change. While school
districts and curriculum directors may be eager
for higher-quality classroom materials, few
publishers or other gatekeepers, from social
studies editors to subject-content lobbyists,
share this concern.

INSIDE

Paged......... California Controversy

When is a state bill relaxing control
over social studies and other textbooks
a questionable reform?

Page 5. .. .Elementary Grade Texthooks:
A Case of Overskill

“Skills” teaching in elementary-level
social studies texts: scope-and.
sequence charts promise many more
skills than they deliver. A review of
eight programs.

Page8 ......... Readability Formula..:
An Update
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They assert that they already produce high-
quality materials. Competingin a fierce market,
publishers support current production and
marketing practices. They hold that safe
products make money, that hcralded innova-
tions of whatever quality do not. Many
textbook authors, publishers, and editors, as
well as social studies specialists, adoption
committees, and subject-content lobbyists, are
comfortable with current historiography and
format.

While textbook publishers resist change.
they accommodate and react to external forces.
Should textbook critics and consumers sustain
their demand for texts of improved literary
merit and content, publishers will respond. As
a result, textbook reform presents a cost-
effective opportunity to improve teaching and
student outcomes in history and social studies.
Unlike revising salary schedules or shrinking
class size, improvement of curricular materials
does not require vast infusions of money and
can occur with relative speed.

Despite growing interest in improved history
and social studies textbook quality, a serious
threat persists. Since the people involved with
textbook creation and adoption often support
current products, they may be able to staunch
calls for reform. When public attention turns
to other educational issues, as it inevitably will,
the risk remains that textbook producers and
curriculum authorities will go on just as before.
Today the salient question is whether current
reform pressures will have sufficient leader-
ship, guidance, and direction to sustain real
texthook improvements in the 1990s,

American history and other social studies
texthooks are criticized by diverse individuals
and groups—often with strongopinions, highly
focused subject interests, and political ends.
From the Texas-based Educational Research
Analysts to the Council on Interracial Books
for Children, texthook screening organizations
have recently wielded great power in deter-
mining text content. Such groups, grinding
their own axes, have little or no interest in
brisk, moving historical narrative or balanced.
sound historiography. Nor do they undertake
their analyses under the direction of competent
historians and scholars. Texthook producers

are subjected to all kinds of pressures. But
no system of expert appraisal, review, or
criticism, one that would permit leading
historians and scholars to judge instructional
materials, has existed.

During the late 1980s American history and
social studies textbooks have received closer
scrutiny than they have in a gencration.
Several new studies, including reports by
Gilbert T. Sewall for the Educational Excel-
lence Network and Paul Gagnon for the
American Federation of Teachers, have thrown
into harsh light the literarv and historiographic
poverty of many leading American history
textbooks, especially at the elementarv and
junior high school levels. Diane Ravitch and
Chester E. Finn, Jr., have documented the
appalling conditions of historical knowledge
among high school students—and cited
textbook improvement as a central area for
reformers” attention.

Texthook quality is of concern to the
National Commiss'on on the Social Studies,
the Bradley Commission on History, ana the
National Center for the Study of Histc.v. From
former education secretary Terrell Bell to
California school superintendent Bill Honig,
governing authorities assert that textbooks
have heen “dumbed down.” that content is
trivialized, and that publishers indulge interest
groups. The climate for revision and improve-
ment of history and social studies textbooks
is more auspicious than it has been in many
vears.

Responsible elementary- and secondary-
level educators want expert assistance and
counsel in selecting estimable history and
social studies textbooks. Theyv seek some
authoritative guide and review system to help
them decide what instructional materials to use
and~to avoid. To remedy this need. the
American Tex ook Council was created in late
1988. funded by the William H. Donner
Foundation. It will now provide a new forum
for historians, social scientists, educators, and
others interested in history and social studies
texthooks. The Council will fulfill two
longstanding needs: first, to subject publishers’
products to fair. impartial. and rigorous
examination. publishing its conclusions in a
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quarterly review; and second, to create a
clearinghouse of information about history and
social studies texthooks.

Above all, the Council is independent,
dedicated to improving the standards of
textbook review and the writing of history and
social studies textbooks. The Council is not
an advocacy group or thought police. It makes
no effort to cleanse texthooks, to buttress one
point of view, to prove that history and virtue
are pointed in a single direction, or to purge
textbooks in accordance with preordained
schemata. The Council plans to advanee
history and social studies curricula by
establishing a national review service for
instructional materials and undertaking special
projects in the field, in short, by encouraging
the production of texthooks that embody vivid
narrative style, stress significant people and
events, and reflect accurate, halanced histe-
riographic approaches, %

CALIFORNIA CONTROVERSY

e have recentls learned of troubling

texthook battles in California that

may directly affect the efforts there
to improve the social studies curriculum and
the quality of texthooks in general.

In 1987, California adopted a new history-
centered curriculum that increases the scope
and substance of social studies. This reform
effort—and other curricular advances in the
state—has drawn wide national acelaim. For
textbook publishers, however, it threatens to
upset the apple cart,

California controls over 10 percent of the
nation’s textbook market. Because it adopts
its elementary and junior high school textbooks
at the state level, the publishing industry
elosely watches the process. The new currice-
ulum in social studies would require publishers
to develop radically new texts to meet state
guidelines.

For publishers, this is an expensive prop-
osition, one that they are doing their best to
avoid. To make money, publishers claim they
must be able to market elementary-level

T

products in 80 percent of the nation’s school
districts and pick up 15 percent of the market
in each. Since publishers fear that the new
California social studies curriculum will fail
to radiate into other states, they are reluctant
to make fundamental changes in texts for what
may turn out to be a thin market,

Of two related bills on textbooks currently
in the California legislature, the so-called
Maddy Bill is more basic. It is strongly
supported by the American Association of
Publishers. The bill would create a system of
“rolling adoption™ for textbooks, allowing
texthook publishers a more flexible system of
review.

The coneept of “rolling adoption™ is not
without promise. But the terms of the Maddy
Bill could allow publishers to obtain state
approval of texts that do not make any genuine
effort to meet the intentions of state curric-
ulum frameworks. One early version of the
Maddy Bill directed publishers only to
“generally respond” to the “overall direction™
of the framework; it required only that
materials be factually accurate and based upon
an “intellectually defensible pedagogy.” But
who is to determine—especially these days—
what is intellectually defensible? The Maddy
Bill, if enacted in one current form, could
enable publishers to interpret state guidelines
as they wish,

No one says the California system is perfect.
But the problems in the system derive mainly
from marketing excesses, not from state
overview of materials. Like other big states,
California suffers a system by which publishers
cozy up to “key influencers” and texthook
buyers. On April 28, reporters Angie Cannon
and Michael Taylor began an extensive
investigative series in the San Francisco
Chronicle: They called the state marketing
system “‘riddled with conflicts of interest and
questionable sales practices” and even docu-
mented palmy goings-on hosted by one
publisher at Laguna’s Ritz-Carlton Hotel,
replete with a sundown cruise of Newport

Harbor.

It is naive to believe, as suggested, that the
Maddy Bi': would curb such baroque marketing
practices. Virtually all abuses of texthook
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selling—all the seductions and kickbacks and
speeial deals so widely given to educators—
oceur at the loeal level.

Under the current texthook adoption
process, in spite of ils imperfections, the state
of California remains a formidable force for
progress. The premise that local adoption
promotes high-quality instructional materials
is not at all self-evident. If textbook adoption
were 1o become the perogative of individual
schools and local districts. the clout needed
to use the state frameworks to move toward
improved instructional materials could in-
stantly disappear. By atomizing the market, it
could render California’s state eurricula a set
of loral options, allowing the puhlishing
industry to circumvent the challenge that new
state curriculum reforms now pose.

The AAP has made much of the Counvil
for Basic Education’s support for the Maddy
Bill. Although the Couneil recently executed
a volte-face on the issue. why it undertook
the lobbying effort in the first place remains
unclear. Belatedly, the Council discerned that
the Maddy Bill would reduce the state’s
leverage with publishers to upgrade textbook
content., The Couneil picked the wrong state
at the wrong time and. in the end. appeared
either confused or evnical. depending on your
point of view,

After all. California’s curriculum frame-
works have et high standards for instruetional
materials and have spurred publishers toward
creating .nproved mathematies, science,
reading. and language arts books, The Maddy
Bill could =et such elaborate conditions for
rejecting textbooks that it could make it
difficult 1o weed substandard books out of the
classroom.

The Maddy Bill's advocates have it several
wavs, Some assert that California’s market
I(-\'('rag(' and concentration of power indict the
current textbook selection process, According
to this view, publishers don’t believe they can
make an investment when the process is so
unstable and overwhelming. Others charge that
California’s vaunted leverage over publishers
is an illusion, as state proceedings in the past
have made textbogk publishers unwilling to

6

respond to calls for change. The stakes are
too high to make competition worth the risk,
some critics sav, adding by turns that state-
level textbook adoption is clumsy, corrupt.
unfair to publishers, and educationally
unsound.

What makes the Maddy Bill a bad idea?
Unless it is fully amended to ensure texthook
compliance with state guidelines, it accommo-
dates the curricular status quo in the nation’s
premicer state, protecting the interests of the
publishing industry on the pretext of local
control. Should it be enacted in present form,
the advancement of the historv-centered state
curriculum in social studies and other
estimable state curricula could suffer huge
blows. lts passage could demonstrate once
again the political power aud intellectual
indifference of sonie texthook publishers. #

— Gilbert T. Sewall

TEN STATES

FSTIMATED PERCENTAGE
NATIONAL  OF NATIONAL
SALES SALES

{millions)

STATE

California
. Texas
New York
Hlinois
Pennsvlvania
Michigan
Ohio . 1.0
. New Jersey K 3.9
. Florida 8. 318
. North Carolina 135 29
SOLRCE  Acsocation of Aimerican Poblichers Fnduetey
Statistie~, 1986
The top ten texthook-buying states comprise
55 percent of the national market. Four of
these states—California, Florida, North
Carolina, and Texas—are adoption states.
The “hig four™ alone control more than 25
percent of the national market. The leverage
of these few states on textbook publishers.
then, is enormous,
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HOW A TEXTBOOK WINDS
UP IN A CALIFORNIA
CLASSROOM

If a school district uses state funds to buy books,
it must purchase them from o list approved
bv the state Board of Education.

1. CURRICULUM GUIDELINES

In each subject area. a 16-member state
Curriculum Commission, an advisory panel
to the state Board of Education, produces
“curriculum guidelines™ for the selection
of sta’e textbooks on a seven-year cycle.

2. SUBMISSION

Publishers wanting adoption submit texts
to reviewers and to display centers, where
the hooks are available for public inspection.

3. EVALUATION

About 70 volunteer educators selected
from about 300 applications—teachers and
school administrators—review the hooks;
the state trains the evaluators.

4. RANKINGS

The evaluators rank the books submitted
by a complicated scoring formula and make
recommendations to the state Curriculum
Commission,

5. RECOMMENDATIONS

The Curriculum Commission makes final
textbook recommendations to the state

Board of Education.
6. OFFICIAL APPROV AL,

The Board approves hooks for the official
state list.

7. DISTRICT PURCHASE

Administrators in each of California’s 907
school districts now set up their own
selection committees to evaluate which
state- approved texts their districts will buy,
and publishers fan out across the state to
promote their books.

*

SOURCES: Califorma Department of Education.
“an Franeisco Chrowele

ELEMENTARY GRADE
TEXTBOOKS: A CASE OF
OVERSKILL

By Kathleen Carter Nagel

and Arthur Woodward

pen the teacher’s guide of an clemen-

tary social studies series and you

cannot help being impressed by col-
orful “scope and sequence’ charts, some of
them as long as twenty pages. These charts
proféss to convey how thoroughly textbooks
cover content and skills and mirror instruc-
tional design. often mandated by state or local
syllabi. In other words, the charts are supposed
to match skills to text.

Unfortunately, the reality is quite different.
Our analysis of eight recently published
elementary social studies series reveals that:
(1) the actual teaching of skills is far less than
what the charts imply: (2) skills are likelv to
be taught in a segmented rather than an
integrated manner; and (3} ease of measure-
ment often determines the tvpes of skills
emphasized.

The number of skills and subskills in current
elementary textbooks has burgeoned. In our
study we identified six major skill categories:
map and globe: charts, graphs, and diagrams:
study and research; eritical thinking: time and
chronology: and citizenship. Publishers
divided these skill strands into various
subskills, which could number as many as fifty-
four.

Scope and sequence charts give the impres-
sion that each major skill receives balanced
and equal coverage. However, we found this
not to be the case. Series tended to emphasize
traditional map-and-globe exercises over more
esoteric skills like critical thinking or citizen-
ship, which was often the most ill-defined skill.

Unlike comparable charts of basal reading
or mathematics programs, most of these social
stugies charts did not indicate the page that
addressed particular skills and subskills. In
addition, thev listed pages where the named
skill did not appear or omitted pages that,
according to the annotations. provided
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exereises reated to the skill. We called these
“phantom” skills.

The problem of phantom skills was perva-
sive, as illustrated by the treatment of eritical
thinking in the fifth grade texts of each series.
This particular skill included: interpreting,
comparing, contrasting, and classifving infor-
mation: drawing inferenwces from facts,
hypothesizing, and making predictions: learn-
ing to make decisions and judgments, identi-
fving and defining propaganda: formulating
questions for problem-solving: defending a
point of view; and identifving cause and effect.

Among the many skills under this topic, we
focused on the coverage of “inferring and
hvpothesizing.™ A comparison of scope and
sequence charts with actual textbook pages in
these programs revealed major discrepancies.
Sometimes, promised skills exercises turned
out not to exist, and sometimes skills had Little
to do with either inferring or hypothesizing,

For example, after the class had read about
the hardships at Vallev Forge and the
privations the colonists suffered during the
Revolution (e.g., food shortages, the British
taking over their houses, melting down pewter
for cannonshot), the guide directed the teacher
to ask: “"Why is it sometimes hard to make
choices? Do we sometimes have shortages
todav? If so, what?” While these questions
may have merit in themselves, they do not

meet the need for fully developed teaching and
learning activities,

Inference skills also received superficial
treatment. Most pages referred to review
sections, which required students simply to
answer factual recall questions like “Why is
Africa a less-developed continent than Eu-
rope?” or “Why did the people of Kush settle
south of the cataracts?”’ One “chechup”
question designed 1o test these subskills asked:
“"Imagine that vou lived in colonial times.
Would vou have preferred living on a farm
or in a city? Give reasons for your answers.”

We also found many cases of mislabeling
of skills. Simple questions and activities were
salled eritical-thinking skills even though they
had little or no relation to such skills, Such
questions were erroncously eredited with

requiring a high level of cognitive response
from students.

One program included such "Reading for
Thinking” questions as the following: “In what
sense did World War I cause World War H?™
The teacher's guide told the teacher: "rlave
students read [specific pages in the text] to
get the background necessary to answer these
questions.”” Since students could eitea number
of causes from reading the text, the questions
could just as well have heen labeled “Reading
for Answers,”

Most exercises in chapter or unit review
sections emphasize activities that only require
factual recall of content. They often instruet
students to consult maps or charts within the
chapter to answer questions that are short and
direct, calling only for simple interpretations,
In one sevies, for example, students were told:
“Look at the time line. When did the Spanish
Armada attack England?”

In "Things to Think About™ sections, where
one would expeet students to use eritical-
thinking skills—an expectation reinforced by
publisher statements—we found that programs
uniformly made little effort to differentiate
these questions from factual recall questions
other than those that occasionally called for
an opinion. A question like "Why have rivers
heen more important to Africans than occans?”
may offer students an oppurlunil_v to compare
and contrast information, but the narrative
supplies all necessary information.

Skill pages are a popular and visible means
by which publishers can show how they
incorporate extra practice and teaching into
their programs. Such pages certainly abound.
Of the eight programs analyzed. three programs
included one skill page per chapter: three
programs, one or more shill pages per unit
and two programs included nune.

All but one text included a special unit whose
primary purpose was to review map-and-globe
skills presented in previous grades and to
introduce new information. Most programs
interspersed the navrative with simple ques-
tions designed to have students periodically
ctop reading and use the graphic. In some
programs these questions referred only to the
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tmmediate map at hand (“Look at the
temperature map. What is the average
temperature of yvour part of the United
States?”). Questions that required students to
consult more than ane graphic source were
rarc.

In general, programs with longer map-and-
globe units (up to 55 pages) were more
successful than ones with shorter units in
reviewing and teaching skills, They usually
asked detailed questions about the same
graphic instead of asking just a few superficial
questions hefore moving on to the next
exercise. They also more consistently identi-
fied a purpose for cach activity ("Students
learn how a series of historical maps can
illustrate the changes that take place over a
period of time™).

All the programs, incorporiating a range of
graphie aids, from charts, graphs, tables, and
photographs to maps of all kinds, helped
students to understand content and apply
soctab studies skills. How well these graphics
actually served their purpose varied with cach
program. Al a minimum. the test narrative
usually referred to the appropriate graphic with
a page citation, but when questions or lesson-
plan suggestions directed students 1o use these
aids—not just acknowledge them in the course
of reading the text—they often determined to
what extent informal teaching of skills
oceurred in the program,

Surprisingly, some programs made little
instructional use of graphies. In one series
maps appeared on pages with related content,
but the text inctuded no direct reference to
the information these maps coatained. For
example, one page showed a map marked
“Trade Routes of the Middle Ages™ and took
three paragraphs to deseribe “The Growth of
Trade.”™ Yet nowhere did the narrative refer
to the products traded. This lack of coordi-
nation waxs tvpical of the many “missed
opportunities”™ for informally applving <kills
and enriching content.

Fortunatelv, the same book sometimes used

graphics well: two graphs on une page pre-

sented information about the populations and
land areas of the United States, the Soviet
Union, and China. Questions ineluded:

“"Which [country] has more people?™; “Which
has more land?”; “"Which has a larger
population density?”

In seope and sequence charts, publishers list
hroad categories of skills, from map-and-globe
to citizenship. However, skills that are easily
measured and that lend themselves 1o simple,
self-contained exercises receive the most
attention. Such complex skills as eritical
thinking, which require more time and effort
for students to master, receive virtually no
attention.

In their marketing materials publishers state
that their programs stress and apply these skills
throughout the texts. But exercises often ask
students to Jocate places and names in history
but rarely to consider the larger issues of why
these same events and persons shaped history,

Highly visible practice sections in chapter
and unit reviews, skill pages, and map-and-
globe exercises usually coneentrate only on
recall. Names and places may carry over from
the chapter and unit information into the skill
activities, But these activities could just as
easily apply to one chapter as to another, Skills
often do not relate to the graphies that liberally
sprinkle the pages of the daily lessons,

Why do these materials inelude so many
shill lessons and exereises and present them
~0 poorly? Traditionallv, social studies has
heen one of the content or knowledge-hascd
subjeets of the elementary sehool eurriculum,
Its purpose has been to convey age-appropriate
information and voncepts to educate voung
people about their country. cutture, and
history and about the wider world.

When skills exereises serve a purpose other
than to instruet, the learning process inevitably
beeomes repetitive, overworked, or bogus,
When they are driven by lists, svllabi, and
mandates, these exercises cease to be authentice
means toward skill building.

Publishers need to integrate skill learning
and its appiications into a social studies
program that does more than just satisfy testing
requirements, We can then reasonably expect
that students will be able to apply these skills
to content arcas and real-life situations hevond
the immediate text.
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Publishers should give at least as much
attention to ensuring that students have
opportunities to develop sound social studies
shills as they do to developing impressive, albeit
misleading lists of such skhills on persuasive,
marhetable scope and sequence charts. %

Social Studies Series Analyzed
Follett Social Studies, Chicago: Follett, 1083

Holt Social Studies, New York: Holt, Rinehart
& Winston, 1986

Macmillan Social Studies New York; Maemil.
lan, 1982

Our Nation, Qur World. New York @ McCraw
Hill, 1983

People and Their Heritage, Boston: Ginn, 1983

Scott, Foresman Social Studies, Glenview., 111,
Scott, Foresman, 1983

Steck-Vaughn Social Studies, Austin, Tex.:
Steck-Vaughn, 1983

The World and Its Peaples, Morristown, N.J.:
Silver Burdett, 1981

This artsele 1s adapted from a fortheoming study by
Kathleen Carter Nagel of the Fdueation Mater ks
Assocrates and Arthar Woodward of the [anersiny
of Rachester. Their entire report mav be opdered from
Arthur Woodward, 302 Lartimore Hall, University af
Rochester, Rochester, NY 14627,

READABILITY FORMULAS:
AN UPDATE

By Peter Cannon

n texthook eircles readability formulas

have almost legendary notoriety. For many

decades they have exerted a powerful
influcnce in composition and prose, s
publishers respond to the belief among
educators that students only understand
language written to their grade level,

These formulas—be they the Dale-Chall,
Spache. or Fry—are relatively easy means to
measure the difficulty of texts. They measure
the length «f sentences, check vocabulary
against approved word lists. monitor word

length, and count the number of syllables.
They do not take into account content
difficultv. the organization of ideas, or
narrative and stvlistic flourish,

During the 1980s, readability formulas have
came under wide attack. The International
Reading Association and the National Council
for Teachers of English have cautioned against
their use.

Bonnie B. Armbruster and other members
of the Center for the Study of Reading at the
University of Illinois have called attention to
the problem. “Decisions about the matching
of textbooks to children are probably best made
by trained and experienced judges—the
teachers and librarians who have worked with
children and who have witnessed the inter-
actions of a lot of children with a lot of books,”
Armbruster and her colleagues wrote in 1985,
“We think the problem of matching textbooks
and readers is vastly overrated,” the re.
searchers said. “"Children can read and
understand textbooks within a wide range of
difficulty, and it is probably 10 their advantage
to do so.”

Nonetheless these formulas remain, mainly
because texthbook buvers often insist on them,
hungry for guidance. and wanting to helieve
i some Vseientific’” svstem through which
experts have determined textual difficulty,

Since the 19205, readability researchers have
cautioned editors, publishers. and schools that
they not use the formulas rigidly or mechan-
ically. according to Jeanne S, Chall, an eminent
Harvard researcher and a developer of the
classic: Dale-Chall readability formula. Wise
editors have echoed such concerns, asserting
that readability formulas are only valid for
prase that has a natural style, Abuse begins,
they say. when scales are used in the editing
process to simplify and “dumb down™ prose.

Unfortunately, these warnings have gone
largely unheeded. Crities charge that editors
rewrite texts in order to meet readability
requircments, “In the process, they mayv or
may not change the essential meaning of the
original, but. almost necessarily. they remove
all individuality from the writing, homogen-
izing it so that it is in fact nearly unreadable,”

10




said Frances FitzGerald in her landmark 1970
study of history texts, America Revised,

In the fast five years texthook buvers have
come ta vely less on readalulity formulas, A
a result, publishers are willing to inelude story
materials that do not <trietly conform to theee
vardsticks. Basal readers at the elementary
fevel, for example. now inelude more works
by contemporary anthors than they previously
did. Given assurances that their prose wili
appear as written, an inereasing number of
talented authors are pleased 1o sell reprint
rights for texthooks,

Stll, overreliance on readability formulas

remains a serious problem. Thongh many

education officials and publishers profess
disinterest in them, the formulas are used
informally —even seeretively - hecause they
remain o handy gauge of deciding how
“diffiendt™ a testhook s, Fnough important
textbook  markets <Gl use these formulas,
however. to keep editors tethered to them, Sayvs
Harriet Tyson-Bernstein. atexthook eritie: " As
Jong as any major market arca misnses this
tool as a primary criterion for texthook
adoption, children will continve to he hored
and confused by much of wlat they vead in
school.” Like others, she urges “more sensitive
procedures for ensuring a mateh between the
hook and the child's reading ability.™

Reading formulas are unlikely to fade away.
Indeed, rescarchers in recent vears have
developed new formulas that attempt to
measure textual content and cohesion. These
approaches foeus on memory and learning, not
on testual features such as vocabulary and
sentence length, Beverley L. Zakaluk and S,
Jay Samuels, the editors of Readability: Its Past,
Present, and Future (loternational Reading
Association, 1988). point out that prior
knowledge of atopic as well as word recognition
skill have sigaificant effects on text
comprehensibility,

Zakaluk and Samuels have devised a
procedure to prediet texe diffienlty that
employs cognitive psychology. They claim
their method can be used 1o help mateh
students with appropriate reading materials—
not as a shorteut in texthook selection. The
University of Pittshurgh’s Isabel Beck is also

applyving cognitive psychological research 1o
the analvsis of textual readability in social
stidies texts,

While some rescarchers are attempting to
devise more sophisticated readabitity gauges,
others haye rushed to the defense of traditional
formulas, In the Jownal of Reading (January
1989) Fdward B. Fry calls them “one of the
best documented educational toals thatr we
have,” He derides writers who would use what
anmount to “quitl pens™ in textbook construe-
tion. Concludes Fry: “Perhaps some people do
not hke readability formulas becanse they are
so objeetive, or even so mechanical, if vou
prefer. In fact, most of the formulas are so
objective that they can be worked by a
computer.”

Computer technology has served to simplify
the task of applyving traditional formulas, For
example, the Minnesota Fdueation Consortinm
offers software that automatically counts
svllables and consults vocabulary lists, By
removing the tedium of manual labor, these
programs mahe the process casier and more
convenient. So far no one (including MEC)
has produced software that is capable of
Jinguistic analysis hevond this hasic quantita-
tive level,

The putative benefits of readability formulas
do not counterbalance the opportunities for
their abuse, They are fairly crude instruments,
all the more dangerous when presented to
gullible eduecators tarted up with all sorts of
scientific pretensions and promises. Edward B.
Fry nothwithstanding, readability fornulas
~eem to be a texthook fashion in decline, and
none too soon, %

NOTED IN BRIEF

% Historian Paul Gagnon’s long-awaited report
on the presentation of democratic values in
American history texthooks will soon he
released, On Inly 20 the American Federation
of Teachers will issuc the final report, which
will assess the five most popular high school
texts and serve as a companion piece to his
1987 study, Democracy’s Untold Story. Those
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interested should write or eall Ruth Watten-
berg, the Education for Demoeracy Project,
Amertean Federation of Teachers, 555 New
Jersey Avenue NW, Washington, DE 20001
(202) 8791530,

* The Bradiey Commission on History in
Sehools—established in 1987 to review and
make recommendations for the improvement
of the school history curriculum—has begun
to publish a newsletter called {istory Matters!
The newsletter contains some real nuggets for
those interested in curricular reform—and
textbooks. For example, the firstissue included
the resublts of a Commission survey that
addressed the question: What do teachers
perecive as major obstacles to history in the
elementary school eurriculum? Texthooks
were by far the most frequently identified eited
by 30 percent of the elementary school teachers
who responded to the survey, Based on the
supposition that history should he a corner-
stone of the academic program, the newsletter
intends 1o keep its readers informed of the
Commission’s ongeing work and of news anid
information about school history. It will serve
as a supplement to the Commission’s 1988
report, Building a History Curriculum: Guide-
lines for Teaching History in Schools. For more
information write or call Flaine Wrisley Reed
at the Bradley Commission, 20015 Westwood
Road. Suite A2, Westlake, OH $£3115: (216)
8351770,

% Meaningful texthook reviews are hard to
come by, Still, some useful assessments may
be found hiere and there. One journal of note
is The History Teacher, published by the Society
for History Education in affiliation with the
American Historieal Association This quar-
terly publishes articles on a variety of
pedagogical and historiographie issues: it
contains eritical review essavs on texthooks
and other instructional materials. For example,
the August 1988 issue includes a provocative
essay on seience and technology in U8, history
texthooks, It reviews some freshly published
texthooks in European and American history,
but nota hene, at the college level, rarely the
school level. The Historv Teacher is available
for 822 per year through the Department of
History at California State University, Long

Beach, CA 90840; (213) 985-1131.
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Lestanvone interested in review of historical
materials forget, the Johns Hopkins University
Press publishes a quarterly called Reviews in
American History. edited by Stanley 1 Kutler,
This exeellent publication does not review
teathooks, But it does compile lively, scholarly
reviews of important new trade and university
press hooks. It is available for $18 per year
from the Johns Hopkins University Press, 701
West 10th Street, Baltimore, MDD 21212,

# The Children's Literature Center of the
Library of Congress has issued a pamphlet
picking some of the best vecent books for
preschool through junior high school-aged
children. Entitled Books For Children, it aims
“to gather a seleetion of picture books, fiction,
and nonfiction that will appeal to children,
stinlate their imaginations, and meet their
needs for information.” The books are listed
in seven categories: picture stories and rh_vm(-
(up to O vears old): eusy-to-read stories and
history (0-8 years old): folktales, Bible stories,
song and history (0-8 vears old): tales of
mystery, humor, and adventure (8-12 yvears
old): folktales, histors, verse. and nature (8-
12 vears old): fiction (12-14 vears old):
biography, history, and science (12-114 vears
old). Texthook editors and writers could learn
much from the vivid, engaging books of the
hind listed here. To obtain a copy, send 81
10 the Consumer Information Center, Depart-
ment 116V, Pueblo, CO 81009,

* The Concord Review is a fasinating new
quarterly journal edited by Will Fitzhugh

featuring history essavs by high school

students, Contributors to a recent issue
represent o broad  geographic range, from
acress the United States to Canada and
Australia. In the spring 1989 issue, essavs
cover subjects from the War of 1812 and
Abolitionist tactieal thinking to the Harlem
Renaissanee and Sufism. These essavs exhibit
the heights of historical writing and insight
that high school students can achieve.
Teachers might use the review as a maodel for
student research papers. For more information
write to The Concord Review, P.0. Box 661,
Concord, MAOI7 12, Subseription orders—825
for one vear: 830 forcign—should be addressed
to The Concord Review, P.O. Box 476, Canton,
MA 02021,
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* The International Journal of Social tducation
devotes its Winter 1987-88 issue to a survey
of current college textbooks in the fields of
anthropology. political science, and American
history. Much of the issue is germane to high
school texts and includes cogent assessment
of the literature. As William A. Percy and
Pedro J. Suarez note in their introductory
essay, ‘All texts need drastic improvements
in style, facts, interpretations, objectivity.
coverage, and conception. Above all, the texts
bore.™ Other articles includ. “‘Current College
Texts in Comparative Government and Poli-
tics,” by James F. Ward. and “The Selling of
Clio: American History College Survey
Texthooks,” by Michael B. Chesson. Those
wishing to order a copy of this issue (vol. 2.
no. 3) should send a check for 8t pavable
to Ball State University, to the editor. John
E. Weakland, Department of History, Ball
State University, Muncie, IN 17306,

% The School Division of the Association of
American Publishers has recently released an
excellent 36-page hooklet entitled Helping Your
Child Succeed in School. Oddly enough, the
pamphlet does not focus on texthooks or
instructional materials. What it does do—and
very successfullv—is address many broad
concerns of parents who want to help their
children get the most out of their education.
[t contains sound advice on how parents should

prepare their children for school, create good
learning and study habits, and sustain these
habits throughout their children’s education.
It also features tips on learning methods,

COMING
IN THE FALL ISSUE:

REVIEWS OF

® Leading Civies Texts

® New Texthooks to Present
“Global Insights™

® Henry E. Graff’s America:
The Glorious Republic

¢ California’s Elementary State
History Textbooks

instructional materials, science memory
shorteuts, taking good notes, and scheduling
schoolwork. To obtain a copy, send $1.50 to
the School Division, American Association of
Publishers, 220 East 23rd Street, New York,
NY 10010.

BAD HISTORY TEXTBOOKS
IN LITERATURE
DEPARTMENT

George Orwell taught briefly at a small
private school outside London. long
hefore he became famous as the author
of Animal Farm and Nineteen Eighty-four.
This experience is reflected in one of his
early novels, 4 Clergvman’s Daughter
{1935). His heroine, Dorothy Hare, takes
up teaching. In the classroom it is not
all smooth =xailing. She finds, writes
Orwell, “a horrid little book called The
Hundred Page History of Britian.” A

passage reads:

After the French Revolution was over,
the self-stvled Emporer Napoleon
Buonaparte attempted to set up his
sway, but though he won a few victories
against continental troops, he soon
found that in the “thin red line’ he had
more than met his match, Conclusions
were tried upon the field of Waterloo.
where 50,000 Britons put to flight
70,000 Frenchmen—for the Prussians,
our allies, arrived too late for the battle,
With a ringing British cheer our men
charged down the slope and the enemy
broke and fled. We now come on to
the great Reform Bill of 1832, the first
of those beneficent reforms which have
made British fiberty what it is and
marked us off from the less fortunate
nations.

Orwe!l continues: “Dorothy, who had
never seen a history book of this
deseription before, examined it with a
feeling approaching horror.™
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> we go lo press, the College Board

reports that AVETIEe sCores ol the

Scholastic Aptitade Test fell Tast vear,
adding to doubis that edicationat changes and
spending increases are reviving sehool quality.
After a decade of reforin efforts we sispeet
improvement remains canght at the rhetoriceal
level, debated in publications like the Social
Stucies Review hut not made integral to the
~chool enrriculum. Yer a new generation of
texthooks = appearmg this vear and nest, and
some weleome changes are possible. Compantes
inchnding Houghtan Mifflin and MeGraw-
Hill—now in joint venture with Macmillan—
are responding to the new California currie-
alum in social <tudies. Because the texthook
industry is in suel flox and the stakes for
leadership are <o high. the Fall issue of the
Social Stirdies Review includes o special article
about cansolidation in the bhusiness. What we
find i~ that the emerging “Big Three™ that
publishersand educators are talking ahont may
not he as alarming as many believe, In this
issue, we also are excerpting ~some conclusions
rom Panl Gagnon's new ~tudy of eleventh
grade Ainerican history textbooks. Gagnon®s
report sets out withe clarity and elogquenee the
tash ahead for improved instructional materials
and curriculum veforn in high <school Amer-
tcan listory. Ino this issue we also hegin
commissioning our own texthook reviews,

starting with the standard California history

INSIDE

Page 2.0 Democraey’s {HalfTold Story

An nnportant testbook revies by Paul
Gagnon for the American Federation
ol Teachers examines the five most
commonly used American listory
testhoohs. Here are some exeerpts.

Page 3. Califoria Yesterday and Todey

A review of Califorma’s leading soeal
stidies texthook for fourth graders.

Page 5.0l Ten Texts That Changed
Onr Lives

From Common Sense to The Feminine
Wystique, hooks that <haped Awerican
listory.

Page 6 Texthook Consolidation:
How Biga Menace?

With Maemillan's two aggressive
moves this vear. consolidation aceel.
crates in the publishing industry.
Fducators talk about the emergenee of
a Big Threeo The perceived threat of
monopoly and foreign control may not
he what it seems,




texthook for fourth graders. We will expand
the number of reviews in future issues. We
hope you will leara mnuch from the articles
and reviews, and we wizh vou a fine back-to-
~chool season.

DEMOCRACY'S HALF-TOLD STORY:
An Important Textbook Study

The Fducation for Democracy Project has tried
to help schools and teachers strengthen their
teaching of democratic values. The latest studv
to emerge from the project is Democeracy’s Half-
Told Story: What American History Texthooks
Should WL a surves of the five most commonly
used high school textbooks. written by Paul
Gagnon and published by the American Feder-
aiion of Teachers. The [79-page study consists
mainly of textual analvsis by period and subject
[from the pre-Recolutionars era te contemporars
Americe. What follow are some of Gagnon's
observations:

On Controversy. The texts are overloaded.
Unable to count npon any prior historical.
cultural, or politicatliteracy in readers authors
oniit idvas and analvses. or pitelr them o a
fow vammon denaminator. To avotd otfense
to voeal mterest<cand to inelude svmpathetic
refervences to them, authars render their tests
teamsistent. even schizophrenics in dealing
with rontroversial subject~—hland, evasive or
piots on sames overlvaentieal on others The
~ame text that denouneces past alneses anild
en~linement is hkely to fall <ttent onccurvent
issttes ~icha~ the Tunderelas<” 7 Candid ™ and
judgmental abont the deall it witl be evasive
abaut the Hiving.

On Presentism. People and actions of the past
are pudged by tadad”s Lashions vather than in
the cirenmistanees and presailing ideas of their
time, Needless to sav, this makes very bad
history. Todistorts realits . swapping truth and
fairmess for a temporavy glow of moral
superiority . Warse it deprives stidents of
perspective on themselves. By dgnoring the
reality of change trom the past. it ignores as
well the change that will surely continne alter
us. producing ~till different fashions of
thought—In which we should not nevessarily
wizh to be judged,
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On Content. Textbooks would not need to
he partisan in order to point out the danger
of partisan shewing of public issues. Left and
Right ~o often prefer to ery wolf or conspivaey,
when dull faet savs otherwise. And it is not
only in children’s stories that when the facts
justify alarmn they are not heeded for having
been so often abused. The quality of pullie
debate is not helped by the Lett's reluctance
to lind problems with Soviet power and
dictatorships of the Left. with Third World
debt. moval and cultural relativisn, or the
general secularization and levelling of ~ociety.,
Hois not helped by the Right's reluctance to
find problems with dictatarships of the Right.
with ~ceret government aml vovert vialenee,
with environmental destruction. the arms race.
corparate power., llllinn-l)r(';ll\illg. ar extreme
disparitics of wealth. Nor i~ it helped by the
failure of both extremes, cach for it~ own
redasons, to ;u'klm\\l('lh_'v the consequences, n
forcign as well as domestic affair<. of a weak
or divided federal government. If the Center
i~ to hold, as the Fononders held out in
Philadelphia against the <imple-minded of their
dave we shall need —as Toequesille <aid—an
atdience ready o histen to complications....

Were texts hetter organized along the lines
ol afew centrab themes. they would much more
easihv impreess students with complication,
drama. amd suspense. The threads of immigra-
tionand cultural diversity ot ceanonne change
of our vole in the worll and of democraey '~
range amd qualits. are nat snipped off and
neathv tied. They are unfinished business,
inextricably wound aroumd cach other and
araind every puliic question we dehate. On
the theme of demaeraey s a usetul vding—
teachers could alwa furni<h it themselves—
would he a review of the basie principles and
evpectations of American denoeraey to serve
a~ eriteria by which <twlents niight measure
onr present condition and prospects. '”It“\
couldb welb apply the Fonnders” standards ot
anly ta governnent but to the power. the
Belavtor and civie morality of private jnterest
graup~ and corporations. Auwd finally o
thenselves, to the demanding halanee of their
own right~ and obligations a~ eitizens. The
swerp of American Tistary will have taught
them, we ||n|u-. that there are no island-—

public. private or individual—entire ol




themselves and nobody without responsibility
for what happens next,

On Civie Fducation. Civie odneation ashs
peaple to aceept the hirdens of Hving with
tertative answers and with infinished and
often dangerons business. It a<ks them to
aceept costs and compromises. to tahe on
responsibilities as cagerly as they elaim their
rights. 1o hionar the interests of others while

prsiting their owin to respeet the needs of

future generations, and to speak the truth and
to do the right thing, when Iving and doing
the wrong thing would be more profitable.
Generally it ask< them to restrain their
appetites amd expeetations, Civie education
ash< alb thise and that eitizen- inform them-
selves on the inuhiiple problems and choices
thew elected servants confront,

Hois casy to kv oot these "values™ and
whaolesome attitudes 0 classroom lessans,
followed by quizzes and papers slierein the
~tidents repeat the phases and swear devorion
to them, And it i~ not ~o hard even to practice
them on the plavgromnd and i the <chool,
provideda certain level of morale exists, There
i~ no trick to virtuous behavior when things
are going well. Most people will hold right
attitides, withont aoeelr formal instraetion,
when they feel themselves free, secure. and
Jll\l|) treated.,

The tough part of civie education i~ to
prepare people for bad times, Phe question is
not whether they will remnember the right
phrase~bat shether they swill pat them into
practice when they feel wrongh treated, in fear
for their freedam and secarity. Or when
anthorities and the well-placed. publlic or
private appear ta flout every value and priorits
taught in ~chinol. The elianees for demoeratic
principles to surmount erices depend upon the
number ol citizens who know how free
socicties theiroswnand others have responded
1o erises of the past. how they acted 1o defend
themselves, and how they survived. Why did
~ome sociehes falb and others stand? Citizens
need to tell cach other. before it is too late.
what ~troggles T 1o L aceepteds what
saerifices borne ol comforts given up. to
preserve frecdour and jnstice,

[t wonld be unreasonable to expeet all
students to thrill to history and civie edneation,

any more than all thrill to geometry or physics,
The deep. diserininating historical knowledge
required 1o ward off panic, self-pity and
resignation is not always fun to acquire. &

Copies of Democracy™s Half-Told Story: What
American History Texthooks Should  Add are
available from the American Federation of
Teachers, 335 New Jersev Ave.s WL
Washington, DC 20001, for $7.00 per issue,

CALIFORNIA YESTERDAY AND
TODAY

By Durbonn € Anema, Ronald AL
Banaszak. and Dennis C Breanan., 320 pp.
Morristown, N.J.: Silver Burdett Co.

By Gladwin Hill

his is what fonrth graders niight well

call “a neat book.” Tt is attraetive, with

lots of color and good art work—
pietures, maps. graphs, charts—and an casy-
reading text that touches onalot of interesting
nratters,

From both pupil and teacher standpoints,
thi~ ~tandard fourth grade history of the
nation’ s most populous state is well structured.
Fifteen chapters cover topies ranging from
geography and history to state government,
cities, and some basies of the economy. At the
end of each chapter a review section presents
“Rey facts" a voeabulary quiz, review
questions, snggested supplementary exercises,
and o skills development™ section oriented
to creativity, Appendives include a gazetteer,
a glossarv. maps and tables of state demograph-
e and historieal data.

Al that a child or teacher could ash—right?
Not quite. bu facts guite not quite. A close
look at substance reveals some jarring

deficieneies,

The authors—respeetively, Direetor of
Lifelong Learning. and Director and Associate
Director of the Center for the Development

of Feonomies Edueation, all o1 the University

of the Pacifie. Stockton, California—have
steered elear of some standard pitfalls. The
work in the main is refreshingly free of the

1%




bald bowdlerizing, ostriching, and distortion
that mark some texts cravenly crafted to
survive the adoption gauntlet. Generally even-
handed treatment of contentious matters i~
marred in only a few spots by the bleeding-
heart svndrome.

The writers go for the loaded buzz-term
“Native Americans” for Indians and even
vouchsafe that California Indians are known
as "Native Californians."" although in some 10
vears in the state T have never heard one so
called. The brief Indian “oceupation™ of
Alcatraz Island a few vears back gets a 13-
line overblowing of it~ intrinsic significance.
Cesar Chaver gets two-thirds of a page that
tereds to depiet him as the alpha and omega
of the California tzbor saga. in which, <een
in perspective, he is more a footnote.

But these are small matters. The hig matter
i~ that the book’s title California Yesterday and
Today i~ a decided misrepresentation. The
authors have taken the easy wav out and
devoted the bulk of the book to -afels
embalimed historv, Of 300 test pages. only 60
—20 pereent—are focused on the period zince
World War IL Thi~ i< ratherappalling. It means
that mast of the book could have been written
in 1915, consideranly before current grade
schoolers” parents were in the fourth grade.
So much for "California today.”

This obsoleseenee is epitomized in a page
devoted to mation pictures. The only people
mentioned re Sam Goldwyn, Jesse Lask v, Ceeil
B. Deliile. Al Jolson. and May MeAvoy, This
could have been written in 1935, Nothing ahout
Lo~ Angeles” multibillion-dollar filn. televi-
sion. and recording indu~tries making it the
entertainment capital of the world. T didnt
find records mentioned. and television i= nearls
as shghted.

The book’s Topsidedness as hetween past and
present engenders some egregious incongrui-
ties. We are averdosed with the old soft-<hae
about the Russians at Fort Bragg. the missions.
and other threadbare historical vignettes, while
the seetion grandioselv entitled “California and
the Arts"™ ix confined to four grotesque pages.
one on the movies and ane devoted to the sheet
music of “California Here 1 Come.” There are
fleeting mentions of Caruso singing in San

Francisco, Artie Mason Carter founding the
Hollvwood Bowl, and Arthur Putnam (who?)
seulpting animals at the turn of the centuiry.
Writers are dismissed with mientions of Frank
Norris, Jack London. and Mary Austin. Yet
six lines are devoted to the "Mutt and Jeff™
comic strip, with the ervptically gratuitous
information that it was drawn by “a man named
Bua Jisher.” Whoever was responsible for the
Arts section should give the money back.

Cramnied into the short ~ide of that four-
to-one past-present ratio are stabs at dealing
with California’s post-World War I industrial
boom. the Korea and Vietnam confliets,
papulation growth, the etlhmic spectrum. water
problems. state government. and cities. along
with some data on California as 7a leader

among states.”

Pressures for cancision evidently led to some
inordinately bruzque treatments as well as
some poor writing. Tieked off as principal ~tate
problems are air pollulinn. wialer resourees,
Lannd usesenergy. and “many of the same soeial
problems that other <tates have.” All these are
treated in oneand-a-hall pages—something
less than 500 words. The largest <lice of the
section on ~tate government is 200 words on
the renovation of the ~tate capitol,

The effort to talk to fourth graders in their
own terms produces some toe-erinkling
fatuities: A natural boundary i~ a boundary
that exists in nature™. .7 A revelt takes place
when people rise up against their own
leader<™...7"A lm}‘rult taukes pl:u-o vhen [wnpl('
will have nothing 1o do with a particular

group.” And the understatement prize: “The
gold rush brought hundreds of people 10
Califorsia.” And surely it'< a wa<te of fourth

grader<” time to tell them: “There 1z much
airplane travel in California™ .. . "Californians
like to take part in sports.”” We all conmit
such nothing sentences oceasionally —in first
drafts. But to professional writers they send
thie signal that the thought. if anv. needs

I'('(‘;l>li|1;1.

Over all. California Yesterdas and Today
contains a lot of pith. adequately recarded. but
the text badly needs rebalancing. Fourth
graders certainly need to know about the
origins of their state, But equally. thev should




receive some clucidation and correlation of
what they see and hear around them., California
Yesterday and Tadav comes through as
essentiallv an inventorv—a smug diorama of
statie tableaux. Imaginative editing would
devote no more than half of such a book 1o
“Yesterday™ and allot equal space 1o the
present—to dvnamie representation of the
interplay of forces that make today's California
quite different from the state it was even 30
vears ago.

Granted it takes artfulness to knit together
population. land use, industry, pollution,
housing, poverty, erime, and the other
converging currents of todav. But if fourth
graders are old enongh to see homeless living
on the edge. to be infured in freeway aceidents
or possibly hit by a street-gang bullet. to be
harred from contaminated beaches or asked to
assist in reeveling, they are entitled to—and
capable of understanding-—some elues as to
how all these things fit together. Inspired
teachers mav be able 1o use this rather
misshapen test as a springboard toward a
broader view of California. But thev and their
pupiln deserve better, %

Gladwin Hill was the Los Angeles hureau ehief

of The New York Times and is the author of
Dancng Bear. a history of California polities.

TEN TEXTS THAT CHANGED
OUR LIVES

Bv John Garraty

ommon Sense (1776). by Thomas Paine,

The pamphlet that. with its bold eall

for outright independence rather than
reform of the British imperial svstem and with
its harsh attack on hoth King George 111, the
“Roval Brute,” and the very idea of monarchy,
persuaded thousands to favor a complete break
with Great Britain,

Unecle Tom's Cabin (1852). by Harriet
Beecher Stowe, Whether or not Abraham
Lineoln actually said to Stowe, "So this is the
little woman who made this hig war,” this hook
had an enorinous impact on how Northerners
felt about slavery, It did so prineipally berause

1%

of Stowe's ability to describe plantation slaves
as individual people with deep feclings caught
in an evil system without treating every white
character in the story asan unmitigated villain,

The Influence of Sea Power upon History
(1890), by Alfred Thaver Mahan. Captain
Mahan argued that nations with powerful
navies and the overseas bases to support them
were vietorious in war and prosperous in
peacetime, The hook had a wide influence
among American military and political leaders.

Wealth against Commonwealth (1894), by
Henry Demarest Llovd. This powerful, if
somewhat exaggerated, attack on the Standard
Oil monopoly attracted wide attention. In
addition to denouncing Standard’s business
practices—Llovd said that the trust had done
evervthing to the Pennsvlvania legislature
except refine it—he denounced laissez-faire
economics and the application of Darwinian
ideas about survival of the fittest to social
affairs.

The School and Society (1899). by John
Dewev. In this book the authoer developed the
basic ideas of what was later to be known as
“progressive” edueation. Schools should build
character and train children to be good citizens,
not merely provide them with new knowledge.
They should make use of the child’s curiosity,
imagination, and past experience, not rely on
diseipline and rote memory to teach.

The Jungle (1906). by Upton Sinclair.
Sinelair’s story of the life of a Chicago
stochvard worker deseribed both the filthy
conditions under which cattle were slaughiered
and the wavs in which the meat-packers
esploited their workers. The novel was a best
seller and led. partly because President
Theodore Roosevelt reacted to it })_\' 5<'Hing
in motion a government investigation, to
federal meat inspection and the passage of the

Pure Food and Drugs Act of 1906.
Sexual Behavior in the Human Male (1918),

hv Alfred C. Kinsev. This study, based on more
than five thousand interviews with men of all
ages, and a similar volume on women,
published in 1953, demonstrated that people
of all kinds engaged in a great variety of sexual
practices. The hooks had an enormous




influenee on public attitudes toward human
sexuality,

The Other (1962). hy Michael
Harrington. This book was & major foree hehind

Imerica

the so-called War an Poverty of the Lyndon
Johnson era. Harrington called attention to
what he called the “invisible land.™ Forty or
fifty million sonls. “somewhere between 20anl
25 pereent of the American people” were
living helow the poverty line. he elaimed. Most
of themn were rrowded into inner-cits shums.

invisible™ 1o the middle elass.

Silent Spring (1962}, by Rachel Carson. By
>]|:l\\i1l;_' how l)l'\“l'll](‘\ \lll'll ds I)I)T il“-(‘l'l(‘l]
birds and other animads. and indgireetly
limans too, Stlent Spring caused a public furor
that led to the hanning of many <uch
substances and 1o the modern attack on all

forms of pollution.

The Feminine Mystigue (19631, Dy Retty
Frieadono I this work did nat give birth ta the

modern feminist movement. it surely raised
it to maturity. Friedan arguned that most of
the opinion-shaping forces of madern societs
were engaged moa witless effort to convinee
women of the virtues of domesticity. By <o
doing. they were wasting the talents of million-.
Woomen should resist these pressures. “The
only way for a woman to hnow herselt
as a person” wrote Friedan, i by ereative

\\“Tl\.”?{'

.l'!'»lln Garraty i~ professar af history at
Eohimbia University.

".\l'l'l'[nh'd with pervms«in teean fnencan Heritapd, vl
3000 8 Capanehn 1987 By Aierneaa Hientage . aoahiosnm
al Furbes, Tne

TEXTBOOK CONSOLIDATION:
HOW BIG A MENACE?

uring the last few vears consolidation

within the texthook publishing indu~-

try has aceelerated, Integrated com-
munication~ empires with transnational
aspirations have acquired formerly indepen-
dent firms. A~ texthook companies becomne
subsidiaries i megacorporations whose central
activities are noneducational. complaints haye
arisen of restraint of trade. enforeed product
sameness, even a global publishing cartel,

§

Restructuring i< at the heart of understand-
ing dramatic changes i the nation’s textbook
market, Bt the octopus imagined v some
edueators daes not exist, In 1988, the top ten
testhook pulilishers controtled 70 pereent of
the marhet: the top three about one-thirl,
Stnee: Maemillan’s aggressive joint venture
with MeGraw-Hill this <ummer, followed by
it= recent [llll'('ll;l.\(‘ of Mereill, these three have
about a 13 pereent <hares A figures suggest.
despite ongoing industry consoludation,
testhaok publishers hardly compete as anto-
mobile or tobaceo firm- doo Many <nall
pubtisher<. like MeDougal. Littell in <ocial
~tudies. continue to hold neratise niches,

Signals of nichieawareness an the part of
publisher< abound. That i~ 1o <av. publizhers
wha don’t think that they can ereate a “hest
seller™ are l‘lllnhill}! not Lo canipele in lIl;ljnl'
market. sometimes not even nationallv, Fhe
clementars-level hasal rewling and <ocial
~tudies <ulmission< in Texas have dropped in
half <inee the carty 1980< aecording 1o ane
Scatt. Foresman spokesman,

Seott, Foresman, of course, has heen aanit
of Tone Ines stnee 19860 This siminer. newly
nanred Paramonnt Comnnmications (formerh
Gulf + Westernt attempted a hostile takeover
of Thme Ines The bid failed. bat w should give
texthuak aliservers <ame panse. Paraniount
owns Sinon & Selnster ((Silver Burdett &
G bn 1988 Paranronnt and Time Tne. were,
respectivelycthe nnmbier two aml nmiber sin
el publizhers inothe United States, 11 they
had merged. the new company waould have
controlled alnrost 20 pereent of the trade and
would have lield a virmal monopoly in <ome
~l||l_|l'('l~.

The caver of Time Tnels 1988 anmual repart
features this <elf-promotional ~tatement: "By
the mid-1990°<, the media and entertainment
industry will consist of 2@ handful of vertically
integrated. worldwide giants, Time fne will be
one of then True toits word, Time merged
with Warney Comminications Tue, this July
to form the largest conmmunications and
entertainnient company in the world.

Simon & Sehnster and Seott, Foresman
remain separate. Bot a vear ago. MeGraw-Hill
Ine. bought the assets of the college and sehool
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divisions of Random House for about 8200
mitlion in casb, Maecmitlan and MeGraw-Hill
have formed a joint testhook company. with
MeGras-Hill paving 3190 million for the
privilege. With the acquisition of Merrill for
for 2200 million. Macmillan "MeGraw-Hill
scemi~ to have edged ont Hareowrt Brace
Jovanovieh as the nation’s largest bl
publisher, with e<timated anmual sales of $350
million. MeGras-Hill will no longer pubhsh
a hasal <oeial <tindies <erie<, With a new <eries
issted this ~eason varrying a 1990 copyright,
Marmillan i« doing it for hath of themn,
MeGraw-Hiil plans to foens on supplyvimg
~applementary materials for <peeific markets,
notably the plummy Califorma texthaok
market, now up for grabs,

Nearlv evervone meluding wminthors, henefits
from the ccononties of <eale that lll'()lllll'l‘
stvings i areas like warehousing, printing, and
paper. Foran author o sav that he doesnt
want ta he [>|I|l|i~|1<-(| ll) J ('(lll;_'|nl|l('l'.l|¢' 1~
almostlikea homeowner <aving that he doesn’t
want his <'|<'l'll'i('if_\ [ll'l;\i(]<'<| ll_\ Con Fdisan.”
sy~ one literary agent. Most fmportant.
consolidation allows publhi<hers to inegrate
there title Tines aml <ales forees making them
mare efficient distributors,

v fundamental atteaction of - cdueational
publishing i~ that established pulilishers
generally do not Tave o worey abont new
companies cntering the field. Forbidding
barriees to warket entry ereate a comfortable
aligopolistie <itnation, Getting started is
prohibitivels expensive. Even hig conpanies
can Talters MeGraw-Hill jomed  forees with
Macmilkan partly hecanse i< el-hi lines had
grown <tle and it was having trouble remaining
compelitive, Smadl campanies cannot field big
cuiough statfs 1o sell a prodiet line effectivels.
Moreover, they are more likely to have ca<h-
flow problens in what is a sca~onal husiness,

Festhoohs represent by far the most
[werative fietd in hook publishing, with margin-
of Fetween 10 and 20 percent. The total TS
market for texthooks and other instruetional
matertals excecded S hillion in 1988, of whiech
dhnost 22 hillion represented clementary and
hizh <chool books. Abaut $13 hillion was spent
Ol ;l|| ll(l()l\h.

Testhooks comprise a nondiseretionary
~czment of the marketplace. Unlike trade
book-. which are <ensitive to lover whineand
ceanomic Tuctuation. testhooks exist in
mandated markets that provide predietable
carning flows. A swecesstul baok or program
can provide many vears of revenues, and i
capturing a large <hare of a market. ring up

hnge profits over time,

New teeln
“Despite the growing use of computers,

oy poses o inumediate threat.,

testhooks remain the foundation for as mueh
as 909 of classroom Tearning.” notes the
current issue ol the Pavamount annual report.
The Tong-terin ontlook Tor testhook~ is hright.
The mueh hevalded “hicth dearth™ i~ over. The
postwar generation’s chilidren are now going
to ~chool. and educational improvement s
much on the mind of middle-class Nmerica.
Budgers for instroctional materials are
neredsing i response 1o hipartisan call<. On
top of this. instructional materials continne
to he arelatively <iall experditure in Us,
~choals and provide a relatively low-cost

apportunity for curricnlar reform.

Children’s trade <ales are hooming, Nearly
@ hillion dollars sl he <pent this vear an
[iardback book< for ehildren and mave than
2300 million on paperbachs according 1o the
Baok Tudustrs Sty Group That'= up 115
percent for havdbacks and 150 pereent for
paperbachs campared with five vears aga. By
exanple. Harcanrt Brace Tovanovieh saw a 27
percent inerease inochibdren’s haok <ales last

vear wnd i~ adding two ew lines of haoks.,

The testbook industey is ina highly volatile
~tate. The frenzy of the Last few vears is nol
[ikels toabate. So let us consider in more detail
current joeheving for power and profits:

W hat was the largest edueational pnblisher.
Hareourt Brace Jovanovicl, is rinning scarel.
L December 1980, HBJ bought Holt Rineliart
& Winston from CBS Ine. for abour hall a
hillion. HB) already owned Coronado. a
California-based  cducational pobilisher. Tor
1988 it~ ~chool <ales and revennes were
estimated ar 177 illion. Sall. HBJ carries
enormons debt inspived Tiest by its expansion
and ~econd by a hostile hid fram Maswell, the

Briti=h communications giant that bought
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Macmillan in 1988, Since then, the HB)
balanee sheet has been bleeding, and the
company has been valnerable to takeover
altempts,

Meanwhite, under the aggressive leader<hip
of Richard Snyder, Simon & Schnster—the
namber two el-hi publisher before the Mace-
mitlan/ MeGraw-Hill venture—has been on a
buving spree,and as a resnltits revenues have
surged. In 19850 what 1~ now Paramount
purchased Ginn & Co., mainky an elementary
publisher. from Xerox for about $500 million,
The next vear. it acquired Silver Burdett Co.
Fram these acquisitions. it ereated Sibver
Burdett & Ginn, dedicated to elementany

-chool puldishing. while leaving Prentice-Hall,

jurchased in 1981, ta concentrate on the high
<chool and college markets,

In November 1986, Tine Ine. acquired
Seott, Foresman & Co. for 8320 million. Since
then. texthooks have been profitable for Time,
and the Scott. Foresman. Little Brown lines
comprise atenth of the corporation’s estimated
wortl. An 18 pereent rise in operating incame
was helped particutarhy by record revenues at
Seott, Foresman.” according to Time Ine’s
current annual report. While clementary
school reading and mathenatios remain Seott,
Foresman's major course disciplines, jts newly
published social studies program captured
almost halt of the market in North Carolina.
the report crowed. Because Scott. Foresman
i~ a money maker. Time Warner may want
to ~elbit off in the future,

In May 1986, with the aid of some of the
company' s top managenent. the Robert M.
Bass Group led a hovout of Bell and Howell,
then owner of Merrill, Bass also seemed to
be moving an Houghton Miffling when it was
announced in Jannary 1989 that the Bass group
held @ 5.6°0 stake in the company. By late
April it had ent its share to 119, Honghton
Mifflin is one of the last independent plavers
in the texthook fiell, Last vear, it carned 821
million on sales of 8368 million. 823t million
of which represents sehool revenues,

In 1988 Pearson, a British conglomerate that
owns The Financial Times, outhid <iv other
contestants in a private auection to buy
Addison-Wesley for $283 million. The com-

bined eduecational textbook sudsidiary—
Addizon-Weslev-Longman—has  worldwide
sales of about 0 million,

The Pearson bid and British-owned Maemil-
fan’s testhook forayvs refleet the attractiveness
of American publishing properties to investors
from ahroad. Thev are the first foreign
publishers to make direet acquisitions of ¢l
hi testhook lines in the United States, Somie
thought this could 1ot happen. assuming that
~tate education committees and local scehool
hoards would raise objections over foreign
control of national curricula, None have to
date.

s consolidation dangerons? In 1890, five
turge houses. including AL S, Barnes. Appleton
& Co..and Harper. combined their teathbook
list~ to form the American Book Company.
which controlled 7510 80 percent of the market
at the height of its influence. The new eoupany
gained a total monopoly in geography publish-
ing. for example. producing no new books in
that field for many vears. But competition also
inereased. The American Book Company ecould
not stop independents from ringing out more
up-to-date. freshier texthooks more tailored to
emerging curricula, Produet guality and the
changing tastes of teachers made a difference,

[ p untib now. the two largest publishers in
the world. Bertelsmann (W, Germany) and
Hachette (France). at least until the ereation
of the Time Warner colossus. have exhibited
no interest in the U.S, textbook market. But
the global reach of innltinational companies
and the relentless move toward an internation-
al framework of communication cannot be
disconnted.

The veal problem seems not to be the threat
of global monopoly. Instead it mayv be the
subjugation of educational pubhishers to world-
wide communication firms more interested in
MTV and Nimmtendo games than in Thomas
lefferson or gnadratic equations. The new
testhook companies are profit driven as never
hefore. Bat when educational publishing falls
into the hands of individuals who cannot afford
quality if it doesn’t pay out. the curriculum
miy be at grave risk. %

—DPeter Cannon and Gitbert T Sewall
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TOPTEN US, SCHOOL PUBLISHERS

(Estinated T988 reventes, i nullwons)

. Harconrt Brace Jovanovieh
CSimon & Scehnster (Paramonnt)
Maemillan (Maxwell)*

. Scholastic

. Houghton Mifflin

. Seott. Faresman (Time)
MeGraw-Hill¥ &£165.0
DG Heath (Ravtheon) 21100
Addison-Wesles (Pearson) $83.9
10, Merrilt* $70.0

£181.0

Sl 1989 NMacnollan sndteted o pnm ventore with
Metraw -l and weqoaed Menll making 1 namler
TR T AN lxuui ~.Ill'~.

SOURCE FEM Reports

BOORS AND ARTICLES OF INTEREST

* Teaching International Politics in igh
School, a new hook edited by Raymond Fnglish,
brings forrteen contribators inetuding William
Bennettand Jan Tueker to the <nbject. English
warns in s foreword, “Many of onr vaung
people receive high school diplomas despite an
appalling fznorance of the hasic faels of
geography, foreign affairs, and U.S0 defense
policie<. Such ignoranee endangers the futare
of onr ~ell-governing repnblic™ The volune
addresses the basie question: What <hould
Anerica’s schoals teach abont imternational
polities and wass to peace? Rejecting mnshn
conecephions of global education, the hook
includes some <terling examples of instrnetion-
al materials on international polities for use
in high schools, a fascinating appendis that
indicates the Kind of maps that texthooks
should use. and a chronologs of international
events sinee 19150 Copies—8$11.75 paper:
828.25 cloth--1inay be ordered from the Ethies
and Publie Poliey Conter, 1030 Fifteenth Si..
NWL Saite 3000 Nashington, DG 20005;
(202) 682-1200,

& Textbooksin the Third Forld: Policv, Content
and Context. by Philip G, Althach and Gail P.
Kellv (838.00 hardbonnd, Garland, 1088). is
not nearly as definitive as the title Sugrgrests,
But this scholarly group of essava—with a few

breathtaking exeeptions—does avoid the cant
and propaganda that 1oo oflen mars disconrse
on Third World topies. Individual essavs foens
on government and international ageney
policies regarding the provision of 1exts and,
ina ~ceond section, ou the content of texthooks
incountries inchuding Nigeria, Malavsia,
China. and lran.

A The National Governors” Assoviation offers
a havidy hooklet. International Education: A
Resource Guide, listing more than forty
organizations that promote the understandng
ol ather countries and people and langaages,
The directory will aid teachers and other
edicators interested in developing conrses in
world polities. glohal stadies. and history. For
a copyowrite the National Gavernors” Aso-
ciatien. TV North Capitol St Waslingtan,
e 20001,

* The Jnne 1989 issue of Edueational Policy
i~devated to the topie "Testhook~in Minerican
Socieny” Contributors inelide Michard \pple
an ~talte cantrol and “official knowledge™ in
testhooks. Bill Honig o the California Sacial
Studies Framework, Harriet Tvson-Bernstein
and Arthur W oodward an the role of testhooks
in the eurrent educational reform movement,
and Arthur Rittenhers, who reflects an
testhouks from the point of view of a publisher.
Copies may be ordered from Botterworth
Pithlication<. 80 Montvale \ve.. Stonehant.
A 02180: (617) 138-8101. Single issues are

20,05,

& During the last vear of his life the late
Sidnes Hook tonk up the issne of the proposed
hmanities curriculum seheduled 1o replace
the Weatern Culture enurse at Stanford
University this fall. Tn his last published
article. appearing in the Spring 1989 jssue of
Partisan Revicie, Hook sets out an eloquent
case against the enrrieulum, Hook notes: “If
the new course carries out the sense of the
motion as it was understood by it~ most
enthusiastic adherents among the minority
students and faenlty. it will be, among other
things, a comprehensive, diluted conrse in
social studies dedicated to the appreciation of
the contributions and systematie oppressions
of racial minaritics, women. and working
masses inhistory, past and present, in all
cultures studied, especially Western culture.”
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The questian, Hook conclndes, is “whether
we are to deselop infarmed inen and wamen
capable of continning their own vduecation,

with apen minds, free of seatolry aware af

the challenges to their awn first prineiples and
vel confident i the validity ot their own
reflective choiees, ;ll‘q']ull'q'ql {o (I(".('IHI the
prineiples of o free arnd lileral civilization
against enemies from any quarter, and with
the imagination to see the Inman heing even
in the enenn,” This article swall mterest any
cillieator who worries alaat current olisessions
with e <es, and class i the himnanities -
annd b oy atiens mreqaired eonrses that
Teve aahstmethy partisan flavor,

Vrthir Sehlesmger, froomade ths elegant

ceprinted tounational andienee this Il
in The New Yok Timew:

For Lo-tier or tor worse, wie wehern an
Vmertan expetene e as o Nnened
mherits o Westerie esperienee: and
<ubd learmmg mast begie wahe ahe
alisurption al e owae arigins aml
tashitiens, 10 1l ~ound< hke an
creenning o the ald el oty <o
be u dhe homds of eoliesion e our
<oeeiy are suffierenly dragiles ar <o
it ~eem= oo, that we <hanl] not
v e by eseessive werslngal e
Jomes ol ety nhimgaalian,
alobul caltaral baseroelmgs and the
ke Letns ke pade oo distinetis e
cultural inherstanee as other countnes
Fakos prode methen imhertan e and e
u~ ander<tand that neceultnee can hope
1o meest ather caltures Wl at onee,
vertaly nat befare 1t mgest~ ds owa.
In <har, | believe e Western
civilizatian.

It is reassnring to hear this credo
conting Trenncane of one nation” s most
distinguished histovians.and one closely
identified with Lileral causes, 1t s
anfartunate that the influential Times,
in editing hi~ remarhs. cut the last
~entenee from the carlier Brown address,

*

<tatementat Brown Uiversits last vear,

ALSO NOTED

& The Civic Perspective, newstetter ol the
Institiute on Writmg, Remding and Civie
Fdueation at the Harvard Graduate sehool of
Fdueation, features articles that suggest
novative Wiy~ ta ||¢-|]| ~tudents (Il'\('lll‘l Chvie
rdentity or values, Tnoone project, nated in
the Spring 1989 issnesan Fnglish and <acial
<tindie~ feacher in Los Alamos~. New Mesiea,
live teanmed up ta prepare a0 writing <kills
Tandbook that wses quatations o civie virtue
from ~ome great philosophers al <tatesmen,
For paragraph and senteace struetare they eite
the Tikes of Taeretius, Hobbes, .l.llt'(lll('\i”('.
Tetteron, ol Brown v, ’I'nIu'I\.l. white under
sranmar and nsage they quate sueh Bigires
as Susan Be Viihomy, Horaee Mann, and
Franklin Roosevelt, Thase who want to he on
e mailing list <lonhd write ar eall Sawdea
L. Stotsky. Bditor. The Cade Perspective, 200
Par=en Hallo Appian Way, Gounbridge. A
02138 (0l 1953521,

Z The Chillren's Book Conneil. a nearprotn
as~octation of ehildren’s Tmok publishiers: aims
to promate the use ol trade hooks e soeial
<tudie=. fo compinetnon with the National
Conneil Tor the Social Studies, the CBC
prepares e anmual st ol notable trade hooks
i ~ocial stndies anmed at children between five
ane thivteen. The Tooks present nany original
themes amd have a pleasing Tormat, T 1088,
abimost one lnmdred haok< were selected, in
ficld< ~nch as Smerican and Warld History,
Folk Tales and Staries, :
Biography and \utobiography. This eelectic
list inelndes g momber of titles that deal with

Poctry and Songs,

<nel serians ~lll|j<’|'|.~.’l~ ~l.l\('l') Cthe Holoeanst,
and Vietnam, Katlovn Laskys novel The Bone
Wars, for esamples set i the Tate 1800<, pits
gold ~echers and bone-seeking archavologists
against American hudians in the praines and
hadlands, Some readers saw this st in the
April May 1989 isaue of Social  Fdueation,
Single copies af the reprint are available from
the Children's Book Coameil, 67 drving L.
1.0, Bos 700, New York, NY 10276,

# LUulike in Great Britain, cemtomies has
never heen integral to the TS0 ocial studies
curriculnm., o spite of grawing interestin the
<ubject—the Advanced Placement is develop-
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g A new ceanamies program - most ceonom-
ies s canfined to such dreary quarters as
“consumer edueation’” or “marketing eduea-
Sinee 1918 the Jaint

Fahucation has

tion.” Conneil an

Feonami warked 1o get
cceanomics inta the cnerieulum and improve

the gnality of cconanmie edieation.

Theongh teacher training programs anmd the
development of currienlum waterials, the
Conneil helps eduea ars at all levels g a
better nndee<tanding of Lasic econamie

concepts. Among ather things, the Canneil

prodaces e impressivie list of - Iiigh-gualits
tenthooks and Stu-
dents at all grade Tevels enralled o thoe

instructional naterials,
Comneil’s Developmental Eeanamie Fdueation
Pragram have sevved signifivantly higher than
their comnterparts e other <rhools an
tatiomal Iy norined tests of ceanamie nnder
650
pavticipabe e the progrm, which < <aid to

Lave reanrhied inore thann 800,000 peachers anil

standing. Corrently, sehonl diste 1-

165 nllion <tudent<, For more mformation
ar l'.||.||<|;_'|||', wrihe ar call the Joint Connel
on beonomice Faoeation, 132 Park Ave. Santh.

New York, NY 100102 (212) 08553109,
F Last Mav the New York Cine Board of

Fducation, along with ahie A<sortion of
Vinercan Publisher< and the Conned af the
Great Ciny Selmal<e Toeld a0 majar testhondk
callipim: to- exanmine Amertean histoey
matterials andd ddisenss the importanee o
promoting what are <aid to b hiasfree
instrnetional materl-,

The main <ession focuseal on the depiction
ol minority geonps and women, Howard
Dadsaront the Schiomburg Center for Researely
in Blaeh Caltare, and voauthor of the new
texthoak ~tads Thinhing and Retlunking 1S,
Histors . stresserl that minorits ~tereatypes da
altert nor stadent<" <ell-image. <neial devel
oprent. and virw of the world, Althangh he
:Il'lxll()\\l('(l“_'('ll that texthook< naw treat
vnnnrities ad womnen mare Taicly than in the
st these granps <ull Tave Tt g, " Riased
test~areaversdestractive influence.” Dodson
said "W don’t knos ninel ahout the history
af the U.S becanse wedan't know nunch ahont
the American peoaple.” Accanding to Dad-on,
educatar< <humld e aware of the naltienltural,
multictlimic makeap of our <ociety, Bias-free

FORTHCOMING
STATE-LEVEL ADOPTIONS
IN SOCIAL STUDIES

YEAR  STATE GRADES OR

sSUBJECT

Oklahoma All
Tennesses Al
Arizona K-8
Woorld History

Arhan«as All
Indiana All
Oregon Yl
Pirginio \ll
West Virginga Al
senth Carolina - 812
California K-8

1990

’I‘{'.l us

199 |

1992 Grorgia All
Louistana Al
\('\\ \l('\il'(l \”
Florida T

Tevas Uos Histors

19923 \labama All
Hahao Al
Nentueky Al
\|i~~i~~i||||i All
North Carolina Al
Florida KO
Sonth Caraline 1-6

‘I‘l'lll.\ T':

1991 Tevas 16

Halics denate ane o the lop 200 <ates i estbonk <ales.

Fhetspcal st wdophon eveletans tour seaes thongh
icare b estended vo s veaess Erab eloprs al the
state fevel bor veviows saoal stadies Textbaob~ o

tollimy sehesdule

rducation can enable <tifents to gain “respeet
and appreciation for ather enliures, a sensi-
tivity o other< and aveganl for human worth
amhlignit”

None of what Dadson savs is olijectionable,
even thongh his complaint i~ <lightly tired,
Sinee the Tate 1960« --that i~ for

vears —testhaok publishers. educators, gos-

twenty

ermuent officials, and ather concerned eitizens
have acted to bring into focus the ethnic
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groups. handicapped, swemen, and orliers
negleeted Iy Tistorians i the past. Dodson
las Dis own hiases, Fraanr lis perspeetive, the
[ nited States alistens with ~hame, In g
Maniehacan nniverse, o ~truggle goes on

an~t racial, ceonomeaml gemder inpustice:
people of color fight against Forocentrising
listory i~ the story of Western civilization’s
despoliation of nature, natise enliurescand jist
about evervtlimg else.

Thinbang and Rethinking 1.5, [istory, an
anabysis of texthook content developed by the
Couneil on Interractal Books tor Children and
relea-cel at the comberenee, was underwritien
by <ome magor veligions organizations inelud-
ill_u the National Counetl of Ghurehes, The
report professes o advanee a hii=-tree revision
of the mation’s past i testhooks ol iereby
promote Csocial justiee”” T ds hand to el
whether this elaim i< disingennoos ar nal. Like
other reports, it does note the near-absence
ul |'|'||;_'II)II as o testhook ~|l|)ju'l. Buot it
methodology is risible and the imvolvement of
Instorns i~ almost nonesistent. Thinkog and
Rethinding .S, [istors hristles with righteous
antrage. \Minerea’s story begins aad endsowith
Celassism,” militariem amd imperialisn,
genocule, religrons OPPres=ion, econoni
exploitation, and racial bigatey, Tt gives
depressing and distorted preture of the nation’s
past. Mare depressing, however is that some
of its important funders may take this
poleniieal. partisan wor o he anthoritative
amd “halanced.” Copies woe available trom the
Counecil on Interracial Books for Children,

1841 Broadwan . New York, \Y 10023,
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ntertainment magnate Norman Lear

i~ the founder of the People for the

American Wav, an organization thal
has often seemed to worship zealonsly at the
shrines of pluralism and secularism. So it is
with <ome surprise—and  <atisfaction—we
report that Lear, alwavs attentive to trendy
tideas in the popular culture. used the annual
American Academy of Religion mecting, held
in Anaheim. California. over the Thank-giving
holidavs. as a forum to declaim on teathooks
and the need for schools to “nurture spiritual
imagination.” Lear called on the theology
professors and religious leaders to join forees
with others trving to persuade publishers to
ernd an appalhng neglect and misinfornation
about religion™ in texthooks. His remarks point
up an argument about schools today coming
from diverse quarters. " Among secularists, the
aversion toward disenssing moral values—let
alone religion—ecan reach absurd extrenres.”
Lear asserted. Many others besides the
television produeer have come to the same
conclusion: social studies texthooks are
denving a basie element of the American and
human past. Accordinglv. in this issue we
include a special section on religion, We are
also espanding our review coverage in this
issue. publishing two nltiple reviews in
im]nm‘l:ml curricular areas. The first evaluates
history tests used in lower-level American high
~choal history clas<es. The second considers

0

Page 200000000, Three Easy Readers

A review of three leading American
history teatbooks for less able high
~rhool students,

Page 1o Magruder and Company:
Three Leading Ameriean
Government Texts

A review of the fegendary Yagruder's
{mencan Government and two other
teats find= exeessive coverage and

more.
Page 0000 Religion in Textbooks:
A Sensitive Subjedt
Slighted

A\ ~pecial seetion ineluding a survey of
how Mormons are treated in history
tenthooks: also a review of an exeellent
new book ina neglected sabject area

Page 10, Teadbook Industry:
An L pdate

It



three leading American government textbooks.
incliding the fabled Magrnder. which has
dominated the field for generations. We think
all these reviews and articles are timely and
of great interest. We believe that vou willagree.

THREE EASY READERS

By Martin Merse Wooster

e the People: A Historv of the United States.
2d ed. David B. Bidna. Morris S. Greenherg.
and Jerome M. Spitz. DL Co Heath, 1982

Life and Liberty: An American History. Philip
Roden. Braee Kraig. Robyvnn 1. Greer. and
Betty M. Bivins, Scott, Foresman. 1987,

Exploring  American History, 2d ed. NMelvin
Schwartz and John J. (V'Connor. Globe.

1986,

hese three leading “easy readers™ are
geared to high school stndents whao will
never again study the subject. Fasy
readers are a special variety of history test,
Thevare designed fur high school students with
low-level reading ~kills who nonetheless must
tahe an American history course to qualify for
a diploma, There are many sineh children, and
even if thev are not college bound, they deseryve
engaging texthooks. Sueh books shonld devote
most of their space 1o the basie facts, not to
frill~ or themes that should he pitrsired in more
advanced conrses.

Of the three titles, only Exploring American
Historyv acenrately, i blandlv. deseribes the
development of the United States. Both Life
and Liberty and H'e the Peaple devote too many
pages to nonessential {rills snch as slang
glossaries and games that mislead or bore the

reader. These books base their approach on

the false and patronizing notion that students
are amlikely to be interested in the subject.
Often they frame the great debates of Ameriea
in terms of the agonies of the average teenager.
For example. i1 the section in e the People
that deals with America’s imperial expansion
in the 1800« the authors a~h: "Have vou ever
felt that vou wanted to make a place for
voursell in a gronp of people and to be aceepted
and respected by them?”

The anthors of Life and Liberty apparently

assinme that the growth of America is the
historical equivalent of achieving puberty. In
their section on the Revolutionary War, they
offer a pallid story about a teenager wanting’
to move out of his parents” home: “In many
wavs, Chris was like the people who lived in
the American colonies inthe 1770, . .. Unlike
Cliris, the eolonists had to fight a war to gain
independence.”

After independence. the book continues,
America still acted like a collection of teenagers
in trouble: “America in the period from 1789
to 1813 might be compared to a class of
students in their last vear of school. Those
students are at a crossroads in their life. almost
independent but not quite.”

Reading Life and Libertv. a eritic may wonder
i the awthors will extend the analogy of
America-as-teenager further. I wanted to see
a chapter like “The United States in 1945:
Grumpy Grandpa of the World Stage.”™ This
image of Amesica as a person is. of conrse,
lIidierous. Moreover. by condescending to their
andience, the anthors of these books do not
achieve their goal. 1 have never known a
sivteen-vear-old who enjoved being talked
down to or habied. These efforts at “'relevance™
are likely to repel. not attract, readers, Life
and Liberty i a calliope of “hells and whistles,”
full of <o many diversions and gimmicks that
the American story is lost. or worse. made to
~eent ente and contrived.

More perniciously. however. all three
testhooksdistort history. They omit significant
fact> at the ~ame time they place a mistaken
emphasison the roles of women and minorities.
The most misleading i~ e the Peaple. whose
anthors present the storv of America as a
pageant of characters interspersed with
~tiippet= of narrative. Used m moderation. the
introditetion of  hiographies into a history
primer i~ a good idea. America’s story is, after
all. something more than inexorable historical
trends, In We the People, however, hiographies
oceupy the majority of the text. which could
lave been better spent on providing basie facts,
The life of the eighteenth-century American
explorer John Ledvard gets two pages. for
example. bt Benediet Arnold i~ never
mentioned. The eradication of the vellow-fever
mosquito receives two pages. Both Willian
MeKinley and Grover Cleveland are absent




altogether.

If e the People views American history as
a pageant. Life and Liberty presents the past
as a carnival. Itx authors offer the reader not
only charts, maps. and other illustrations but
a crossword puzzle, serambled words. and even
recipes. Some of these bell-and-whistle {rills
are illuminating, such as songs from the Civil
War ora spelling exercise that asks the student
to correet the notoriously fractured prose of
Meriwether Lewis's journals. Bui doesthe low-
achieving student truly need a mnemonic aid
to help remember the names of the presidents
that begins. “"Wilma and Joan made Marvin
and Jake 7 Very hot Tennessee pie”™?

Life und Liberty, more than either of the
other two books, reflects the current tendeney
to stress social and economic history over other
forms of analvsis. Much of this is fascinating.
but much more is seriously misleading. For
example. in their diseussion of prices. the
authors routinely forget to put prices in
context. To sav that wamen who worked in
the Lowell, Massachusetts, cotton mills in the
18305 carned 82,530 to 83.00 a week. from
which 8L25 was deducted for living costs”
i~ meaningless out of context. To students this
information gives the impression of skve labor
in what was a fairly enlightened carly industrial
setting. Without information about the prices
af goods and services during this periol. the
student cannot know whether the Lowell
factory worker’s wages were high, low, or

average.

Like many historians today. the authors of
Life and Liberty overstate the importanee of

women and minorities in our nation’s history.
ineluding many obscure figures wha wonld naot
have been included i they were white males
with the <ame accomplishments. T grant that
texthooks treated women and minorities for
vears as little more than the stories of Mol
Piteher and Booker T, Washington. But to
inelude women and minorities solely hecause
of their race or gender is as noxious as to
exelude them for the same reason,

Life and Liberty, for example. gives Abigail
Adwnsa half-page biography . Tt mentions John
Adams three times m passing. and ignores
Henry Adams entirely. Another half-page in
the text is devoted 1o the colorful but in-
significant Mary Lease. the Populist Party’s

2

viee-presidential candidate in 1892, Why does
Life and Liberty highlight Lang<ton Hughes and
jgniore: Robert Frost? Mary Meleod Bethune
i~ vatled “an important adviser on black
education and integration for President
Franklin D. Roosevelt™ when far more
important Roosevelt aides sueh as Harold
lehes. Harry Hophins. and Cordelt Hull ave
feft out. A more judicious auctorial team would
have set guidelines such as “exelude all New
Deal advisersand Brain Trusters.” eriteria that
are not founded upon race and gender.

Fxploring  American History i~ the mosl
straightforward. and henee most aceeptable, of
the three texthooks. It provides a sober and
concise aceount of American military history.
for example, while the others slight the topie.
(He the People does not even mention the
cauzes, battles. or consequenees of the War
of 18120 Life and Liberty chooses the wars
it analyzes inan arbitrary and capricious way.
For example. the hattle movements of armies
in the Mexican War are given extensive
treatment, Battles during the War of 1812,
including the burning of Washington D.C., go
unrecorded.

Exploning  American Historv presents the
stories 1t chooses ta tell in a no-nonsense
manner. In three pages the book aceurately
deseribes the Mexiecan War's causes and
consequences, including such interesting fact-
a~ the Mexican army was five times the size
of the victorions American forees. That i< not
to ~ay that it meets the standards of fine
historiography. It i~ bland. unappetizing. and
often dull. It contains no passion: it could have
breen written by a team of Gradgrinds.

Ideally an easy reader should dehver the
hasie fact<.as Fxploring American History does.
and supplement them with a few of the
attention-getters that Life and Liberty overuses,
Sueh a book would he written by an individual.
not developed by committee, A welbwritten
and aceurate text would do far more to interest
less able students than any number of scope

and ~equence charts and readabibty formulas.
But the peculiaritios of the texthook industry
mahe this improbable in the foresecable future,

Formeerly an edior at Harper's magazine and the Wdson
Quarteriy N Moree Waoster i< the Woaslungion eidbior
ul Reason.




MAGRUDER AND COMPANY:
Three Leading American
Government Texts

By Charles T, Rubin

Magruder's American Government. Revised by
Williarn A, McClenaghan. Prentice Hall,
1990,

Government in the United States. Richard (.
Remy. Larry Elowitze and William Berlin,
Seribner Maemillan, 1987,

American Government: Principles and Practices.
Mary Jane Turner. Kenneth Switzer, and
Charlotte Redden. Merrill, 1987,

everal vears of teaching intraduetory

course~ in \iertcan government o

callege students led me to believe that
thi~ subject was not taught 1 high <chools
any more. Itowas thus a great surprise to find
that of the 260 <stwdents 1 have inan Ameriean
government class. 15 had taken the subject
in high ~chool. and several thought they had
u~ed the buok called Magruder. which has heen
in print for 71 vears, sells <onre 100.000 copies
a vear.and remains one of the most suvcessful
texthooks ever written.

These three hooks containg and present

elearly, information about just those basies of

American government that 1 would hope
~tudents coune to college knowing, Having read
these hook<. student~ could know <omething
abont the Canstitution. the <truecture and
functions of the government. and various
public: poliey issues. They cauld he familiar
with the meaning of terms surh as cheeks and
halonees, federalisni. separation of  powers,
interest groups. public opinion.

So why don’t my students know the basies
of American government? Surely some respon-
sibility rests with these test=. While these
hooks contain maeh of the raw information
student~ ~hould have, they do not seem 1o
present it i o oway likely 1o produce the
understanding of that information that i~
necessary for vetention, There are two refated
reasons for this failing. First, these hooks cover
too much ground. Sccond. too often the
material that is disenssed is presented without
an overarching perspective that would allow
students to place diverse facts in a contest,

Magruder i~ aware that the first charge can

he nade: the present author answers it In
~aving that if the book "is a “large’ one, it
i~ hecause its subject matter is a very farge

and a very important one.” This s not an

adequate defense. hnportant things can be

<hort and coneise. The subjeet matter is large.
but that does not mean that texts such as these
have to attempt to exhaust it In faet, trving
to do so means Tailing to make distinetions
about what i~ more or less fmportant for
~tindents to be learning at this stage of their
education,

ft i~ casy 1o point vut that the volime of
information contained i all these books is
inflated consideralilv by the pictoral material
presented inomaps. graphs. charts. anid
photagraphs. While reasonable people can
disagree abouat the extent sueh visnal aids are
central to learning, surely all can agree that
~ueh material should support and sapplement
the teant in serious wavs, Often they do not,
W hat. in Furner’s chapter on state executive
and judicial hranches. does a picture of
campaign ~ign~ in front of @ hus on a rainy
road add to the discussion of elected state
oificials? What do pictures of a <hoplifting
warning aml a ~tate trooper getting into a car
add to a discussion of a ~tate judicial svtem?

Other uses of visual material seem less
frivolous. hut no more educationally helpful,
Magruder's vhapter on the Congress has seven
pictures, Three of these pictures portray
members of Congresst two of them are women
aiid one a black male, Meanwhile! the tevt
nforins us that “the “average” member is a
white male in his late 1057

Thi~ pictoral material is there to present
information i a wav more likely to appeal to
and «tich with ~tudents inereasingly raised on
visual tmages, But il it is emploved tenden-
tioushv, how can even this supposed benefit
be achieved? Instead. confusion is produced
by meaningless or mixed messages.

The teatual material is excessive and over-
inclusive. Including material of doubtful
relevance. Remy and Magruder both have a
chapter on comparative goverument. This topie
i~ worthy enough in it~ own right. b
\merican government conrses <hould not hear
the hurden of international education, however
necessary or fashionable, Or again, Magruder
spetrds four pages on the [ nited Nations,




Tarner seven, It shonld be noted that both
cover the Constitutional Convention in seven
pages —less than a chapter,

When we talk about how the subject s
Pl'(‘.\t'llt(‘l]. we move to the second lll;ljnl'
problent of these books. As an example. take
their presentations af the meaning of the First
Amendment. to which all devate a chapter.
Here we have a topie that i< and deserves to
be. covered at length. The coverage turns out
to be hittle more than a listing of the hare
finding~ of varions Supreme Court cases. In
Magriuder can encyvelopedie approach results in
a monotonic list. Little or nathing is presented
i the wav of Constitutional interpretation,
Turner discusses freedom of religion and
sprech without a <ingle dissenting opinion
heing noted i the text: a chart presents a
summary of the varions opinions in a ~ingle

cidse, \1;1;{1'“(1('1' prv.\(-nl.\ scores of cases on

religion and free speech issues alime. nating
dissent in onby two cases, and those are direct
quotes from Halmes s idiosyneratio it <tirring
dissents on free speeeh issues. Remy, least
guilty of the laundry list approachis the anly
one to ;lt'kn()\\l(‘l];:(‘---—l\\il'«‘. o osentenee
cach-—what more prosaie dissenters on - the
Court have had to <ay.

Such an approach is wrong for twa reasons,
Fir<t. because it i~ a laundrey list. What are
students supposed ta retain from such
di~cussions? The findings of particalar cases?
The doctrinal shifts over thme? Or a sense that
the Court makes it up as it goes along? Second.
the Taundry list’s apparent simplivits —the
Court found this. the Court found that—is
mixleading. Specifie Court outeomes cone and
[L{TH what remains i~ a debate an the Court that
is part of an ongomg debate about American
values as thevare defined by the Constitution,
Such debates are one of the most important
and exciting aspeets of American government.
All these books purport to provide diseussion
topies or materials for students. vet here (and
elewhere) they deny students the opportunity
of <eeing what serious deliate fooks like by
passing over cantroversv. I students don™t
under<tand that. thev will not understand the
Court or the natur of the principles tha
inform our regime.

The fack of recognition of Court debate is
exacerbated by the misleading or confusing
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content in which the discussion of the rights
in question i~ placed. For example. when
discussing freedom of religion, all the texts
quote Jeffer<on about “a wall of separation
between chiurch and state” Never mind that
Jefferson was not a drafter of the amendment.
and s not necessarily it most authoritative
interpreter. Only Magruder acknowledges
explicitly that the phrase may be less than
aceurate as anaceount of what the amendment
means or what the Supreme Court has decided
it means: for the others it is allowed to stand
as a suitable summation of what follows,

Or again, take the general discussions of eivil
right~ that in Tarner and Magruder open these
chapters. For Turner. the weakest of the teats,
civil rights are “privileges granted to individ-
uals by constitntions or statutes” while civil
liberties are “freedoms that individuals possess
that government may net infringe upon.”
Despite the fact that this nnderstanding makes
right= merely a matter of what the faw savs
at a given moment. which would have come
a~ ~ome surprise 1o the Founders or Martin
Father King. dr.o civil rights are generally
“more absolute than eivil liberties.™ Forgiving
the grammatical absurditvowe ask why are they
more absolute? Because the government has
to support a legitimate right. while it mas onlhy
restrict a liberty when it can “prove it s in
the pulbllic mrerest to do so.”™ Can anvone, let
alone o high school stndent. make sense of
thi- muddle?

Magruder’s opening discussion. on the other
hand. properls notes that right~ are connected
to limited government. and direets the reader
back to an carlier historical treatment of how
these ideas developed in England and  the
Colonies. So far. so good. Perhaps only the
hrighter students. in the face of the mass of
confusing case law that follows, will recall in
this cantext something they learned in chapter
ane, Hinattempting to understand rights they
trace them from the Constitution to the
Dectaration of hndependence and thenee to
~oecial contract thinkers such as lLocke,
Magrader's judgment that <ocial contraet
theors “seems farfetched to many of us today™
may give them pause as to what all this fuss
about rights i~ based on,

It is just sueh contextual and conceptiual
~haltowness that undermines these books”
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ability to reach their readers. Alexander
Hamilton argued that at <take in the adoption
of the Constitution was whethier good govern-
ment cauld be established on “reflection and
chotee™ or whether regimes conlil only arise
We might well
gather fram these books that accident does

from “acceident and foreel”

rule. genervally happy aceident. but aceident
none the less. These baoks nuhe necessary
bhows to the tdeas that animate the American
regime. But their real work i~ telling studenis
abont the Burcau of Land Management and
ather minutia of governmment activity at all
levels, Sometimes there are needless foravs
into tangential snbject matier snch as Soviet
agriculture ar state-hased efforts ar cconomic
development. We have the muts and holts of
Amertcan democracy in these booksoand for
that they deserve same praise. But the nuts
and bolts are merely filed mare or less neathy
in their hardware store bins: thev don’t hold
a strueture together,

Charle< 10 Rubim asan wssistant professar of political

soence ab Dugeesne Tnveraiy

RELIGION IN TEXTBOOKS:
A Sensitive Subject Slighted

he story of religion—<o basic an

inflirence in <haping 1he ideas and

events of the American nation—-hrunk
to nearly nothing in school-level history
testhooks during the 1980<. Too had. <ince this
tirn of events evaded, denied, and anderes
timated a compelling foree in the Amerivan
and human past. In the last fes vears, the
resulting distortions in the social studies
curriculunt have become evident. How 1o
correet them remains uneertain,

The ~earch of English Puritan~. Roman
Catholie~. and other Dissenters for congenial
surroundings was fondamental to the esab-
lishment and growth of the \merican colonies,
The Bill of Rights limited religion as it
achunowledged it centrality in eivie hie.
Religious will shaped the thinking and actions
of social reformers from Horaee Mann and
Harriet Toabman to William Jennings Brvan,

Withant understanding of the meaning of

fy

32

Providenee, how can we understand “manifest

destiny™ in nineteenth-century western
~ettlement or twenticth-century - diplomacey?
For that matter. how can we understand what
Rhode Istand <7 John Adains was a Congre-
wationalisl. and Johin D, Roekefeller a Baptist.
John Kennedy wasa Catholie. Fhe nation still
overwhelmingty conforms 1o veligions senti-
ment and <acred will, Presidents are swarn in

the Bible. the

the armed

with their hands on ~tate

supports chaplains in lorees.
churches and temples existin aprivileged fiscal
condition, virtually esempt from taxes and
govermmnent regulation.

In 1980, New York University professor
Panl Vitz first called attention to texthooks”
denial of religion ina seminal study that gained
<ome notoriety when erities charged that the
report, fumded by the National Institute of
Edueation. constituted federal advocacy of
religion in education. The study found vast
neglect of the rale of religion in American
history during the last century. Aecording to
Vitz, tandas ™ testhooks eshithit a “deep seated
fear of any form of active contemporary
Clivistianity. especially serious, committed
Pratestantism.” exeept in picturesque and
quaint design. as with the Amish in
Pennsyhvania.

Vitz's complaint has heen echoed by a wide
ideological spectrum of prominent edueation
gronps. Studies by the People for the American
Way and Amervicans United for Separation of
Chiureh and State have bath asserted religion
has been ignored in textbooks, even thongh
until revently their preseriptions have rested
exclusively in the celebration of religions
liberty and tolerance.

Last vear. testbooks veports as difterent as
the Couneil for Interracial Book<" Thinking and
Rethinking U.S. Historv —which takes Protes
tantisin and Roman Catholicisnm mainly 1o he
screes of past iniquity and-futire instroments
it
\merican Federation of Teachers” Democracy's
Half-Told Story —which takes religion 1o he a
fundamental and construetive impulse in

testhook

of what call~ “social justice” —and  the

lmman cultare —noted opaqne
treatments of religion.

Such findings <shauld not surprise. Among
miny educated Americans the conventional

view ol traditional religion ranges from
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cibarvassed amusement to hostile contenpt.
Presentist ean bask happily in what Paul

Gagnon has called the “temporary glow of

moral ~uperiorinn . sinee religions establish-
ments i Aneriea and thronghout the world
sinee earliest times have sanctioned  what
inodern sensihilities might view as disagree
ables <ometimes hornble institutions. Arthur
B, Sehlesinger recently denounced organized
religion’s record in The New York Times, not
only tor its “acquiescence inpoverts . inegual-
ity. esploitation. andd oppression. hut for
crthusiastic justifications of slavers . persecu-
tion. torture. genocideand the abandonmnent
ol infant<”

Stnee the 1960~ the nation™s prevailing
Indea-Christian helief <v<tem has come under
freree attaek, Traditiond religion has been
~ll|ljw'll'|l to ~l\t'pli<';l| recxanunafion from a
variety of soureess while what are generonsh
called “alternative religions" have gained new
adlierent~ and media attention. Many religions
tilted
political ~tewardship. Meanswinles aggressive

leaders have taward new forms of
fundamentali=ts have burst anta the seene.
Brinning with chiliastic viswons, eager t turu
~chouls into agenvies of Christian advoraey.

So owhat are texthaok makers going o o
Publishers reabized well baek that they were
ll";l|il|;: with an 4'\[||n~i\<' .\Illljt'i'l. Better ta
delete or dilute <ueh <ubject matter <o as to
appeal to diverse customers of  radically
different <piritngl inclinations. or <onretimes
no inelinations at alf.

A American Texthook Couneil inspection
of major textbooks canfivms the charges. The
~ubject of religion i~ attenuated. In fitth grade
Book< after enrsory notice as a motive of
seventeenth-century <ettlement. the subject
disappears entivelv. I secomdary-level tests
religion s reappearing. as publishers respond
to erities of this evasivenes<. But even now
the sacred is surveved almost exelusivel vy using
the litmus of religions freedone A the nation’s
histors moves toward the twentieth centurs,
religion ~ometimes evalves into a fatuous
version of the Tnoman potential movement ar
a huril sidesliow in the popular cultaee. The
Clorions Republic (Honghton Mifflin, 1990) a
high ~chaol text. takes another cheap way out.
presenting contemporary religion with an old-

chestiut quotation from Toequesitle and five

'

uncaptioned. “representative” photographs.

The ~truggle for religious liberty “(indeed
liberation from established orthodoxies)
strikes the dominant chord in eurrent text-
hooks. Onee tlis point i~ mades custonarily
with the varliest ~ettlements and the Bill of
Right~. the texts move on. perhaps to make
the point again. =ax. with the migration of the
Mormons dnring the 1810« What is not well
explained in social stadies testhooks is the age-
old place of religion m maoral and vivie life,
and inthe case of American history, how Judeo-
Christian helief has entered into the national
catleulus. What religion is—and the passions
it iy okes=-remains eryptic,

The American Tradition (Merrill, 1986) daes
a better job with the suljeet than most
secondary-level text= 1t highlight~ the issue
ol freedom from the aerival of the Paritans
through the First Amendment 1o the Sapreme
Conrt ~eloal praver ruling of 1902, and does
so achmirahly. The same text features the Hare
Krishnas, the Reverend Moon, Jim Jones, and
Oral Roberts as examples of contemporary
religions phenamena, casting an odd shadow
over the subject. Indeed the subtext of the
lessonr i the “dangers of brainwashing.”

But the book also acknowledges the strains
hetween traditional and modern religion. the
decline of maindine Protestant churehes, and
\ few
book<, including Lead of Promise (Scott.

increased fundamentalist enthusiasn.

Foresman. 19871 have ingested enough social
history to natice the fink between religion and
abolitionism. for example. On the other hand.
nomajor text adequately conneets religion and
the civil rights movement of the 1960~ or
recognizes its mfluenee on black teaders from
Martin Luther King to Maleolm N,

Woorld history testbooks of ten have an casier
time with religion than American history tests,
Such tests by their very nature must conxzider
~everal different systems of belief. appealing
to ~acial studies educators” enthusiasms for
diversity. phuralismeand equattime to all points
of view. World history alsoillustrates profound
differences among religions, This i~ far harder
to du in the case of Awerica. overswhelmingh
Christian in it~ history and even now an
intensely theistic nation. bound culturally by
the moral commandinents that shaped Mosaic

Liw and Seripture, —Githert T, Sewall
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PATHRAYS TO PLURALISM: Religious
Issues in American Culture. Robert AL
Spivey., Edwin S, Ganstad, and Rodney
. Allen. Addision-Wesley. 1990

By Harriet Tyson

A growing consensis has developed that
textbooks fail to acknowledge the role of
refigion in American history. Now leading
educators and educational organizations are
urging the schools to teach much more
about religion than they currently do and
reassuring teachers that teaching about
religion as opposed to teaching religion is
not onh permissible under the Constitutian
hut affirmatively  encouraged in several
Supreme Court decisions,

Textbook publishers remain reluetant to
publish hooks that could aggravate the
sensitivities of religious minorities and
spark ~eetarian battles cver textbook
adoptions. Adding material about religion

to standard history teats runs the risk of

~aperficial, meehanical treatment and even
more overstuffed hooks.

Now, for teachers and others who have
had difficulty finding materials ~strong
enough 1o protect them from their own
discomforts and knowledge gaps. comes
Pathwevs to Pluralism. a slender paperback
supplementary text intended for high school
students. and an accompanying teacher’s
guide, The instructional materials are so
eminently sensible. balanced, and interest-
ing that they make ane wonder what all the
fuss is about.

Much of the information in Pathicays to
Pluralism i~ convesed through «-iginal
sources. A deliciousty cunning letter from
Sir Humphery Gilbert to Queen Elizaheth
in 1577 asks for monev in the name of
Christian poliey 1o do in the shipping fleets
of Franee, Spain,and Portugal. A etter from
the Reverend Richard Hakluyv t the Younger,
a pious man, ashs Queen Flizabeth to fund
an expedition 1o convert the adolators
{"warshipping the sun. the moon, aud the
star<™) o the North American continent
hefore the Catholies steal them anay.

The book qunotes William Penn on
redigious liberty and contains a stirving lettey
from major General David S, Stanley, U5,
\rinv, praising Father De Smets 80 for
making peace hetween the Indians and the
LS, government —an effort that suceceded
for a time because of De Smet’s extraor-
dinary devotion ta the trath and willingrress
to risk his ownlife, A 1922 letter from Harry
Fmerson Fosdiek to Willian: Jennings Bryvan
attachs ereationisin on biblical rather than
~eientific grounds,

Lyrics to the great spirituals put the
readers inside the religious experienee of
the early black ehureh. ard accounts of
conversion experiences et the reader
glimpse fervent white Protesiantism. The
hook contains eloquent letters from Catholic
and Jewish leaders affirming religious
liberty in the face of nativist marauders,
A letter from a Salvation Army volunteer
in a Paraggnavan leper colony makes the
social gospel more than an abstraction, and
a discussion of Hasidism gives another view
of the unity of faith and work.

Al of the dilemmas treated in this book
are erucial to an understanding of the
Ameriean past. and all of themn are still
dilemmas todav: conformity versus diver-
sity. tax subsidy verses strict separation,
personal religion versus the social expres-
sion of religious values, conscience versis
the Constitution. seience versus biblical
truth, and the question of whether America
i~ Protestant or phuralist. These contentions
issues are tamed by the book’s gentle tone
and by its serupulous attention to all the
actors in the American scene.

High school teachers who want their
~tudents to understand the role of religion
in Ameriean culture will find Pathicays to
Pluralism a welcome addition to their
collection of teaching materials, Because the
baok treats issues that toneh all of us deeply,
whether we are religious or not, high school
students—natural philosophers that they
are-—should find the book a Messed relief
from the drv history texts we usuatly ash
them to read.
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THE MORMONS: Saints or Sinners?

f the Christian religions native to

Awmerica, the Chureh of Jesns Christ

of Latter-day Saints, popularly known
as Mormons, has been the most successful.
Over the vears divine revelations have prompt-
ed its leaders to discard those tenets of their
faith that have offended mainstream morality.
One notorions practice. of course. was polvg-
amy.renonnced by the chureh ahundred vears
ago. although maltiple wives «till are said to
preside over a few houscholds in the outlands
of Utah, Tdaho, and Wyaming. In Mormon
territary. the wall of separation hetween
church and state remains thin at the local level,

Today we tend to forget the passions that
this once radical et aroused in the last
century as it sought to establish a New Israel
on the American continent. Sinee the Mor-
mons plaved such a prominent role in the
opening of the west. students sooner or later
shonld learn something about their past. The
stary i« rich and complicated. and one that
could give teachers and students the chanee
to examine disturbing conflicts over religions
belief.

Flementary-lesel tests tend to treat the
Morman experience merelv as a lesson i
religious freedom. like that of the Pilgrims,
Typical is this arid passage in a 1988 Seatt,
Foresman fifth grade historv: " Another group
fram the Northeast. the Mormons came to the
West laoking for freedom to practice their
religion. They settled in nothern Utah and
fonnded Salt Lake Citv, They Tearned to use
the land Ly building dams and canals for
irrigation. Todav over three fourths of the
peaple of Utah are Mormons.™

A New Yark history in the ~ame program
dispatches the Mormans ina hizarre paragraph:
o 1830 in g small town near Ehnira. a man

named Joseph Smith began a new Christian
religion—the Mormon faith, Smith believed

that God hadl divected him ta <tart the new
religion. Later. the Mormans moved to Utah.”

At the eighth grade Tevel, treatments vary,
Jacobs et al.’s dmerica’s Story (Hemghton Miff.
lin, 1988), far example, tucks the Marmaons
under the beading “Farming in the Weat”
which ~tates: “The Morman «ettlers in Utah

also practiced irrigation.” Here as elsewhere

the stress is on the secular virtues of these hard-
working ploneers whao made the desert hloon,

Palvgamy i a topic too hot even far some
cighth grade texts. even though the subject
has surefive appeal to thirteen-vear-olds, Ver
Stecg's The American Spirit (Ginn, 1083) sav~
vacuouslyv: “The church was founded in
western New York in 1830 Ly Joseph Smith.
Smith led his followers 1o Ghio, to Missonri,
and finatly to Hlinais. By 184 e Mormons
had the largest and richest settlement in the
<tate, Others envied them. The Mormons
~ometimes disagreed among themselves abont
religicus questions. But they handed together
when Smith was Killed by @ mob of non-
Mormons,”

In contrast. Garraty's  American History
(Harcaurt Brace Javanovich, 19863 does not
shirk the polyvgamy issue: “The Mormons
adupted religions practices that tended to et
them apart. One was polvgamy. which permit-
ted a man more than one wife at the <ame
time. Smith also heeane quite domineering as
the chirreh grew, He organized a private arms.
the Nanvon Legion. He refused to allow erities
at his granpeto pnblish a newspaper in Nanvoao.
By 18 H1 apposition to the Mormons in Hlinais
led 1o Smith's arre<t. Then a mob formed. He
was dragged from jail and lvached.”

If this text easts Smith in a bad light. it
praises the chureh’s new leader. Brigham
Young. as "devoutly religious, handsame, and
tremendonsly strong.”” as well as "an exeellent
organizer.” The teat also points ont that the
“Mormons” suceess wias passible because
Brigham Young had almost tatal control over
the community.”™ This hook is esceptional
compared to ather leading eighth grade tests
in presenting a alaneed pictnre of the
Mormons that dares to he thaught provoking.

Most high <choal tests disenss palvgann
frankly. but a few avoid the subject. Failing
to explain that Jaseph Smith was murdered
hecanse he had proclaimed himself a kind of
Solomon entitted 1o a harem can lead ta a
shewed view of the Marmons” perseention. as
in Boorstinand Kellev's o History of the United
States (Ginn. 1980): “The Mormons were
remarhably cuceessful, With their new
American religion they looked to the West for
their promised Tand, Thev set up instant cities
of their own in Miscouri and Hlinois, When

3O




the Mormouns prospered. however, their
envious neighbors helieved all hinds of strange
stories about them and persecnted them. In
late June 1811 the founder of their religion
and their leader Joseph Smith as well as his
brother Hyrum were Killed by an Hinois mob
that {eared and hated these distinetive people.
The Mormaons had to move on.” Such evasive
treatment suggests that Ginn, by no means the
~ole miscreant among publishers, hasbent over
bachwards not to offend and possibly to flatter.

Like Ver Steeg, Boorstin and Kelley Slot the
Vormons in westward expansion. Others place
them firmly in a religions context. Berkin and
Woods's Land of Promise (Scott, Foresman.
1987). for example. examines the Mormons in
a chapter that also covers anti-immigrant and
anti-Catholic sentintent. utopian sovieties, and
Tran<cendentalism.

The discussion of the Mormons in Bailex's
American Pageant (.G, Heath, 1987) follow~
~ections oit religious revival and denomination-
al diversitv. A box states that “Polygamy was
an issie of such consequence that it was
bracheted with <lavery in the Republican
national platform of 18567 The main text
mentions the Mormons" near-confrontation
with a federsl army in 1837, their flourishing
mis~ionary movement in Enrope.and the delay

of Utah «~tatehood until 1896 on acceount of

“their nnique marital enstoms.”
I this century the Mormons found a place
within a pliralistic nation and developed into

one of the fastest-growing religions i the

world. Yo texthook addresse< the racisin of

the original church. which recruited primarily
in Britain and tanght that blacks were
descendants of Cain. Only recenthy dida decres

permit black men to become full members of

the chureh, at last eligible along with their
families to join the elect in heaven. On the
other hand., Utah was among the first states
to grant women suffrage. And i militant
feminism has vet to enter the Mormon home,
where the woman as wife ard mother remains
subservient to her hushand. Mormons helieve
in honorable values of sobrietv. hard work.
thrift. community. and patriotism. Not only
is theirs a comples history that resists easy
moralizing, It forms a fascinating story that
can inspire plenty of lively narrative and

student debate, —Peter Cannon
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TEXTBOOK INDUSTRY UPDATE

What wa~ a tumultuous decade in the
texthook publishing industry drew to a close
with a traumatic quarier marked by more
restructuring, troubled bottory lines. and
apparent confusion about the futnre.

After months of rumors, the newly created
Time Warner communications empire sold its
Seott, Foresman division to Harper & Row for
8155 million in late November. That was
considerably less than last summer’s advertised
estimmates of the asset. Time fne. had boughi
Scott, Faresman in 1986 for $520 million: Time
Warner then ~eems to have <old at a loss,
Harper & Row is owned by Rupert Murdoch,
the Australian newspaperman, not a sentimen-
talist about his properties.

The Scott. Foresman sale suggests that in
spite of heralded demographics and interest in
educational quality. texthook companies are
not the hot properties they were, Some of their
new owners are clearly having difficulty
digesting them. Paramount, the owner of
Simon & Schuster. took a huge $1-40 million
writeoff against the earnings of its publishing
operations, citing sharp increases in texthook
development and marketing costs, Michael S,

Hope. a Paramount executive vice president,

<aid that the “vost pressures are from the
increasingly competitive environment because
of indnstry consolidation.” He added: “People
are prtting more money into their produets
to ensure that they get into the marketplace,”

In November. MeGraw-Hill pulled out of the
dynamie California social studies marhket.
abruptly and without apologies. mueh to the
dismay of some educators who were impressed
with its editorial direction. Fundamentally a
college and vocational publisher in texthooks,
MeGraw-Hill is now in league with Macemillan.
Macmillan—it= new social studies program
carrying a 1990 copyright—apparently wants
ta keep the Tucrative California market for
itsell. The Maemillan K-7 program in places
conforms. albeit erudelv to the new history-
contered mandates of the state curriculum.
MeGraw-Hillis losing money this vear and took
a 8220 million writeoff in December. In the
enrrent industry elimate, publishers do not
want their own hooks competing against one
another.




Houghton Mifflin hax also committed itself
to California. It has the rights from Ligature.
a major textbock production company, to
publish a 1990 xocial studies program. The
publisher promises to advance narrative and
historical content in these new instruetional
malterials, and Houghton Mifflin is known for
its relatively high-quality products. Still, can
Houghton Mifflin do 17 In late 1989 its stock
prices hit lows after earnings fell far short of
forecasts and takcover rumors cooled. The
deereased carnings were attributed to high
costs i testhooks: Hougliton Mifflin's highly
regarded literature-based elementary-level
texthooks—again, spurred by California’s
leadership—have been costly, They have
resulted in deelining textbook sales and profits,

Harcourt Brace Jovanovieh? HBI continues
to payv the price for the highly leveraged Holt
Rinchart acquisition and a hostile takeover
attempt from Robert Maswell, who was later
to purchase Maemillan. In fact, it is losing
money and selling of fassets at discount prices,
In el-hi texthook publishing it recently
relinquished its number-one spot to Maemillan.
Morceover. the troubled company can il afford
to freshen its produets with new investinents
and R&D. Like Houghton Mifflin’s. HBJ's
market vatue has recently taken a plunge, The
valie of its properties seems to have been
overestimated, and the company is not meeting
projections for debt retirement. Takeover
rumors continne,

NOTED WITH INTEREST

#* In New York states a heralded report of
the Task Foree on Minorities appeared carlier
this vear. calling for “a curriculum of
inchision.” Like many earfier studies. it claims
that texthooks fail to take into account racial.
economic. and gender injustices in American
society, The song remains the same: European
culture, dominated by white males of property.
is ritually condemned. America is 4 congeries
of bigots and vietims, The report also asserts
that schools drain minority children of <elf-
esteemand contribute to feelings of superiority
among whites, Presented to the New York State
Board of Regents. the executive summary
begins: "African Americans, Asian Americans.,
Puerto Ricans/Latinos. and Native Americans

J7%,

have all heen the vietims of an intelleenial
and educational oppression that has charae-
terized the culture and institutions of the
United States and the Furopean  American
world for centuries.”

These statements and sentiments are
offensive. not anhv hecause of their absence
of truth. but also bhecause of their source,
Remember that the report originates not from
some silly advocaey group but comes under
the signature of New York cominissioner of
education Thomas Sohol. The report calls for

multicultural education—the cateh phrase of

the moment that encompasses a range  of
revisionist. generalls Furophohie social studies
views—not just in the humanities but in such
subjects as seience, mathematies, physical
education. and the treatment of animals,

A~ author Midge Decter has noted. the report
i~ profoundty racist in assuming that ghetto
children must be given a special brand of
education —and dangerous in ignoring the
importance of order. discipline. decorom, and’
even drill in effective learning. We are not
“doing minority kids a favor by impressing on
them that the fanguage and cultire of the
country in which thev live is not theirs and.
what 1~ worse, need not he theirs” Decter
wrote in the November issue of Contentions.

4 Curriculum  of Inclusion is an angry.
ignorant. polemical document. atl this. bt
mainly it i~ irresponsible, Inone loony charge.
the report asserts that “the stereotyping of
African peoples and African Americans
through the “Farzan ssndrome” and the "Ames
and Andy svndrome’ has a parallel for Asian
Americans through “Charlie Chan.” {~r Latinos
through “Frito Bandito.” and for Native
Americans through “"The Lone Ranger and
Tonto.” ™ Where have Sobol and company been
for the last. ol sav. twenty or thirty vears?
#  Historical Literacy ix a new hook subtitled
“The Case for History in American Eduea-
tion,” edited by Paul Gagnon and the Bradley
Commission on History in Schools, and
published by Macmillan. H argues elogquently
that history gives necessary contest to all the
hunanities and soeial sciences and  helps
children understand their place in the long
sweep of history. Essavs in the multiauthor
volume examine the origins of todayv’s
problems from the pseudo-reform of the 1960




to the antiliistorical influenee of television.
The hook describes mediocre and ideal
curvienla. and Charlotte Crabtree calls for s
enrriewbum that returns 1o elassrooms the
pleastures ol stories wortle telling.” Other
excellent essavs are authared by the notable
historians Gordon Craig. Kenneth Jackson,
Diane Raviteh and Michael Kannnen.

#  From Fianamnen Square to the Branden:
burg Gate. the dreary failure of totalitarian
government is evident, Democracy is not just
a Western ideall You wonldn’t always know
this from texthaoks<, In the Fall 1989 issue
of American Educator there appears a sobering
review of the wavs in o which testhoaks turn
a talerant ar blind eve toabnses in totalitarian
countries. "China’s Untold Storv.” by Andeé
Rversou, reviews 23 leading instruetional
pachages. Tnoan effart not to pass judginent
on Torcign cultures. Ryerson found. social
studies texts gloss over the evils of the
Communist regime that has riled China <sinee
1919: “The disturbing truth is that most
Amertean edueational materials on China. with
remarkable consisteney Cavaid those questions
that pertain to issies of demoeratic vahies and
Inan right<" The word “totalitarian™ rarely
appears sinee it might provoke Tnegative
stereoty pescagainst which teachers and
studentsare constantly warned.” he conelides.
Many text= fail ta convey that millions <utfered
and died during the hanacies of the Great Leap
Forwmd and the Cultural Resalntion, or that
the Chinese government strictly comtrols the
lives of ardinars eitizens. Some hushands and
wives, for example,are foreed 1o live and work
in eities hundreds of miles apart. Instead,
leading tests wenerally give the wishful
tmpression that the Chinese Tive ina warld
essentially the same as oir own,

#  Children’s books do a thriving business,
But how many of them tell good <tories. asks
John R, Dunlap in the December 1989 issue
of The American Spectator. A professor of
English at Santa Clara University, Dunlap
surveys the prestigions and bigeselling Newbery
award-winners, “The fantasy. . s written not
to instruet you or ta enfarge vour understand-
ing, but 1o keep vou sitting on the edge of
vour chair” Dunlap writes. "The problem
book. absorbed with such troubles fas murder,
poverty. child abuse. and abandonment] and

with the cousequent emotional distress,
evittees aerimped fmagination which sees the
real world” as an impoverished little place
circrmseribed I news copy and payehiology
tests.” Theadventure story like Treasure and
i~ not in fashian, Sinee 1900, Dunlap contends,
problent boaks have hecomne dominant in the
jivenile fietd. Dunlapreviews the trendy hooks
that win prizes todav. Natonly are they devoid
of tmmor, They convey a didactic. often pians
tone=- which Dunlap’s own twelhveaear-old son
characterizes as “horing and kind of preachy”
Morcover, Dunlap asserts. trendy treatments
of divorce. lromosesnality, <exnal promiscuity.
rights, and relativi<im in children’s books may
be “telling a lot of big fibs to our hids.”
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An cconomy of 80 million people produeing
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u~ that history s adanainie subject withoul
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end, inereasingly speculative as it moves from
the ehronicled past into current affairs, Yet
it i~ these texts that students in elementary
grades, and world history and geography
classes, are reading. For this reason, we devote
most of this issue to reviews of the current
fare in these course arcas, including a speeial
the Holocaust's treatment in
secondarv-level texthooks by a distinguished
~cholar of the subject.

evaluation of

W hive \lll'\('_\('(l a dosen |)(ml\r«. iarepres
the tests that
people enconnter in learning abont the world

~entative <election of \ouny
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A major eeview of twelvs Jeading world
history and geography testhooks: abso
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The way that world history textbooks
pre<ent an appalling lustorical event
leaves much to he desired.
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around then, These haoks attempt 1o cneom.
pass the history. geograplive and corrent
allaivs of alt the world, This i< a task asking
For trouble, The result can be an indiserime
inate compendinm of words and pictures that

mines the trivial wnd rends with events of

overarching  <ignificanee, Narrative cann be
thine ar absent. amd potentially great <tories
are missing. Flementoy aml innior high
~choal texts prescnt the biggest problem. One
of the newer <inth grade Look<. Maceonllann's
Feastern Hemisphere: dispatelies Julins Cacsar
and the Roman Fmpire inoa few pages. \eid
rarn gets amaost the same amount of attention.
\llll'l'(l\('l'. n ,L'l'il«ll' ~v|||m| ]l()lll\*. ('l)lll])'('\
intormation i~ ~implitied repeatedbs 1o the
point ol misrepresentation. Clhmagine hiow
hanseplint- wonld react it they were sprinkled
with vinegar™

Toas ~obering 1o remember that in spite of
Gdeli<he chat alwnn global <tdies and dnter.

dependenee. recent snevess Tiave docimented

profornd weographic illiteraey . Less than halt

ab LS hngh sehioot stndent ke oy world
Instory it alle T sanme classraoms Farapean
Listory, notably Furopean political histars,is
extremely nnbashionabde, Nonetheless, von-
copts like balanee ol power, sovercignty, and
nationalisim lave nes immediaes, Will Aer

wan ~tidents who beliese—inearreethy —that

the Berlin: Wall Tas magiealls disappeared
think that adl Ias turned out for the best? Op
tahing their frecdom for granted. will the

cven care it Las?

Text< that encormpas~ amd analsze breaking
event< i Forape, as well as Chima and Latin
Vineriea, will ecessarily e <onre time in
coning. inosonue cases. twa or three yedrs
e and of vourse tire b= no guarantec
that birturee cvent= will not date thenr also. Tt
i~ reassuring. llowever, that o uew generation
ol ~ocial stihes texthooks s in develapinent
ur on press. We il see mam new —or fnlly
revised —hooks for elementars and hLigh
~chool ~tudents came onto the market during
the carly 1990+,

A~ it happens, Cahifurniacis right row i the
midst of a ~tateside adoption of <ocial ~tudies
teats for Kindergarten through cighth grade.
The <tate’s eurrienlum differs fronr most <tate
and local mandate~, i ~cehs to combine the

best elements of a histors-centered evrsicnlum

with fresh <ubject matter and a multienlueeal
perspeetive. Palilishers debated the Calitornia
approach throughout the late 1980~ first,
becanse they conld not afford to ignore
entirely the nation’s most - popilous state.
controlling abont 11 pereent of the national
market.

Thi~ spring. publishers were expected 1o
make public in California their nes produets
Bearing 1990 ard 1991 copyrighi~. Daring the
preceding weeks publishers engaged inomeh
backing and filling, Sone companies were
trying to tart up old tesis 1o meer Califoria’s
~tandard~ il at the ~ame tme conform to
ather <tate aml Jocal curvienla. Otleers were
sitting out the adoption. tahing & wait-and-<ee
attitude i weardering i state-hased testhook
adoption i Califarnia and elsewhere gl

Jirsl e awany

Flementarydevel <ocial <tidies texthooks
are e (s Last vears Mavmillan volled ont
atrew seriesc wel inproved ineontent anl
de<ign compared to s stabes ot resised prior
progranm. 10 i reportedls vutting decep into
Silver Borlett' s serie< which during the 1980
dominated  elementary-level <ocial <tudies
saless Bat the Macmillan program <tll adheres
o establi=hed evrrealar fraomework<, ad the
company at least feigned the possililitg of a
List-minute withdvawal from the Calilornia
competition. Conenerenty, Haughiton Mifflin
s deseloped a0 nes series for Kindergarten
throngh cighth grade fased an California’s
curricubiom, This important <tate adoption will
e plaved ont during the next few month-,
Given its nattonal <siguificanee, we will return
o the <subject, featuring it in the nest issne
of the Social Studies Revien,

T the meantime, we are convineed that this
i~=ue’s wide-ranging asscxsiment of clementars
and ~econdary fnvthoak< on nsoters of Fastern
Farrope il Russiwill prove iflimiinating, On
the premise also that good instructional
materiads are ot alway s teathook < we suggest
that «cane enterprising teachers dust off their
('npi('~ of (;vur;_'l‘ Orwell’s wonderful little
fablies Animead Farm. and consider using it as
a ~upplement in jnnior high and <enior high
~chool classe~. This neemarabile stors cansid-
er~ what happens when government does nol
derive from the consent of the governed,

Woritten at the cmd of World War 11, when
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Stalinisin was ~showing its true colors, Orwelt’s
classic <l provides a vivid civies Tesson that
all American stidents can and shounld take to
heart.

CRISIS IN THE EAST:
How Textbooks Treat
Eastern Europe and the
Soviet Union

By Peter Cannon

ngoing turmoil in Russia and Fastern
Fovope has caught all of us by
surprise. Despite longstanding popular
nnrest and econanie stagnation in erstwhili
Soviet satellite<. few conld have forecast
events hhe the breacl of the Berlin Wall and
the Lithuanian declaration of independenee.
Justas amazing. to date evers country of the
Eastern bloes exeept Bumania. has revolied
pracefully. going far to deconstruet the
totahtarian govermnents in place sinee the
P10~ How well do clementary and high
~hool testhooks prepare student~ for these
dramatic developrient<?
It the l';lrl_\ ~uceess of these demoeratic
movenents t~ astomshing, the vearning for
ceanonne liave

frecdom and reform s

~truch many voung Americans as curious,
U nbuardened by a bloods<tained recent history
living ina secnre and free country they have
the busury of bemg able 1o dgnore warld
affair. American studentsc especially those
taught to regaed “Eovocenteie™ as o naughty
worko nay not hinve veceived the information
they need fram their textbooks to understand
the listorieal significance of current events -
or to appreciate the guli' between West and
Fast. Without afirm idea of what Communisn
i~. haw can they anderstand its demise’” Can
children aceustomed 1o neat television-like
cidings comprehend  events that may take
vedrs to resolyve?

A number of elomentars-level tests ~tand
as festaments 1o the haed facr that some
abstract political and cconomic concepts are
toa difficalt for grade schoolers to grasp. On
the other hamd exven at the <eeondary level,
~onte instructional material i~ oo obvious,

Fnnnmerahle “eritical thinking”™ questions are

often foolish, sometimes odd, as in Exploring
World History, a dismial test by every measure,
think Stalin's
helonging to a race of mountain people may

which asks: "How do vou

have affected the way he ruled?”
Elementary Social Studies

While texthook treatments of the Eustern
bloe vary in quality, instruetional materials
are least satisfactory for elementary-level
students, who normally encounter world
history in sixth grade. Part of the problemn of
course i~ the sophisticated  subject matter.
Only through artful traching. careful chronol-
oy, and exeiting prose can a twelve-vear-old
fathom topices like the Russian expansion over
the FEurasian continent wnder the czars, the
late arrival of Furopean culture into Russian
domain=. or the nineteenth-century warker
movements that culminated tu the Bol<hevik
revalntion of 1917, And how can any text at
this level elearby conves the mvsteries of the
Saviet cconomy or financial svstem?

Many elementary-level social studies books
debve into soch subjects, but nat with great
insight and certainly not with the dramatic
and eve-opening <tories that could be substi-
tuted for many current lessons. How about
the story of the White Russians against the
Reds? Where are the memorable. spine-
tingling. even James Bond=like stories about
Cossacks. Siberian labor camps. or the KGB?

The ane tapie these testhooks do address
i~ the tssue of frecdone Holto Rinehart's The
World <tates: “People in the Soviet Union
have very little freedom. Those who criticize
the government can lose their job~ or he put
in jail.”™ But this judgment has litle meaning
in a text that never mentions Mary or Stalin,
\ rosy one-page profile of Peter the Great
praises his effort< to modernize the country —
“Peter also ~et up vew industries that helped
Russia become a <trang. modern nation” --
while the main narrative <end< an almost
apposite: message: “Before the 19207 the
Seviet Unidon had vers dittle industes. Tt owas
a poor farming nation.”

The text goes on to state that the conntrs
today i< an andustrial power: "The Soviet
Union manufactures almost eversthing, fron

buses to clothing, from refrigerators to
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But it fails to comment

chronie shortages of  consiumer goods or

computers.” on
restricted  aceess to computers, While The
World does remark on social inequalities in
Soviet society. congestion in the cities. and
primitive conditions in rural arcas. it negleets

to pin responsibility for suech prablems on the*

command economy. Like the Soviets them-
selves. it estols the benefits of sociatism while
ignoving the issue of quality: “The Soviet
Union provides all of it~ people with free
medical care free dental care. free day care
for ~mall children. and free vacations.”
The World i especiatly weak on the Russian
Revolution: “lnearly 19170 the people staged
strikes to protest <hortages of food and coal.
Later that vear a man muned Vladimie Hyvicl
led a and the
overthrowi.™ So mueh Tor the Kerenshy
government, which removed Nicholas 1 not

lenin revalution tadar was

Lenin. and the struggle between the Balshe-
viks and the Mensheviks,

At the clementary Tevel. of course, history
teats have 1o he Tughly selective, The World
design and typography are appealing. and the
text aspires to be an casy read. But it -
przzling why the authors choose to highlight
Detmmark as a representative Furopean coun-
try vet fail to diseuss amy of the nations of
Fastern |'1|||‘n|w.

Seott, Forestuan's Our World: Y esterday and
Today <upplies mueh of the pre-revolutionary
Russian history left out by the Holt book,
touching on <uch events a~ the Mongol
imvasion in the thirteenth century and the
abolition of serfdom under Alexander T Peter
the Great and Catherine the Great are absent.
but a special map seetion nicely illustrates the
course of Russian espansion. The text
explains that Commuisan was rooted in the
ideas of a nineteenth-century German philos-
opher named Karl Marswho i~ quoted. Ttalso
gives a more acenrate picture of the revolution
thau the Holt program. stating that for “abomt
erght months. the Russian government was in
a state of confusion”™ hefore the Bolsheviks
seized power at the end of 1917,

Our W orld, however, falls <hort of the ideal.
The hook <ay~ little more abont the enormity
of Stalin’s evimes than “Millions died under
Stalin's tervor,” A useful lesson an how the
Commumist party and governent work today

44

i~ followed hy “Life in the Soviet Union.” a
feature about a fietional girl named Ludya.
Though Ludva and her family helong to the
Misenvy elite—=her father is a party mem-
ber—thiey Jive modestly by Western stand-
ards. Thev do not own a car and are grateful
to lave their own apartment without having
to share a Kitchen and bathroom.

While the texthook's (1(-\('|()p(-r% have
designed this generie Russian girl to help
American sizth graders relate to a foreign
culture, Ludya comes across as hind of sappy.
At the ballet, for example: “Watehing the
hallerinas glide and soar across the stage in
“Swan Lake! Ludva wishes she were talented
enought to he so graceful.” Ludya is apt to
prompt yawns or ~snicher<s in an American
classroom. where sixth graders are more
attuned to MTV than Tehaikovsky.

In the chapter on Fastern Evvope. whicls
treais individual conutries and their differen-
ces. Our World does not dwell on economie
matters, though it does point out the desive
of many citizens for a market economy. Like
most teats. it gives Rumania the benefit of
the doubt. "The Romanian government is
trving hard to improve the comntey’s indue
try.” the test reads, neglecting to mention the
nation’s esport poliey at the expense of s
eitizens diet and camfort.

A box on Castle Draewla might have been
atopporbimity to link past with present evil—
a connection that in faet made Ceaueeseu and
his henchmen nneasy—hut instead the
authors outline the familiar vampire story and
present the castle as Rumania’s equivalent of
Disnesland: “Thousands of tourists come 1o
Romania cacli vear to see Castle Dracula. They
walk around its <stone walls and ook through
it~ narrow windows, What do sou suppose
they expeet to see?”” What thie “right™ answer
i~. we camot be sure. Comrade Ceauceseu,
rebiorn as a tiny bat?

Hareourt Brace Jovanovieh's The World:
Past and Present covers l()pi('.\ nmomore 11('[)!]1
than either the Holt or the Scott. Forewman
progrins. The design is Tess flashy than that
of these other two hooks, Coutent and <t1le
are far superior. While the authors exclude
carly Russian history. they give Karl Mars and
the Commmmist Manifesto a separate seetion

and properly stress the hackwardness of the
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“In the
1800s most Russians hived just as Furopeans

country hefore the 1917 revolution:

had in the Middle Ages. Furopean history—
the Renaissanee, the Reformation, the Indus-
trial Revolition—had touched the Russian
people only slightly if at all”

The text that
autocratic regime was replaced by a govern-

also makes it clear one
ment just as oppressive: "l November 1917,
Lenin and the Bolsheviks seized control of the
government. They made the Communist party
the only legal political party in Russia. They
destroved groups that disagreed with them,
The Conmunists arrested or killed religions
leaders, husinesspeople [<ie]. and anvone whao
opposed thetr government. The government of
ruthless czars had been replaced with yet
another harslr government.”

Harcourt Brace's The World is blunt about
Stalin’s rute: “He sent countless millions of
people into slave labor camps. Tt is estimated
that at least 30 million Soviet citizens died
as Stalin’s prisoners. His police spied on,
arrested. and often tortured anvone suspected
of opposing him.™ This Kind of writing i a
pleasant contrast to the namby-painby prose
of ~ome ('|4‘|I|('I|lzll')-l('\('l haoks.

A newer book. Maemillan's Fastern [{emi-
sphere is a carnival of colors and design. Some
of is lessons are excellent. even lll()ll;_'ll the
teat has diffienlty competing with an over-
abdance of distracting study exereises,
Overall. the book does not mateh Harconrt
Brace's The W oorld.
makes the error that Lenin overthrew Nicho-
las 1H: "By November 19170 Lenin's followers

took over govermuent buildings aud arrested

Again. infuriatingly, it

the leaders of the tsar’s government.”
Fastern Hemisphere vcovers the Saviet
Union™s geography and multicnltural tensions
with <ame dexterity, 1t even anentions the
opening of the Berlin Wall, But the literary
problems in tryving to jam fandmark events
into one last-minute paragraph are evident:
By 19890 the countries of Fastern Furope
were changing quickly. People demanded
greater freedoms, and the communist govern.
ments were l'('\lll)”lli”;_'. }‘.r('(' ('I('l'li”||~ were
held in Poland. Exen the Berlin Wall. Tong
the svmibol of the Cold War. was apened. Fast
Germans onee again were allowed to travel 1o

the Weat”

Hereo all verve disappears, and

stiddents are left with utterly flattened, dead

writing.
Secondary World History

Junior and senior high school world history
texthoohs are superior to their lower-level
counterparts. With greater scope, these texts
provide a more satisfactory picture of such
sithjeets as the 1917 revolution, Stalin®s rise
and
exceptions, Exploring World listory dumnbs

to power, collectivization. There are
down subject matter to a degree that wounld
mahe a literate clementary book like Hareourt
Brace’s The World a preferable text for less
able sceondary students. Exploring World
History does get the sequence of events in
1917 right. But subsequent history is sa
compressed and digjointed as to he meaning
I('.\.\Z

“Thousands of Russians were against the
Communist government. Many of thein were
put in prison, sent to foreed labor camps in
Siberia, or murdered by those in power. World
War I and the Russian Revolution had helped
to destroy the Russian economy, Communist
reforms were unahle 1o solve the problems,
l"()“‘l (‘I'()l).\ were l)(’(ll'. \lil“.\ l)(‘(ll)l(' were
starving. The Communist party. however,
remained master of the nation. When Lenin
died,in 1921, Jaseph Stalin took his place as
dictator, Stalin He des-

troved those he thought were enemies of

was a harsh ruler.
communisn. He also plotted the murder of
Communi~t leaders he believed were against
hin. Stalin remained in power until his deatlr,
in 19537

Mervill's Global [usights i< a hetter book
than Faploring World Historv, This is not to
sav that the test is satisfactory. Among other
things. it ~hortchanges Furope. past and
the Soviet
Union. but Fastern Furope is simply iissing.

present. It inelndes a unit on

At least Global Insights hrings into high
reliel the callapse of the czarist regime and
the advent of Communism. Lemin®s rthless.
ness—"All apposition to the Communist
leader<hip was hanned. and anyone <uspected
of being an “enemy of the people” was
imprisoned, shot. or foreed into exile”™ —forms
aprehide to Stalin's exeesses: "Soviet eitizens

acersed ()fdi,\lu.\':lll.\ were shot or sent to labor

;43



Q

E

PAFullToxt Provided by ERIC

RIC

camps in Siheria, where only the hardiest
survived. Fven members of the Commuanist
party were not safe. In the late 1930°- Stalin
purged. or removed. many of Lenin’s old
associates from their positions and had them
tried and executed.”

All of this i< enlightening for ~tudents. who
searcely need for understanding aninane
“eritical thinking™ question at the end of the
~ection. “How would vou feel if vou lived in
a country where vou could e arrested and
impri~soned or exiled for a large part of vour
life with =0 little to ~ay ahout the matter?”

Global Insights, like many texts tends to
exaggerate the suceess of the Soviet economn.
I acknowledges that “widespread corruption
and inefficieney in the hureaueraey often has
Llunted effectiveness i certain arcas, such as
the quantity aird qualits of consumer goad~™
I also asserts. “hn spite of such weaknesses,
the Soviet econony has expanded rapidly
under this <y <tewcand the Soviet Union now
ranks second only to the United States in
overall industrial produetivity.”

Vissing here i any comnient on the
~tagnation of the Brezhney era or the USSR
primitive technology. The <ize of the Soviet
eeanomy has for vears been based on data that
many  ~cholirs have hegun to challenge as
unrelinlide. Aecarding 1o <ome estimates. the
Saviet GNP may be eloser 1o 25 percent of
texthooks
indicate, Until the Soviet government starts

onr~ instead of half. a~ maost
to release aecurate "i;_'llr('.\ an its ceanomy, the
he huown,

Like Global Insights. Human Aleritage: 4

World Historv i~ published by Merrll now a

true size cannol

unit of Maemillan. 1t i~ al~o aimed a1 junior
high ~chool ~tudents but appropriate as an
casy reader at the high <chool levell Tt is a
haok. First of all. it takes a
chronological approach that i< more effective

much finer
than that of Global Insights. which hegins with
Arica and moves alphabetically through
regions of the world.

Huntan Heritage eovers carly Russian
histors more thoroughly than Global Insights,
althongh it devotes somewhat less space ta the
nineteentloand carly twenticth centurie~, The
writing i~ adequate or heter: “Like the taars,
Stalin maintained hi- power throngh censor-
~hip and terror. He controlled everything that

§

was publicly written, said, or heard in the
Soviet Union, In 1924, hie carvied out a ~erie-
of purges. or removal of undesivable menbers,
of the Comumunist party and the Red Army.
The <eeret police arrested millions of people.
Many were given “show trials” in which they
publicly confessed their “mistakes” hefore
heing sentenced to inprissmuent or death.”

Thanan Heritage minees no words as it
identifies such curvent Soviet problems as the
ecanomy. religion. dissidents. and the <ateltite
countries of Fastern Furope. But when it cites
Soviet achievements. like other texthooks it
the “The
Soviet goverunment provides free medical

overlooks failures of socialism:
~ervice for all eitizens. Tt has tanght almost
evervone ltow to read and write. It has huilt
mu~eums and theatres all over the country.”
What about the quality of that free medieal
care? How meaninghul i~ a ligh literaey rate
in a country that eensars what people can read
or write? Does having a rich coltural heritage
mahke the average Soviet citizen feel any hetter
about being wmable to travel outside the
Commnmnist hlae?

One of the hest high ~chool tests in the
field. It orlid

Historv: People and Nations. geared to college-

Harcourt Brace Jovanovieh's
hound <studentsin the tenth 1o twelfth grades,
rightfully places the industrial woes of the
Fast at center ~stage: “During the Tate 1970~
1980~. the the

Furopean nation~. in general, hegan 1o <how

and ceonontie~ of Fastern
signs of fragitity, Ouotdated factories and
machinery, products of poor quadity. low
levels of worker productivity. the imbalaneed
trade arrangements. and o hoge foreign delt
all contributed 1o this coonomice weakness.”

The test proceeds 1o outline the recemt
failures exven of sueh putative “economie
miracle™ countries as Fast Germany. Hungary.
and Yngoslavia: "For exampled in Yogoshavia,
onee one of Fastern Europe’s most vigorons
ccaonomies, industrial output inereased onh
marginalls in F987 and farm output actiually
fell, The annual rate of inflation reached 130
[N‘r(‘('”l. il?l(i H“"l”lll()'\nl"”l l)llﬁ]“'(l |(l\\i||'(] l()
pereent. Debts owed to other conntries [nru\(-«l
to be Yugoslvia's mose ernshing cconomie
problem. however, ITn 19870 the government
had to a<k it~ creditors to reschedule repay-
ment reeprivernents for 219 hillion.” Flie lueky
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student who absorbs this np-to-date text will
gain veal insight into  economic affairs in
Fastern Europe today,

Another superior test i~ Honghton Mifflin'
Historv of the World. Thi~ ook provides the
details that other warld histories often leave
out. like the persecution of the kulaks: "Stalin
saw the Knlaks as enemies of socialism. and
he told Parts workers to lignidate the knfak<
as a clas<.” Thon<anls were <hat or sent to
gulags—torced-lalor camps. Many of the
remaining peasants Killed their Torses, cons,
anl pig~ vather than turn them over 1o the
callective™ History of the World wakes the
conscaquences of colleetivization elear: “Farm-
ing ontput plinumeted. The Toss of Tivestoek
caused severe shortages of meat, dairs

prothict<. leather goods. and fertilizer. In

[932-1933 o ~cvere famine hil many parts of

the Soviet Union Although his own people
were starving., Stalin went on selling food
abroad. A< many a~ 10 mitlion people died as
a result of collectivization.”

Goad secandarv-level histories of Fastern
Enrope and the Soviet Union exist, Contrary
to ~ome fears, these tests present Conmmuniist
oppression and  ccanomice fathure acenratels
and sometimes boldlv. N\l surprismgh the
most nnaneed writing i fonsd in high <chool
tets for ('n“v;_'t--|mll||<| ~tudent~. The ~llllj<‘l'l
matter, after all i< difficult. But a hook like
Hwman Heritage <haws that commendabile fare

i~ possibile for vounger and les< able <tudents.
World Geography

Geography tests cannot be expected 1o
examine politieal history in depth. But the
evasions i NleDougal. Littell's World Geagr
raphy <hould disturh: “After Lenm died in
1921, Jaseph Stalin hecame the conntry’~
leader. A <eries of Five Year Plans were
lanched in 1928 to madernize Soviet indisten
aml agricultnre. A< o result, millions of <mall
farmsin the Soviet Umon were combined by
the gavernment into Larger farms, The purpuse
was o inerease Tarmoutpnt through meehan-
ization and 1o release millions of farners to
work i the factaries being hoilt in the eitie<.”
Stalin: hivnselt conld ~carcely olgect ta this
Without an
Ukrainian resistance and  genocide of the

aceount, comment on the

Q

[930s. the process sonnds reasonable, at worst
an inconsenivnee ta peaple foreed 1o give up
their properts. Tronicallv. the next paragraph
notes that “tens of millions" died as @ result
af the Nazi invasion in World War 1L

A lroad view of what the authors of orld
Geography call the Farapean “enlinre realn™
harely distingnishes between Weat and Fast,
In the name of balanee, case studies exanime
a Bolgarian Blaeh Sea resort and the English
Channel tnmel project. forusing on the
benefits and drawbacks of cachie After discuss-
ing the Conmmon Market. the teat merely savs
af COMECON. the Eastern connterpart: "l
too was ~uceessful in improving the flow of
':_'(u)||~ hetween = miembers as well as with the
rest of Furope and the waorld™ Not anly s
thi~ incovreet. Onee again, ~tudents are led
to think that hife in Western and Eastern
Furope is pretty mueh the same.

The conelusion. "The Funee of Faeope,”
identifies ethiie nnrest mnong minorities as
mainky a4 Western concern, eiting the
Basguesin Spain. the Croatians in Yugos<hia,
thi Seot< in Great Britain, the Bretons in
Franee, and the Flemings in Belgium.™ Far
more relevant wonld have been comment an
the Tarkishe gnest workers in West Germann
ur the foreed :lllsnrllliun of the Baltie l'(‘[lllllli(\
into the Soviet Unian. This teat instead
trivialives the case of Azerbaijan through an
invented <tory of human right~. Caneasns
~tyles The ethnic tensions and demographie
canmplesitios of Fastern Furape and the Soviet
Uinan. Kev <nlijects for a geography teat. are
left nntotd.

Twa other secandary-level geography teats
hiave better historical context than the
MeDaougal. Littell book. Holt's World Geogra.
phy Today, for example, deeribes collectiviza-
ticn with haesh realism:

UStalin's Five Year Plans resulted in
dramatic industrial growth. Hoawever, Stalin's
padicies were opposed by many, The Soviet
prople were foreed to make great <acrifices in
order 1o make industrial growth possible.
Stalin’~ greatest opposition came from
farmers. Many farmers were unhappy ahout
losing their land and antmal< 1o collectives,
[ the prosperons Ukraine, farmers rebelled
bv artaeking officials and larning farm
lailding~, Many were killed and others were
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~cnt to Siberian labor camps. In the middle
1030x, Stalin’s farm policies caused a great
famine in the farming regions, More than six
million people died of starvation.”

World Geography Today also gives a ~onbher
picture of the contemporary Soviet U nion.
woing well bevond geography 1o desceribe the
larger culture: Al Soviet eitizens are
expected 1o sacrifice and make communism
the most important aspect of their lives, The
Soviet government has made heavy indusiry
and the produrction of military goods more
important than providing consumer goods, As
a resull. consmmer good~ are expensive, and
there is little variety available, Soviet people
st frequentls line up to by goods at
stores.” Here the relation between the system
and the life of the ordinary Soviet eitizen is
clear.

Glencoe’s World Geography devotes the
bulk of it~ ~ection on Fastern Fnrope 1o a
cultural and economic survey. This teat
remarks correctly on the richness of Russian
contributions to literature, musie. hallet. and
film. while emphasizing the difficult position
of the artist: "Authors, coniposers, poets,
painters. and other artists are nol allowend
complete freedom of expression. Instead. they
are encouraged 1o ereate works that reflect
government ideology,”

The Glencoe hook i~ excellent when it
considers the ceonomy of the region. It places
the blame for cereal erop shortages not just
on bad weather bt alsa on centralized
planning: “For exanmple, in settmg goals for
milk produetion. Soviet planners have ased
information about the <ize of fanns to
determine low man ‘luil'_\ cows could he
arazed on cach farm. This information,
howeser, did not tell how mueh grazing land
wa~ available or how many dairy cows could
he fed onit. A aresult. dairy cows have been
put on farms that canld not <upport wide-
spread grazmg”” Frome acsperific example like
this. the ~tinlent can amderstand why the
Foaastern l",lll'nlw.llh. and even the Soviets
themselves are hastening to decentrahize their
cootomies and antrodiuee market forees,

* ok Ak

\- \\ estern l",llrnlu- Moy e- ln\\;ll't' ceononne

wimon in 19920 and as Fastern Furope

serambles to cateh up, the decade ahead will
almost certainly see changes more profound
than any since World War 1, Publishers now
have the opportimity to develop textbooks
that will prepare the students to understand
the reasons for these changes. The next
generation of texts should stress that the quest
for freedom is not just a Western ideal but
one witlhmiversal appeal. T has special appeal
for individnals who live under repressive,
mefficient regimes,

For decades the Fastern Faropeans and
Soviets have not just been pursaing an
alternative course that has worked well
enough for them, however distasteful it may
strike many Americans. In fact. they have
fallen inereasingly out of step with other
advaneed nations. As they themselves now
achnowledge. they hasve lagged behind the rest
of the industrialized world. with its integrated
technical and financial svstems. They can no
longer afford not to join the elub. The ermeial
[esson is to recognize that today’™s PFastern
leaders. like Peter the Great. must turn to the
West if their countries are to prosper and
nourish the human spirit,
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RUSSIA. 3d ed. Michael Kublin and Hyman
Kublin. Houghton Mifflin, 1990,

Russia is part of a Houghton Mifflin
program called Waorld Regional Studies. a
paperback series for high ~chool ~tndenis.
Hois conveniently sized. under three
hundred pages. and far more wieldy than
the usual <in-pound world history inonster.
= erisp prose nukes the volume often read
mare like a good general interest book than
i tent.

Russia gives a historical overview of this
complivated nation but empliasizes topival
cancerns and current events, The problem
i~ that such analysis—even deseription—
can quickly dates Covering developments
up to a vear ago, hefore the dissolution of
the Fastern bloc. the text warns that there
i~ “danger that reforni~ will go too far and
that the USSR will feel compelled 1o
intervene” init~ then satellite nations,
Why the Kablins chose 10 use the word
danger and what they meant by go too far
remains an open gquestion. Buts of course.
thi~ “ll.m_ul'r“ ~eems more than remote now
that the front line of Soviet infhienee i
bemg contested at the border of Lithnania.
In fate Marel, Soviet jets were bozzing
Vilnius, o none too subte signal from
Moscow that efforts to <ecede could lead
to civil war.

The

profile of the Tand and it~ people, mosving

volume opens with an eseellent
on to the expansion of the Rissian enipire
through Forasia and the century long Jdrift
toward revolution. The <econd half of the
book, which sivess the Soviet period, -
less even. Repeatedly the anthors <lip into
the passive tense, cspecially when deserib.
ing the horrors of the regime, 7The Soviel
prople were expected 1o saerifice comforts
in order to bring the level of industriali-
to that of
industrial deselopments in capitalist coun-

ction ol their countrs np

trie<.” <avs the text i an abstract and all
too tyvpical sentence,

Stalin=t atrocities recelve cnrsory treat -
ment: “huring the pertod of the first three
least five

frvessear plan-. at million

peasants lost their lives, Some were simply
murdered, Others were deported to Siber-
fan prison camps. where they fater died.”
The section on Stalin's aggressive behavior
at the end of Warld War 1. resufting in
the e~tablishment of the Eastern bloe and
advent of the Cold War, i~ remarkably thin,

Frequent snbheads. including section
and chapter endings. interrpt the narra-
tive, Chapter ~ummaries tempt the unmo-
tivated student to ignore the main test,
W hile vocabulary. geography. and biogra-
pliy Hists toidentify and define lend graphie
variety, there are far oo many of thenn

The book i~ also rife with vagae “eritieal
thinking”™ questions of the sort that have
infected texthooks at all Tevels: like "Whi
was nothing done to improve conditions for
Russian peasant=?" \fter a candid review
of the pitiful Soviet railway and highwa
~usteni the test ash<: "W h are there few
cars and traeks in the TSSR?T The right
answer is that “governmentowned aitomo-
hile factaries <imply cannot keep up with

demand
The the 3 make it
necessars for Houghton Miftlin to go back

events of fast vear
to the drawing board. Fashioning an
out=tanding book should not be difficult.
given the literary quality of this edition,
To heging the Kubtins couid delete most of
the iastiuetional material at the end of
sections ared chapter: thus ~treamlining an
already ean test. With a ~trong unbroken
narrative. thes could then more <harply
define the differences between Fast and
Wt Finallv. they could stress such
~ubjects of contemporary interest as the
Lithnanian independence movement or the
Connmmuni=t Party’s relingquishing it~ no-
lln[lu') of power,

Justas the Uanited States had 1o reassess
it~ global vole in the carly 1970<0 <0 the
Soviet

it~ human

cthnie

U mion muost consider
ten-

ston~.and imperial limits in the 1990<, This

cotedition. material failures,
1= o crnentl story of vur timess and Russin
hegins to provide the Kived of materials that

~tudent~ need i sertous global <tindies,
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THE HOLOCAUST
AND THE TEXTBOOKS

By Luey S0 Dawidowier

octors. npon receiving their degrees,
tuhe the Hippoceratie oath, vowing to
practice medicine for the good of the
sich and. at the least. not 1o spread disease.
In this spirit, the Department of Fducation
might institute a Socratic oath, an equivalent
obligation hinding onall texthook writers,
editors, and publisher<, committing themn
honarably to educate the yvoung and. ar the
least. not 1o misedneate then,
Testhooks too often tall prey to political
artivists and special-interest groups, cach

demanding that contents be revised in

aceardance with their versions amd visions of

histors. To appease the protesters, publishers
ensure hefore ahook™s nest printing that the
tent ds. o paraphirase Swift, blotted out, cor-
rected, enlarged. diminished. and interkieed.

Thi~ failure of testhooks i- lltltit't';!lil}
exident mothe way thes present the histors
of the mrder of the Enropean Jews during
the Second Warld Ware For o quarter of
century, the ~ubject was ~eareely mentioned
i world history texthooks. In response ta <aeh
eritici=in baek in 1979 the then viee president
of the \Newociation of Vinerican Publishers
~chool divicion <anld: "Books reflect the
thinking aml viess of peaple ina given time,

Fhe Holocaust sas nat upperniost in people’s

mind< vt there was a TV <how aboat 1’
Samueh Tor the place of the Holacaust in
history and the publichers” obligation to the
tash of edneation.

Nowadav~ most worlbl history testhooks,
which ~urvey nothing les< than all imankind'~
history fronn <tart to fini=heinelade something
about the Holocaust, even i it is o more than
a few paragraphs. To mdge by an exarnnation
of several hooks that are widely used i
conrses fromm seventh throngh twelfth grade,
not all of them cover the innediately reles
vant materiad catisfactorilv. That material. as
I ~ee it <hould inchile the rise of the Nas
regime, racial anti-Sennti-m as the underpin.
aitg of Nazidealogy . Germany™ < domestic and
loreign policies leading 1o war, and the fate
of the Jews first e Nazi Germany amd then
m Germanernled Duropes coliminatmg in the

premeditated and sustematized mnrder of six
million Jews.

Holt. Rinehart's People ard Our §orld: 4
Study of Woaorld istory (1981) and Secott.
Foresman's listory and Life (1990) wre hetter
than others in covering that span of histors
cohierentlv, cach doing =0 in about two or
three pages of test. Even so, they are flawed,
People and Our World {ails 1o mention the
place of anti-Semitism in Hitler's rise 1o
power, History and Life incorrectly dates the
“Final Sohition™ as of TR0 with the start
of the operations of the death eanps. though
the murder of the Jews began in the simmer
of 1911, with mas~ -hooting= on territory
scized fram Russia.

MeDougall Littell's o Borld History: Links
across Time and Place (19881 and Merrill's
Global Insights (1988) are umbelievably had in
their treatiments. 4 World History is written
in hindergarten Foghish that refleas -
intelectnal devel: “Hitler believed that
Germans were members of a superior race. He
deprived people of their eivil right- if he
thonght they were inferior to Germans.”
Tliere are historical errors (for instanee,
characterizmg the Rhineland as “neutral”
instead ol “demiliarized ™) even thongh this
text elatms as it~ senior consultant the
eminent historbn William H. MeNeills In the
two radiimentary paragraphs abont the murder
ob the Jews, the names of two of the death
cannps are wrong, Majdanek i< misspelled and
the coneentration cangp Belsen e Germany s
mistahen for the death camnp Belzee in Poland,

Global Insights i< composed in abecedarian
Fnglish that matehes its intelleetual Tevel, Two
parges are devoted to the murder of the Jews,
The fir<t. entitled “The Holocaust™ and
appearing in the unit on Western Furope.
hegine: "Ndolf Hitler made the Jews the
scapegaats for all of Germany's troubles and
set ot 1o elinnmate them.”™ Nothing in the
text hetore or after mentions the word “anti-
Semitism™ or offers any explanation for
Hitler's actions. The rvest of the page consists
of extracts from diaries by two non-Jewish
~urvivors of coneentration camps, which have
nothing to do with the nmmrder of the Jews.
The second page concerning the Holoeaut.
wlneh appears in the unit on Fastern Eirope,

savs ol the state of the Jews: "The Jewish
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population. in particnlar, suffered greatly.”

Onlyv Bulgaria receives mention among Fast
Facopean conntries, because it saved most of
it Jews. Two ~entences and a (“ill"\' extract
about the Warsaw ghetto uprising follow. Bt
all contest is lacking. for nowhere is there any
mention of the 3.3 million Jews who lived in
Poland before the war. of Nazi erimes in
Poland. or of the 300,000 Jew~ of Warsaw who
had been (|(-pnrl('(| to the death camp at
Treblinka before the Warsaw ghetto uprising.

But even it these texthook~ gave hetter
information abont the murder of the Enropean
lewso can voung peaple be expected ta
comprehend this terrible history it they do not
learn about the continuons and enmulative
tradition of anti-Semitism throughout  the
centuries that made the Holoeaust possible?
A couple of paragraph~ abont the Crirsades,
which <ome text< offer. does not <nffice.

Furthermore, iow can ~tudents grasp the
hovror of the Holoeanst if they are antamiliar
with the biblical revalsion against murder as
the primordial crime? None of  these pest-
Books—guod. bad. or dmlitferent—-refers
specifically to the Sisth Commandment.
becanse none. exeept the fatest edition of
Historv and Life. ha~s ennmerated the Ten
Commandments ar even ~ummarized their
content. Nar does any test explain that the
Tenw Commandments are the very hasis of
Indaism, Christianity, and Islame and the
maral fonndation for our civilization. How,
then. can vonng people nnderstand the el
that i~ the muarder of the Earopean lewsif
thev are not taaght that ol cultnres abhor
premeditated morder as the maost ieinous of
atl erimes?

Faov S0 Dawidewies i- the author ot The I
tI_L!tIfII~I I‘/u'_/c'h Haguls, o //Ullll aust /\'r'tlt/<'l'. annl
ulllvl' llillll\\.

NOTED WITH INTEREST

& Inoa testhook controversy thatr has
provohed Tawsuits awl even threats of o
lence, a mumber of California <chool districts
finve decided to drop Hole, Rinehane s poplar
elementars level reading <eries. Tmpressions.,
spurred by the so-called Citizens for Fixeel-
lenee in Fdneation. a Chiristian group located
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in Orange County. concerned but itl-informed
parent= all over the state are denanding that
these literatnre-based texts e removed from
the elissroom. They charge that the hooks are
<rerilegious or morbid.

This Impressions series does not deserve this
concerted and ~ometimes vieious atlack.
Developed in Canada in the early 1980~ and
ane of 17 programs adopted by California in
1987, it inelndes work by Lewis Carroll. C
S Lewise and Manrvice Sendak. Most of the
reading selections are innocnaus. A few <tories
ared poems are quite vivido Inoone poem for
fitth grader~. thirteen skeletons danee the
night away. lnanother <election. "Underwater
pigs glide hetween reefs of coral debris. They
fove it hieres o They ive on dead fish and
rotting thing-. drowned pets. plastie and
assorted exeretas Rusty cans they love the
hest.”™ The <ame hook contains a charming
ey of the hivth and infancy of o mause.
Outrage has-centered on a parody of " The
Twelve Davs of Christima=<" in the third grade
resoder that <ome may find amnsing inan of (-
beat wav: 7O the eleventh day of Christmias,
my e love gave tomes eleven lizards hailing,
ten gronnd hogs grinning, nine mghtmares
galloping. cight <now wolves wailing, <even
ghoul~ acaroling. <in <hiadows Turking. five
nseless things, fonr raven wings. three
cubwebs two hags of <oot, and a wart <nake
in a fig tree”

Grade ~choalerss of course, like gory tales
atnd gros< <nbjeer matter. They do ot thereln
arom up o he sociopath=o the fears of the
<anctimomous and overly fastidions to the
contrars. Where i~ the problem. it therve s
Ay problem? Tt could be argued that in an
ettort ta he up-ta-date and bvelvs Impressions
i~ guilty of minor lapse~ of taste. Why offer
an add revision of TThe Twelve Davs of
Christma~”” more appropriate to Halloween,
when the lovels and poetie original will do?
A more valid complaint perhaps i< that 1he
Impressions series does not contan enough
classic children™s Titerature. including fair
tales and myths. What i~ scary and revealing
abont the (Ii\[»lll(' i~ how l';|~i|_\ testhooks that
~ceh to entertain amd be memaorable can offend
ane or another gronp— causing undeserved
leadaches anmd Tost revenues Tor their
puthlishers,




% Few would dispute that historical fiction
can lave 4 place in social studies courses.
Novels, after all, make livelv reading. much
more ~o. =ad to report, than textbooks. While
good historical fiction can stinulate thinking
and make history vital and relevant, what
happens when texts miv fact and fietion in
the sanie book? Most texthook Iavers dan’t
realize that mamy mas~ narket social <tudies
teathooks gild the Hive breaking the running
text with ~tories—un=ually insipid—about
ivented children in an effort to “humanize™
a soeiely or eulture.

fast winter Cmeinnati went one step fure
ther .lll(l pl'n\l)lu'll l'!lll\illl'l':llbh' l'nllll'n\('l\_\‘
by adopting Cineinnati: ta Urban History. a
text for grade <choals pradieed by the Joeal
histarical <ociety. This book tries to conves
the history of “ordinary people™ by mingling
fictional characters—many of them chilitren
and teenagers, wonren amd blacks—with real
historical fignres, For example, the imagmary
fifteen-vear-old Frooch Binnell becomes an
apprentice 1o Henry Bovd ans actual nine-
teenth-century Cineinnati furnitnee maker.

Ax with mass narket exts. the most vexing
problem from the <t ipoint of narrative is
that Bunmell and other figures <erve solely ta
mahe ~onte didactie pomt, Tarplicit too is the
dassumption that @ textbook based on verifiahle
evidenee and primary sourees cannot be as
competling as ane that embellishes Tooany
case. blurring the distinction hetween histor
and fiction before vaung peaple have had a
4'|Iillll't' to li('\('l(lib a firm ~ense of l}l('
differenve i a pertlous venture. Fyven though
the boak has an appealing <tavle and. at the
~tart of cach chapters clearls identifies who
i~ real and who i not. mining genres as it
doe< ash~ for trouble.
# In January. a prominent PaineWebber
textbook analvste Kendrich Nobleo Jroo il
dressed the American As<ociation of Publi<h-
er~ ~chool division In his forecast for the
F990-, he asserted that publishers" nightmares
Last vear were mainly the temporary result of
expanded narketing costs and consalidation,
not a permanent condition. Far fromeit. Sales
will matel or exeeed the hoom perind from
1953 to 1965, Noble think~. An expected 13
pereent rise in schiool enrollments during the

F990= will produce more than a9 pereent gain
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in tenthook <ales in 1990 and T pereent for
the deeade. Noble faresees a need for puhlish-
er~ to meel demands in smaller. more special-
ized market=. This trend, he <aid, will create
“more opportunities for snallers faster
publishers with low overhead<" that i~ for
<upplementary materials and boutique qmb-
lishers, Noble faulted the optinmisn of publish-
g exeeutives during the 1980« and the
eveessive consideration publishers give to
state adoptions. Problems that could arise in
the coming decade, Noble <aid. could be added
competition from computers and alternative
media. and erratic publie funding. especially
given an aging population with no personal
connection to students or schools,
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THE CALIFORNIA ADOPTION

his summer, the state of California is

in the midst of a statewide social studies

textbook adoption for kindergarten
through eighth grade. This event gives every
indication of being a crucial textbook adoption
for the 1990s. While California’s board of
education will not approve the final list of
books until the fall. the adoption already
heralds a new generation of social studies
texts. The adoption’s outcome will inevitably
influence the design and content of social
studies texts to be developed in this decade.
For this reason we devote the summer issue
of the Social S.udies Review to major books
and programs that have been submitted to the
adoption.

First, we will review the circumstances of
this important adoption and what it means for
instructional materials. The story of the
California adoption began several vears ago,
when the nation’s most populous state, led by
state school superintendent Bill Honig,
redesigned its social studies curriculum. The
curriculum, adopted in 1987, deviated from
social studies conventions. It rejected the
dismal cxpanding environments, near-to-far,
me-and-the-world-around-me approach used
for decades in primary grades. It mandated
more history and geography, more literature-
and source-based instructional material. It

took sophisticated multicultural approaches to
subject matter, an innovation that should not
be confused with the racialism and ethnic
advocacy that often infects debates over text
content.

INSIDE

Page 3 ..., Two New Social
Studies Series for
Elementary Schools

A review of the new Macmillan and
Houghton Mifflin programs.

Page 8.......... California: What About
the Junior High Schools?

Page 9 ....cceetenn Social Studies Books
in the Primary Grades

The expanding environments idea
results in boring content and bad

writing.

Page 11 .. .coviviiiiiiiiiis When Ethnic
Studies Are Un-American

Another look at multiculturalism, this
time from an eminent liberal.
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The new curriculum promised new text-
books below the high school level at the next
adoption, scheduled for 1990. (California
adopts high school texts at the local level.)
State-level adoptions have little favor with
textbook reformers. Such adoptions rarely do
what they pretend to do: ensure quality and
consistency in curriculum and instruction
across a state.

But from the start, it seemed that Califoruia
might do what state adoptions are supposed
to do, that is, encourage curricular improve-
ment through state-approved instructional
materials. Moreover, what California does will
undoubtedly affect the rest of the nation. The
hellwether state has undisputed leverage, as
it controls an estimated 11 percent of the
nation’s $1.7 billion schoolbook market.

The 1987 caused immediate
headaches for publishers, who were expected
to develop new materials and reorganize
product lines to meet state standards. For
publishers, state adoptions are an expensive
nuisance. If a state adopts their books, they
must then “resell” their products at the
district level. An important state curriculum

curriculum

that does not conform to national conventions
forces puhlishers to create new materials that
are not germane to the wider market.

For example. California broke its American
history into three parts: colonial and revolu-
tionarv in the fifth grade: early national to
1914 in the eighth grade: and twentieth
century in the eleventh grade. None of the
new texthooks conform strictly to this
timeline, which many state teachers have also
found confusing. The state alse mandated
ancient, medieval, and early modern history
in the sixth and seventh grades. While this
course content is to he welcomed—in fact is
terrific—no instructional materials existed.
the American Association of
Publishers and some ill-informed allies tried
to bust state adoption in California’s legisla-
ture. Thev failed. But a compromise law did
make it possible for publishers to hope for
“off-schedule’ adoption and even dream of a
fully defanged state framework by the middle
1990s.

Meanwhile, to its credit and singularly
among publishers, Houghton Mifflin plunged
ahead and invested millions in a new kinder-

Last vear.

Q<

garten through eighth grade series. Appearing
this spring, this series hcwed to the California
curriculum with remarkable veracity. Macmil-
lan was also developing a new elementary
social studies series, less innovative than the
Houghton Mifflin series, yet more history
centered than social studies books of the
1980s. A Missouri-based niche publisher,
Walsworth, submitted new materials for three
grades.

Harcourt Brace Jovanovich and Silver
Burdett withdrew from the competition,
apparently aware that they were unable to
offer materials consonant with curricular
mandates. Harcourt Brace's early withdrawal
was an apparent blessing for California’s
children, since these materials, reviewed also
in this issue, bore no resemblance to what the
state had requested. In fact, they exhibited the
worst features of the expanding environments
approach.

Silver Burdett’s elementary social studies
series dominated California and the nation in
the mid-1980s. The former market leader tried
to revise its way into compliance and failed.
Unlike Harcourt Brace, it actually submitted
books for adoption, then it pulled out when
it realized that its materials could not compare
to those of Maemillan and Houghton Mifflin.

Two other major companies, D. C. Heath
and Scott, Foresman, sat the elementary
adoption out, although thev might return to
the California market off-schedule in two
vears. Some publishers reportedly hope that
California’s curricular resolve will diminish
and state-level adoption will be a thing of the
past.

Now, only two major textbook publishers,
Houghton Mifflin and Macmillan, remain in
the elementary competition. Secondary-level
submissions are few. This is a disappointment
for those who had hoped for more. As some
publishers predicted, California—whose
mandates have annoyed them in the past—
is giving a party but few guests are accepting.
Publishers remain skeptical of the California
curriculum. They are irritated by recent
adoptions in the state. They argue that
mandates in social studies and other subjects
are coming too fast for teachers to absorb,
sense some resistance to change. and have
doubts about efforts to retrain faculties.
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The Houghton Mifflin and Macmillan
programs submitted to California seem des-
tined to dominate social studies materials at
the elementary level during the early 1990s.
(The two publishers will also have formidable
presence in junior and senior high school
history classes.) Impruvements in both series
suggest that the persevering critique of social
studies textbooks by public officials and
historians during the late 1980s has already
had striking effect.

What publishers have not successfully
addressed is the plight of Spanish-speaking
children who cannot read English and are
semi-literate in their native tongue. What
shall they read in class? Since an estimated
30 percent of the state’s schoolchildren are
Hispanic, this is a serious issue, as in other
states, and the Social Studies Review expects
to return to the problem soon.

California’s education officials make the
point that the state’s adopiion occurs grade-
by-grade. In theory, this means——assuming
that more than one series will be adopted—
a district may purchase books for different
grade levels from different publishers. In
other words, book purchasers are not bound
to any one series, and California may adopt
only certain grades in a multi-volume pro-
gram. The truth is, however, few buyers will
pick and choose. For reasons of convenience
and continuity, series will probably be
purchased in toto. The competition for state
domination in California will be intense.

In this issue. we examine the Macmillan and
Houghton Mifflin programs in depth, compar-
ing the offerings at the second and fifth grade
levels. We also make some general remarks
about the junior high submissions in Amer-
ican history. An early critic of elementary-
level textbooks, A. Guy Larkins, reviews the
failure of the expanding environments ap-
proach, reviewing primary grade textbooks
that Harcourt Brace and Silver Burdett slated
for submission to California and then
withdrew.

It is our belief that these evaluations will
be of great interest as early reports of what
kinds of materials are likely to come onto the
market during the coming decade. We are also
pleased to note that with this issue, the Social
Studies Review celebrates its first birthday and
expands from twelve to sixteen pages.
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TWO NEW SOCIAL
STUDIES SERIES FOR
ELEMENTARY SCHOOLS:

A Review

he Macmilian and Houghton Mifflin

programs are the most recent social

studies textbook series on the market,
and thev are the two elementary-level series
under consideration for adoption by the state
of California. Both of them remain faithful in
part to the expanding environments idea.
Nonetheless, these series attempt to bring
history closer to the center of social studies
coursework than books of the recent past, and
for this basic advance they should be
commended.

Macmillan, designing its texts for the
national market vet hoping to capture Cali-
fornia, tilts in the direction of history, not
much more, in the primary grades. Houghton
Mifflin, adhering strictly to the California
curriculum yet hoping for a national audience,
pavs homage to social studies conventions
outside the state while recasting the near-to-
far approach in sometimes original ways.

et us consider each series by inspecting
offerings at the second and fifth grade levels.
By second grade, many students have ad-
vanced beyond mere pictures. Subiect matter
and textual passages become more than
rudimentary. Second graders ordinarily study
neighborhoods and communities, and the
California curriculum asks them to study
people “who make a difference.” In the fifth
grade, students encounter their first course in
American history.

The second grade Macmillan text declares
in its foreword that it “focuses on neighbor-
hoods and communities, stressing history,
geography, economics, citizenship, and the
humanities with lessons about other countries
integrated into the units for easy compari-
son.” These claims are excessive. Like other
primary-level social studies books that cling
to the near, concern with the familiar and the
mundane tends to push substantive, exciting
content toward the margin.

Take Macmillan’s first lesson, the overture
to the first unit called “Living in a

Neighborhood™:
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Mike has just moved into a house in
a different neighborhood. A neighbor-
hood is a place where people live, work,
and play.

Ann lives in the house next to Mike's
house. Ann is Mike’s neighbor. Neigh-
bors are people who live near one
another in a neighborhood.

Every neighborhood has homes where
people live. In the neighborhood where
Mike used to live, the homes were close
together.

In the neighborhood where Mike lives
now, the homes are farther apart.

And the beat goes on, as the book’s eight-
vear-old readers encounter love and econom-
ics, receiving a treacly introduction to the
culture of human caring and sharing:

All people have needs. Needs are the
things we must have to live. We need
food to stay healthy and to grow. We
need clothes to protect us from the
weather.

We need shelter. A shelter is a place
to live. Shelters protect us from the
weather, too.

We also need love and care. People
also have wants. Wants are things we
would like to have but can live without.

How do people get the things they
need and want? Some people meet some
of their needs and wants by themselves.

Most people buy the things they need
and want in stores. They buy things that
other people have made or grown.

This texthook, entitled Neighborhoods and
Communities, is building toward a lesson called
“Getting Services,” which states: “You know
that people use their money to buy goods.
People also use their money to pay for
services, Services are jobs that workers do for
others. Whal jobs do these service workers
do for others?”

Here, illustrations show a barber. a waitress,
a cab driver. and a doetor—multiethnic,
nonstereotypical, sanitized—to make the
point. Do ecight-year-olds need to be tortured
by such dreary writing and impoverished
subject matter? This kind of writing is as
soporific as anything in the old Dick and Jane
readers, The subject matter is arid, in fact,

insulting to the interests and temperament of
children of this age.

The Houghton Mifflin book, called Some
People 1 Know, is more a potpourri than
Neighborhoods and Communities. 1t tackles
families, civics, and biography. To be blunt,
the Houghton Mifflin book is less leaden and
more interesting. For example, at the start of
the book, the expanding horizons idea reaches
out from tne contents of a little girl’s lunch
box to make points about interdependence:

Someone had to grow the peanuts for
her peanut butter sandwich. Someone
had to pick the bananas. Someone had
to get them to the store.

Many people do special jobs to bring
food to vou. You depend on them. If
vou depend on people, it means that you
need them. You depend on people for
many things besides food. L.ook around
vou. Who made your shoes? Who made
vour hooks? What other people do you
depend on to make things for you?

Subsequent lessons proceed from the lunch
box theme. Students follow the progress of a
bunch of bananas from harvest in Honduras
to arrival on the store shelf in the United
States. The text is enhanced by an instructive
diagram of a banana boat and a section called
“"How Bananas Grow,” a little lesson on
tropical farming.

What is appealing about all this? First, and
very basic, the developers of the Houghton
Mifflin hook seem to understand the concrete
interest of their subjects in food. Lessons
move quickly from the familiar to the foreign
and hack to the familiar. They are not didactic.
allowing students and teachers to appreciate
the subject without being clubbed over the
head by pseudo-sociology and sensitivity
training. The subject matter is sometimes
exotic and surprising,

The two books treat ethnicity and multicul-
turalism in different ways. In the Macmillan
text, a passage reads:

Rosa and her family live in a country
called Mexico. They live in a neighbor-
hood in a large city called Mexico City.

There are many places in Rosa’s
neighborhood. There is a firehouse and
a school. There are many street markets,
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too. Rosa and her familv do most of their
shopping at these street markets.

Rosa and her family like to go to
Mexico City's biggest park. They ride
there on the subway called the Metro.
The Metro is just one of the changes that
has taken place in Rosa’s neighborhood
over the vears.

In a comparable lesson, the Houghton Mifflin
book features un actual Mexican-American girl
named Teresa who lives in Los Angeles:

Imagine living in the same house
where vour grandmother grew up.
Teresa Sanchez does. She lives in the
house where her grandmother and her
mother grew up. She even goes to the
same school they went to.

Teresa’s family has lived in Fast Los
Angeles, California, for a long time.
Their ancestors came from Mexico. They
also speak English. They eat foods from
the United States and Mexico. They
enjoy the holidays of both countries,
too.

This is not great writing. But Teresa’s
story—which runs to six pages compared with
Rosa’s two—goes on to list the Spanish words
for bov, house, girl, and buok. 1t tells children
about bunuelos, a festive Mexican treat that
Teresa's grandmother makes for New Year's
Day, again bringing the subject of food onto
the scene.

What is the difference? With Teresa, the
eight-yvear-old reader is dealing with people,
words, and cuisine. The subject matter is
human. This is fundamentally different from
the grim little story built around Mexico City's
infrastructure—the development of fire-
houses, schools, and subways-—that is the real
point of Macmillan’s lesson, where the
invented Rosa is nothing but a cardboard
figure.

Both of these second grade-level books
make some concession to history and the
exploration of historical issues. Macmillan
includes « separate history unit, “America
Long Ago,” which artfully touches on the
Indians, Jamestown, and Pilgrims. But in an
effort to provide a bridge from the colonial
period to the birth of the republie, it
compresses history to the absurd:

Q

For a long time, the people in the 13
colonics followed the laws of England.
Many people thought that England’s
laws were not fair for them. They wanted
to be free to make their own laws.

On July 4, 1776, they told the king
of England that they were going to he
a new, free country. They called their
new country the United States of
America.

The king of England did not want the
colonies to be free. He sent soldiers to
America to fight against the Americans
who wanted to be free. America and
England had a war. George Washington
led the Americans in the fight against
the English. The war lasted for many
vears. Finallv, the Americans won the
war. They were free from England.

Far better to present vignettes or hiograph-
ical sketches than try to do justice to the
American Revolution in a hundred
words.

Both books do bring in historieal figures
such as Mary McLeod Bethune, Louis Braille,
Roberto Clemente, Thomas FEdison, and
Benjamin Franklin. These individuals are
designed mainly to serve as role models and
promote pluralistic thinking. Houghton
Mifflin’s Seme People I Know is interspersed
with fine historical stories and episodes. One
effective lesson in the text tells the tale of
the Statue of Liberty, from French sculptor
Bartholdi's initial vision of the project in 187]
to its glorious 1886 dedication in New York
Harbor.

The illustrated glossary at the back of the
Maemillan book words such as
services, taxes, and volunteers, along with words
like needs, neighbor, neighborhood, and wants.
Mone of these words appear in the picture
glossary at the back of the Houghton Mifflin
book. Instead. it contains words like ancestors,
ballot, custom. and tradition.

The two hooks’ respective definitions of vote

about

includes

clearly reveal the gap between their intellec-
tual expectations and tone. In the Macmillan
text, to vote is “to choose something. We vote
to go to the park.” A picture shows a paper
with checks underneath “park™ and “zo0.” In
the Houghton Mifflin hook, to vote is “to help
make a decision by having your choice
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counted.” The accompanying picture shows a
woman placing a ballot in a ballot box.

Still, like other texts for young children,
these books are evasive. It is all very well to
extol harmony and cooperation, but is it fair
to children to protect them from certain
unpleasant truths? People compete for goods
and services. Some jobs are more prestigious
than others. Many people, especially children,
do not get their “needs and wants” satisfied.
A sociologically balanced text would have to
acknowledge that boys and girls often fight
among one another. competing for things like
toys and attention. The world conveyed is a
sunny, upbeat one that avoids controversy,
appropriate perhaps for children of this age
but often so sugarcoated as to be dishonest.

Again, let it be said, a strong case can be
made for the abandonment of official social
studies textbooks in classes below the fourth
grade level. While Houghton Mifflin’s Some
People I Know is a great advance over other
such schoolbooks available for eight-year-olds
and far surpasses anything on the market, it
does not fully outdistance the many fascinat-
ing trade books that could just as easily be
used in the second grade.

* ok ok

By the fifth grade, coherent and compre-
hensive textbooks that teach the basics of
American history are available from both
publishers. Both Macmillan’s United States and
Its Neighbors and Houghton Mifflin’s America
IFill Be are salutary advances over the
elementary-level American histories of the
recent past. What is special about the
Macmillan and the Houghton Mifflin texts is
their sincere orientation toward history. Not
long ago. social studies books at this level
customarily devoted only about half of their
conlents to the subject.

Fach history—which runs about 600 pages
in length—concentrates on American history
from pre-Columbian times through the nine-
teenth century, again conforming to the
curricular mandates of California. Macmillan’s
text, not designed specifically for the Califor-
nia market. devotes considerable attention to

late nincteenth and twentieth century Amer-
ica. The Houghton Mifflin serics saves such
material for eighth grade.

Between the second and fifth grades, both
hooks would suggest, students have made an
enormous leap in reading skills. The contents
and subject matter are far more complex than
what 1s found in the second grade texts.
Lessons typically run between two and six
pages, laid out in the kaleidoscopic format that
allows teachers to present discrete lessons
quickly and occasionally. The flashy design
indicates the desire among teachers for
television-competitive learning tools. In an
effort to catch and hold its audience’s
attention, both texts risk distracting pupils by
the overabundance of graphics and side
attractions. Running narrative in both books
is subordinate to endless illustrations and
sidebars, skill units, summaries, and reviews.
Sometimes, America Will Be's format is so
variegated as to be confusing; graphics,
review, skill exercises, and more simply
overwhelm its text.

Nonetheless, these two histories heed the
call in recent vears for better writing in
elementary-level textbooks. In Macmillan’s
United States and Its Neighbors, for example,
a passage on Christopher Columbus shows
considerable verve:

The farther west they sailed into the
“sea of darkness,”” the more afraid
Columbus's sailors became. To calm
their fears, Columbus tricked them. He
kept two books, or ships’ logs, describing
the vovage. Each day he wrote the real
distance he thought thev had traveled
in a secret book. In the other book he
wrote shorter distances. He showed the
sailors the second book so they would
not know how far they were from home.

But the sailors still worried. They
were afraid they would never see their
homes again. By October 10, nerves
were at the breaking point. The men
demanded that Columbus turn back.
Columbus listened to the crew and then
made his decision. He agreed to return
home if they did not find land in two
days. It was just enough time. On
October 12, land was sighted at last.

Houghton Mifflin's text does not match this
prose on Columbus. On the other hand, it
incorporates brilliantly the voyages of Colum-
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bus into the larger subject of Iberian explo-
ration and its impact on the American Indian
and Mesoamerican cultures. It consistently
explores American history in more original
and inventive wavs than its competitor,
Both books are stuffed with information.
Students repeatedly encounter subject matter
of great importance that they may Le too
voung to grasp. Examples in Houghtor are
legion: in the case of abolition and slavery
alone, the Missouri Compromise. the Kansas-
Nebraska Act, the Second Great Awakening,
popular sovereignty, and the Dred Scott case.
To be fair to the publishers, however, the
mandated curriculum in places encourages
content overload at the fifth grade level.

It is all very well to extol harmony and
cooperation, but is it fair to children to
protect them from certain unpleasant truths?
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Because of the critical thinking fad. both
books repeatedly ask students to make choices
and come to conclusions from highly complex
material—when the books could and should
just tell a good story. Sometimes on account
of misguided efforts to be relevant. lessons are
inappropriate. Macmillan’s The United States
and Its Neighbors errs more often on this
account. Here, a truncated lesson on Benjamin
Franklin stitched not very successfully to the
issue of Philadelphia’s civic improvemen: is
supplemented by a special section on Julie
Leirich, a contemporary citizen of Los Angeles
“who started a program called The Loving Cup
to help feed hungry people.”

Very noble, ves, but couldn't space have
heen better used to recount more of Franklin's
remarkable and varied accomplishments? By
comparison, Houghton Mifflin’s .4merica W'ill
Be includes a four-page story of Ben Franklin's
childhood by the celebrated author and
historian Jean Fritz.

Moreover. the Macmillan book falls apart
toward the end. The last chapter on American
history stresses political progress made by
blacks and women presented in a banal and
hortatory fashion. Jesse Jackson's contribu-
tions and ideas are noted. mainly “that
Americans whose ancestors came from Africa
be called ‘African-Americans’ rather than

‘black.”” Geraldine Ferraro "proved that a
woman could handle a tough campaign.”
The final paragraph says that the “future
will bring challenges we cannot begin to
imagine, How vou help meet those challenges
will become part of America’s unfinished
story.” It declines to mention such readily
identifiable challenges as national and world
debt, persistence of crime. racial conflict in
cities, and a number of other disturbing issues
advertised to children and adults,
Children are apt to come away thinking that
the nation’s principal challenge for the
twenty-first century is to get more women and
blacks into positions of political power.
Considering the entire elementary series
marketéd hy each publisher. Houghton Mifflin
offers books that are more clever and complex
than the Macmillan series. Still. the Macmillan
program is handsome and easy to use.
Macmillan's content and lessons often fall
short of the sometimes dazzling Houghton
series, certainly in the primary grades: many
teachers will find the Macmillan books more

well

teachable. For educators happy or comfortable
with the expanding environments method,
who want teacher’s editions that are fully
scripted. who teach less able students. or who
are themselves unversed in social studies, the
Macmillan hooks are less Jhreatening than the
Houghton products.

The new Houghton Mifflin social studies
series is more demanding than the Macmillan
books. 1t is also more imaginative. The subject
matter is gripping and original. the kind of
content likely to appeal to children. Study
exercises. visuals. and ancillaries are nuanced
and subtle. Its texts deal with issues of gender.
ethnicity, and multiculturalism in insightful
wavs. in balance with the larger scheme of
history and society. The series comes with a
supplementary reading list of Houghton
Mifflin children’s books. These hooks tie in
to the basic texts, which in themselves devote
considerable space to sources and stories.

Houghton Mifflin sets the standard for a
new generation of social studies textbooks. It
has challenged its competitors to revise and
strengthen an ideal for elementary instrue-
tion. allowing textbooks and other instruction-
al materials to be a linchpin of curricular
improvement.
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CALIFORNIA:
What About the Junior
High School Books?

he California curriculum veers far

away from typical social studies

coursework in sixth and seventh
grade, covering ancient history and world
history before returning to American histo-
ry—1783 to 1914—in the eighth grade. With
the exception of Houghton Mifflin and Scott,
Foresman. no major company has tried to
develop new hooks for these grades. Instead,
publishers offer familiar titles and some new
editions, Fven Houghton Mifflin and Scott,
Foresman have taken liberties with state
mandates to make their books more market-
able in the rest of the country.

Only one serious textbook outside the
Houghton series has been submitted at the
seventh grade level. Merrill's Human Heri-
tage, designed for students up to the tenth
grade level. Human Heritage is a good
texthook. but some seventh graders will find
it quitc difficult. Therein lies the problem:
many of the hooks coming to the California
junior high school market in social studies
are in fact created for high school students.

In the ecighth grade adoption, a number
of books were crafted for California, notably
the final book in the Houghton Mifflin nine-
volume program, and Scott, Foresman's new
America: The People and the Dream. Both are
excellent in comparison to books of the
recent past. Houghton Mifflin offers a
conceptually fascinating and elegantly
designed book that will appeal to able
students and teachers. It covers material
from pre-Columbian America to the present.
Yet it concentrates on the nineteenth
centurv and early twentieth century—and
does so very well.

America: The People and the Dream
contains some magnificent, original lessons,
The writing is livelv. The only objectionable
thing about the book is its expensive
holographic cover. a triumph of glitz. Scott,
Foresman considers the book a high school
text; it will be a very hard read for many

eighth graders. Holt Rinehart has also
brought a new book to market by John
Garraty, Garraty is also the author of
American History, a venerable eighth grade
textbhook. The new book, The Story of
America to 1914, the first volume of a two-
volume high school book. is 966 pages. It
is full of material simply beyond the grasp
of eighth graders. By comparison, Garraty’s
older and simpler book. American History, is
more appropriate and considerate to its
audience.

Prentice Hall has brought two old junior
high school histories, The American Nation
and American Spirit, to the adoption. Each
bears new copyrighkis but is identical in
content to the same titles that were on the
market in the 1980s. Globe has also entered
the contest with a new edition of Exploring
American History. Like Prentice Hall, Globe
is a Simon & Schuster company, but it
specializes in easy readers for less able and
literate students.

Exploring American History is easy to read
compared to the other books reviewed here.
But its writing is wooden, and a disturbing
number of tvpographical and index errors
can he found. Moreover, trving to be
sensitive to groups. the book engages in
gender and ethnic baroque. A photograph
highlights a woman miner in the 1849
California goldfields. Slave or contemporary
leader, blacks are African-Americans, and in
places, the book’s lessons fan a victim
mentality and cult of racial separatism. The
entry to Native Americans in the index is
about six times longer than the entry for the
Revolutionary War. And the book refers to
Indians from Pocahontas to the California
mission dwellers as Native Americans on
every occasion. doing no service to its
modest literary qualities.

Here is a representative passage: "‘Poca-
hontas is reported to have saved John
Smith’s life twice. The English rewarded
Pocahontas’s kindness by kidnapping her.
They held her as a hostage to prevent Native
Americans from attacking Jamestown. A
hostage is a person held prisoner until
certain demands are met.”
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SOCIAL STUDIES BOOKS
IN THE PRIMARY GRADES:
A Failed Genre

By A. Guy Larkins

ocial studies textbooks for children in
the primary grades are a disaster area
of instructional materials. If we consid-
er the leading programs used around the
nation, employing the vaunted expanding
environments convention in grades three and
below, we find truly dreadful subject matter.

Families and Friends, published by Harcourt
Brace Jovanovich, are two typical earlv-level
social studies books—one for kindergarten,
the other for first grade. Bearing 1988
copyright dates, they are virtual clones of the
texts for children in the primary grades
available from Silver Burdett and Scott,
Foresman. Like their competitors, Families
and Friends neither inform nor inspire.
Children already possess information on the
topics these books purport to teach—or soon
will, even without formal instruction.

Such primary grade texts make portentous
statements like “You befong to a family™ or
“Some families have two parents” or “Parents
and children share the place where they live.”
This kind of juvenile sociology is not needed,
useful, or at all interesting. Consider a random
page from the Harcourt Brace second grade

social studies textbook, this one called
Neighborhoods:

Many workers help people. Families
pay some of these workers for their
services. The communities’ government
pays other workers for their services.

People everywhere pay money to the
government. This money is called taxes.
There are many kinds of taxes. You
often pay taxes on things you buy.

Your family pays many taxes. The
taxes go to pay for the services vou need
in your neighborhood. Your taxes help
pay people for their work.

Who can imagine subjecting eight-vear-olds
to this dead prose with subject matter more
appropriate to an introductory course in
macroeconomics? Well, social studies text-
books do. not only boring children with these
lifeless abstractions but also depriving them

of the wonderful tales, myths, legends,
biographies, and more that might capture their
interest.

Much textbook content at the lower elemen-
tary level is inappropriate. Important or
potentially moving topics are treated superfi-
cially. Controversies are sanitized, purged of
any remote opportunity to give offense. Topics
are described in arid language certain to stifle
the imaginations of small children.

A good teacher could provide most of the
lessons in Families and Friends without texts.
For example, Friends contains lessons to teach
children to use their senses, to share feelings,
to recognize the importance of love, and to
encourage helping others. Each of these
lessons consists of a group of photographs on
one page, followed by a worksheet. Children
look at the photographs, talk about them, then
do the assignment. Ways exist to deliver these
lessons that are far less expensive and more
powerful than through individual textbooks
for each child.

Teachers may find some of the content silly
or slightly humiliating, like the exercise to
meet “our school friends,” including the
custodian, the teacher, and the principal.
Doesn’t it make more sense for a class of
seven-vear-olds to get out of their seats, march
down the hall, and meet these folks, rather
than read about them in a textbook? Similarly,
it mav be important for children to appreciate
how evervone is unique. But instead of
looking at a textbook illustrating individual
differences, wouldn’t it be better for them to
look at their own classmates?

These texts reflect the progressive idea that
children should first study the social world
that is near at hand, starting with the family
and expanding to include the neighborhood
and community, which are conventional
sccond grade topics in this “expanding
environments” approach. Then, according to
custom, comes state, national, and world
history in the higher elementary grades. For
those who accept this dubious idea, it seems
obvious that children should study their own
families, schools, and neighborhoods, not the
staged ones portraved in a text.

Friends includes lessons on plants and
animals, perhaps because trees and horses
have ceonomic value and economics is a social
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science. By this rationale, virtually any
content is fair game for social studies. Even
if we believe that essential knowledge for
young children includes the fact that firewood
comes from trees and that horses eat hay,
teachers hardly need textbooks to convey this
information.

In presenting skills practice for the concepts
alike and different, Families asks children to
differentiate color and shapc among such
things as houses. balls, cars, tools, hands,
eves, and mouths. Friends continues the lesson
for alike and different—the kindergarten
lesson must not be very powerful, since it has
to be repeated in first grade—and for other
basic concepts such as up and down, left and
right, and first, next. and last. These bear no
special relation to social studies and can be
readily taught without a textbook by any
competent teacher.

Two units toward the end of Families about
the United States and the world are simply
tacked on. Subjects within these units are
related in only the weakest and most trivial
sense. One lesson, entitled “"How Our Flag Is
Made,” literally shows how it is made—with
sewing machines, strips of cloth, and thread.
Four out of the twenty pages in the world unit
are devoted to "Horses Around the World,”
including rocking horses and merry-go-round
horses.

The content of such primary-level books
seems arbitrary and trivial. Important topics
are treated superficially as in the case of four
biographies of great Americans, cach dis-
patched in twenty words. Books like Friends
“teach™ children that people can have fun,
that we need food, water, clothes. and homes.
and that people go places in cars and airplanes.
Families even tells us that we learn to read
in school, that some children ride the school
bus, and that the school has a secretary and
a librarian. Please!

These Harcourt Brace books are nol
egregious examples; they are representative
fare. The same sort of language and suhjecl
matter is to be found in other primary-level
social studies texts. (Reads Silver Burdett's
Communities and Their Needs, another book for
second graders: “"All people have needs. Needs
are things that people must have to live. There
are certain things that peaple cannot do
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without. Everyone must have food to eat.”)

School districts waste money each of the
thousands of times they purchase such books.
Why not use that money to buy some really
good story books for teachers to share during
“reading aloud™ time? I bet kids would learn
more; they could hardly learn less.

How might primary social studies be
improved? The stranglehold of the expanding
environments rationale on the primary grades
must be destroved. Much of the vacuous,
redundant, trivial content in texts is attrib-
utable to the organizing sequence of family,
neighborhood. and community. We need to
adopt lively stories of heroes and villains, of
triumphs and adventures that will stir the
emotions of young children. More than the
near. young children probably need to learn
about the far: the foreign, exotic, mysterious
places well removed from their homes and
localities that will spur their curiosity and
interest.

I believe that social studies is worth doing
in all grades. But it is not worth doing in the
primary grades with the texts that currently
dominate the market. 1 was taught some
decades ago that children need concrete, vivid
experiences in order to learn. and 1 still
believe it. Authors of primary texts seem
doggedly determined to violate that maxim. |
would rather eliminate the subject of social
studies from the kindergarten to third grade
than use expanding environments textbooks
such as Families, Friends, Neighborhoods,
Communities and Their Needs, and so on.

A. Guy Larkins is professor of social science
education at The University of Georgia.

Environmental concerns hare grown in-
tense in schools today. Here is one lesson
for second graders:

Many towns have a special place to
dump trash. It is called a landfill.

Some trash is dumped on Mat ground.
Then the landfil makes a hill. Some-
times trash is dumped into a hollow or
a low place in the ground.

A bulldozer drives over the trash to
make it flat. Then the trash is covered
with dirt. More trash is dumped on top
of the dirt. Then more dirt is put on
the trash.

—from Neighborhoods

Y



E

Q

RIC

PAFullToxt Provided by ERIC

WHEN ETHNIC STUDIES ARE
UN-AMERICAN

By Arthur Schlesinger, Jr.

hat then is the American, this new

man?”’ a French immigrant asked

two centuries ago. Hector St. John
de Crévecoeur gave the classic answer to his
own question. "He is an American, who,
leaving behind him all his ancient prejudices
and manners, receives new ones from the new
mode of life he has embraced, the new
government he obeys, and the new rank he
holds. ... Here individuals of all nations are
melted into a new race of man.”

The conception of America as a transform-
ing nation, banishing old identities and
creating a new one, prevailed through most
of American history. It was famously refor-
mulated by Israel Zangwill, an English writer
of Russian Jewish origin, when he called
America “God's crucible, the great melting pot
where all the races of Europe are melting and
re-forming.”” Most people who came to
America expected to become Americans. They
wanted to escape a horrid past and to embrace
a hopeful future. Their goals were deliverance
and assimilation.

Thus Crévecoeur wrote his Letters from an
American Farmer in his acquired English, not
in his native French. Thus immigrants reared
in other tongues urged their children to learn
English as speedily as possible. German
immigrants tried for a moment to gain status
for their language, but the effort got nowhere.
The dominant culture was Anglo-Saxon and,
with modification and enrichment, remained
Anglo-Saxon.

The melting pot was one of those metaphors
that turned out only to be partly true, and
recent years have seen an astonishing repu-
diation of the whole conception. Many
Americans today righteously reject the
historic goal of "a new race of man.” The
contemporary ideal is not assimilation but
ethnicity. The escape from origins has given
way to the search for "roots.” “Ancient
prejudices and manners” —the old-time
religion, the old-time diet—have made a
surprising comeback.

These developments portend a new turn in

American life. instead of a transformative

nation with a new and distinctive identity,
America increasingly sees itself as preservative
of old identities. We used to say e pluribus
unum. Now we glorify pluribus and belittle
unum. The melting pot yields to the Tower
of Babel.

The new turn has had marked impact on
the universities. Very little agitates academia
more these days than the demands of passion-
ate minorities for revision of the curriculum:
in history, the denunciation of Western
civilization courses as cultural imperialism; in
literature, the denunciation of the ‘“‘canon,”
the list of essential books, as an instrumen-
tality of the existing power structure.

A recent report by the New York State
Commissioner of Education’s Task Force on
Minorities luridly describes ““African Ameri-
cans, Asian Americans, Puerto Ricans/Latinos
and Native Americans” as “victims of an
inteltectual and educational oppression.” The
“systematic bias toward European culture and
its derivatives,” the report claims, has “‘a
terribly damaging effect on the psyche of
voung people of African, Asian. Latino and
Native American descent”—a doubtful asser-
tion for which no proof is vouchsafed.

Of course teachers of history and literature
should give due recognition to women, black
Americans, Indians, Hispanics and other
groups who were subordinated and ignored in
the high noon of male Anglo-Saxon domi-
nance. In recent years they have begun
belatedly to do so. But the cult of ethnicity,
pressed too far, exacts costs—as, for example,
the current pressure to teach history and
literature not as intellectual challenges but as
psychological therapy.

There is nothing new, of course, about the
yearnings of excluded groups for affirmations
of their own historical and cultural dignity.
When Irish-Americans were thought beyond
the pale, their spokesmen responded much as
spokesmen for blacks, Hispanics and others
respond today. Professor John V. Kelleher, for
many years Harvard's distinguished Irish
scholar, once recalled his first exposure to
Irish-American history—""turgid little essays
on the fact that the Continental Army was
76% Irish, or that many of George Washing
ton's closest friends were nuns and priests,
or that Lincoln got the major ideas for the
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Second Inaugural Address from the Hon.
Francis P. Mageghegan of Alpaca. New York,
a pioneer manufacturer of cast-iron rosary
beads.” John Kelleher called this “the there’s-
always-an-Irishman-at-the-bottom-of-it-doing-
the-real-work approach to American history.”

Fortunately most Irish-Americans disre-
garded their spokesmen and absorbed the
American tradition. About 1930, Kelleher
said, those ““turgid little essavs began to vanish
from Irish-American papers.” He added. "1
wonder whose is the major component in the
Continental Army these davs?" The answer,
one fears. is getting to be blacks, Jews. and
Hispanics.

There is often artificiality about the
attempts to use history to minister to
psychological needs. When I encounter black
insistence on inserting Africa into mainstream
curricula, I recall the 1956 presidential
campaign. Adlai Stevenson. for whom | was
working. had a weak record on civil rights in
America but was a champion of African
nationalism. | suggested to a group of
sympathetic black leaders that mavbe if
Stevenson talked to black audiences about
Africa. he could make up for his deficiencies
on civil rights. My friends laughed and said
that American blacks couldn’t care less about
Africa. That is no longer the case: but one
can't escape the feeling that present emotions
are more manufactured than organic.

Let us by all means teach women’s history.
black history, Hispanic history. But let us
teach them as history. not as a means of
promoting group self-esteem. | don’t often
agree with Gore Vidal, but I liked his remark
the other day: “"What 1 hate is good citizen-
ship history. That has wrecked every history
book. Now we're getting "The Hispanics are
warm and jovous and have brought such
wonder into our lives." vou know, and before
them the Jews. and before them the blacks.
And the women. | mean, cut it out!”

Novelists, moralists, politicians, fabulators
can go bevond the historical evidence to tell
inspiring stories, But historian~ are custodians
of professional standards. Their objective is
critical analvsis, accuraey and objectivity, not
making people feel better about themselves,

Heaven knows how dismally historians fall
short of their ideals; how sadly our interpre-

tations are dominated and distorted by
unconscious preconceptions; how obsessions
of race and nation blind us to our own bias.
All historians may in one way or another
mythologize history. But the answer to bad
history is not “good citizenship history”—
more bad history written from a different
viewpoint. The answer to bad history is better
history.

The ideological assault in English depart-
ments on the “canon’ as an instrument of
political oppression implies the existence of
a monolithic body of work designed to enforce
the "hegemony™ of a class or race or sex. In
fact. most great literature and much good
history are deeply subversive in their impact
on orthodoxies. Consider the American canon:
Emerson, Whitman, Melville, Hawthorne,
Thoreau, Mark Twain, Henry Adams, William
and Henry James, Holmes, Dreiser, Faulkner.
Lackevs of the ruling class? Agents of
American imperialism?

Let us by all means learn about other
continents and cultures. But, lamentable as
some may think it. we inherit an American
experience, as America inherits a European
experience. To deny the essentially European
origine of American culture is to falsify
history.

We should take pride in our distinctive
inheritance as other nations take pride in their
distinctive inheritances. Certainly there is no
need for Western civilization, the source of
the ideas of individual freedom and political
democracy to which most of the world now
aspires. to apologize to cultures based on
despotism. superstition. tribalism and fanati-
cism. Let us abjure what Bertrand Russell
called the fallacy of “the superior virtue of
the oppressed.”
the Western
democratic tradition in its true proportions—
not as a fixed. final and complacent ortho-
doxyv. intolerant of deviation and dissent. but

Of course we must teach

as an ever evolving creed fulfiliing its ideals
through debate, self-criticism, protest. disre-
spect and irreverence. a tradition in which all
groups have rights of heterodoxy and oppor-
tunities for self-assertion. It is a tradition that
has empowered people of all nations and races.
Little can have a more “terribly damaging
effect on the psvehe”™ than for educators to
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tell young blacks and Hispanics and Asians
that it s not for them.

Belief in one’s own culture does not mean
disdain for other cultures. But one step at a
time: No culture can nope to ingest other
cuftures all at once, certainly not before it
ingests its own. After we have mastered our
own culture, we can explore the world.

If we repudiate the quite marvelous inher-
itance that history has bestowed on us, we
invite the fragmentation of our own culture
into a quarrelsome spatter of enclaves, ghettos
and tribes. The bonds of cohesion in our
society are sufficiently fragile, or so it seems
to me, that it makes no sense to strain them
by encouraging and exalting cultural and
linguistic apartheid. The rejection of the
melting pot points the republic in the direction
of incoherence and chaos.

In the twenty-first century, if present
trends hold, non-whites in the U.S. will begin
to outnumber whites. This will bring inevi-
table changes in the national ethos but not,
one must hope, at the expense of national
cohesion. Let the new American forswear the
cult of ghettoization and agree with Creve-
coeur, as with most immigrants in the two
centuries since, that in America “individuals
of all nations are melted into a new race of

as

man.

Arthur Schlesinger, Jr.. is Albert Schweitzer
professor of the humanitics at the City University
of New York. This article 1s reprinted from The
W all Street Journal with permission of the author.

SOCIAL STUDIES TEXTBOOKS:
A View From the Publishers

hen talking privately with textbook

publishers. we are occasionally

struck by their candor. In spite of
the texthook industry’s intense secrecy and
defensiveness, those who produce school texts
sometimes reiterate the thoughts of their
critics.

Publishers are especially sensitive to the
needs of elementary-level teachers. They know
the teacher profile. On average, she is 42 years
old. She has had little or no formal training
in history or the social sciences. She tried the

fads of the 1970s and 1980s and they didn’t

work. She teaches social studies two hours a
week. An estimated 90 percent of her teaching
in social studies is text-driven, almost entirely
through an annotated teacher’s edition. And
so much depends on appearances. ““What the
book looks like is more important than what
it says. Teachers give a book the thumb test.
If it’s too hard, too easy, that’s it,” says a
former sales representative for the Texas
market.

All publishers agree on the importance and
influence of schoolbooks. Today, mass-market
social studies textbooks come very close to
being a de facto national curriculum. Provid-
ing an organized sequence of ideas and
information, they structure teaching and
learning. How texts are created, selected, and
used then does much to standardize what is
taught and learned in elementary and second-
ary schools from Los Angeles to Boston.
Moreover, teachers are extremely respectful
of these materials. They assume that learned
researchers exercise extreme care to produce
canonical tomes.

Barbara Flynn, un editor at Scott, Fores-
man, made the publishers’ case recently in an
issue of the International Journal of Social
Education. Like her colleagues, Flynn notes
that the “importance of texthooks can hardly
he exaggerated. They are the main source of
information for students in a classroom. They
are the bedrock on which the nation’s teachers
build their lesson plans.”

She argues with some cause that textbooks
are a reflection, not a cause, of America's
cducational difficulties. ““Textbook programs
reflect the needs and wishes of our custo-
mers—the teachers,” says Flynn. “In publish-
ing, as in many other businesses, what the
customer wants, the customer gets.” As a
result, she implies, publishers are obliged not
to have any deep convictions about what their
books will contain and look like. They must
ignore that in the case of textbooks, the actual
consumers are children who are being educat-
ed, and that the stakes of quality extend well
hevond the marketing of appealing ham-
hurgers or video games.

Flynn makes the important point that
texthook content is driven by state and local
mandates, nowadays hyperatlentive to issues
of gender, rave, and ethnic pluralism, often

G4
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codified into correlational analysis and scope
and sequence, certainly incorporated into
official legal compliance lists. "It is a
misconception that publishers seek to ‘accom-
modate’. . .interests. We satisfy curriculum
and teacher needs,” she notes. “Only when
a special-interest group is effective with
curriculum makers do you see the results in
textbooks.™

Pyblishers are in a bind. They face the full
spectrum of organized groups who want
favorable and prominent treatment in text-
books: Pentecostals and Moslems, environ-
mentalists and nuclear disarmers, feminist and
ethnic activists, anti-junk food crusaders and
animal rights organizations—each lobbies
hard to have a place in social education, poten-
tially slighting or antagonizing another group.

These advocates are rarely trained scholars;
instead, they bring to the debate strong
opinions and unyielding views. Publishers
cannot afford to ignore such pressures. It can
be argued that they have been all too willing
to ignore textbook quality in their desire to
keep their competitive edge and placate their
most voluble critics. Unfortunately, Flynn
sidesteps the fact that most textbook editors
are reflexively responsive and sympathetic to
some kinds of advocacy and allergic to others.

Pentecostals and Moslems, environmentalists
and nuclear disarmers, feminist and ethnic
activists, anti-junk food crusaders and
animal-rights organizations — each

lobbies hard. ..

Flvnn reminds us that finding good authors
for a textbook is difficult: "If one is eminent
in a field, that makes him or her desirable.
The truth is, however, that eminence is rarely
accompanied by interest. Writing high school
textbooks does not help professors in their
careers.”’

What serious writer would be willing to
submit to readability formulas? she asks.
These formulas, which purport to gauge the
level of difficulty of textual prose, are of much
concern to those who select textbooks.
Publishers-——who may not like the gauges—
abide by their clients’ demands. According to

b4
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Flynn, “we understand, better than authors,
what background—or lack of it—students
bring to the text. We rewrite to make concepts
clearer, to make references more understand-
able. We take complex ideas and break them
down to their component parts.”

It is true that complex ideas are broken
down, but the rest of this statement is
debatable. The way textbooks are produced
leaves little room for literary nuance and
exposes serious authors to multiple indigni-
ties. There are no incentives for professors to
contribute to texts except financial ones: so
more than one academic has put his or her
name to a book in order to help with the
mortgage or put a shiny new Jeep Cherokee
in the garage. These authors act as editorial
consultants and often go on the road as sales
people.

Flyna does not explain that the real writing
of schoolbooks is tvpically done by anony-
mous staffers working in development houses
and production companies, subcontractors
laboring under the direction of an in-house
text editor. Unlike the college market, where
authors write their own books, schoolbook
authors have little or no control over their
product. A few leading historians—Daniel
Boorstin, John Garraty come to mind—have
developed secondary-level texts, and have
exerted considerable control over their books.
Their activity shows in the high quality of the
outcome. But such books are the exception.

In concluding her essay, Flynn hopes that
student “‘imagination can be fired by the
accomplishments of their ancestors. They can
be inspired by the awesome fact that they are
living off the ideas of dead women and men.”
This statement is stirring but not exactly
correct, and it is redolent of the wishful
thinking presentmindedness, and politically
correct expression applied by textbooks to
historical reality.

Flynn maintains that social studies and
especially history is considered the dullest of
subjects by most teenagers. Adolescents are
self- and now-oriented, she says. High school
students are not “‘interested in a bunch of
dead folks,”” she says. But the same thing
might be said of some here-and-now social
studies education professors and the textbook
editors who oversee the content of texts.
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NOTED WITH INTEREST

# School librarians take note. Cobblestone
Publishing, a boutique publisher based in
Petersborough, New Hampshire, offers a
delightful and informative magazine called
Cobblestone, a monthly devoted to American
history for ten- to twelve-year-olds, Each issue
focuses on a particular theme. A recent issue,
billed as “Taking Stock of Wall Street,”
includes an interview with a Wall Street
analyst, articles on the history of The Wall
Street Journal and the ticker-tape machine, and
a board game called ““Make a Million.”
Another issue, entitled “What [s History?,”
considers just that question, including thumb-
nail sketches of Herodotus, Edward Gibbon,
Francis Parkman, and Barbara Tuchman. The
same issue includes short reviews of favorite
history books by children. Among these are
George R. Stewart’s classic, The Pioneers Go
West, the story of an overland journey ta
California in 1844, and My Brother Sam Is
Dead, the moving story of a boy whose brother
is killed in the Revolutionary War. Cobble-
stone also publishes Calliope, a quarterly
about classical civilizations, and Faces, a
monthly about people and cultures, both also

of high quality.

In an interview published in a recent issue
of Cobblestone, the well-known children’s
book author Milton Meltzer was asked:
“Why should young people study history?”
This was his reply:

History helps young people to develop a sense
of shared humnanity. It helps them to understand
themselves and all those others outside their
own skin. Through history, they learn how they
are similar to and different from other people
down through the ages and across all the
continents. They see how false are the stereo-
tvpes of themselves and others. They grasp the
differences between facts and guesses. They
learn how complex are the forces that shape the
world we know and live in. They see, too, that
simple answers are often not good ones. And
they realize that not every problem has a
solution. They comne to know how irrational,
how accidental, are the turns in human affairs.
And they appreciate the power of great ideas
and of great character in history.

*

15

% A close reading of current annual reports
from major textbook publishers confirms that
1989 was a rough year for the industry, in
spite of an 11 percent rise in school sales.
Textbook publishing profits have declined
from an estimated 19 to 20 percent three years
ago to 10 to 13 percent, said the president
of Macmillan, a company now owned by the
British entrepreneur Robert Maxwell.

The most troubled of textbook companies,
Harcourt Brace Jovanovich, veered toward
bankruptcy. HBJ] wrote off $88 million last
year, much of it in obsolete inventory, and
sold at discount its popular Sea World
properties. The company misjudged the
market, it admitted in its report, underesti-
mating the trend toward “literature-based”
readers and texts. It is well known that its
once potent textbook lines have grown stale
and dated. The former leader in the industry
faces a huge $1.6 billion debt and will have
to divest further assets to remain solvent,
according to most analysts. Its core business
of school textbooks may go on the block, said
some.

Paramount/Simon & Schuster, owner of
Silver Burdett and Prentice Hall, also took
losses on old stock. Revenues in its school
group were up 23 percent; profits increased
much less, mainly on account of rising costs.
As the 1989 report put the situation, “com-
panies felt the effects of higher marketing
expenses, accompanied by demand for more
frequent textbook revisions and free supple-
mentary materials,” known inelegantly in the
trade as “freebies” and "‘giveaways.”

Like other publishers, Simon & Schuster
complains of the copyright craze that instantly
dates textbooks: “In the past, a successful
product customarily remained on the market
for three to five years before revision or
replacement,” it reports. “"This life cycle has
shortened; educators now request more
frequent revisions and added services.”

In Houghton Mifflin’s school division, sales
increased slightly. About 70 percent of
adopting school districts in California have
selected a new Houghton reading series. (The
company also has high hopes for a new social
studies program with a 1991 copyright
developed in line with California’s curricu-
lum.) Still, earnings declined, due to devel-
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opment costs and selling expenses. It remains
to be seen how profitable Houghtan’s reading
and social studies series will be, and how well
they will do nationally.

Reflecting common concerns, the Harcourt
Brace annual report is ruefully eloquent on
marketing excesses—including its own—
during the 1980s: "“Basic programs have
become too large and therefore unwieldy; they
are overly variegated and therefore textually
redundant. As publishers became more and
more attentive to the differing requirements,
state by state, some textbook programs turned
into concordances, in effect, annotated
indexes including all that can be—but is not—
taught in a particular grade. We are now
curbing the gluttony which by habit or by acci-
dent over several vears entered into relations
between schools and publishers generally.”
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THE MIDDLE EAST AND ISLAM

ate this summer. Iraq’s invasion of

Kuwait brought Middle Eastern affairs

into prominence. Americans realized
once again how little they know about the
region's history. geographyv, and economics.
Military movements from Beirut to Baghdad
confuse them. Current Islamie upheavals and
revolutionary unrest seem capricious and
strange. Schoolbooks cannot be faulted for
such broad ignorance. The problem extends
well bevond classrooms and instructionai
materials.

The image of Islamic culture held by most
Americans, even by educated ones, is an
inaccurate one. Oceasionally, it is unspeakably
vulgar. A billboard bedecked in glitter for
Denald Trump’s Taj Mahal casino in Atlantie
City is headlined "Open Sesame!™ conflating
Indian and Arabian tradition to promise lots
of jackpots from generous slots.

Americans—secular and up-to-date—live in
a very voung nation. They have difficulty
relating to cultures that clock their histories
in millenia rather than decades. The relation-
ship between religion and politics in Middle
Fastern countries, where there is little
separation of church and state, is very
different from our own constitutional arrange-
ment. Americans often have a hard time
understanding the profound religiosity of the
Islamic tradition, failing to take seriously

Q

belief in the lives of Muslims.

Many Muslims—who are squeamish about
any representation of their world and faith
that is less than flattering—find this disre-
spectful, even insulting. On the other hand,
the negative image of the Arab world in the
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United States has reason and cause. Colonel
Qaddafi and repeated acts of terrorism, the
vagaries of OPEC and oil prices, Arab-Israeli
wars. and the Salman Rushdie affair do little
to promote a generous view toward the region
or its inhabitants.

Much of what Europeans and Americans
ordinarily think about the Muslim world has
roots in nineteenth-century romanticism,
Ingres’ odalisques and Delacroix’s fierce Arab
warriors are well known. The Arabian Nights
provides some lovely legends that even today
American children learn and treasure, but
these stories also include images of harems
and flving carpets that can misrepresent
actuality.

Certainty U.S. students should learn
something about the Middle East. In this
region. 60 percent of the world’s known
petroleum reserves are located. Islam is the
world's most rapidly growing religion and after
Christianity. the largest. This svstem of belief
spreads from Indonesia to Morocco. Students
should know. for example. that the religion’s
name is derived from the word salam. which
means “peace.” the kind of peace that comes
from surrendering one’s life to God.

Islam’s origins make a fascinating story. It
originated in the seventh century in what is
today Saudi Arabia. The world into which the
prophet Muhammad was born was barbarie.
where the desert bedouin felt no obligation
to anvone outside his tribe. In the leading eity
of Mecea. the society was chaotic: blood feuds
stretched over generations. The time was ripe
for a deliverer. What seemed to the Meccan
nobility. the establishment of the time. to be
pretentious spiritual claims of a camel driver
turned into a serious revolutionary move-
ment. Within vears. Muhammad’s followers
captured the whole Arabian peninsula, and
within a century. they had conquered the Near
Fast. northern Africa. the Iherian peninsula.
and had crossed the Pyrenees into France.

Onlyv with Napoleon's conquest of Egvpt
and the British control of the Suez did
Furopean colonialism fully overwhelm the
lslamie eivilization, The American presence in
Islamie lands dates from the rise of the oil
industry and World War 1. Today, as the
leading Western power, the United States
hears the brunt of Muslim enmitv, an issue

few textbooks dare explore.

The fall issue of the Social Studies Review
opens with two major articles on the Middle
East. The first, writter by an Islamic scholar
at the University of Chicago's venerable
Oriental Institute, raises a number of sage
points about the subject of Islam and how it
should be taught. The second reviews world
history texthooks. evaluating how competent-
v thev cover the region’s past and present.
[t evaiuates the quality of these books on
Middle Eastern subjects in ancient, medieval,
and modern history,

The Reriew also returns to a subject familiar
to our readers. The heralded—and what now
feels to be interminable—California social
studies texthook adoption is finally drawing
toward a close. The high jinks of interest
groups lobbving in Sacramento preceding the
final decisions by the state board of education
provide a case study of textbook extremism,
where advocates are all too willing to shout
down those who disagree with their point of
view. Qur report reveals democracy at work.
ves, but it also suggests that no history can
satis{v those registering loud protests in behalf
of their own idées fixes.

The American Textbook Council also has
some good news. During the last few months
we have received generous and needed support
fram the Richard Lounsbery Foundation,
Earhart Foundation. and John M. Olin
Foundation to help us publish and distribute
forthcoming issues, so we can continue to
provide erucial information to educators
around the country who must decide what
textbooks their schools will use and who more
than ever need access to impartial. indepen-
dent reviews, The task remains of paramount
importance to the social studies curriculum.

With this issue we are also asking our
readers to make a contribution to the Social
Studies Retview. A generous grant two vears ago
from the William H. Donner Foundation has
enabled us to mail issues of the quarterly at
no charge to the nation’s leading educators,
scholars, publishers, public officials, and the
many others who want to advance good
texthooks in social studies and other subjects.
Your help will enable the Council to be a
trong and independent voice for textbook
reform.
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ISLAMIC HISTORY:
Problems and Ideals for Schools

By Fred M. Donner

or many redasons, Americans need lo

know something abaut the Muslim faith

and the history of the Islamic world.
Most obvious is Islam’s prominence in the
daily headlines. These news bulletins may
refer to current crises. like the Iraqi invasion
of Kuwait, or to everts of the recent past,
tike the fall of the Shah and the rise of the
Islamic republic of Iran, or to contiruing
issues, like the Israeli-Palestine conundrum.
In every case thev suggest that it is in our
political and economic self-interest to know
what makes the Islamic world tick,

But there are deeper and more abiding
reasons to understand lslam. First, it is one
of the world’s major religions, claiming the
allegiance of about a billion people. that is,
one-fifth of humanity. Sccond, Muslims and
Islamic states have decisively affected world
history. Third, fslam has interacted closely
with Western eivilization. Indecd, this
interaction has been <o close at times that it
is fair 1o consider the Islamic tradition and
the Western tradition as two variants on a
number of comnmon religious themes, includ-
ing the concepts of monotheism, divine law,
last judgment, and an afterlife.

In addition. Muslims are more numerous in
the United States than they were a few decades
ago, when knowledge of Islam cauld, perhaps,
be relegated to the domain of specialists and
igivored by the general population. Increasing-
Iv, however. Muslims have hecome more
visible in all areas of the country and walks
of life~some in their distinctive traditional
garb. Mosques and Islamic centers are
beroming familiar on the American landscape.
Muslims are organizing themselves to claim
rights a~ citizens and 1o project their poini
of view in politics. Unfortunately, most
Americans lack even minimal knowledge of
Islam. In its place one finds either total
iENoOrance or, worse, x\‘idf-spr(-ud misconcep-
tions, some of them age-old.

* %k &

Most: Mudlims in principle applaud the
decision to present more muaterial on Islam and
Islamic history. Nonetheless, their approval is

constrained by their own strong views on how
this material should be presented. They are
above all cancerned that lslam not be
presented as an object of ridicule and that its
teachings not be distorted by bias or stereo-
tvpe. Such stereotvpes have roots going back
hundreds of vears and continue even today.
Muslims are also sensitive to the manner in
which Muhammad is portraved, viewing any
perceived criticism of the Prophet’s life or
character as an attack on Islam itself.

Some Muslims are so sensitive about certain
points that they may view even a fairly
straightforward factual presentation as hostite.
For example, they resent the suggestion that
Islam is a “religion of vialence,” an image
dating back to the Middle Ages in Western
writings. This literature has presented the
faith as “imposed by the sword.” spread by
military conquests in “holy wars,” and forced
on conquercd opponents at the threat of
“conversion or death.” Those who have
studied the subject know that such claims are
either false or are so distorted as to constitute
merely a caricature of Islam and the history
of Muslim peaples.

For some Muslims, however, this nerve is
so raw that any allusion to military activity
on the part of Muhammad or the early Islamie
community is inlerpreted as hostile. “You
state that the Prophet Muhammad launched
raids against Meccan caravans: this presents
our Prophet as nothing more than a common
robber,” the incensed Mushm may complain,
even though Islamic sources themselves offer
ample documentation of the Prophet’s raids,
and even though silence on his military
activities makes his consolidation of political
power in Arabia, a decisive event in lslam’s
history, virtually incomprehensible.

Of course. one does not wish to over-
emphasize military epizodes, but to eliminate
such references altogether would simply be to
replace the stereotype of a “‘religion of
violenee™ with an apologetie view that Islam
i~ an carly form of pacifism. This is nat the
pulh 1o historical accuracy.

The teacher, then, must strive to take
Muslims" justified sensitivities into account,
without capitulating to them and rewriting the
historical record in a misguided desire to
compensate for past inaccuracies. Controver-
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sial issues such as Islam’s treatment of
women, the status of non-Muslims in Islamic
society, slavery, and the relationship of
religious to political authority should not be
ignored or sanitized. Precisely because they
are so controversial, thev offer the teacher the
greatest opportunity truly to teach, Nothing
is guaranteed to open students’ eyes like
dismantling misconceptions and exchanging
honest differences of opinion.

Finally, lest we forget, Muslims differ
among themselves on many issues, just as
Christians do. The teacher, for example, who
displays a work of Islamic art depicting an
episode from the life of Muhammad may find
that some Muslims will declare such an image
blasphemous—even :hough the Muslim artist
who drew it, the Muslim patron who commis-
sioned it, and the Muslim collectors who
preserved it over the centuries obviously did
not consider it objectionable.

No one can hope to present the essence of
“true Islam,” since after all it is a matter of
theological debate among Muslims. Ultimate-
ly, it is a matter of faith rather than objective
reality. Instead, the teacher can try to be fair
to the beliefs, aspirations, and actual practices
of various Muslim communities in various
times nd places, as reflected in their history,
their societies, their laws, and their works of
literature and art,

What then should students learn ahout
Islam and Islamic history? Obviously, there
is no single answer, and every specialist would
offer a different choice of basics. Nonetheless,
a selection of basic themes and illuminating
episodes might include the following:

l. Geography. As background, students need
to know the physical and enthnographic
features of the regions in which Islam has
plaved a major role—particularly the Middle
Fast and North Africa, but also much of Asia,
sub-Saharan Africa, and the Balkans. Just as
a student of American history would have
trouble understanding the significance of
Sherman’s March to the Sea if he thought
Atlanta were in Massachusetts or Ohio, so the
student of Islamic history will be tost without
an idea of the location of such places as Mecea,
Damascus, and Baghdad, not to mention
Cairo, Istanbul, Delhi, Samarkand, Fez, and
Cordoba. From the jungles and rice paddies

U

of the Caspian coast of Iran to the high
mountains of Anatolia or the Atlas, the terrain
is varied, not a singular, endless desert
inhabited by camel-herding nomads, a conven-
tional image in the American mind.

2. The Prophet Muhammad. There is no
better, or more essential, topic with which to
introduce a unit on Islam than the life of
Muhammad. First, Islam as we know it begins
with Muhammad’s preaching. Second, Islamic
law is founded largely on Muhammad’s actions
and sayings, so millions of Muslims over the
centuries have studied his life as a model for
their own conduct. Third, it is a fascinating
life story, which can be used to illuminate
many tenets of the Islamic faith as well as
some universal human themes.

Important topics include the question of
God’s revelations as Muhammad’s main
motivation; his courage in challenging the
polvtheism and materialism of his kinsmen in
Mecca; his consolidation of power in Medina
and the relationship of religion to politics in
this process: his long struggle against, and
ultimate vietory, over Mecea; and his initia-
tives against outlving Arabian tribes toward
the end of his life. Selected passages from the
Koran (Qur’an) can help bring Muhammad’s
teachings to life.

3. Beliefs and Practices. Students should be
introduced to the basic tenets of belief in
Islam, including the Pillars of Wisdom, and
the concept of Islamic law, which establishes
norms for the believer's life conduct, some-
times in minute detail. The customs and
traditions of Islam include many strict rituals
and standards that cover diet. marriage,
divorce, and enterprise. Through such study
voung people may begin to understand Islam
as a way of life, and the study of different
customs helps to illustrate differences between
Islamic and Judeo-Christian culture.

. The Spread of Islam. The early conquests,
after the death of the Prophet in 632, are an
historical hrainteaser of the first order. How
was 2 small Muslim community, based in a
poor region, able to defeat the two great
powers of the Near East in quick succession,
driving one, the Byzantine empire, out of its
strongholds in Svria, Fgypt, and North Africa,
and completely overthrowing the other, the




Sasanian Persian empire? What motivated the
conquerors—religious zeal. or desire for
booty, captives, and new land? Above all, how
was it possible for the tiny elite of Muslims
to have such a decisive long-term effect on
the vast areas thev conquered?

The early conquests, however, have some-
times been used to illustrate Islam as a
“violent religion.” so teachers should stress
that what was being spread by the sword was
not the Islamic faith itself but the political
dominance of a new Islamic state. Most of the
peoples subjugated by the Muslims in this first
phase of expansion were Christians, Jews. or
Zoroastrians, who were allowed to practice
their own religions and to regulate their own
communal affairs, in exchange for pavment of
a tax to the Muslim authorities. The mass of
conversions that made Near Fastern and
North African people overwhelmingly Muslim
occurred gradually over the next several
centuries and owed far more to economic and
social advantages. and perhaps to the simplic-
ity and attractiveness of Islam itself, than they
did to outright coercion,

5. The Brilliance of Islamic Civilization,
Students should be made aware that Islam
inspired a rich civilization that was at its
height in the seventh through fifteenth
centurics, al a time when European civiliza-
tion was at best rude. Muslim theologians,
jurists, mystics, and philosophers grappled
with the great questions of good and evil,
human responsibility, social order, and the
meaning of life and death. Muslim mathe-
maticians, physicians. and engineers made
advances in these fields that Europe would
later borrow freelv. Muslim poets and writers
penned magnificent expressions of love and
hate. joy and sorrow, hope and fear, and the
foibles of humanity. Muslim architects,
artisans, and artists created works of aston-
ishing beauty. from illustrated Qurans to the

Taj Mahal.

6. The Turkish and Mongol Incursions. In the
eleventh century, pressured by movements of
other nomadic peoples and drawn by inereas-
ing political chaos in the central Islamie lands.

Turks began to intervene in the polities of the
Iranian plateau. They seized control of Iran
and Iraq and later swept through Asia Minor,

wresling it from the Bvzantine empire and
absorbing many of its indigenous inhabitants.
Mongols likewise moved south across Eurasia
into the Indian subeontinent. Turks and
Mongols brought with them new attitudes
toward political legitimacy and statecraft. The
old Iranian-Islamic approach to government
was hybridized with Turko-Mongol traditions,
resulting in a greater militarization of govern-
ment and a greater emphasis on the autocracy
of rulers. This influence helped shape the
practice ot governments in many later Muslim
states, including the great empires that
represent the culmination of Islamic state-
building, from the Ottomans in Asia Minor
and the Balkans to the Moguls in India.

7. The Almorarids. Another story helps to
clarify the reach of Islamic culture in Africa
and Europe in the Middle Ages. In the
cleventh century lIslamic revivalism swept
over northwest Africa. present-day Maureta-
nia, Morocco, and Algeria, imposing on all
Muslims strict observance of lslamic rituals
and law, These Almoravids gained great power.
The most powerful Muslim leader in the
Islamic West, the Almoravid lbn Tashfin,
based in Marrakesh, was invited by the rulers
of Islamic Spain to defend them against
Christian attacks led by Alfonso VI of Castile.
Ibn Tashfin not only repelled the Christian
advance but also absorbed all of Islamic Spain
into the Almoravid domain. The unification
of Muslim North Africa and Spain allowed the
highly sophisticated Islamic culture of Spain
to flow freelv into North Africa, which until
then had been a cultural backwater.

8. Islam and the West. Islamic states found
themselves in contact, and often in conflict,
with European states from about the time of
the Crusades up to mercantile, colonial. and
imperial ventures of the modern era, Religious
rivalry  was often associated with political
competition: so. too. was the inevitable
exchange of concepts and practices that both
sides found stimulating and often provocative.
Tracing the fate of Islamic countries at the
hands of European imperialism is particularly
important, because it offers a backdrop against
which one can understand manv attitudes
current in the Islamie world today.

This influence ultimately led to contempo-
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rarv lslamic culture, including secular prag-
matism that attempts to modernize by adopt-
ing whatever European technologices and
institutions work, particularly military ones;
a liberal reform movement that strives to
transform [slamic society from the ground up
through constitutionalism and representative
government; a virulent ethnic nationalist
movement that denies the idea that Islam can
truly mobilize a society to resist the West;
.nd a fundamentalism that ascribes the
weakness of Islamie states to corruption and
deviation from the true God-given ideals of
pristine Islam. thereby rejecting the West and
all its works.

The battle for control of the Suez Canal
illustrates this conflict between the West and

Islam. Egvptians long resented the canal,
which was built at backbreaking cost to them
but long benefited European interests over
their own. Fittingly, the canal was the central
venue in the final act of an epic imperialism-
versus-nationalism  plev—the Suez crisis of
1956—when Gamal Abdel Nasser ended the
British financial and political role in Egypt.
Viewing Nasser’s ultimate victory in the crisis
in the context of the canal’s history should
also make clearer why Nasser, and similar
nationalist heroes. have for all their shorteom-
ings been hailed as deliverers.

Frod M. Donner is an associale professor of Near
Fastern Languages and Civilization at the Univer-
sity of Chicago.

SOURCE MATERIALS

Where is a teacher to find instructional
materials that complement textbooks and
ernance study of Islam and the Middle
East? Teachers may turn to a variety of
resources, but since most receive little
training in history, much less in Middle
Fastern studies. few will feel comfortable
doing o without guidance. Local I[slamic
centers offer a selection of materials. Some
of these are excellent, but most tend to
proselvtize rather than inform. They focus
on Islam as a religion rather than on the
broader history of the Islamic world,
stressing the life of Muhammad at the
expense of other historical subjects.

The International Institute of Lslamic
Thought (Box 669, Herndon, VA 22070) is
another source of materials. This scholarly
organization can provide teachers with a
number of suitable publications for teacher
training and classroom use. Among these
are The Islamic Tradition and Islam.

The Roval Embassy of Saudi Arabia (601
New Hampshire Ave. N.W.. Washington,
DC 20037) also distributes a useful booklet
on !slam and can provide extensive mate-
rials on the country. as can the embassies
of all Islamie countries from Mauretania to
Indonesia.

For the primary grades, teachers might
consider Anthony Kamm, The Story of Islam

in the Cambridge Books for Children series.
The Middle East Institute (1761 N Street,
N.W. Washington. DC 20036) distributes
. pamphlet entitled 4 Century of Islam in
America by Yvonne Y. Haddad.

If requested on school stationery, .4
Curriculum Resource Guide on the Middle
East is available free of charge from the
Middle East Studies Program at Fordham
Umversity (113 West 60th Street, New
York. NY 10023). This invaluable source
provides lesson plans on a large number of
subjects, a critical bibliography of useful
books. and addresses of embassies.

Teachers may turn to other government-
funded centers for Middle Fastern Studies
situated at major American research
universities. Each is mandated to offer
outreach programs to increase awarcness
and knowledge of the Middle East. includ-
ing workshops for teachers, often at little
or no cost. They can provide the informa-
tion on historical. geographical, and
ethnographic subjects that the Muslim
community, with its more strictly religious
focus, may not dwell on or omit altogether.

Such centers exist at the University of
Arizona, California at Berkeley, California
at Los Angeles, Chicago. Columbia. Har.
vard, Michigan, New York University,
Princeton, Pennsvlvania. Texas, Utah. and

Washington.
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TEXTBOOKS AND
THE MIDDLE EAST:
A Review

hen students come to the Middle

Fast for the first time, it will

typically he inlessons inside a sixth
grade social studies textbook. Thev will be
introduced to Mesopotamia and the Fertile
Crescent. that is, to the ancient Sumerian and
Babylonian settlements considered the foun-
dations of organized civilization. Students will
also be introduced to early Jewish and
Egvptian cultures. They will encounter Islam,
the Crusades. and. perhaps, the building of the
Suee Canal. Alnost certainly, their encounter
will be brief.

The region’s past and present will likely be
covered in a few pages or a few chapters. It
will not be much of a story. The reason i
not hecause testhooks purposefully short-
change the subject. Encvelopedic efforts at
inchision make the abbreviation of every
subject in world history necessary.

Some texts do very poorly with the Middle
East. Consider one standard text for sixth
graders, Scott, Foresman's Qur Horld Yester-
dayv and Today. a ook that does not emphasize
history, since it takes an eclectic world-
around-us social studies approach. This book
dispenses with lslam in three pages and one
lesson. It~ superficial and telegraphic style can
be of no interest to eleven-vear-olds or
anvhody else.

Here i~ an excerpt: “Muhammad wa< an
Arab. That is, he spoke the Arabic language
and lived on the Arabian Peninsala as Arabs
»till do today. Find the Arabian Peninsula on
the map on page 169.” About Islamic culture
and =cientific contributions. it savs in full:
“The Arabs came up with new ideas a~ well,
in medicine, mathematies, astronomy. and

. o t
other sriences. They also wrote books on

geography and history.” Silver Burdett &
Ginn’s The Eastern Hemisphere Yesterday and
Todav, sl~o shortehanges \iddle Fastern
history. taking up I-lam mainly within a brief
unit heved to the fact that Judaism. Christian-

ity, amnd Islam all originated in the region.

A more adrquate treatment of the Middle
Fast can be found in Macmilfan's sivth grade
text called Fastern Hemisphere, After a

thorough introduction to the Fertile Crescent,
the book considers Islam with some agility.
Eastern Hemisphere includes a condensed story
of Ali Baba from The Adrabian Nights. It spends
three pages describing the advances of Islamic
culture, from navigation to medicine. It
imroduces the Koran and the Five Pillars of
Faith. Praver. Alms. Fasting. and Pilgrimage.
In an interesting critical thinking question—
though perhaps well bevond the analvtical
powers of sixth graders—the hook asks
students to contrast the Five Pillars of Islam
with the Ten Commandments. (How such a
question will sit with aggressive “wall of
separation’ activists iz another question.)

Fustern HHemisphere has one infuriating vice.
It repeatedly allows its text to be suhsumed
by diversionary lessons and exereises. many
of them trendy and topical. placed disconcert-
inglv at points that disrupt the flow of
historical narrative. Thus. the Code of
Hammurabi—the famous svstem of laws
recorded around 1780 B.C.—is followed hy
“"Protecting the Environment.” in which an
American “zenior citizen” named Ray Proffitt
i» presented as a one-man environmental hero.
Proffitt “has declared war against polluters in
the Delaware River.” According to the book,
the linkage between Mesopotamia and Ray
Proffitt i~ the statement: "The people of
Mesopotamia knew that the Tigris and
Fuphrates Rivers were a valuable source of
fife.” This i~ a conceptual reach, and i~ all
too tvpical of Eastern Hemisphere's presentism.

The Houghton Mifflin series handles Islam
in it~ seventh grade text called dcross the
Centuries. Since this series covers world
history over a two-vear period. it can explore
s subject in more detail. Mesopotamia i~
treated in the sinth grade book called A
Message from Ancient Days. Across the Centuries
devotes a 36-page unit to Islam, 1aking time
to ~top for four pages and tell of the Vovage
of Sinbad the Sailor.

Despite the thoroughness of Houghton
Mifflin's coverage of the Middle Fast, prob.
lems present themselves. especially in the
ambitious unit on Ilam. The fragmented
format divides subject matter to such a degree
that the unit is hard to follow, Some material
ont the Umayvads and Abbasids seems esoterie
and bevond the grasp—or interest—of a




seventh grader. As in Eastern Hemisphere,
history stops to incorporate a lesson on
"Origins of Sports and Games,” another well-
intentioned effort to add spice to the subject.
but the only connection to Islamic culture is
that Abbasid rulers enjoved recreations like
falconry and backgammon. A simpler narra-
tive approach would have been welcome.
On the other hand. it is hard to see why
militant Muslims in California have objected
to Across the Centuries’ historiographv. which
they claim is demeaning. Some of them cite
as evidence of “insensitivity”" a nineteenth-
century print from the British Library
carrving the caption, “This Arab warrior
displavs his ability with a sword to instill fear
in the heart of the enemy.” This is admittedly
an ill-selected illustration, but some of the
California protesters might consider media
coverage of poison gas warfare insensitive too.

* x %

Many students encounter the Middle East
a second time before they graduate from high
school. A superior treatment of the subjec
in tenth through twelfth grade world history
texthooks is to be found in Scott, Foresman's
History and Life. Two other current texts,
Prentice Hall's The Pageant of World History
and Houghton Mifflin’s History of the World.
offer less satisfactory histories of the region,
its religion, and its current affairs.

The Pageant of World History compresses
the history of Byvzantium and Islam into one
chapter. History of the Horld is organized in
an annoving wav, separating the rise of [slam
from lslamic civilization in such a way as to
be confusing. The writing in History of the
World is inferior. The hook emplovs dutiful
and drv prose. intent on packing evervthing
in or at least mentioning evervthing along the
wav. [istory of the World's editors have
created a “learning tool” and compendium:
the flair and richer writing of History and Life
is absent,

History and Life devotes two full chapters
to Islam, handling the subject in an appealing
way. It features a sidebar on historic calendars
and an excerpt from the Koran. This book
includes mueh information on the spread of

Muslim trade. The reader learns, for exauple,
that words such as check, traffic, tariff, and
caravan came into the Eoglish language

through the Arabic language, or that a
sophisticated banking system developed and
operated in the Islamic world three centuries
before it did in Western Europe. The reader
also learns of Islamic conquests in West Africa
from the eighth centurv, as traders were
drawn south of the Sahara bv the gold
produced in West African mines. This
treatment may not please Afrocentric revision-
ists. who believe the medieval civilizations of
West Africa were influenced by nothing not
native in origin, but History and Life does
cover African history with a care that should
make most historians happyv. The writing can
be excellent. Its introduction to the rise of
[slam hegins:

A busy spider spun her silver web across
the mouth of a cave that hid three men.
When the captain of the pursuing war
party neared the arch, he saw the web
and called to his men. “"No one has
entered here. The web is as good as a
seal. Search elsewhere.” As their ene-
mies rode away, Muhammad ibn Abdul-
lah, his friend, Abu Bakr, and their guide
wiped the sweat from their faces and said
a praver of thanksgiving for their tiny
savior. Only when they were certain the
men had gone did thev lead their camels
out. Although the city of Medina was
their destination, they rode off in the
opposite direction, winding through the
hot Arabian desert to throw the hunters
off the trail. Ten davs later the three
tired men rode into Medina, their
journey safely ended. The vear was 622,
and the journey was the Hijra (Hegira).

The Mongol invasion of India six hundred
vears later is a powerful story with great
natural appeal for high school students. The
story of Genghis Khan's descendants is
astonishing, not well known, and it really
happened. History and Life minces no words:

The Turko-Mongal leader Timur. or
Tamerlane. one of history’s cruelest
conquerors, invaded India. Ahhough a
Muslim, Tamerlane's general policy was
to keep hoth his Muslim and non-Muslim
neighbors weak compared to his own
strong Central Asjan empire. After
destroving all the territories and cities
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within a 500-mile radius of his Samar-
kand capital. Tamerlane turned toward
Delhi. In 1398 Tamerlane sacked and
gutted Delhi. massacring evervone
except the artisans and women who were
carried off to Samarkand as slaves. It
was said that “for two whole months not
a bird moved a wing in the city.”

Compare the two other books on Tamerlane.
The Pageant of World History savs, “Tamer-
lane was a Mongol warrior who came from
Asiatic Russia. He and his conquering horse-
men swept across Asia, looting and killing.
Although Tamerlane was a Muslim, it did not
stop him from attacking Delhi. In 1398, the
city was destroved. Thousands of people—
both Hindit and Muslim—were killed." This
passage is almost identical to one in [listory
of the World, which covers the subject by
saving: “In the late 1300°~, the conqueror
Tamerlane, who claimed deseent from Genghis
Khan, led his Mongol armies through Central
and Western Asia. Although he was a devout
Muslim himself, Tamerlane laid waste to the
great Muslim cities of Asia. In 1398 his forces
~acked Delhi and killed or enslaved all of its
people.”

Both of these passages are so brief that the
crucial and interesting fact that a devout
Muslim would attack the Delhi sultanate and
other Muslim centers for geopolitical reasons
is never explained, leading to student incom-
prehension rather than understanding.

To give another example, History and Life
takes time to explicate the complicated,
misunderstood. and potentially inflammatory
concept of jihad:

The spread of Islam has heen linked with
Jihad, an Arabic word which means
“struggle.”” but whiel is usually trans-
lated “holy war.™ The early Muslims
tuok very seriously their responsibility
[slam and

considered the struggle to

to convert evervone lo
convert
people a “holy war™ again<t polvtheists
and those who had no faith at all. In
modern times jihad has been distorted
by certain Maslims who tend 1o call any
religions or political movement a “hols
war,”

The passage goes on to v "Religious

Lo N od
{J

fervor was only one reason for Arab expan-
sion. Another reason was a population
explosion. The Arabian deserts could not
support large numbers of people.”

By comparison, explanations of jihad in the
other books are superficial or wrong. The
Pageant of World Histary says, not elegantly,
“One sure way of getting into paradise,
however, was to die in a jihad, or a holy war,
against non-Muslims. Because of this belief
Muslim fighters were courageous warriors.”
History of the World is even more simplistic.
To explain the idca, the book states, “Mo-
hammed preached a holy war, or jihad against
nonbelievers.” and moves on.

History and Life is slightly sketchy on the
subject of European imperialism in Nor:h
Africa and the Middle Fast during the
nineteenth century. On the other hand, it
treats Middle Eastern affairs since 1945 with
dexterity and thoroughness. The place of
Israel and the irresolution of the Palestinian
problem are aptly covered. The book notes the
religious and ethnic diversity of the region and
the conflicts therein, and touches on the
dramatie changes wrought over the last ferty
vears by oil revenues.

Overall, History and Life is an excellent
text. The book is handsome. The maps are
informative and of high quality. History and
Life seems able to put much more information
into the same number of pages as books
developed by other publishers. And in
welcome contrast to most textbook formats,
the review questions and summaries at the end
of the chapters enhance rather than impede
the text.

Textbooks Reviewed
Social Studies Series

Aeross the Centuries. Houghton Mifflin, 1991,

Fastern Hemisphere. Macmillan, 1990,

Our World: Yesterday and Today. Scott,
Foresman, 1988.

The Eastern Hemisphere Yesterday and Today.
Silver Burdett & Ginn, 1990,

High School World History

History and Life. Scott, Foresman, 1990,

History of the Warld. Houghton Mifflin, 1990,

The Pageant of Waorld History, Prentice Hall,
1990,
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CALIFORNIA:
The Story Continues

n a sultrv Julv afternoon in Sacramen-

to. the voung man wearing a jellaba

unfurled his praver rug directly in
front of the California state department of
education on Capitol Mall, turned toward the
east, and began his incantations, not far from
the television cameras also present for the
state’s public hearings on social studies
textbooks for kindergarten through the eighth
grade.

These public hearings were vet another
hurdle in the long process in which California
has sought to improve the social studies
curriculum and encourage textbook reform.
What these proceedings reflect about the
power and presence of ubiquitous. hypersen-
sitive. multivalent interest groups runs well
bevond the immediate issue of social studies
textbooks in public schools. 1t indicates the
extent of cultural gridlock that now attends
all sensitive matters of cause and ethuicity
throughout the nation.

In Sacramento, over one hundred people
jammed into a drab, unventilated room, where
they faced the table of commissioners who
oversee the state curriculum and textbook
adoption process. Fach was allotted a few
minutes to state complaints. A parade of
~peahers registered varving complaints to the
commission. which had received and accepted
the recommendations of a state texthook
review panel for social studies books to be
used by elementary and junior high school
pupils.

After mnonths of deliberation, a review panel
had recommended the Houghton Mifflin serjes
for kindergarten through eighth grade and
Holt. Rinehart's Storv of dmerica. Sixteen
other books, submitted by seven different
publishers, were rejected. Few of the people
testifving had ansthing positive to say about
the books. No matter that the books under
diseussion had already passed muster for
compliunce with state laws and been vetted
by top-drawer historians. Almost every
complaint was hased on the hooks™ alleged
ethnic and religions slights. Institutional
prejudice, conspiratorial omission, and vietim.
ization were the watchwords of the dav.

No one spoke to the real problem with the
formal recommendations made in a state
adoption that has captured the attention of
educators and intellectuals around the coun-
try and will inevitably affect social studies
texts through the 1990s: that many publishers
had staved away from the adoption, either
unable or unwilling to field books congruent
with the mandated California curriculum.

The power and presence of ubiquitous,
hypersensitive, muitivalent interest groups
run well beyond the immediate issue of
social studies textbooks in public schools.

This thin submission gave the state very few
texts to choose from. Onlv one major pub-
lisher. Houghton Mifflin, had crafted its books
explicitly to the statc’s 1987 curricular
mandates, which tried to beef up the content
of history, take nuanced multicultural ap-
proaches, and reintroduce the history of
religion into the social studies curriculum. As
a result, Houghton Mifflin achieved a virtual
monopely in the nation’s largest state.
California’s school districts are expected to
purchase about 8200 million in new history
and social studies hooks in coming vears, even
though lagging state education budgets may
constrict the markel.

The many wonderful advances in these.
recommended texthooks went unmentioned.
That is not to sayv that the books are perfect.
While the Houghton Mifflin series is elegant
ir format and livelv in content. it makes no
effort to restore running narrative lo a
primary position and simplify design. Quite
the opposite. With alook not entirely foreign
from 'S4 Todayv. the books are haleidoscopie
in appearance. Text is presented in short
takes, reflecting teachers” demands for lessons
that arc self-contained and quickly digested.

But none of the advocates in Sacramento
<eemed the least bit interested in overall
quality or effective social studies education.
Their concerns were nothing so banal and
important a~ rich narrative and good story-
telling. They had more particular and throb-
hing complaints about ethnicity and belief,
representation and <lant,

Mayvbe California is doing something right
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with its texts, since feminists, Hispanics, and
some other groups long dissatisfied by older
social studies texts were inconspicuous at the
hearings. But not in the mind of those who
did speak out. A few advocates pointed out
legitimate, albeit minor, textual problems.
More of them focused on perceived evils
within the books under consideration, on
fancied slights, omissions, and distortions,
conscious and unconscious, that scholars and
historians who have carefully reviewed these
malcrials are hard pressed to discern,

The most controversial books among those
recommended were Houghton's sixth and
seventh grade texts. The first, entitled
Message of Ancient Days, begins with paleo-
lithic man and advances through classical
antiquity. The sccond, Across the Centuries,
carries world history forward to the eighteenth
century.

The sixth grade subject matter is especially
gripping for children of eleven or twelve. From
cave dwellers to Pompeii, the exciting subject
matter herein is too little studied in schools
today. 4 Message of Ancient Days considers
the origins of Judaism and Christianity al
length. dcross the Centuries likewise Ireats
Islam and many other subjects in Asian and
African history formerly short-cireuited in
textbooks. These two books cover the history
of religion with a richness and nuance that
should be applauded. Not surprisingly,
though, it was religion that triggered many of
the protests that day in Sacramento.

A number of Jewish representatives elaimed
that the recommended sixth grade text slight-
ed and disparaged Judaism. The religion was
presented as a crude antecedent to a more
perfect religion, Christianity. they contended.
The book suggested that Jesus had a better
message than his Jewish forebears. as it
stresses the love and charity in the Christian
tradition. The book “stirs up anti-Jewish
feeling™ and “teaches history from a Christian
perspective.” said one representative, In
response. the commission asked Houghton
Mifflin to remove the phrase. “He [Jesus]
stresaed that the feelings people had in their
hearts were move important than whether they
followed religions laws and rituals.”

California Muslims were also unhappy.
[slam’s coverage in the Houghton Mifflin texts

(s

included some mention of historical aggres-
siveness and religious passion against the
infidel, unacceptable to the assembled activ-
ists, including one twelve-year-old girl clothed
in a veil. “This is not a threat,”” one Muslim
spokesman said, with a tone and intensity that
sounded distinctly threatening. “But if our
demands are not met, we will withdraw our
children from school and mount lawsuits.”

Gay activists were outraged that the alleged
sexual preferences of Julius Caesar, Erasmus,
Michelangelo, Alexander Hamilton, Eleanor
Roosevelt, Willa Cather, and many other
historical figures were not mentioned
to provide “role models.”

The newest textbook lobbyv. the homosex-
uals, came to the table to call for inclusion.
Gayv activists were outraged that the alleged
sexual preferences of Julius Caesar, Erasmus,
Michelangelo, Alexander Hamilton, Eleanor
Roosevelt, Willa Cather, and many other
notable historical figures were not mentioned
to provide “role models”™ in these books,
written for children in kindergarten through
eighth grade. The charges against the texts
verged on the outlandish. One spokesman
concluded, based on some friendly correspon-
denee between the Marquis de Lafavette and
George Washington, ""The father of our
country may have been its first queen.”

This was not what the Christian fundamen-
talists and Muslims wanted to hear. Muslims
were smirking, shaking their heads, and
muttering “"Shame! Shame!”™ A Christian
fundamentalist came in front of the commis-
sion to claim that homosexuals were conspira-
torially intent on “reconditioning our nation’s
values.” Christian fundamentalists. like other
religious representatives that day. found
insults and demeaning treatment in the books
under consideration. Atheists too were
unhappy that their point of view had been
excluded.

Then came ethnie activists, most vocally the

Afrocentrie educators, who maintained that
the “African influence’™ is seminal to the
classical culture of Greeee and Rome, and that
white historians have systematically excluded
this historiography from their writing. Text-
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books contributed to a “mental holocaust™ for
black voungsters, said one woman dressed in
a bright dashiki. "I know that these textbooks
mean a whole lot of money to a lot of
European people. But these textbooks are
Eurocentric pap. slanted, racist, and wrong,
the cause of self-esteem problems for our
voung.” she said. Later controversy centered
on two images that in one view compared
savage 'black”™ Neanderthals unfavorably with
more civilized “white” Cro-Magnons.

In September, California held its second set
of hearings. this time before the state board
of education. which will act on or reject the
recommendations of the curriculum commis-
sion in the middle of October. The complaints
were identical, although the proceedings were
even less orderly. The hearings were interrupt-
ed repeatedly by constant grumbling, clapping.
and even some banner waving. A well-
organized cadre of Afrocentric radicals jeered
fellow blacks who testified in favor of the
recommended textbooks. making ugly slurs
and suggestions about the reasons for their
support. At one point the head of the state
board of education called for police to restore
order to the hearings.

What was evident toward the end of these
two emotional afternouns was the inability of
most people in attendance to understand that
the main goal of the recommended textbooks
is to create literate citizens, pluralistic in
outlook and knowledgable about their origins
and institutions. Their interest was in image
and self-promotion. in panegyvric and hagio-
graphv, in past grievances and scores to settle.
Truth did not matter. What counted was
prominent and favorable treatment for them-
selves and excoriation of their enemies.

In the meantime, it is not hard to guess
the chilling message these California carnivals
are sending to other publishers, who dis
patched their representatives to the meetings
and who plan to submit new social studies
hooks to California beginning in 1992, Don’t
take chances. Play it safe. Stick with the tried
and least, it
appeases the people who have a bottomless

true. Blandness <ells. or at
reservoir of discontent in matters of religion.
sex, and ethnicity.

— Gilbert T. Sewall

12

COMING STATE ADOPTIONS

s the California adoption comes to a

close, several new state adoptions begin,

to be played out during the next year.
The largest will occur in Indiana. The states of
South Carolina and Oregon are also in adoption.
Publishers’ submissions reveal a greater choice
of books, much wider than in California, since
text makers face state establishments and cur-
ricula that more readily fit with their prod-
ucts. In 1991, the American Texthook Council
intends to monitor these adoptions in order to
analyze trends in textbook development.

THE IMAGINARY CANON
By Joseph S. Salemi

iterature departments today are afflicted
with so much palaver about the “can-
on” that one hesitates to add another
voice to the cacophony. The din is inescap-
ables in faculty meetings, curriculum commit-
tees, and that most tedious of purgatories, the
academic conference, spurious questions of
“canonicity” and “canon formation™ vex our
profession, to the detriment of the real
business of literary studies. But when the
history of this phenomenon is written, in
times made saner by distance and detachment,
chroniclers will marvel that nearly an entire
generation of scholars worked themselves into
a lather over something that does not exist.

The terms canon and canonical are properly
applied to those works of an author that are
genuinely his. The usage is borrowed from
patristic commentators who distinguished the
“canonical” books of Scripture from those
that were apocryphal or derivative. A writer's
canon is determined by weighing internal and
external evidence to make reasonable judg-
ments about who wrote a given text.

For example, arguments over whether a
newly discovered manuscript poem is part of
the Shakespearean canon, or whether the
treatise .4d Hercnnium is actually by Cicero,
are concerned with authenticity of attribution
and nothing more. In this sense, questions of
canonicity have been a part of scholarship
since antiquity, when the Homeric texts were
purged of accretions by learned editors, and
when the librarians at Alexandria compiled
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meticulous lists of an author’s true works.

But today, the term canon has lost its benign
neutrality and hecome a rhetorically loaded
buzzword. A reference to the ‘“‘canon” is
almost alwavs a sign that the speaker is out
to make a surreptitious ideological point. Like
so many tendentious neslogisms—one thinks
of “insensitivity,” the current Newspeak for
free expression—the word is designed to avoid
real thought by evoking the visceral responses
of left-liberal opinion, while disarming
potential opposition with a vague moral
reproach.

When earnest voung graduate students and
angry assistant professors rant against the
canon, they conjure up visions of a formidable
collection of “standard literary works™ or
"areat books™ whase authority, prestige, and
preseriptive status are supposcd to serve
vested sociopolitical interests. According to
this demonology. by epitomizing correet and
approved behavior patterns while stigmatizing
deviant ones. the great books function as an
internalized thought-police, providing intellec-
tual ratification of the status quo and denving
it to potentially subversive challenges. This is
a powertul myth, and it commands today wide
allegiance in academic circles.

The usual bill of indictment charges this
imaginary canon with all sorts of unspeakable
sins, the most common of which are elitism—
the canon is available to readers only after
a long and expensive formal education—
ethnocentrism—its texts are largely of Europe-
an provenance—racism—it contains works
that do not pay obeisance to current picties
about race relations—and sexism—its authors
are mostly male, and sometimes use language
that would get vou lvnched at a National
Organization of Women convention. One also
hears complaints about militarism—many
books celebrate soldierly virtues and the glory
of combat—and classtsm—leisured wealth is a
subject of admiration in manv works.

I recently listened to one aggrieved voung
woman at a Modern Language Association
conference drone on about the speciesism of
the canon—that is, how texts like Genesis and
the Odyssey, with their multiple blood
sacrifices, show utter disregard for the rights
of animals.

In this sense, the term canon is simply
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literary criticisin’s equivalent for the all-
purpose expletive “establishment,” heard
everywhere during the disturbances of the
1960s. Just as the establishment was the
source of all evil and oppression to radicalized
students of those times, the demonized canon
is today’s bugbear for those who long to fight
the battles of the sixties again, but this time
from the well-defended bunkers of tenured
appointments and generous research grants.

Rather than attack policemen, radicalized
faculty attack lists of books, in the curious
belief that the policeman's authority is
somehow linked to the curriculum require-
ments of introductory literature courses. It is
a comfortable kind of militancy for liberals,
who are never happier than when they are
taking a radical posture and an upper-middle-
class salarv.

In point of fact there is no canon and there
never has been one. A number of works arc
well known, others are less well known, and
some are comparatively unknown. The
borders of these three categories constantly
shift, as generations pass and tastes change.
Boethius's Consolation of Philosophy, almost
universally familiar to medieval readers, is
today virtually unread outside of scholarly
circles. John Donne had a minor reputation
as a poet until T.S. Eliot revived interest in
him earlier this century. Renaissance opinion
placed Mantuan's Eclogues and the Idyllia of
Ausonius in the top rank of Latin poetry;
today those judgments are questionable. Fven
in the same century and country, opinions
differ as to a writer’s merit. But no sinister
cabal of teachers, publishers, or ecrities
determines the status of a work—tastes are

too varied even among the educated for anv
such conspiracy to emerge, much less be
effective.

In addition, the sheer mass of worthwhile
literature that the Western world has pro-
duced makes the very idea of a seleet canon
ludicrous. Our tradition includes writers as
stvlisticallv diverse as Dante and Kafka; as
politically irreconcilable as Machiavelli and
Thoreaus as morally polar as Thomas & Kempis
and Nietzsche. 1t would take several lifetimes
just to read the available texts: to believe that
all of them can be made to serve the ends
of social conformism takes the determined
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credulity of ideological commitment. And vet
when it comes to the imaginary canon, too
many professors suffer from just such
credulity. Their partisanship overwhelms their
common sense. This notion that some hidden
social force is brainwashing students into
intellectual passivity by means of a controlled
reading list would be laughable, were it not
also an index of how far conspiratorial
looniness has come to dominate literary
studies.

Under such conditions, those of us who
reject the politicization of curriculum deci-
sions must not allow the rhetoric of canon-
hashers to go unchallenged. When we hear
buzzwords like “pluralism.”™ “inclusion.” and
“hegemony.,” we should be immediately on

guard. When colleagues object to offensive
language or attitudes in standard texts, we
must assert that it is not an assigned task of
literature to be nice to everyone. When they
talk slightingly of books by “dead white
Furopean males.” we should foreefully remind
them that such a phrase invokes the very
sexisin and racism it purports to condemn. But
it is also necessarv for us to point out,
whenever the occasion arises, that the
abhorred canon and the baleful power it exerts
are both purely imaginary.

Joseph S. Salemi is an adjunet professor of
humanities at New York University. This article
ix reprinted from Measure. June/July 1990, with
permission of the author.

ROALD DAHL ON
BOOKS FOR CHILDREN

The celebrated children’s book author Roald
Dahl recently recalled the books that spurred
his lifelong love of literature, In the process
he registered some wcise 1words about what
children’s books should do. and why many
books today—texis and trade—fail. When
Dahl was growing up in England during the
1920s, he writes:

Every one of us became avid readers, bul
there were far fewer juveniles available
than there are now. The only ones | ean
remember vividly were The Secret Garden,
Robinson Crusoe, Treasure Island, The Wind
in the Willows. ..
of children’s hooks ... we very rapidly
graduated to more adult fiction ... all of
Dickens, King Solomon’s Mines and Rider
Haggard's She, all of Kipling. Conan Doyle's
The Hound of the Baskervilles, all of Jules

Verne. By the time we were ten, we were

. Because of the shortage

reading all of Galsworthyv, Hugh Walpole.
Mary Webh, Hardy and the rest,

At the age of fourteen. | think I had read
jnst about every great classic in literature —
Tolstov, Dostoevski. Balzac, Austen.
Bronte, as well as plenty of others. Reading
on this scale would be virtually unheard
of among todayv's voung people, but | did

it and most of my contemporaries did it.
We loved hooks. We were brought up on
them. As a result, we not only acquired a
large vocabularv, we assimilated many
different stvles of writing and we becaine
fluent readers of English prose.

Today, parents who want their children
to love books have two problems to contend
with, First there is the ubiquitous televi-
sion. Second, there is the question of
knowing which books are going to enthrall
and which are going to bore. It is hetter
to give a child no book at all than a horing
one. But in these davs the juvenile market
is s0 flooded with rubbishy books that it
i difticult not to become confused.

The econtent of a children’s book is
hasically unimportant. The sole purpose of
that book i~ to convince the child that
reading is great fun. The book must bhe so
exeiting and funny and wonderful that the
child falls in love with it. Then the battle
i~ won and the realization that books are
casv and lovely and enthralling begins 1o
dawn on the voung reader. There need be
no message in the book. no moral, just
sheer entertainment. Not all writers for
children or indeed the crities have come
to terms with this simple truth.

Excerpted from the Children’s Book Couneil’s
(B Features (1090), with permission of the
author.




NOTED WITH INTEREST
.

% A report entitled The Age of Indifference,
written under the auspices of the Times
Mirror Foundation. was released this summer.
Its findings should frighten educators and
others who are interested in conveving the
precious importance of civic life and activity
in a self-governing nation. The authoritative
report indicates a significant decline of
knowledge and interest in public affairs among
voung adults aged eighteen to twenty-nine,
The generation born after the vear 1960
“knows less, cares less, votes less and is less
eritical of its leaders and institutions than
young people in the past,” concluded the
report. The Age of Indifference confirms other
studies that conclude that the concept of
citizenship as understood and expressed by
voung adults consists centirely of individual
rights: these same people make no mention
of anv responsibilities connected to
citizenship.

This emergent adult generation is unlike the
one that came of age during the upheavals of
the 1960s and 1970s. Those now under 30
exhihit apathy and cynicism. But their anomie
seems to be less a result of political disillu-
sionment than it is indifference to issues that
do not affect them personally. The larger
world seenis not to apply.

Teenagers and voung adults have alwavs
been narcissistic, of course. So what is
different now? Today this cohort appears
paralyzed by social issues that they feel are
hevond their control. Thev avoid commit-
ments whenever possible, and block out bad
news ahout public affairs and the precarious
state of the planet, according to the report,
Political involvement focuses on issues of
immediate and personal concern such as
government interference with eivil libertics
and freedoms. Consciousness of civie obliga-
tion and duties seems comparatively thin,

Manyv experts blame educational institu-
tions for failing to inspire in voung people an
interest in history, which might make current
public events more compelling to them as they
grow older. But blame cannot fall only on
schoals and colleges. Education is viewed by
many under thirty merely as a means to an
end. Teachers despair that the traditional
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quest for knowledge and understanding seems
to be absent from even their best students.

Coursework in schools too often reflects the
Zeitgeist. A large number of social studies
lessons deal only with the here and now, with
the trendyv, the practical, and the selfish.
Rescarch indicates the growing popularity of
tabloid televis'an shows such as A Current
Affair,” which mix information and entertain-
ment with emphasis on scandal, celebrity, and
notorietv. How are texts to compete?

Todav's schoolbooks themselves are a
response to the demands of entertainment-
seeking students with short attention spans,
By une recent estimate, 44 percent of public
school students have a television in their own
hedrooms. In an attempt to compete for the
attention of the MTV generation, publishers
produce textbooks with shimmering graphics
and punchy design. Content and product
quality are often sacrificed to expensive
packaging. But then. looks count, and as
falling SAT scores suggest, reading may socen
hecome passé.
% In the sic transit department, we dulv record
the departure of the absurd California Task
Force to Promote Self-Esteem and Personal
and Social Responsibility, After three vears,
the Task Force opened its last newsletter with
the bromide, "Life’s about evervone getting
A’s, not about some normal distribution
curve,” This little statement reflects a radical
new way of thinking, increasingly imbedded
in therapeutic social studies and “values™
texts. All we have to do is to feel good about
ourselves and to stop making judgments of
quality, and then, presto, Nirvana. If only it
were s0. Self-esteem results from achievement
and attainment, which are by no means zero-
sum activities, and w! ‘ch include elements of
self-control and general knowledge. The Task
Foree did have some influence. Educators now
have a new buzzword and explanation for
student disaffection. In California and else-
where, they have seized upon self-estcem 1o
avoid some hard truths about what makes
students proud of themselves and what truly
elevates the human spirit.

Unfortunately, the self-esteem idea has

received special attention from urban educa-
tors, who blame the absence of self-esteem for
underperformance by non-whites in schools.
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Meanwhile, a tart editorial in The Economist
noted a new American problem, deploring its
“decadence’ that “lies in too readily blaming
others for problems, rather than accepting
responsibility oneself.”” One facet of this
phenomenon, it asserted, is the “warped idea
that the problem with America’s underclass
is a lack of self-esteem. and that the answer
to poor educational performance is to teach
more self-esteem.”

The eminent weekly had another outlook
in mind for educators to nurture. "The
characteristic that in the past drove genera-
tions from the underclass to prosperity was
not self-esteem. it wax self-discipline. The
reason that Japanese schoolchildren—and the
children of Asian immigrants in America—
learn so much more than their American
counterparts is discipline, not self-esteem.”
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COMMON CULTURE
AND MULTICULTURE

t is time for some straight talk about

multiculturalism. In 1990, no issue in

social studies was more prominent or
explosive. Moreover. the issue reached well
bevond textbooks, social studies. and the
academy. “The country is in the grip of what
might be called a cult of otherness. the word
otherness being highly fashionable in academ-
ic cireles these days. Twentv-five vears ago the
civil rights movement began to erase differ-
ences imposed by race and ethnic origin. Now
the cult of otherness asserts that the differ-
ences are unbridgeable.” wrote New VYork
Times cultural correspondent Richard Bern-
stein, in light of controversies in the arts and
militant assaults on the idea of a common
culture.

Yet increasingly, multiculturalisin seems to
be a word drained of meaning. For some, it
encompasses a newfound recognition of the
nation’s diverse ethnie nature and an appre-
ciation of those regions of the world outside
of Europe and North America. For others, it
represents 4 movement against the sthaol-
bu-cd imposition of Western institutions and
values, especially upon students that come
from non-Western backgrounds.

Multicalturalism is the essence of American
history. of conrse. Undike Japan or Denmark,

the people of the United States are not bound
together by common religion or origin. The
American people come from many ethnie
backgrounds. This was true in the seventeenth
century, and it is true more than ever today.
The presence of Haitians and Yemenis in New
York. Sonorans and Guatamalans in Los
Angeles, and Vietnamese in Seattle and
Mipnneap.dis all attest to the dvnamic nature
of American demography.

Call it the melting pot or the salad bowl,
most Americans have long felt that the nation
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draws svnergistic strength from its ethnic

heterogeneity and cultural pluralism. Ameri-
cans may not all be of the same faith or
appearance. But theyv find a common bond in
the democratic vision of liberty and oppor-
tunity. This political idea seems benign and
positive compared to hiztorical alternatives, a
view shared by people around the world.

During the kst twenty vears school histors
currienda and texthooks have been trans-
formed by greater sensitivity toward cultures
and groups formerly misrepresented or
underrepresented in national and world
history testhooks. Bouks have faced the dark
<ide of the national past. The plight of slaves,
native tribes, indentured Asian laborers, and
more ha~ captured the sympathetic attention
of lastorians and teachers alike. who have
acted to carreet the record and lesson plan,

Still, many who call themselves multicul-
tural educators want a new  “halance of
information about the historv. culture, and
cantribution<"" of African-Americans, Hispan-
ivs. Asian~. and Indians. The primary purpose,
they sav, 1= to banbd student awareness of his
or her own ethnice h(‘rilug('. Th("\' ~cekh 1o
“eliminate personal and national ethnocen-
trism =0 that one understands that «a specific
culture is not intrinsteally superior or inferior
to another.”

Those who are hostile 1o “Furocentrie”
~ocral ~tudies claim that ethnie minorities
“look into the curricubir mirror and see
nothing.” for “our heritage™ i~ not “their
(Anglo-Furoprean] heritage.”” wssert~ Stanford
Uinversity professor of anthropology Renato
Ro-alda. Same ethuies <eekh to ereate a
dichotomy that 1< not real between ther own
group and the common cubture. Multicultu-
ratism for them is not. <av. the <tudy o
foreign languages or global geography. It
come~ much eloser to oppression studies or
ethnie separati-m.

Some lav people have o hanl time auder-
~tandding the nrgeney o multealtnral come
plamt=. Lawvers and ecountants are hikely to
ask: Becanse the nation’s pahitieal, ceonomie,
aml reldous imsttutions dernve Lagels trom
Farope in general and Englaod inpartiealar,
why <honhl the fostory be taught any other
wan? Bot the adversanes of Farocentrisin
beliese o emphasize Western eivhzanon s

limited. eulturally imperialistic. false.

Multienlturatism has foreed all developers
of instrurtional materials to rethink and revise
what students of all backgrounds will encoun-
ter in their social studies lessons, This debate
can be productive. Yet many educators seem
to be moving away from the idea of common-
wealth, where the public household stands
above individual differences. and where a
common heritage is honored by all to advance
the common good. Educational separatism
takes many furms. In Chicago. for example,
seme educators are now considering how to
advanee multicultural preschools. The question
needs to he ashed: Sheuld the education of
three-vear-olds begin with lessons in racial
selfadentification?

Some people will find commonwealth a
duzty. outdated. or erroncous concept. a
deluding relic of the past or an instrume
of oppression. But any serious debate about
multiculturalism needs to consider what a
whalesale loss of faith in the idea might entai
for the nation’s future, should fogs of ethnie
divisiveness seep into every area of American
life. just at the moment when the nation’s
future a~ a multicultural community is upon
u-. all Americans,

For those who have worked to promote
authentic multicubturalism in social studies
texthooks, current conditions ereate a trou-
bling situation. Teo many educators and
intettectuats fail to acknowledge the huge and
hard-won triumphs over two decades to
eapand and recraft the curriculum. They are
ablvious to the “ecarriculum of inclusion™
that ha~ marked subject-matter reform since
the 1960s and put to rest what was a narrow
and chauvinistic course of history.

For this reason this issue of the Sociaf
Studies Revier tackles multiculturalizm,
providing a number of reviews. reports, and
views on the subject. We pay special attention
to a current topie in black history. Afrocen-
tri=t. an un~ound idea—not to be confused
with multiculturatism—that has swept
through urban ~ehaol district- luring the last
siv months, On a different note, the issue
contsiders i revolution ininstructional mate-
rials. not ideological but technological.
Videodisks are heres and they are alinost

certamby destined to promote basie changes
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in teaching and learning during the coming
decade,

Meanwhile. we wish vou the best for 1991
and note that the American Texthook Council
is now entering its third year of activity in
textbook review,

THE AFROCENTRIC IDEA

frocentrism is not multcaltural. [t is

separatist and particularistic in out-

look. As Robert K. Landers has recent-
Iv written. “the intent of the Afrocentrists i
not completels clear. Some seem to look upon
Fuaropean-Americans as inherently inferior.
but others seem just to want all cultural
groups and their respective viewpoints to he
treated as equally valid.”

Such historical revisionism is not the old
corrective outrage of the American reform
tradition that has denounced Tories, Simon
Legrees, aud Robber Barons. Rejected is the
idea of a public houschold grewter than its
legion members, holding together through the
collaborative and cooperative action of
citizens, Sonietimes, Afrocentrists step outside
the American tradition of honorable opposi-
tion. Vocal. <elf-proclaimed  “seholar-acti-
vists" fail to believe that such a tradition has
ever been or is now in place. at least for ethnic
minorities,

b its dogmatism and intolerance, Afrocen-
trism comes closer to a system of belief than
a svstem of knowledge or studyv. Those
mvolved take its elaims to be fapidary truths,
and those who rejeet or doubt these claims
are tahen to be racists or Unete Toms,
Afrocentrism i~ ethnocentrisin incarnate—
('\;l('ll}' what it< advoeates Sy lh('y are
remedving—an ethnocentrisin in which one
group holds a monopaly on virtue and others
are blemished by inexpiable heritage.

Many urhan educators gravitate toward
Afrocentric curricula on the premise that thes
will advance black student self-esteem, History
i~ ~upposed 1o perform therapeuiic services,
Whether wuch lessons will have their intended
effect is apen ta question, Thev will not if
spurious subject matter misinforms children.
When Afrocentrists insist that  Africans
colonized the American continent 2,000 vears
betore Columbue, against all available anthro-

[N od
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pological evidence, thev are deceiving them-
selves and students. How does this build self-
esteem?

Alrocentrism seems 1o operate on the
premise that black students have nothing to
learn from those of different races. other than
about the ill-treatment of their anecestors. Its
inspirational ends are likelv 1o replace more
productive lessons that explicate the founda-
tions of the nation and world voung American
blacks actually live in,

Portland Materials

During the last year a lengthy document
called the African-4merican Baseline FEssavs.
first published for the Portland. Oregon,
public schools. has circulated widely in urban
~chool districts. The essavs—about African
history and African-American contributions to
art, language. mathematics, science and
music—were prepared and published by a
team who take their interpretations to he
unassailable in the face of contradictory
scholarship.

The preface of what are commonly called
the “Portland materials™ calls £y “halance of
information about the history. culture, and
coutributions™ of ~'x racial groups and a
structnred process designed to foster under-
standing, acceptance, and construetive rela-
tions among people of different cultural and
ethnie hackgrounds.” It goes on to sav that
multeultural education in all curricular areas
should “huild an awareness of one’s own
caltural and ethnie heritage™ and “eliminate
personal and national ethnoeentrism so that
one understands that a specific enlture is nol
intrinsically <uperior ar inferior to another.™

These are well-intentioned sentiments. even
thaugh they seem to make ethnie egalitarian-
ism the first requirement of academie study,
This becomes wproblem in the stady of history
and eivie development, as it is impossible to
remake the past in accordance with wishful
thinking and aflfirmative action,

The African- American Baseline Fasays’
multicultural premise is not carried out in the
chanvinistic—and ethnocentric—subject
matter essavs that follow. Fandan ntal to its
history <ection i~ the idea that Fgvptian
civilization is an antecedent of Western
vivilization. While comventional historians
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would agree, making necessary and sometimes
esoteric qualifications as to the degree of
antecedence. in the dominant Afrocentrie
view, kgvpt was a "“black™ civilization, a fact
(‘onspiraloriall_\'.ohscured by white archaeol-
ogists in the nineteenth and twentieth
centuries. The Portland materials claim: "0ld
and new research on Africa and its place in
human history has proved that Africa is the
birthplace of mankind and was, for many
centuries. in the forefront of human progress.
African history must be looked at anew and
seen in its relationship to world history.” and
“Egypt's place in world history is still being
debated, mainly because a large number of
Western scholars do not want to accept the
fact that this was a nation and that its great
achievement~ in history was the collective
achievement of an African people.”

To think of Egypt either in the context of
Europe or Africa is simply anachronistic.

Setting the tone, the first page of the
Portland social studies materials declares that
from the fifteenth century: “The Europeans
not only colonized most of the world, but also
began 1o colonize information about the world
and its people. In order to do this, they had
to forget, or pretend to forget. all that they
had previously known about the Africans.”
The bold and sweeping assertion that “Africa
i« the birthplace of mankind™ fails to qualify
or distinguish whether the author is talking
abont Paleolithic, Neolithie, or Egyptian
civilization. A disturbing inexactness with
period and era exists here and throughout the
materials.

The Nilotic civilization in fact developed in
an arable river valley and delta before 1,000
B.C.. just bevond the western margin of the
Fertile Crescent. The agricultural revolution
which allowed human settlement and rudi-
mentary civilization was intercontinental in
scope and occurred over four millenia in all
parts of the world. The Nilotie civilization
apparently developed from Neolithie settle-
ments in Anatolia (cirea 8,000 B.CL) and
Mesopotamia (cirea 7,000 B.C.). Fgyptian
cilivization was at once an African, Mediter.
rancan. and Middle Fasteri society—and
unaware of suel modern geographie distine

tions. To think of Fgypt either in the context
of Europe or Africa is simply anachronistic.

Most conventional historians depict the
ancient Egyptians as a highly nationalistic
society that was largely unconscious of race.
“When vou talk about Egvpt, it's just not
right to talk about black and white. That’s all
just American terminology and it serves
American purposes. 1 can understand and
svmpathize with the desires of Afro-Americans
10 affiliate themselves with Egypt. But it isn’t
that simple.” says Frank J. Yurco of the Fleld
Museum in Chicago. a leading Egyptologist.
“We are applving a racial divisiveness to
Fgvpt that they would never have accepted.
They would have considered this argument
absurd. and this is something we could really
learn from.”

The Portland materials take slavery to be
a diabolical collusion of European economics
and religion based on the “consistent appli-
cation of mental and physical torture.” They
say: “The Christian church came up with a
design 1o bring about complete subversion of
the Africans 1o the desired slave code of
conduct demanded by the feudal societies of
the Americas.”

In fact. intense white uncase with slavery
dates from the seventeenth century and is
embodied in the unpleasant compromises of
the Founding. What is omitted here is the
crucial fact that origins of abolitionism are
found within white Protestant sects—and all
through Europe of the Enlightenment. Lead-
ing clergy in New England and Pennsylvania
from the seventeenth century considered
slavery a repulsive and cvil condition and were
in the vanguard of efforts to end it.

After the Civil War, the materials assert,
“Africans hegan to build new institutions.
mainly schools. Most of these new schools
soon began to fall into old traps. They were
imitations of white schools, whose teachings
were offensive to African people.” What is
meant by “old traps” and “offensive teach-
ing" cannot be known. But it is hard to fathom
how basie learning in more than 1000 schools
established by the Freedman's Bureau and
private organizations wus cither.

Thounsands of northern whites—mainly
voung women organized by Protestant
churches and missionary societies—came
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south after the Civilt War 1o teach in com-
munities so hostile that they risked their lives
daily to teach black people. As lLangston
Hughes and Milton Meltzer have pointed out
in their recently reissued 1956 classic. now
entitled African-American History. ""These
schools had some 9.000 teachers and almost
250.000 students. I was the first widespread
free public school svstem in the South. And
it led to free education for whites as well as
blacks.” By 1869, they estimate that 20
percent of freed blacks were literate.
Other points about slavery are missing in
Should it
noted. for example, that slavery still exists in
Africa? That African kings and Arabs in Eaxt
Africa were partners in the slave trade? That
the slave trade run by Arabs in Fast Africa
flourished through the nineteenth century

these Afrocentrie curricula. be

and was extinguished only through the
aggressive efforts of British colonial author-
ities by the 1890s? These are all interesting
subjects for black studies. but no troubling
complexities such as these are to he found in
the Afrocentric materials developed in Por-
tland. In fact. the materials turn a blind eve
toward anyv possible wrongdoings committed
by Egvptians or Africans: "Non-Biblical
history of the period indicates the Hebrews
were not slaves in Egypt. Some of the Hebrews
mi-takenly took sides with the enemies of
Africa and were punished. This punishment
did not consist of <laverv.”

The science section of the Portland mate-
riais attributes to Africa fully and without
qualification the human dizcovery of time. the
control and use of fire, the development of
tool technology. language. and agriculture.
Some of these claims are false. Others cannot
be verified. In fact. trained anthropologists
and historians are extremels tentative anld
distinctive about the origins of humankind
and prehistory. as evidenee is slight and
contradictory. and definitions require careful
ealibration. What i~ meant by language. for
example” Are we talking about australopith-
ecines living 3 million vears ago or Homo
sapiens, the oldest fossils of which are only
about 150,000 years old?

This section also gives eredit to blacks,
based on Fgyvplian contributions to science,
for standing outside the Western teehnolog.
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tradition: “"From the world view of

Africans, there are manv realities hevond the

ical

five primary senses. Learning is a holistic
process. through svmbolic imagery and
rhvthm, with a lot of attention given to inner
experiences and the process of thought.
Africans understood the multidimen=ionality
of the mind: logical/rational. intuitive/
svinbolic. and emotional/ spiritual. Well, the
heauty. the wholeness. of this educational
approach is being rediscovered and implement-
ed today. in corporate as well as educational
seltings.”

The Portland materials and similar
Afrocentric curricula play fast and loose with
historical fact and interpretation. They are
rife with undocumented assertions and
dubious sources.

On art, the curricular essay~ declare: "The
art of African people in Africa and in the
Diaspora has suffered in it= relationship with,
and assessment by, Western culture for
several reasons. Sadly, thev all emanate from
Furopean attitude~ and assumptions generated
in support of slavery. Black art cannot be
understood through an entirely technical and
formal evaluation and examination. [t
emerged (rom a different cultural reatity than
P:urupvan art.”

These bizarre assertions speak for them-
selves. This is not seience or art history at
all. The <vience passage ix much eloser to New
Age psyehobabble, These statements are
utterly unverifiable. «..d serious educators of
all backgrounds should reject such foolishness
and racialisn.

The Portland materials and similar Atio-
centric curricula play fast and loose with
historieal faet and interpretation. They are rife
with undocumented as<ertions and dubious
sources. They make bold and inflammatory
claims Limited non-existent
evidence, Thev fan racial chauvinism and
resentment. I this respeet. such Afrocentric

ba~ed on or

materials are misinformed and politically
divisive,

Fortunatels . Afracentrist~ do not =peak for
all blacks: they represent instead  vocal
minority. Their distorted historiograph
spring~ {rom emotion, not ~cholarship. Most
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urban educators. black and white. understand
that their essential task i~ to help prepare
students to live and work in the existing
society, which demands « certain competence
in such basie ~hills as reading and writing,

Americans of all harkgrounds live ina world
shaped by Western eivilization. especially its
technology. The non-Western nations that
have improved the lives of their vitizens,
including Japan and other Pacific Rim
conntries, have done so by following the
West's Tead. Nearly evervoune recognizes that
industrialized sacieties. whatever their ineq-
uities, are superior to the alternatives in diet.
comfort, and leisure. Moreover. the triumph
of capitalism over communism in i astern
Furope has <shown that democratic govern-
ment has universal appeal. These  Lenefits
hould not be dismissed lighthyo hnundeve-

Inpml countries. one encounters greater
evonomic miseries and political horrors, and
the traditions of liberty. equality. and justice
are likely to be absent.

[n America, progress for many members of

“marginalized” groups i~ frustratingly slow,

Many erities of Afrocentrism have made the
point that it~ influence is growing because of
despair over the condition of many black
vouths, But change is inevitable, and as more
minorities join the middle and professional
classe~ and assume the values of the estab-
lishment, there may he fewer outeries against
Western oppression. Afrocentrism may be a
canse for wlarwe if indeed it portends the
inability of large numbers of Americans to
a~~imilate into the commonwealth. More
likely. it is an issue of the moment that will
not ~tand the test of time or common sense,

’ -

MULTICULTURALISM:
A Selected Bibliography

During the fast vear there has heen na
~hortage of news articles, position papers.
and reports on multicalturalism in general
and Afracentrism o particular.

The push for a “eurriculum of inelu-
<ion = not new in the world of texthooks.
Many ot today™s complaints alout socnal
~tudies texthook< are to be found in reports
like the Council on Interracial Books for
Children s Hann and Antihumean Values i
Chiidren's Book« (19760, LTanes v Banks of
the Universmy of Washington pubdished
the first edition of Teaching Strategios for
Fthme Studies (Allvn & Bavon, hthoedl
1987) in 1973, Sinee then. Banks has
published Multicultural Education (Ml &
Bacon. 19881 In response to decades of
vomplaints about representation amd tone,
publishers have issued guidelines sach -
Flimmaoting Stereots pes (Houghton Mifflin,
P98y, chndimye detailed coda as 1o
aceeptabie formulations in dealing with
~en~itive ~ubjects,

The Mrocentrie vies s eimbodied e the
Afrtean- tmerican Boseline Eoanys, devel
oped for Portland public: <choals and
recentls peviseds available for S25 ram
Porthand’s Mualtiealtoral Multicthme Edue

cahon Office. 501 North Dinon Street.
Porthand, Oregon 097227,

<ible aml interesting treatmient of black

\ more respon-

history s to be fourd in African- dmerican
History (1990) Iy Langston Hughes and
Milton Metzer, first published in 1956 a-
{ Pictorial History of the Negro i dmerica.
updated and newly released by Scholastie.

Opposition 1o multicultural edueation
that i~ anti-Western, anti-national, or

~eparatist in outlooh now ecome~ from a

number of erities. Seatt MeConnell and
Fric Breindel= “Head to Come™ in The
New Republic, Jannary 8. 19990 raised carly
doubts about such currienlar views embao-
died ina 1989 New York State 1k foree
report. Arthur B. Schlesinger’s Wall Sireet
Journal e~<ax. "When Fihnic Stehes Are
Un-America.” appeared in the Suminer
1900 jwsue of the Soctal Studies Rerien.
Diane Raviteh also considers the issue
an essinv - entitled "Multicnlturalisin: F
Pluribus Plures""in the Summer 1990 1<eue
of The Amercean Scholur, More recently o a
nuanced <yvnthesis of multealtural and
Arocentrie controversies that <umunarizes
these vomples curriendar and texthook
i~snies is found in Conglict over Multicultural
Felueation by Robert Ko Landers, published
by Eeitovinl Besearch Reports, dated Novem-
ber 300 1990 (val, 1. no. 1,

%)
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THE ATLANTA CONFERENCE

This fall, Afrocentric advocates from all over
the country gathered in Atlanta to discuss and
consolidate their views. The report that editor
Andrew Sullivan filed to The New Republie
may give pause about this new urban educational
nmorement:

he Second National Conferenee on the

Infusion of African and African-Amer-

ican Content in the High School
Carricubum took place in the Marriott Marquis
hotel here over the weekend of Novemher 2.
By coincidence. it overlapped with the Big
Game Hunters of North America. In the
conference foyer farge men in plaid <hirts
watched videos of antelopes staggering to their
death. while dozens of high ~chool teachers
i African garb milled around them. Fixed on
the wall above vendors <elling Protocols of the
Elders of Zion. the stuffed heads of hears <tared
impassively forward. their javes levered open,
rig-style.

After two davs of <eminar~, T began o get
a ~en~e of how the hears felt, The aim of the
conference, 1t turned out. was not how hest
to teach the black \toerican and  African
experience in the classroom and 1o weave it
into the mutticnttural Aimerican education 1t
was a bid to add energy to the movement 1o
tran~form the high school curriculum b
giving it an exclusively  Mrocentrie hase,
Behind this endeavor iy the convietion that
all: Western: knowledge 15 a corruption of
Favptian. e black African, thought, and
must therefore be junked. Sehoolehildren,
black and white. ~hould be taught every.
thing—math, history. art. ~cience. English-—
from a black African perspective.

The conterence was sponscred by, among
other~. Gillette, Harcourt Brace Jovanovich,
Macmillan, Setence Weekly . and BellSonth. hi-
agenda, charted ina 1983 teat krown a- the
Portland A frican- Tmerican Baseline Foays,
ha- been adopted in high <chools in Parttand.
Oregon, and i~ being mnplemented in Puts
hurgh, Behianapoh-. Athinta, and Wa<hington,
.o The conferenee ormanizer. Asa Hilliard.
i~ on the committee to overhaul New York
<tate’s high <choal currienhim. The meeting
was addressed by Thamas Sabol, New York

state cammissioner of education. More than
a thousand high school teachers and admin-
istrator> attended from all parts of the
country. Glowing reports were broadeast on
CNN and \PR.

My orientation began with a talk by
Theophite Ohenga of Marien N'Gouabi Uni-
veraity in Gabon about how Greek philosophy
was plagiarized from ldack African Egvpt. It
continued with an attack on Stanford’s
controversial new multicultural curriculum.
by Joyee King of Santa Clara University, "The
people in power want to maintam a mvth: that
our common calture i~ mulueultral.” <he
argned, “But the common colture of Ameriea
i~ a ~ystem based on racism and hierarchy.
Yo can imagine all the Platos and Hiads and
Greeas that ~staved on the list”

Professor King was not the onlv one to stick
it 1o the Greeks, After two davs of seminars,
Plato and  Aristotle were wilified about as
regularly as Reagan and Bu-h, Thi- was
~trange ~since, according to the speakers. Plato
and Aristotle had al<o derived their entire
thought from black Africa. The irony was
resolved by deseribing the Greeks a~ the
West's Tuffirmative action kids.” preferred by
Western -cholars for their race. but not as
~meart as Africans, In one lecture. “affirmative
action kids" wa~ contemptuons <harthand for
anmyvbody from Nenophon to Herodotus,
Wheneser they were mentioned, the ali-
enee—sehool teachers and administrators,
about four-fifth~ black and one-fifth white—
~nichered,

One of the most popular talks of the
weekend was given by Wade Nobles, who runs
a “"Manhood Development and Training
Program™ for troubled black males in a
multiracial high ~chool in Oakland. California.
He hegan with a request from a pastor for
permission o heging This wa~ 1o follow the
Africant custam of seehing permis<ion of elders
before engaging moanmy communal activity.
Dressed in a ong. Iilae-bhue rabie, he carried
adetshowith hon to the podinums a smah <acred
objeet to Hok him with his aneestor- and to
ward away evil,

It was imperative, Nobles argued, that back
education be rid of white influences. “When
we adapt other I"'“I’]"“ theories, we are hke
Frankenstein deang other people’s wills, '
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like someone drinking some good stuff.
vomiting it. and then we have to catch the
vomit and drink it ourselves.” In case the
audience was still unelear about hix precise
meaning. he elaborated: “The Greeks gave
bask the vomit of the African wav. ... Dont
he come the vomit-drinkers!”™ “Teach, brother,
teach'™ cried a woman behind me. A black
women in front of me put her arm around
her white male companion and grinned at him.
“"We can resist disease,”” Nobles went an, “hut
we have to inoculate our community.”
The essence of Furopean culture, Nobles
The West
focused on fact and fiction. proof and
unreality, the separate entities of male and
female. African civilization rejected these

argued. was Tlinear polarities.”

dichotomies. and was concerned with the
invisible. the indivisibility of the male and
female entities, and the irrelevance of time:
"“Our beginning wax not on the clock: we were
the clock.”™ The Genesis story pointed not to
the choice between good and evil, but to the
wisdom of the serpent in remaining true to
himself. And evervthing pointed to the racial
superiority of black Africans: "We are the
. Black folk be. We be. We

be doin’ it. And our hodies tell u~ our physical

crealive catse. ..

essence and we don’t listen, Our fundamental
ineaning has been changed from being to
doing. We have to go from being to becom-
ing.... These middle-class people don’t
understand that vou don’t do. You have to
be”

Nobles is not a marginal figure, For several
sections of his talk. the audience recited his
well-rehearsed lines as if remembering some
familiar litany of faith. During the queston-
and-answer ession, most teachers asked how
to get their <chools in touch with his program.
There was a ~light qualm from a young woman
that Nobles was only concerned with males,
to which he retorted, "We're not talking all
this <illy sexist stuff white women have us
running behind.” Little protest emerged about
the idea of teaching Fgyptian hieroglyphs.
cleansing rituals, numerology, and physices to
ninth graders. A< 1o the prospeet of such
chiildren getting jobs. Nobles replied, "When
we educate @ black man. we're not educating
him for a job. we're educating him for
elernity.”

(JU 8

Thomas Sobol followed Nobles on the
agenda. He'd fought a loncly battle. as he
portraved it. to support the conference’s
objectives as education commissioner in New
York state. But he realized his limits: “I'm
a white middle-aged male. T can’t help that.”
His speech argued against the melting-pot
image of America and in favor of a “mosaic.”
W e will not solve the problems of education
until we come to terms with the problems of
race and class.” The audience took his
sincerity quietly. the only awkward moment
coming when he noted that he still felt that
“our Western tradition of demecratic institu-
tions and the rule of law must be maintained.”
The woman next to me complained that this
was precisely what she was against. At the end.
leonard Jeffries. chairman of the department
of black studies at City College of New York,
who believes that multicultural education is
“mental genocide.”” velled opposition to
Sobol's moderation. 1 understand where
vou're coming from.” Sobol replied. ""You
may not believe | understand it. but 1 do. It
comes out of pain and anger and injustice. In
my limited capacity to understand it. 1
understand it.”

The major social event of the conference
was the Ashanti Enstoolment ecremony, held
in the lmperial Ballroomn. An enstoolment is
a mark of respect for an African elder—in this
vase John Henrik Clarke, professor emeritus
at Hunter College in New York—and involves
an elaborate lowering of the man three times
onto the seat of learning. The eeremony hegan
with the blowing of a shell-horn and the
beating of African drums, Professors and
teachers processed in elaborate African
costurme: Jeffries held a stick alofts voung girls
performed a beautiful barefoot dance. A
minister poured water from a jug north, south.
east. and west. As he poured to the east, he
asked the thousand or =0 in the audience to
invohe the names of their ancestors. The
names of “Marcus.” “"Maleolm.” “Elijah
Muhammed” rang through the hall. “Ances.
tors. reelaim us. rename us, in Atlanta in
diaspora.” intoned the minister.

A woman in a large headdress came on the
stage: “May 1 ask the elders for permission
to speak?” They gave permission. “Good
evening.” she said to the crowd. who re-
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sponded meeklv. "Now we can do better than
that.” she retorted, reminding us that this
was, after all, a conference of high school
teachers. Then five bare-chested men in
sashes, with gold bangles around their heads,
paraded in. carrving a vast vellow parasol
topped by a small ivory elephant. Underneath:
a large. stern woman, apparently the “queen
mother,” and, behind her, the diminutive
Clarke, dressed in a suit and tie. Jeffries ranted
for a while on the podium: "FEducation is not
just about passing exams to get jobs. It's about
moving forward and tapping into our ances-
tors.” We then recited a pledge: "We, the
African community, in the hells of North
America. do pledge our minds. our selves, and
our bodies to further the struggle ... because
the work that we Africans have to do is the
work of eternityv, the work of the pvramid
builders.”

There was something about the event that
finally began to sicken. It <tarted with the
expensive costumes of the predominantly

middle-class crowd. It continued with some of
the points alreadv made that dav: that ancient
Egypt was uniformly a black African culture,
that no Semitic peoples were involved in the
building of the pvramids. that no Jews were
euslaved in Egvpt, that Western philosophy
was “vomit"—and the ingenuousness with
which such ideas were received. It culminated
in Clarke's assertion that no black American
should soil herself with Christianity: At what
point do we stop this mental prostitution to
a religion invented by foreigners? All religion
is artificial. All the major religions of the
world are male chauvinist murder cults.”
Mavbe what I picked to see at the confer-
ence was unrepresentative of the event as a
whole. The speaker at one session spoke
sensihly of the need when teaching about
Africa to avoid racist stereotvpes. and to drog
the “jungle” image of a diverse continent,
only 5 pereent of which is actual jungle. But
at no session did 1 hear anvthing about
interracial tolerance and understanding: at no

At o time when Afrocentric claims are said
to point the way for American blacks, it is
easy to forget that this vocal and radical cadre
does not speak for all. Many blacks are well
aware of problems in historiographic revision-
ism and “correct’’ terminology. Lest we forget,
a large number of blacks subscribe to the riew
of Deborah Wright. a resident of Qaklund,
California. who wrote in « recent opinion
piece for the Wall Street Journal:

*

The African-American label really repre-
sents an excuse—by reminding of a long
time past, when blacks were slaves. The
excuse rationalizes black fatlure in areas
where other ethnie groups have suceeeded.
But the success of ather ethnic groups
stems in part from their strong belief in
America. Black leaders foster the failure of
black urban communities by providing
excuses that defer responsibility.

The suecess in my life. as with most
middle-class blacks from humble hegin-
wngs, comes from mv ~trong helief in the
American dream: If 1 work hard and
become educated, then I will be successful,

I

[ am the fifth of ten children from a poor
Oklahoma family. The eivil-rights move-
ment of the 1960s made it possible for me
to purzue a college education—previously
not an option. I reccived a B A, degree in
social welfare. and worked in Los Angeles
as a social worker for seven vears. I have
<ince worked in the computer industry, |
have suffered much racial diserimination as
a child and adult. These events do not affect
my belief in myself and the Constitution
that protects my rights. 1 have and must
continue to overcome many obstacles and
hardships to maintain myself and my 15-
vear-old son.

Adopting the label African-American is
a major step hackward. It places emphasis
on differences—differences that foster
conflict.

It is hard to under-tand that twenty-five
vears after the civil-rights movement. some
black Amencans are still searching for an
identity, What does one hope to achieve
by this exercise? We have heen colored.
Negro. Afro-American, black—and now
Alrican-American, Would it be OK to just
be American?”
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point support for American gains in cultural
pluralism: or anything that argued that study
of Africa was part of a broader ethic of
awareness of the world as a whole, Reading
the Portland essavs for Afrocentric education,
which are now the bhasis for reforms across
the comntry. T found the =ume dogmatic
reiteration of racial separatism and specious
~cholar<hip. The man whao organized them and
i~ ot New York's currtenlar reform comnuttee
waz standing on the podium during the
en~toolment ceremony. =miling broadly.
Faen if the ~cholarship were true. it's
difticult 1o e the point of 1t all. The ~pirit
i~ ~o ugh that even if it did generate racial
pride. that pride would be synonymous~ with
racial intolerance, And none of it addresses
the pressing needs of young publie high school
hid<. black and

education or for genuine appreciation of black

white, for a decent basie
American history. 1t's =ad enough. perhaps.
that the educational establishment can tarn
a blind eve to this racism in it~ mids<t. But
it's sadder <till that what passes for an answer
to the collapse f high school education these
dav~ i~ the inshtutionalization of hate.

Reprinted with pertaassion from and copright by

The New Republic,

A CASE FOR PROGRESS:
Texthooks Past ard Present

ne disturbing feature of the current
~torm over achision is o that many

ethnie advocates ignore or are un-
aware of the great advanees that have ocenrred
in ~ocial <tudies textbook< and curricula
dllrill;_' the fast decade.

Concerted efforts by publishers. ~cholars,
and texthook reformers began to reshape the
social studies—and more particularly the
\merican history textbook—-during the 1970+,
A~ early a~ 1978 in the celebrated New Yorher
magazine ~eres published as America Revised.
Frances FitzGerald registered these changes,
During the 1980<, global <tudies reveived
mueh attention in coumterpoint to Western
civiization course<, Todav all majos \inerican
and worll histories for elementary and high
~chool elusse< inelude new materals thataveid

the narrow freatments of the past.

(yx

i we look back forty vears, we can easily
~ee just how far social studies textbooks have
come in rethinking and dealing candidly with
the past, even in primary grades, My Country
(1918). a fifth grade textbook published by the
state of California and used during the 1950s,
provides a striking example. The hook char-
acterizes antebellum plantation life by saving:

Perhaps the most fun the little masters
and mistresses have comes when they
are free 1o play with the little colored
hovs and girl>. Back of the big house
~tand rows of <mall cabins. In these
cabins live the families of Negro slaves,
The older colored people work on the
great farm. or help about the plantation
home, The small black bovs and girls
play about the small houses They are
pleased to have the white children come
to play with them.

In this section on colonial Ameriea, My
Country gives no indication of how the slaves
came 1o hive in the rural =outhern provinees
or of the chattel svstem that deprived slaves
of their humanity., Mueh later. in explaining
the advent of the Civil War, the book explains:

The Negroes were brought from
AMrica and sold to the people of our
countrv in early times. After a while
there came to be thousands and thou-
sands of these \('gro slaves, Most of
them

were tound in the southern

~tates.... On the <outhern plantations.
where toba o and cotton and rice were
grown. they work away quite cheerfully,

In time many people came to think
that it wa~ wrong to own slaves, Some
of them <aid that all the Negro slaves
~hould be freed. Some of the peaple who
owned slaves became angry at this. They
~aid that the blackh perople were better
off 4~ slaves m Awerica than they would
have heen as wild savages in Africa.
Perhaps thi- wa~ true. as many of the
slaves had snug cabins 1o live in, plenty
to eat. and work that was not too hard

Mot

~cered happy and contented.

for them to do. of the <loves

These passages not only constitute histori-
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ography that is offensive by tadav’s stundards.
They also present had history. My Countrv is
not an evil book: many of its lessons contain
the rich narrative passages and incorporate
dramatic prose that textbook publishers have
nearly abandoned in recent decades. My
Country stands as evidenee of progress in
rethinking the past and what children should
learn. If we remember that My Country was
published by California forty-two vears ago.
and compare to it the book that the state
adopted after much furor—coming in part
fram Afrocentrie radicals—all Americans
should he proud of inereased accuracy and
sensitivity i social ~tudies hooks.

In 1990, California adopted Honghton
Mifflin's America Wil Be for fifth grade
classes. a book developed under the direction
of a respected historian of black history at the
L niversity of California at Lo~ Angeles,
America Will Be considers pluralism, the
Middle Passage. plantation ociety. <lavers
and slave culture, abolitionism, and the advent
of the Civil War. reflecting on the harsh lives
of blach peoaple and the national divisions
engendered by a loathsome institution.
vitalized by an industrial revolution and King
Cotton. Here is an excerpt:

Most slaves lived in drafty, one room
cabins with dirt floors. Many times, two
or more families wonld live together in
one cabin. They <lept on the ground on
mattresses filled with cornhu<ks. Nor-
thup described his bed as “a plank 12
inches wide and 10 feet Tong.™ His pillow
was a ~tick. Slaves ware .\lmhl)_\' cotton
or wool clothing. which was provided I
the master twice a vear, They ate pork
fat, molassce~. and cormmeal. Sometimes
they could raise vegetables. Bnt often
the food did not have important
nutrients,

Most <lves waorked in the fields, but
a few had other jobs. House slaves
cleaned, cooked. washed. sewed. and
taok care of children in the “hig b 1el”
or plantation mansion. Their job were
casier than working in the cotton or rice
fieldw, hut many house <laves suffered
constant eriticism from their watehful

Owllers,
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The Houghton Mifflin hooks are not alone
in exploring the horrors of slavery and past
diserimination. Fifth grade American histories
recently  published by Macemillan and D.C.
Heath are not as extensive, well crafted, or
as interesting as the Honghton Mifflin series.
But they do present black history with some
detail and finesse. Anvone who takes the time
and effort to look at these elementarv-level
~acial studies books, much less compare them
to carlier fare. should appreciate just how far
instructional materials—and historiographv—
have come in recognizing past injustices and
celebrating the multicultural nature of our
country today.

Schoolhooks taday are all multiethnic.
Inelusion has happened. in some books more
gracefully than in others, but it has happened.
Not tong ago. a Freneh journalist reviewing
the 1990 Houghton Mifflin social studies
scries expressed surprise that its world history
hooks devate considerabls more attention to
old African Kingdoms than the Renaissance.
Black Americans do not have a monopoly on
expanded subjeet matter. Publishers nowadavs
take enormons care to articulate the enlture
of American Indians, Pre-Columbians. Hispan-
tescand Asians. inclading their trials sinee the
FEuropean global conquests of the sisteenth

century, o
: (I.-S.
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Donald Kagan, dearnt of Yale College and
Richard M. Colgate Professor of History and
Classics. made these remarks as part of the
welcoming Freshman Address to the Class of 1994,

thnie and racial diversity is not without

it~ problems. Few governments and

societies have been able to combine
diversity with internal peace, harmony,
freedom, and the munity required to achieve
these goals. Perhaps the greatest suceess in
ancient times was achieved by the Roman
Fmpire, whieh absorbed a wide variety of
peoples under a single government, generally
tolerated  cultural diversity, and gradually
aranted to all Roman eitizenship. the rule of
law. and equality before the law. But the
Romans had imposed their role over indepen-
dent nations by foree and maintained peace



and order hy its threat. From the nations
whose cultures they tolerated they did not
create a single people; they did not and could
not rely on the voluntary and enthusiastic
participation in government and society of a
unified population, as a modern democratic
republic must....

In our time nationalism and ethnicity have
emerged as immensely powerful forces, for
good, but also for evil. Optimistic hopes for
a diminution of differences among peoples and
for a movement toward the unity of all
mankind have been dashed as national and
ethnic hostilities have plaved a major part in
bringing on two terrible world wars. Even
today they endanger the integrity of the Soviet
Union and threaten peace both in Europe and
Africa. They have hrought inter-ethnic
slaughter to Nigeria and all but destroved the
beautiful land of lLebanon.

From its origins the United States of

America has faced a new challenge and
opportunity. Its early settlers from the old
world were somewhat diverse but had much
in common. Most were British, spoke English,
and practiced some form of Protestant

Christianity. Before long. however, people of

many different ethnic, religious. and national
origins arrived with different cultural tradi-
tions. speaking various languages. Except for
the slaves brought from Africa, most came
voluntarily, as families and individuals.
usually eager to satisfy desires that could not
be met in their former homelands. They
swiftly became citizens and. within a gener-
ation or so0. Americans. In our own time
finallv, after too long a delay. African-
Americans also have achieved freedom.
equality before the law, and full citizenship.

People of different origins live side by side.
often in ethnic communities, but never in
enclaves of the country separated from other
such enclaves. Although some inherit greater
advantages than others, all are equal hefore
the law. which does not recognize ethnic or
other groups but only individuals, Fach
person is free to maintain ofd cultural
practices, abandon them for ones found
outside hix ethnic group. or to create ~ome
mixture or combination,

Our country is not a nation like most
others. "Nation™ comes from the Latin word
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for hirth: a nation is a group of people of
common ancestry, a breed. Chinese, French-
men, and Swedes feel a bond that ties them
to their compatriates as to a greatly extended
family and provides the unity and commit-
ment they need, But Americans do not share
a common ancestry and a common blood.
They and their forebears come from every
corner of the earth. What they have in
common and what hrings them together is a
system of laws and beliefs that shaped the
establishment of the country, a system
developed within the context of Western
Civilization. It should be obvious, then. that
all Americans need to learn about that
civilization if we are to understand our
country’s origins, and share in its heritage.
purposes. and character.

At present, however, the study of Western
Civilization in our schools and colleges is
under heavy attack. We are told that we
~hould not give a privileged place in the
curriculum to the great works of its history
and literature. At the extremes of this
onslaught the civilization itself. and therefore
its study. is attacked because of its history of
slavery, imperialism, racial prejudice. addic-
tion to war. its exclusion of women and people
not of the white race from its rights and
privileges,

Some criticize its study as narrow, limiting,
arrogant, and discriminatory. asserting that it
has little or no value for those of different
cultural origins. Others concede the vatue of
the Western heritage but regard it as only one
among many. all of which have equal claim
to our attention. These attacks are unsound.
It is both right and necessary to place Western
Civilization and the culture to which it has
given rise at the center of our studies. and
we fail to do so at the peril of our students.
our country, and of the hopes for a demo-
cratic. liberal society emerging throughout the
world today.

In response to those who claim that
Western culture is relevant only to a limited
group it is enough to quote W.E.R. Du Bois,
the African-American intellectual and political
leader, writing at the turn of the century in
a Jim Crow Ameriea:

I sit with Shakespeare and he winces
not. Across the color line I walk arm
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in arm with Balzac and Dumas, where
smiling men and welcoming women
glide in gilded halls. From out of the
caves of evening that swing hetween
the strong-limbed earth and the
tracerv of the stars, I summon
Aristotle and Aurelius and what soul
I will, and they come all graciously
with no scorn or condescension. So,
wed with Truth, I dwell above the
veil.
For him the wisdom of the West's great
writers was valuable for all, and he would not
allow himself or others to be deprived of it
because of the accident of race. Such was and
is the view of the millions of people of both
genders and every ethnic group who have
personally experienced the value and signif-
icance of the Western heritage.

The assault on the character of the Western
Civilization badly distorts history. Its flaws are
real enough, but they are common to almost
all the civilizations known on any continent
at any time in human history. What is
remarkable about the Western heritage and
what makes it essential is the important ways
in which it has departed from the common
experience. More than any other it has
asserted the claims of the individual against
those of the state. limiting its power and
creating a realm of privacy into which it
cannot penetrate.

By means of the philosophical, scientific,
agricultural, and industrial revolutions that
have taken place in the West, human beings
have been able to produce and multiply the
things nceded for life so as to make survival
and prosperity possible for ever-increasing
numbers, without rapacious wars and at a level
that permits dignity and independence. [t is
the champion of representitive democracy as
the normal way for human beings to govern
themselves, in place of the different varieties
of monarchy, oligarchy, and tyranny that have
ruled most of the human race throughout
history and rule most of the world today. It
has produced the theory and practice of the
separation of church from state, thereby
protecting each from the other and creating
a free and safe place for the individual
conscience.

At its core is a tolerance and respect for

J5

diversity unknown in most cultures. One of
its most telling characteristics is its encour-
agement of criticism of itself and its ways.
Only in the West can one imagine a movement
to neglect the culture’s own heritage in favor
of some other. The university itself, a specially
sheitered place for such self-examination, is
a Western phenomenon only partially assim-
ilated in other cultures.

My claim is that most of the sins and errors
of Western Civilization are those of the
humanr race. Its special achievements and
values, however, are gifts to all humanity and
are widely seen as such around the world
today. although its authorship is rarely
acknowledged. People everywhere envy not
only its science and technology but also its
freedom and popular government and the
institutions that make them possible. Their
roots are to be found uniquely in the
experience and ideas of the West. Western
culture and institutions are the most powerful
paradigm in the world today. As they increas-
ingly become the objects of emulation by
peoples everywhere, their study becomes
essential for those of all nations who wish to
understand their nature and origins. How odd
that Americans should choose this moment to
declare it irrelevant, unnecessary. and even
viclous.

THE COMING VIDEODISK
REVOLUTION

In November, the Texas Board of Education
sent a strong signal to textbook publishers.
The state adopted the first videodisk-based
curriculum in elementary science, thereby
establishing an alternati- v to printed text-
hooks in classroom instructional materials and
bringing a new technology into national focus.
This adoption comprises a radical alteration
in school publishing materials.

Before, videodisks remained at the margin
of supplementary materials. School systems in
Texas will now be able to purchase videodisks
with state texthook money. Not only was this
videodisk option adopted by the state; the
Texas board has now opened future adoptions
to electronie publishers. Because of its large
population and state-based adoption, Texas is
a traditional bellwether for textbook innova-
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tion. The state has long influenced instrue-

tional materials in all suhjects thoughout the

country. Other states will undoubtedly give
videodisk svstems a eloser look in the near
future.

The program that was adopted, ealled
“Windows on Seienee.” was developed by
Optical Data Corporation of Warren. New
Jersev, It will now compete with standard
texthooks for a piece of the 310 million
clementarveschool seienee textbook market in
Texas. It is estimated that Optical Data will
capture 30 to 35 percent of the market when
individual <chaol districts purchase new
instriretional materials during the 1991-1992
~chool yvear.

“Windows on Seience” contains 3.000
pages of study gides and teacher materiais.
incinding <olortnl charts. diagrams, till
photograph=. monon pictures. and lessons
spoken in English or Spanisli It also ineludes
printed materials and waorkbooks. partly 1o
counteract the eriticism that videadishs are
inherently against reading. The estimated cost
of the videodisk program i~ approvimately $20
per pupil. about the same cost as a ~tandard
teathbook, The faser plavers cost an additional
SO0 ta 3600,

Inereasingly. educators brush against new
technalogies that are almost certain to
revolutionize instructional materials during
the coming decade. Many of them are com-
fortable with this prospect. <ensing the
opportunities that computers and CD-ROM
teompact dish read-only-memory videodishs
hardware might bring to classrooms~ in the
1990,

Not all of these high-tech developments are
ta be weleomed., as in the case of the Whittle
Communications <atellite-delivered telesision
“news" shows, replete with advertisements.,
which are now functioning in aver 1,000
~chools nattonwide. Educators shonld al<o be
on alert when new hardware and <oftware are
promoted a- cdueational panaceas and learn-
ing tools that will render texthooks obsolete,
The fantastic MeLuhanesgue elaims of techno.
enthusiast~ are wishful thinking. an old quest
for a perfeet and painless svstem of learnimg.

Sane simple explanations are in order to
demytity € ROM. Interactive videadishs
~tore immense amount~ ol infonnation —

textual and pictorial —that people can ecall up
and move through at will hy means of an
index. The flexibility in information retrieval
is enormous, although like with all informa-
tion =y stems, garbage in. garbage out: ohvious-
Iv. a videodisk can he only as good a~ the
information and indes that electronie publish-
ers produce.

The ecenterpieee is a laser-hased device
similar to a compact-dish plaver. This is the
hardware on which videodisks are plaved,
thrown up on television monitors by an
individual u<ing the svstem like an enevelo-
pedia or w class using it for audio-visual
displav. Videodisk platters sre capable of
recarding sound. storing texts. still photo-
graphs. and videoprograms. Each disk hold-
as many as 108.000 distinet pietures or half
an hour of movies. (Moving video images
require far more memory than text or stills,)

Some promising videodisks are being
developed for use in the social studies. The
N\ational Geographie Soviety is introducing a
new videodish eurriendlum in 1 nited States
history and geography. This new videodisk i
aimed at seventh fo twelfth graders. and
advance reports indicate that it is of higi
quality. Another acelaimed videadisk devel
oped at Bowdoein College called the "Perseus
Project’™ contains comprehensive referenee
materials for an introduction to elassical
Greeee.,

Crities of videodish series argue that this
kind of electronie teaching undercuts <student
abilitv to read. Those who suspect that
pictorial presentation by clectronie media
shortens attention <pans and intellectual
patience have cause ta be alarmed. Tt is well
documented that the nation’s literacy prob-
lems are rooted in part in television. Printed
matertals from newspapers to texthooks iy
inereasingly ta he Ttelevision competitive.”
Reading a textbook is not as mueh fim—or
as casy —ax watching, Hois difficalt for a <how,
evenr a good one. to develop and present the
necessiry lavers of complexity wnd subtlens
that can be done o gracefully in the pages
ot a hook.

Perhaps videadishs are especrally pertinent
to introductory courses in ~etence and <oeial
~tudies, where challenging and patentially dr
subject matter can be made vivid, On the other




hand. it ts doubtful that interactive videodisks
will soon replace traditional textbooks in core
elementary subjeets such as reading and
mathematics.,

NOTED WITH INTEREST

* A new National Endowment for the
Humanities report called Tvrannical Machines,
written by NEH chairman Lynne V. Cheney,
reviews “educational practices gone wrong
and our best hopes for setting them right.”
During her tenure Chenev has already
performed an important public service in
cautioning repeatedly against the devaluation
of the humanities through classroom politics.

Her newest repart provides a candid and
readable programmatic outline for educational
reform. The title comes from William James’
1903 remark that “institutionizing on a large
scale of anv natural combination of need and
motive” tends to ereate a “tvrannical Machine
with unforeseen powers of esxclusion and
corruption.” In other words, svstemic rigid-
ities in education have such power that
exposing the “multitude of wavs they violate
good sense” does little 1o change the way
schools and colleges work. Among Cheney's
complaints are textbooks. “We continue to
teach history with history that drains all
drama out of the past.” she writes. “Texthooks
often fail to give sufficient attention to the
story of how democratic institutions have
evolved.” Cheney recommends that basal
readers and social studies texts be developed
that are less boring and bland than the ones
currently used. In addition. she eites the
promise of alternative instruetional materials,
including those being developed by the NFH-
sponsored National Center for Historv in
Schools at the University of California at Los
Angeles.

Cheney thus joins the cadre of noted
eduecation analysts who have registered
identical complaints and see in the revision
of instructional materials the opportunity for
rapid and cost-effective edueational improve-
ment. Tyrannical Machines is available free
from the Office of Publications and Public
Affairs, National Endowment for the Human-
ities, 1100 Pennsvlvania Avenue N W.,

Washington, D.C. 20506,
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# In February, the California State Depart-
ment of Education plans to publish an
annotated bibliographyv of historical literature
for chidren in kindergarten through eighth
grade. It will contain about 1,300 titles of
trade hooks. old and new. appropriate for use
as supplementary or alternative reading in
classrooms. School librarians should take note
of this comprehensive and unique guide,
which constitutes the most complete compi-
lation of social studies-related books for
voung students,

% The National Soeiety for the Study of
Fducation has published Textbooks and
Schooling in the United States. edited by David
I.. Elliot and Arthur Woodward and distrib-
ated by the University of Chicago Press. This
new anthology considers the history of
instructional materials, the mechanics of
writing, editing. and selling textbooks: the
fevered politics of school-oriented publishing
and marketing: and even alternative technol-
ogies to texthooks. The editors conelude that
textbook programs “‘eonstitute a virtual
national currieulum in the basic subjects for
public elementary and junior high schools”
and that textbooks “have persisted as major
structurers of school programs™ in spite of
sixty vears of educational reform movements.
They have grave doubts about the texthook
publishing industry’s ability to funetion as a
national curriculum authority and call for
increased local development of instruetional
materials. Given the increased need for a wide
range of instructional resources, thev admit,
constructive changes will be difficult. Still,
Elliot and Woodward have hope in emerging
computer technologies that mayv soon allow
teachers to customize lesson plans and
classroom materials. Still, the editors reiterate
the probability of textbooks™ continued
preseniee in classrooms. For those with a
scholarly interest in texthook publishing and
development, not only in the field of social
studies. Textbooks and Schooling in the United
States provides the most sophisticated analyt-
ical overview in vears.

* With sadness we report the deaths of two
recent contributors to the Social Studies
Retview, Lucv S, Dawidowicz and Roald Dahl.
Dawidowicz was not only the nation’s most
accomplished historian of the Holocaust. She
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was a warm and energetic woman whose razor-
sharp mind and interest in European affairs
remained intense to the end. Roald Dahl may
not have always been an easy man, but he
had an uncanny ability to capture the hearts
and minds of children through books. “The
content of a children’s book is basically
unimportant. The sole purpose of that book
is to convince the child that reading is great
fun. The book must be so exciting and funny
and wonderful that the child falls in love with
it. Then the battle is won and the realization
that books are easv and lovely and enthralling
begins to dawn on the young reader,” he noted
in the Review. “There need be no message in
the book. no moral, just sheer entertainment.
Not all writers for children or indeed the
critics have come to terms with this simple
truth.” Dawidowicz and Dahl will be missed.
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THE BILL OF RIGHTS

"7 "ihe Bill of Rights may be the most
revered element of the Constitution. It
embodies cherished, fundamental indi-

vidual and state rights that help define the

American political idea. It incorporates a host

of political concepts from free speech and

separation of church and state to due process,
probable cause, and double jeopardy.

In December 1791, the new nation declared
the first ten amendments in force. Two
hundred years later, American citizens dearly
hold onto this counterforce to and protection
against tyranny. This Bill of Rights provides
much power to people on a range of issues
involving individual expectations and public
control. But its components raise .s many
questions as answers. Among much else the
Bill of Rights allows citizer.s to own handguns,
avoid torture and police brutality, publish
pornography, and obtain money when a new
interstate highway goes through the family
house. These are all legacies of what was two
hundred years ago a truly revolutionary idea.
No constitutional element is more fundamen-
tal to the Enlightenment’s philosophical taste,
idea of republican rule, and interest in natural
law than such a formal arrangement of
“rights.”

During the creation of the United States,
the debate was as central as it is today. At

the end of the Constitutional Convention of
1787, a strong call for such amended guaran-
tees—coming from anti-federalists who dis-
trusted and feared central authority-—set the
stage for their enactment. To some of the
Founders, it seemed clear that a bill was
necessary arnd inevitable in order to ensure
ratification. James Madison and others who
navigated the Bill of Rights through the
Congress and state legislatures wanted to draw
special attention to the enumeration of rights
as a particular and discrete constitutional unit.
The final Bill of Rights, presented as ten

separate amendments, while imperfect to the
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designers, was incorporated into the Consti-
tution, as Madison said, “to satisfy the public
mind that their liberties will be perpetual.”

Thus, these rights, Lenceforth called
“inalienable,” serve as a warning to governors
from the governed that people know what
rights are due them, and that infrigements will
not be tolerated or ceded lightly. “From the
beginning, it seems, the language of America
has been the language of rights,” Philip B.
Kurland and Ralph Lerner have noted in The
Founders’ Constitution.

A widely held sense of what the Bill of
Rights is and what it protects does not mitigate
the arguments and controversies that occur
over the essence of its guarantees. For this
very reason, the document remains of extraor-
dinary interest to scholars, teachers, and
students. fts importance is matched by sharp
public concern about interpretation and case
law, including rights that extend beyond the
Bill of Rights itself.

Educators should consider how they can
effectively present and teach the Bill of
Rights. First, their complexity should be
acknowledged. Aun inalienable right to one
group can be anathema for another, as shown
in endless and unsatisfactory attempts to
address the intersection of religion and
education. Today, many people are invested
in the doctrine of ever-expanding rights. The
suggestion that there could be horrifying
public consequences if that doctrine were
taken to the maximum appears to them as a
threat to the liberal idea itself.

An easy absolutism can creep into popular
interpretations of rights, easy because it
conveniently sidesteps the necessary task of
defining limits to personal freedom. (It also
often allows the proponent a chance to be
mock-heroic and self-righteous.) Teaching the
Bill of Rights should try to inscribe perimeters
around thorny rights, including speech and
religion, due process, privacy, and state
power.

When we say the Bill of Rights, often we
just mean the First Amendment. And indeed,
in this issue of the Social Studies Review, we
stress these freedoms, not at the expense of
related and important constitutional ideas.
Such issues as speech and due process are so
intertwined with educational policy that they

need to be stressed; civics and government
textbooks tend to emphasize this particular
amendment, and they naturally devote con-
siderakle autention to rights.

This issue of the Review contains two major
essays on the Bill of Rights, one that attempts
to explain the significance these amendments
in public life and to provide some direction
for their study, and another that reviews the
adequacy of First Amendment coverage in
four leading government textbooks. Such
examinations seem especially timely at a
moment when freedom of speech on campus
has become one of the most prominent issues
in the academy and schools today. An
increasing number of scholars of different
intellectual persuasions are concerned by the
issue of academic freedom in the classroom.
They worry about the creation of campus
climates “in which professors who value their
reputations and their perquisites learn to
censor themselves,” as the historian Eugene
D. Genovese recently put the situation,
referring to curricular “terrorists™ and “storm
troopers” intent on silencing professors and
others who hold views that they consider
“Insensitive.”

Censorship is a word often misused, or
loosely used, certainly inside the world of
textbooks. Across the country citizens assem-
ble and speak out against textbooks in their
state or locality that they consider inaccurate,
noxious, or evil. They attempt to prevent their
use in schools. Lest we forget, such efforts
have gone on for a long time. Correctly,
censorship means the examination and sup-
pression of objectionable material for moral,
political, or military reasons. Obviously, the
First Amendment makes formal censorship a
difficult affair.

Some conservatives contend that a tacit

" censorship enters into the textbook editing

process, resultiny in distorted coverage of
women, minorities, environmental activism,
and other socia! studies du jour. The Review
asserts that any such bias is responsive, not
couspiratorial or misleading, and that it is not
censorship at all. Censorship involves actual
suppression of speech and image by a public
or quasi-public institution. Mosi bias in
textbooks is unconcious—a matter of fashion
and appeasement. Social studies textbook
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publishers, weary souls, go along with the tide,
wherever curricular and ideological trends
might turn.

Some kinds of textbook suppression are
considered more heinous than others. Since
the rise of Mel and Norma Gabler in Texas
during the 1970s, fundamentalists have borne
the brunt of criticism in trying to obtain
textbooks that align with their beliefs and
interpretation of the past. This continues. On
its March 1991 <over the American School
Board Journal blared “censorship is back at
the books.” The Journal singled out furda-
mentalist Christians as repressive elements in
the world of instructional materials. In
western towns from Yucaipa, California, to
Walla Walla, Washington, during the last
year, Christian parents have mounted ill-
advised campaigns against the Harcourt Brace
Jovanovich [mpressions elementary reading
series, unfairiy accusing the texts of contain-
ing morbid, even satanic stories and images
that undermine morality.

It would have been usefu: if the Journal had
decided to think of the Impressions issue—and
texthbook censorship—broadly, not as a
fundamentalist crusade but as part of a
multivalent effort among assorted malcontents
to impose their particular view or cause upon
all. Why didn’t the Journal bother to include
many other intrusions on free speech such as
recent political efforts to block the social
studies textbook adoption in California during
the last year? A flood of angry, irresponsible
charges about the curriculum and recom-
mended texts came mainly from ethnic,
sexual, and religious activists who wanted to
remake the past to advance their own idealized
social order. Wity just pick on the fundamen-
talists? The fiercest new censors are coming
from other places on the cultural map.

At least in metropolitan regions—and the
1990 census has shown us that the United
States is overwhelmingly a metropolitan
nation—the many-splendored thing called
multiculturalism is a far more potent force in
the curriculum than fundamentalism. ¥or this
reason and others this issue of the Review
returns to the subject and considers sowne
recent events in the minefields of culture,
paying particular attention to the Columbus
Quincentenary and the controversies therein.
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WHAT THE BILL OF
RIGHTS MEANS

By Milton Meltzer

o you know what’s in the Bill of

Rights? It may sound like a foolish

question. Many Americans claim they
venerate this document and believe deeply in
the wisdom of the Founding Fathers who
conceived it. Yet, when they are asked to tell
what the major provisions of the Bill of Rights
are, they rarely get it right.

For some fifty years now the Gallup and
other polls have made surveys of public
opinion on this question. The results are
astonishing—and sad. A large percentage of
those queried have only the vaguest notion
of the historic document. Worse, when the
pollsters put into somewhat different words
the essence of each of those rights, an
alarming percentage of people say they
disapprove of those rights.

Consider what could happen to Americans
if they lacked the protection of the Bill of
Rights. A few examples make the point: You
publicly criticize the president, or you picket
the White House, and you land in jail. The
Congress decides to make a particular religion
the official one and you, who believe in a
different faith, are not allowed to practice it.
Property you own is taken away from you
without compensation, on the grounds that
the property is needed for some public
purpose. The police, without warrant, enter
your home to search your possessions and take
whatever they choose.

The historical circumstances that led to the
creation of certain rights go back to the Magna
Carta, when barons forced upon King John
certain liberties. The great charter was a grant,
in sixty-three clauses, of certain rights and
privileges that the king pledged to observe. By
defining the law, the charter limited the king's
power. Now there was law, and law means
recognized procedures, procedures that even
a king must follow. So, in the Magna Carta
can be found the root of the principle that
there are fundamental laws that operate above
any reigning government. And the state,
though it otherwise has sovereign power, may
not infringe upon those fundamental rights.

Any introduction to the Bill cf Rights
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should provide this kind of historical back-
ground, stressing the clash of social, econom-
ic, and political forces and the play of
personality in leadership of the contending
parties that shaped the evolution of our rights.
For exarmnple, the primary aim of the barons
in pressuring King John was to protect their
own interests. But because they needed
support outside their class, they provided for
other people’s interests too.

No one wants students to think our rights
were conjured magically into being without
human intervention. Nor should students be
led to believe that people at any period in
history agree unanimously about the merits
of one action or another. History is not
necessarily a march of progress. Take the
1830s, when abolitionists, black and white,
began to make stirring use of the spoken aad
writien word to rally support for the ove:-
throw of slavery. Yet from the earliest
moments the harshest means were used to
stifle anti-slavery voices, censor publications,
wreck presses, cripple organizations, and jail
or murder leaders.

The right to dissent, of course, offers
dramatic examples of conflict. But there have
been many changes in American life in the
two hundred vears since ratification of the Bill
that have affected our constitutional rights.
The rise of industrial unions in the 1930s
caused the country, the Congress, and the
courts to rethink the position on the right of
labor to organize and bargain collectively. This
too came to be interpreted as a civil liberty—
though bey..nd the exact purview of the First
Amendment—when great strikes in basic
industries erupted.

Through consideration of the Bill of Rights,
students may come to a deeper understanding
of such simple phrases as ""freedom of speech™
and “freedom of religion.” They should realize
how citizens, the executive, the legislative,
and the judiciary are influenced by their
prejudices, their politics, and their passions—
all shaping the interpretation and application
of the Bill of Rights. People have suffered time
and again for holding contrary opinions to
those in power and for trying to express them.
In the 1950s, people were summoned before
investigating committees of the Congress and
state legislatures and grilled on their political

beliefs. Infringed were their First Amendment
right to hold unpopular beliefs and Fifth
Amendment right not to testify against
themselves.

The study of the Bill of Rights should help
prepare studeats to think critically about how
individuals and groups behave in society, and
about the meaning of citizenship and commu-
nity. That they are badly in need of such help
was demonstrated recently in “The Age of
Indifference,” the re ort sponsored by the
Times Mirror Foundation, which showed a
dismaying decline of knowledge of, or interest
in, public affairs among the young.

What young people see going on around
them is often in conflict with the bland
material fed them in textbooks and class-
rooms. Their personal experience of life
frequently has nothing to do with the written
or spoken word in school. A sense of civic
responsibility and the skills to act effectively
in the political realm is hardly encouraged by
neuterec. texts and passive instruction.

In clessrooms across the country, imagina-
tive teachers can encourage a range of student
projects to bring great Bill of Rights issues
alive. Students can borrow from the library
a number of books dealing with the Bill of
Rights, comparing their differences of inter-
pretation. Students can take a transcript of
a cour! case linked to the Bill of Rights and
dramatize it before the class. Of special
interest to students is the area of freedom of
the student press. Student editors can discuss
in class the methods of responsible reporting,
and how to handle editorial opinion, aiming
to foster accuracy and separation between
news and views. Similarly, examples of sloppy
or biased journalism in the student or local
press can be analyzed.

Whatever the method, teachers should
remember the following. In the Bill of Rights
there are only 462 words. Yet, as Chief Justice
Earl Warren once said, it is “the most
precious part of our legal heritage.” That
heritage stands for two fundamental princi-
ples. One is that in the American political
system the majority rules through electoral
democracy. The other—expressed in the first
ten amendments—is that though we are a
democracy, the rule of the majority must be
limited so that individual liberty is guaranteed.
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It is the second principle that people tend
to forget or overlook. It is not as well under-
stood as it ought to be. And it is very fragile.
Our rights are really limits on democratic
power. They protect us from tyranny by the
government itself. When citizens have the
right to worship where and how they please,
to organize political parties, and to distribute
leaflets, it means the government has no legal
authority to stop .them.

The Bill of Rights is put to hard tests. When
America goes into war or a fierce domestic
conflict erupts, our constitutional liberties can
be easily threatened. Whether during the cold
war between France and the United States in
the early 1800s or during the cold war between
the Soviet Union and the United States in the
1950s, or in situaticns such as the Civil War
of the 1860s or the “rights revolution™ of the
1960s, tensions over the Bill of Rights have
repeatedly surfaced.

In tense times, a climate of fear and anger
coupled to topical events may confuse
constitutional protections and blur perspec-
tive. Forgotten may be the idea that in a
constitutional democracy, when one group or
faction commands more votes than another,
it cannot be allowed to trample on minorities’
rights.

The courts stand as safeguards against laws
that go bevond the government's limited
authority. The.Supreme Court, above all, has
the duty ""to apply to ever changing conditions
the never changing priaciples of freedom,” as
Justice Warren put it. There is, however, no
assurance of steady growth. The range of
constitutionallv protected freedoms expands
in some periods, contracts in others. The
meaning of traditional freedoms changes as
society changes in the course of history.

The Constitution, valued as highly as it is,
is only a piece of paper. It does nothing by
itself. The Bill of Rights declares what our
civil liberties are. But it does not carry out
its commands. It takes the action of citizens
to enforce our rights. Without an alert public,
a critical press, and concerted political action,
the safeguards our liberties provide can never
be taken for granted.

Milton Meltzer is the author of many well-
known children’s books and histories.

FOUR AMERICAN GOVERNMENT
TEXTBOOKS AND THE FIRST
AMENDMENT: A Review

By Paul Murphy

Civies for Americans. John J. Patrick and
Richard C. Remy. Scott, Foresman, 1986.

Magruder's American Government. Prentice
Hall, 1990.

Government in America. Richard J. Hardy.
Houghton Mifflin, 1990.

Government by the People: Bill of Rights
Edition. James M. Burns. J. W. Peltason,
and Thomas E. Cronin. Prentice Hall, 1990.

the Federal Constitution, James Madison,

attempting to encapsulate popular de-
mand, tcld the first Congress: ““if these rights
are incorporated into the Constitution,
independent tribunals of justice will consider
themselves in a peculiar manner the guardians
of those rights; they will be an impenetrable
bulwark against every assumption of power in
the Legislative or Executive; they will be
naturally led to resist every encroachment
upon rights expressly stipulated for in the
Constitution by the declaration of rights.”

The Bill of Rights proves to be highly
popular with students, partly because the
material has the potential for self-identifica-
tion. As Americans shaped by their political
and legal environment, they take for granted
that the many Bill of Rights guarantees are
in some way sacred—a vital part of the
country's public value system—to be protect-
ed by government, and especially by the
courts. By far, students feel most passionately
about the history, role, and impact of First
Amendment guarantees.

These First Amendment rights seem instinc-
tively to be the ““preferred freedoms,” to bor-
row a term from liberal Justices Hugo Black
and William Douglas aftec 1940 Indeed, to
Black, not only were First Amendment
freedoms “preferred.” They were the “foun-
dation upon which our government structure
rests,” and as such were “"America’s central
cultural symbol.”

It is easy to wonder how well students
understand the qaaiifications at work in the

In arguing for adding a Bill of Rights to
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First Amendment arca, that is, the fragile
nature of such liberties and the larger social
issues that swirl around them. If students
agree, as most seem to do, that judicial
mandate is desirable as the best protection of
rights, do they comprehend the implications
of Woodrow Wilson’s statement? The Consti-
tution, he said in 1908, is “a vehicle of life,
and its spirit is always the spirit of the age.”
If so, do they also appreciate that the Court
moves backward as well as forward with the
times, and is made up of a wide spectrum of
essentially subjective justices, some of whom
condone broad permissibility in the exercise
of First Amendment liberties, while others
clearly do not? Furthermore, do they under-
stand that the latter have strong reasons for
their more nmited application, reasons which
include a hearty skepticism toward excessive
judicial activism?

If one is to understand the court’s role in
First Amendment freedoms, how much do
students need first understand aspects of
judicial procedure: how landmark “rights”
cases get to the Supreme Court, the role that
doctrine plays, and for that matter, the role
that court debate and dissent play in judicial
fine-tuning of the legal provisions on which
particular cases turn? For students really to
understand the First Amendment freedoms,
shouldn’t they also be informed of the impact
of the interpretation of the courts, the degree
of compliance achieved, and the social result?
Has American politics, for one example, been
more reflective of the popular will since the
Supreme Court, in New York Times v. Sullivan
in 1964, ruled that “debate on public issues
should be uninhibited, robust, and wide-
open”?

Let us consider how four leading govern-
ment texts used nationally in secondary grades
cover the First Amendment, and how success-
fully they do it. The most basic is John J.
Fatrick and Richard C. Remy’s text, Civics for
Americans, designed for the social studies
genre called “‘civics,”” as distinct from
“American government.” Civics courses run
a broad curricular gamut from seventh to
twelfth grade, so Civics for Americans must
pitch elementary ideas about government
toward a broad audience. The authors treat
First Amendment issues under the general

heading, “Rights and Responsibilities of
Citizenship,” making clear at the outset that
freedom of speech, for example, is a qualified
right. The book then explores how Americans
use free speech; and iu two quick pages
discusses the limits to free speech, contrasting
American rights with those in the communist
world, although recent current events partial-
ly diminish the utility of the comparison.

Civics for Americans fails to list or highlight
any landmark First Amendment cases, al-
though in a different context the text
considers Des Moines v. Tinker, the celebrated
1969 students rights case. Likewise, it tips its
hat to Schenck ». U.S., which first set forth
the “clear and present danger” test for free
speech’s limits, a1d Gitlow v. New York, which
first applied federal speech protection to the
states. The book ignores the freedom of the
press, religious freedom, and the rights of
assembly and petition.

The writing is simple, direct and accurate.
But the book is extremely limited in its
coverage. More specific examples and case law
are needed. The text makes clear that judges
try to weigh the interest of the community
against the rights of the individual and seek
to balance a person’s right to speak freely with
the community’s needs for order, stability,
and safety. Why are there no examples?

Magruder’s American Government is the
standard and best-selling American govern-
ment text, in print for an incredible scventy-
two years, and something of a classic in this
area of the curriculum. Widely called Magrud-
er, the book clearly aims at a more advanced
secondary level than Civics for Americans and
goes to the opposite extreme, since in every
area of constitutional study, the student is
flooded with a laundry list of cases.

Devoting thirty pages to the First Amend-
ment, Magruder begins with “Our System of
civil Rights,” under which it places both civil
rights and civil liberties, turning them around
a concept of limited government. Here the text
is contradictory. It states that as early as 1833,
in Barron v. Baltimore, the Court held that the
provisions of the Bill or Rights restricted only
the national government and “The Court has
followed this holding ever since.”” The next
page points out that the Court has “national-
ized” the Bill of Rights starting in the 1920s
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THE BILL OF RIGHTS

The first ten amendments to the Constitution, called the Bill of Rights, were declared in force
on December 15, 1791 by the new*United States government, then located in New York City.

AMENDMENT 1

Congress shall make no law respecting an
establishment of religion, or prohibiting the
free exercise thereof; or abridging the freedom
of speech, or of the press; or the right of the
people peaceably to assemble, and to petition
the government for a redress of grievances.

AMENDMENT 11

A well-regulated militia, being necessary to the
security of a free state, the right of the people
to keep and bear arms shall not be infringed.

AMENDMENT Il

No soldier shall, in time of peace, be quartered
in any house, without the consent of the
owner, nor in time of war, but in a manner
to be prescribed by law.

AMENDMENT 1V

The right of the people to be secure in their
persons, houses, papers, and effects, against
unreasonable searches and seizures, shall not
be violated, and no warrants shall issue, but
upon probable cause, supported by oath or
affirmation, and particularly describing the
place to be searched, and the persons or things
to be seized.

AMENDMENT V

No person shall be held to answer for a capital,
or otherwise infamous crime, unless on a
presentment or indictment of a grand jury,
excep! in cases arising in the land or naval
forces, or in the militia, when in actual service
in time of war or public danger; nor shall any
person be subject for the same offense to be
twice put in jeopardy of life or limb; nor shall
be compelled in any criminal case to be a
witness against himself, nor be deprived of
life, liberty, or property, without due process

of law; nor shall private property be taken for
public use, without just compensation.

AMENDMENT VI

In all criminal prosecutions, the accused shall
enjoy the right to a speedy and public trial,
by an impartial jury of the state and district
wherein the crime shall have been committed,
which district shall have been previously
ascertained by law, and to be informed of the
nature and cause of the accusation; to be
confronted with the witnesses against him; to
have compulsory process for obtaining wit-
nesses in his favor, and to have the assistance
of counsel for his defense.

AMENDMENT VII

In suits at common law, where the value in
controversy shall exceed twenty dollars, the
right of a trial by jury shall be preserved, and
no fact tried by a jury shall be otherwise re-
examined in any court of the United States
than according to the rules of the common
law.

AMENDMENT VIl

Excessive bail shall not be required, nor
excessive fines imposed, nor cruel and
unusual punishments inflicted.

AMENDMENT IX

The enumeration in the Constitution, of
certain rights, shall not be construed to deny
or disparage others retained by the people.

AMENDMENT X

The powers not delegated to the United States
by the Constitution, nor prohibited by it to
the states, are reserved to the states respec-
tively, or to the people.
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with Gitlow, so that the states clearly now are
confined by the same federal restrictions
which limit the national authority. Magruder
later treats freedom of expression in the areas
of religion, speech and press, national
security, and assembly and petition. But here
too, unfortunately, tedious lists of cases,
briefly noted and described, predominate.

Again, Magzruder could be more clear about
how the courts translate such popular issues
into legal “‘shorthand” in quest for legal
solution, and how the moral and ethical
dimensions of cases are handled through the
adjudicatory process. A sectinn on Christmas
displays of the Holy Family, under ""Separa-
tion of Church and State,” for example, helps
illuminate, although very briefly, how such
displays are seen by some as endorsing
Christian doctrine, thereby violating the First
and Fourteenth Amendments. On the other
hand, the interplay within the Court over this
issue is absent.

In the “Free Exercise of Religion” segment,
the student again encounters rampant and
boring case lists. Magruder ranges from
Mormon polygamy to recent issues of whether
state unemployment compensation laws bar
benefits to those who leave jobs voluntarily
for religious reasons. The segment is not
chronologically organized, however, so stu-
dents get little sense of why issues of this kind
surface at different times and what the
ultimate outcome of interpretation is, partic-
ularly as applied in subsequent cases.

On speech and press, Magruder makes a
brief attempt to make clear purposes and
limitations. But again, the book seems in a
hurry to get down to extended case law in the
areas of obscenity, prior restraint, confiden-
tiality, motion pictures, radio and television,
symbolic speech, and advertising. Granted,
such wide-ranging coverage gives students a
smattering of information. Yet, the net result
seems lawyerish, coming up with what the
Supreme Court had said here, what the
Supreme Court had said there, with little
evaluation of the consistency—or inconsisten-
cy—of its evolving doctrine, and certainly
with very little indication of questions of
compliance and social results.

In other words, the nexus between people
seeking a solution to a public policy dilemma,

and the effort to achieve a judicial solution,
to say nothing of its success or failure, is not
clearly or firmly addressed. Further, for
assembly and petition, we learn about ‘‘time,
place, manner"” regulations, demonstrations
on public property, and the right of assembly
on private property, with impact largely
ignored.

The purpose of Magruder's section on the
First Amendment is hard to discern. Few
students are capable of memorizing several
dozen cases and what the Supreme Court has
said in each, and then, to what end? Given
the rapidity with which the Court doctrine
changes in the First Amendment area, close
description of a few landmark cases, coupled
to an explanation of the evolution of consti-
tutional law, is to be preferred. A better
understanding of basic process, and its various
dimensions, rather than extended case cover-
age, would leave students with a clearer
picture of the meaning of what is taking place.

Richard J. Hardy's Government in America
is a fresher and better American government
text. Like other books, it tries to project
ideological neutrality. It sets forth a series of
questions, quite succinctly stated, then turns
to case “answers” to make clear how the
courts wrestled out a position vis.a.vis the
appropriate clause in the Constitution. The
book stresses key cases, even trealing some
in detail, spelling out in a number of instances
the guidelines the Court set up for determin-
ing future cases in the area.

In commenting on the establishment of
religion, for example, useful material on
political efforts to try to reverse judicial policy
is present. As to the Flag Salute cases, the
text makes clear that the first Minersville
School District v. Gobilitis (1940) was widely
criticized by legal scholars and the media for
violating students’ freedom of conscience,
leading the court to reverse itself in a second
case three years later.

In the area of free speech. encouragingly,
the book works from principle of free speech
to limits on free speech, with some historical
sequencing, making clear that the latter have
shifted from time to time as public pressures
waxed and waned. The same approach works
well with regard to press and assembly. And
there is a healthy candor in Government in
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Educators who scan state adoption lists and
publishers’ catalogues to try to identify their
_options for American government textbooks
will probably never see what may be the hest
high school text available. That’s because,
first, George McKenna’s The Drama of
Democracy is technically a college text. But
the book is pitched at all curious students,
using vivid language and examples that—not
an easy task—bring civies and government
alive. High school students of average or
superior ability will be able to comprehend its
content and will welcome the text’s zesty style.
To cite only one example, in the midst of a
refreshing interpretative tour through the Bill
of Rights, McKenna writes: ““The Third
Amendment has a slightly antique quality. It
forbids the quartering of troops in people’s
homes without their permission. In the 1990s
we seem to have more than enough military

bases for quartering our troops.” Regarding
curtailment of freedom of speech, he says,
“Every dictator knows this: First shut people
up, then you can do what you want.” In short,
the book has voice, intelligence, and even wit,
In the world of trade books, it might find an
audience of different ages. But in the stratified
world of school and college texthooks, this is
not likely. Second, The Drama of Demacracy
is published by Dushkin Publishing Group, a
respected niche publisher, but a company that
simply cannot compete with the titanic
marketing and distribution machines of the six
or so major texthook publishers in social
studies. But as McKenna himself notes with
good nature and balance, had he gone to a
huge textbook house instead of a small
publisher, he would not have had the freedom
to create such an intelligent and informing
texthook.

America on the Supreme Court’s tendency to
swing back and forth on account of public
pressure and altered membership, changing
the Court’s orientation from time to time.
In contrast, Government by .he People, by
James M. Burns, J. W. Peltason, and Thomas
E. Cronin, widely used in Advanced Placement
and college-level courses, assumes a certain
pretiminary knowledge in civics. It has more
sophistication regarding the purpose of
various clauses. In the free speech area, the
authors, for example, discuss three historic
tests which the Court has gone through—bad
tendency, clear and present danger, preferred
freedom—resulting in complex doctrines t. at
the Supreme Court then is apt to use to
measure the limits of government power.
Such material anticipates a later Constitu-
tional Law course but is necessarily too
complex for younger or less able students. The
book moves on through subjects such as free
press and fair trial, commercial speech, libel,
obscenity, fighting words, with similar broad
kinds of categories for petition, assembly, and
the recently evolved rights of association. The
discussion of each is more detailed, but even
here comprehension would be greater if more
examples were included of the legal and
judicial process at work. Again, it would be
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desirable if the text placed more emphasis on
the outcome of rulings—whether compliance,
defiance, or attempts at legislative reversal.
This book, and others, should consider the
way the public and its leaders viewed out-
comes and mandates, and the extent to which
the Court, in subsequent cases, responded to
public approval or disapproval.

If, as Justice Black argued, freedom of
expression is our '‘central cultural symbol,”
we have an obligation to our students to make
clear not only why this is so but also their
responsibility for seeing that this continues.
The interrelationship between the First
Amendment and a successful and ongoing
democratic process is great. But despite James
Madison’s hopes, the juu ciary can not do it
alone.

Educators must nurture popular apprecia-
tion of the importance of these rights. They
must also stress their dynamism and mutabil-
ity. The best sustenance in this regard is
accurate and sympathetic understanding of
the missions, roles, and meanings of our First
Amendment freedoms.

Paul L. Murphy is professor of American
Constitutional and Legal History at the
University of Minnesota.
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THE MULTICULTURE WATCH

icero and Alexander Pope are out. So

are Dante and Locke. They are dead

you-know-whats. The intricate debate
over multiculturalism and interpretation of
the humanities persists, Multiculturalism is
the subject in social studies and the whole
academy that refuses to move toward the
margin. During the last few months The New
York Review of Books, The New Republic, The
Atlantic, The New York Times, Time, Newsweek,
and New York magazine have all featured the
subject in varying ways. What is important,
all these publications register grave reserva-
tions about curricular escapades in schools
and colleges that increasingly seem linked to
thought control and political advocacy.

In the December 6 issuc of The New York
Review of Books, University of California at
Berkeley philosopher John Searle criticized
the new academic world where the history of
Western Civilization is taken to be a history
of oppression of women, various slave and serf
populations, and ethnic and cultural minor-
ities generally, “The so-called canon of
Western civilization consists in the official
publications of this system of appression,”
Scarle wrote. According to cultural radicals,
he noted, it “has to be abolished in favor of
something that is "multicultural’ and
‘nonhierarchical "

Searle thus signaled to the nation's high-
minded literati and upper professoriate that
all was not harmonious in the curriculum and
campus ethos. Moreover, he asserted the main
violations of taste and free inquiry were
coming from self-proclaimed scholar-activists
on the cultural left. In essence, he reminded
us that Allan Bloom's much vituperated
against The Closing of the American Mind made
some valid points about an emerging “polit-
ically correct™ orthodoxy.

In February, The New Republic's editors

dismissed multiculturalism more tartly:

“multiculturalism® holds that the
traditional idea of free thought is an
illusion propagated by the spoilers of
freedom, by the relations of power that
obtain in any given socicty. It holds,
more specifically, that the old liberal
notion of freedom is only a sentimental

mask of a power structure that is

definitionally oppressive of those who

are not white Western males. And this
ideological and methodological principle

is not merely a cautionary note to be

taken into account when studying the

¢ stablished texts of Western civilization;

it is, in the hands of the "multicultu.

ralists,” the very meaning of—the

deepest truth about—those texts.

Thus, the editorial continued, in the view
of group- or cause-minded obsessives on
campus: “The university should therefore be
devoted to blowing the whistle on those texts,
to replacing them with those that identify and
transcend this white male oppression, and
indeed go beyond mere study to the actual
defeat of the racial and sexual structure of
society at large,”

ft is not suprising that multicultural
activists and others who think of themselves
as preternaturally "“sensitive’” in cultural
affairs may fecl betrayed by commentaries like
Searle’s and The New Republic's, The criticism
is coming from the liberal magisterium. It
won't do to blow it off as fascist or pig-brained.

Increasingly, the monitoring of obligatory
public attitudes on campus disturb sensible
people allergic to intellectual bullies, “What
the ‘multiculturalist’ criticism of the canon
fails to grasp is that the canon is itself a
cacophony, that it teaches not certainty but
doubt, that it presents not a single Western
doctrine about the true or the good or the
beautiful, but an internecine Western war
between different accounts of those values,”
The New Republic editorial concluded.

Weasel words like multiculturalism, self-
esteem, canon, sensitivity, and diversity are no
longer shining verbal talismans. Nonetheless,
the idea of a sinister, inherently corrupt, and
exploitative European culture has many
friends in positions of curricular power and
influence, for example, in the New York state
department of education and the Portland,
Detroit, and Washington, D.C. schools.

Welcome winds of reason are prevailing
in some urban areas. On March 4, the Los
Angeles unified school district—comprised of
over 600,000 students, 63 percent of whom
are Hispanic and 87 percent nonwhite—
allowed local schools to purchase the contro-
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versial Houghton Mifflin series. This local
action signals the deserved vi.tory of Califor-
nia’s social studies textbook reform effort,
which has involved the state department of
education, historians and educators, and
publishing executives over a five-year period.

Readers of the Review will remember that
these Houghton Mifflin books were adopted
by the state last October after concerted
efforts by group activists to trash the books
on account of their alleged Eurocentrism,
religious and ethnic insensitivity, exclusion of
homosexual biography, and more. What
readers may not know is that the battle against
this series has continued at the local level.
The Los Angeles school board, departing from
its usual practice of permitting schools to
decide for themselves whether or not to buy
state-approved texts, reviewed the series in
response to complaints. The unanimous vote

in favor of the series leaves activists twisting
in the wind and their orchestrated attack on
California’s effort to improve the history
curriculum and social studies textbooks in
shambles. Los Angeles is a larger texthook
market than a majority of states.

Los Angeles’ decision may suggest the
centrist character of the nation at large, even
in areas where there are nonwhite majorities
in the public schools. This textbook action is
important and good news from the nation’s
second largest school district, and a district
that is truly multicultural in composition.
California’s experience proves that curricular
extremists cannot be satisfied, since they are
invested in conflict and confrontation. But the
state has also demonstrated that cultural
anger, group intimidation, and flimsy kinds of
historical revisionism do not necessarily sway
steady minds.

GREAT BOOKS OF THE
NON-WESTERN WORLD:
Toward An Authentic
Multiculturalism

By Dinesh D’Souza
Dinesh D’Souza is the author of llliberal

Education, a new and acclaimed book on higher
education, the place where most ideas in schools
originate. In the passage below, excerpted with
permission from an article in the Spring 1991
issue of Policy Review, D’Souza explains what
a truly maulticultural humanities curriculum
might strive for, then suggests some possible
additions to reading lists that range from the
Upanishads and Koran to Gabriel Garcia
Marquez’s Love in the Time of Cholera.

ince the race and gender viewpoints of

the new advocates of multiculturalism

and diversity find little support in other
cultures, it seems reasonable to expect that
these cultures would be roundly denounced
as even more backward and retrograde than
the West, But, for pc'itical reasons, this is
totally unacceptable, since the developing
world is viewed as suffering the same kind of
oppression that blacks, Hispanics, women, and
homosexuals suffer in America. It is crucial
for the activists to maintain victim solidarity.
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As a result, instead of being subjected to
charges of misogyny and prejudice, non-
Western cultures are ransacked to find
“representative’ figures who are congenial to
the Western propaganda agenda—then, like
Rigoberta Menchu, they are triumphantly

presented as the “‘repressed viices’ of
diversity, fit for the solemn admiration and
emulation of American undergraduates....
University leaders who are committed to an
honest and critical analysis of other cultures
should replace ersatz multiculturalism with a
better alternative. A serious and authentic
multicultural curriculum would satisfy three
basic criteria.

First, it would study non-Western ideas and
institutions in relation to, and not as a
substitute for, the great works of Western
thought. Educated citizens should know the
philosophical, historical, and literary basics of
their own culture. Just as an educated Chinese
would be familiar with Confucius, so it is
imperative that Americans know something
about Thomas Jefferson and the Bible. Indeed
students are better equipped to study other
cultures when they have critically reflected on
their own, because they then have a basic
knowledge against which to compare new ideas
and new experience; indeed, they are in a
position to develop standards of aesthetic and
moral judgment that transcend the conven-
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tions of any particular culture.

Second, a multicultural curriculum should
teach the ‘‘best that has been thought and
said” in other cultures. It should not be
arrogantly assumed that Western thinkers
such as Plato and Aristotle should be studied
to determine whether their ideas are true or
false, while the people of Asia, Africa, and
Latin America should be studizd just for their
social and economic anthropology, and
particularly for their victimization at the
hands of the West. Non-Western teachers
such as Confucius, Mohammed, and Zoroaster
advanced controversial theses about human
happiness, how society should be organized,
and the role of women. And these deserve to
be taken seriously, which is to say, subjected
to the same critical scrutiny as Socrates and
Rousseau.

It defeats the purpose of multicultural
education to cater to the political prejudices
of Westerners. In fact the greatest advantage
of such education is that it performs a similar
function as a serious reading of Western
classics: it helps to liberate American students
of the late twentieth century from the
provincialism of the moment. Just as the
classic texts of Thucydides, Dante, and
Shakespeare draw us backward into time,
providing a rare glimpse into the minds and
lives of the past, non-Western classics draw
us across the boundaries of space, providing
us with an experience of the way other people
think and live. It is no argument against these
texts that they do not alwavs speak directly
to the passions of the moment; their benefit
is that they provide spiritual, intellectual, and
emotional encounters otherwise unavailable to
us. And at their finest, they illuminate the
enduring questions of life and love and death
with which all human beings, past and present,
native and foreign, have ever grappled.

While non-Western classics may be taught
for their powerful, if controversial and
unfashionable, vision of an alternative way of
life, a third principle for multicultural
curricula should be political and cultural
relevance. This does not contradict earlier
points—it simply means that Americans
should study other civilizations both for what
is timeless about them, and for what is timely.
By learning about societies that vitally

intersect with the West, students can better
prepare themselves to deal with the most
pressing challenges of a global society.

As the world becomes a smaller place, great
political and social currents from different
societies are likely to come into increasing
contact and collision. Three of these are Asian
(especially Japanese) capitalism, which has
proved so successful in world markets; the
rapid spread of Protestant evangelicalism and
democracy throughout traditionally Catholic
and autocratic Latin America; and Islamic
radicalism and fundamentalism, perhaps the
most formidable ideological opponent of
Western liberal democracy in the aftermath
of the Cold War. Students should consider
such questions as why the "age of secularism”
has produced such a powerful religious revival
in the Arab world; what relationship, if any,
Islamic fundamentalism bears to American
fundamentalism; how free churches and free
elections will change the landscape of Hispanic
culture, and indeed of the Americas; and
whether the Confucian ethic of East Asia is
as advantageous for capitalism as the Prot-
estant ethic” of Max Weber.

COLUMBUS AND
THE QUINCENTENARY

ext vear, the nation and hemisphere

will commemorate the five-hundredth
anniversary of Columbus’ landing on

San Salvador island in what are today the
Bahamas, thus beginning the most astonishing
cross-cultural event of the millenium. This
Quincentenary is destined to be a controver-
sial affair, reifying much of the multicultural
rhetoric of the moment and providing a sample
of opinion on the European discovery and
conquest of the Western hemisphere. The
landing has more than its share of modern-
day antagonists. Plans are afoot to blockade
harbors when replicas of the Spanish caravels
arrive. Some constructive and not-so-con-
structive thinking on the interpretation of the
subject is now underway. A number of edu-
cational and religious agencies are preparing
{ .- ition statements and resolutions for 1992.
Last fall, the National Council for the Social
Studies, sympathetic to multicultural revision-

aly
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ism, convened a panel of historians and

curriculum planners to debate the subject.
One participant called for “the development
of positive models for teaching multicultural
values in a pluralistic society in an interde-
pendent world,” exhibiting the conventional
rhetoric of the field. In observing the
Quincentenary, the NCSS is trying to single
out a number of key points for educators to
bear in mind as it prepares an official
statement to be released later this spring. To
the good, social studies organizations includ-
ing the NCSS acknowledge the magnitude of
the event in terms of demography, genetic
mingling, diet, and what today we'd call
geopolitics and geoeconomy.

This emerging position includes the already
well-known fact that Columbus did not
discover a world. It considers the
misfortunes of European expansion into the
Western hemisphere, as do most leading
textbooks. European diseases to which native
Americans were not immune, for example,
took a lethal toll. Furthermore, the voyages
were not just a “European” phenomenon,
since much of the technology that made
Columbus’ voyvages possible—compass, gun
powder, sail and stern-rudder systems—came
from China. Less convincingly, the NCSS
asserts that the America {(and Africa) of 1492
was inhabited by peoples with societies as
complex and diverse as European cultures.

No one in multicultural precincts seems to
regard the European discovery of a heretofore
unknown hemisphere~for that matter, the
Age of Exploration—as a bold or glorious
achievement. Yet the NCSS seems to be
steering clear of Manichaean extremism, and
its early positions emphatically do not use the
Quincentenary as an opportunity for a
Europhobic tirade.

Unfortunately, the same cannot be said for
a major Protestant council, which has adopted
a resolution taking Columbus’ landing to be
a truly fiendish prelude to contemporary
political ills here and abroad, including racism
and inequality. This statement asserts that the
traditional view of Christopher Columbus
“cosmetically coat[s] the painful aspects of
the American history of racism.”

The European “invasion” of America, it
argues, led directly to slavery and genocide,
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as well as “ecocide’ and economic exploita-
tion. The invasion is the “dirert antecedent”
of present revolutionary struggles in Central
America, it claims. Even Europeans them-
selves do not get off the hook: “For the
descendants of the European conquerors the
subsequent legacy has been the perpetuation
of paternalism and racism into our cultures
and times.”” With exquisite self-loathing, the
resolution blames the church for accompany-
ing and legitimizing the conquest, calling upon
organized religion to “repent of its complic-
ity in this “historical tragedy.” In the light
of 1492’s consequences, the council calls for
general ‘'reflection and repentance,” advocat-
ing what seems to be a sort of national
mourning.

It remains hard to believe that such
simplistic, historically inaccurate, and de-
pressingly predictable allegations capture the
minds of otherwise intelligent people. Is
Columbus’ landing to be interpreted as a
cultural encounter of Europe and a bewilder-
ing variety of native American tribes and
civilizations? As an invasion with devastating
consequences for indigenous tribes and
cultures? As a discovery by Europe of a
unknown continent that has shaped like
nothing else in history global development and
human civilization for five hundred years?
The correct answer, of course, is all of these.

The story of Columbus and the Europeun-
ization of the Western Hemisphere between
the sixteenth and eighteenth century is too
compelling, important, and interesting to be
reduced to a grim case study of European
oppression and imperialism. Millions of people
living from Anchorage to Buenos Aires might
even argue that European civilization has
immeasurably enriched their lives, bringing
them modern medicine, sanitation, transpor-
tation, communication, and more.

Columbus and the Textbooks

When it comes to the Columbian event,
among fastidious multiculturalists, phrases
like the "Age of Discovery’ and “celebration™
are naughty words. Still, the harshest judg-
ments illustrated above are not to be found
in major books for elementary and secondary
school students.

Many social studies textbooks still have




Q

ERIC

PAFullToxt Provided by ERIC

chapter headings like “Brave Explorers™ and
“Daring Discoverers.” Other titles are more
muted, such as “"Spanish Arrival in the
Americas.” In no texts, so far, have words like
“ecocide” entered the picture, even though
we may expect some strenuous efforts during
the next two years among some curriculum
planners to obtain compensatory revisions in
texts. In fact, some strides in the subjects of
Columbus and European exploration have
been made. A recent arrival in fifth grade
history. D.C. Heath’s Exploring America’s
Heritage, is part of a 1991 series. The book
outpaces many standard texts used in elemen-
tary-level American history, reflecting ongo-
ing improvements in the new generation of
elementary social studies texts.

Exploring America’s Heritage incorporates
new thinking about European expansion and
Christopher Columbus’ adventures with some
finesse. “Europeans...claim that they had
found a ‘new world.” But people had been
living in the Americas for thousands of years.
To these people, the Europeans were from a
new world.” it reads. After attention to
geography, native American cultures, Europe-
an expansionism, and the quest for new trade
routes to Asia, the book brings Columbus on
to the historical stage. He cuts an impressive
figure: “"With his red hair, blue eyes, and
freckled face, the young dreamer was often
seen gazing out on the water,” says one
passage. Later, the book reads: “On Friday,
October 12, 1492, at two o'clock in the
morning, a sailor suddenly sighted land in the
moonlight.... Columbus landed, raised the
Spanish flag, and claimed the island for Spain.
The scenery was fresh and green. Flocks of
brightly colored parrots chattered in the
trees.”

The book does not shrink from the ill-
effects of European colonization. It states
bluntly that “many Indian ways of life
passed—like the torn feather—from the
earth.” [t commemorates the millions of
Indians who died under Spanish rule: "Some
Indians died in battles. Others died from being
used harshly as slaves. But millions of Indians
died from the diseases the Spaniards unknow-
ingly carried to the Americas. Because the
diseases were new to the Americas, the Indians
could not easily resist them. Typhoid fever,

measles, and smallpox were the greatest
killers.” Thus the book at once explains a
historical tragedy and distinguishes it from
“genocide.”

Two new textbooks with 1991 copyrights
are designed for use in American history in
eighth grade and high school classes. Like
virtually all texts today, Scott, Foresman’s
America: The People and the Dream devotes
considerable attention to pre-Columbian
cultures and events before coming to Colum-
bus’ journeys to the west. Again, Columbus’
story receives vivid treatment. “His sailors,
fearing starvation, began to grumble. After
more than three weeks without sight of land,
nerves strained to the breaking point,” one
passage savs. “Some sailors mocked Colum-
bus, while others whispered of a plan to throw
him overboard.”

Another book, John Garraty's The Story of
America from Holt, Rinehart, adopted for
eighth graders in California, has sufficient
depth and rigor to make the book appropriate
in eleventh grade courses. With an artful
prelude, it moves more quickly than America:
The People and the Dream to the Age of
Discovery and Christopher Columbus. Instead
of focusing on Columbus, Garraty—much
better than many textbook writers—weaves a
a rich tale of the explorers Balboa, Magellan,
Pizarro, and Ponce de Leon. Thus the book
crafts a full description of the Iberian
explorers, shortly joined by the English and
French, and even tackles the concept of
“invasion.”

Many textbook passages on Columbus have
genuine literary merit. The same can rarely
be said of textbook summaries overall that fail
to convey the grand sweep of three centuries
between the 1490s and the 1790s, when the
European explorers and their colonial des-
cendants on all continents altered the world
forever. But an inspection of American history
textbooks reveals that the dark side of the
European conquest of the Americas is includ-
ed. On the other hand, and justly, Europe is
not portrayed as Darth Vader. Given the
consequences of the landing, perhaps the most
surprising aspect of the story of Columbus,
rich with narrative possibiilities, is that
history textbooks do not set the episode into
higher relief.
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NOTED WITH INTEREST

# In February, the executive board of the
Organization of American Historians issued a
statement regarding history curricula in public
schools. Riven by the continuing debate
between those who want concentration on
Euro-American history and those who want
a non-Western curriculum, the OAH gingerly
walked the via media. The declaration pays
homage to the therapeutic benefits of history
(“self-esteem™) for certain oppressed groups.
It does not make clear that the omission or
misrepresentation of women, minorities, and
other groups has been largely corrected in
recent historiography. It hopes for a history
where everyone and evervthing counts, ideally
about the same, which is not the way the world
has worked in the past and is not probably
how it will work in the future. On balance,
however, the statement is a useful effort to
advance consensus and establish a solid center
in curricular controversies marked by veiled
political aims that reject time-honored prin-
ciples of historical inquiry in order to
reconstruct the past and advance ‘‘new
perspectives.”” Here are some highlights:

History invelves a continuing process of
discoverv, of reinterpretation, and of varying and
often clashing perspectives. Therefore, great care
should be taken to assure that the history taught
in the public schools, whether that of racial
minorities, women, and working people, or that
of the whole society, be based upon sound
historical scholarship....

The history curricula of public schools should
be constructed around the principle that all
people have been significant actors in human
events. ...

A primary goal of history education is to foster
mutual understanding and respect among people
of different backgrounds and traditions.... A
history that asserts or implies the inherent
superiority of one race, gender, class, or region
of the world over another is by definition “'bad
history” and should have no place in American
schools....

W hether the people of the United States regard
themselves as one nation or many, or as some
combination of both, most Americans will
probably recognize that they share certain
common traditions, values, and experiences
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arising out of their common humanity and their
interactions with one another. These include our
political and economic institutions, however
imperfect, a mass culture that affects everyone,
and a common entitlement to freedom, equality,
and dignity.

% Educators who desire the expansion of
primary materials in history and social studies
teaching should be aware of a new anthology
entitled The American Reader, edited by Diane
Ravitch of Columbia University. The compi-
lation is eclectic and elegant, incorporating
documents that move beyond political history
into popular culture and literature. The
American Reader includes chestnuts like the
Declaration of Independence and the Gettys-
burg Address. But it reaches out broadly into
American folklore, including such items as the
“0ld Oaken Bucket,” the hit song of 1826,
and the lyrics to “'Columbia, the Gem of the
Ocean.” Henry David Thoreau’s essay on civil
disobedience appears, as does Horace Mann's
case for public education and Angelina
Grimké's declamation against slavery. The
hook includes John Greenleaf Whittier’s
“Barbara Frietchie”” and "“The Battle Hymn
of the Republic.” Twertieth-century selec-
tions include the writing of Jacob Riis and W.
E. B. Du Bois. Even Tom Hayden’s Port
Huron Statement and Bob Dylan’s “Blowing
in the Wind" make the scene. The hook is
inventively illustrated, with the polished
design of a trade book. Published by Harper
Collins, this collection is a welcome addition
that should appeal to librarians, teachers, and
students.

% The once dominant textbook publisher
Harcourt Brace Jovanovich is apparently to be
bought by General Cinema, one of the largest
movie-theater chains in the nation, for about
$1.4 billion. HBJ publishes books for kinder-
garten through eighth grade and owns Holt,
Rinehart and Winston, which publishes texts
for junior and senior high schools. Since 1988,
the former number-one publisher of instruc-
tional mcterials has slipped to a number-three
position after Macmillan/McGraw-Hill and
Simon & Schuster. HB] became heavily
indebted in 1987 when it chose to escape an
unwanted takeover bid from the British media
magnate Robert Maxwell (who later bought
Macmillan). It has ever since been considered




the sick man of the textbook industry; and
textbooks are more important to HBJ than
some other publishing houses. The company
was almost certain to default on its debt before
1993, and how to pay off bondholders remains
a problem. The vultures have been circling for
some time. The merger will give the Massa-
chusetts-based theater chain control of many
leading textbooks trade books, and scientific
and professional journals. And with this latest
deal, another independent publisher becomes
part of an entertainment corporation. Text-
books and other print media are increasingly
held captive to diversified communications
corporations that seem to provide much for-
profit fare that is at the very least competitive
with reading and book learning. What this
means for instructional materials, general
learning, and literacy remains to be seen.
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deserve? The painter Paul Gauguin asked in
his Tahiti treptich: “Where Do We Come
From? Who Are We? Where Are We Going?™
These remain, Robert Coles reminds us in The
Spiritual Life of Children (1990). “the eternal
questions children ask more intenselv. unre-
mittingly. and subtly than we sometimes
imagine.”

Syracuse University education professor
Gerald Grant noted in The W orld e Created
at Hamilton High (1988), parents and teachers
are confused about values and moral educa-
tion. Many of them are convinced thal
morality is a strietly individual matter. hence
the popularity of values clarification. Con-
cermng religion, “the case has to be made
anew that morality is independent of religion
and that religion is neither a necessary nor
a sufficient justification for the most basie,
universal, ethical prineiples,” Grant asserted,

The Issue of Religion

While this seems valid. the question
whether religion is a taproot of vital moral
syvstems cannot be entirely ignored. As George
Washington said in his Farewell Address:
“"Whatever may be conceded to the influence
of refined education on minds of peculiar
strueture, reason and experience both forbid
us to expeet that national morality can prevail
in_exclusion of religious principle.”

Surely the story of religion—a fundamental
influence in shaping the ideas and events of
the American nation—has shrunk to nearh
nothing in school-level history, For the last
thirty vears edueators have evaded. denied. or
underestimated an impelling historical force.
By ignoring its impertance in human life and
letters, they have compounded confusion over
values in elementary and secondary schools.

In 1986, a study by New York University
professor Paul Vitz first called attention to
these curricular evasions. In contemporary
life., Vitz said. texthooks exhibit a “deep-reated
fear of any form of active contemporary
Christianity, especially serious, committed
Protestantism.™ exeepl in picturesque and
quaint design, as with the Amish in Pennsyl-
vania. A wide ideological speetrum of prom.
inent edueation groups have echoed Vitz's
complaint.

Last vear, Warren A. Nord. Director of the

Program in the Humanities and Human Values
at the University of North Carolina, wrote in
Social FEducation. there is "a growing, now very
broad, consensus for incorporating a much
greater study of religion into public education.
Although there continues to be considerable
coneern about whether this can be done well
in practice, there is widespread—and grow-
ing—agreement in principle that religion must
be taken seriouslyv.”

“Our roots are to be found. Matthew Arnold
told us. in the Hellenisin of Athens and the
Hebraicism of Jerusalem. Of course “our” roots
are now also 1o be found in the Meccas and
Benares of various non-Western religions as
we become an inereasingly pluralistic soci-
ety.” Nord said. “What cannot be doubted is
that our wavs of thinking about nature,
morality. art. and sociely were once—and for
many  people still are—fundamentally  reli-
gious, and «till today in our highty secular
waorld it is difficult even for the non-religious
ta extricate themselves entirely from the webs
of influence and meaning provided by our
religious past.” Nord concluded: “To under-
stand history and literature one must under-
stand a great deal about religion: on this all
agree. Consequentiv, the relative absenee of
religion from history textbooks ix decply
tronbling.”

The Wall Street Journal noted this May that
“unholy wars have broken out among parents,

religious groups and school boards™ as
educators throughout the country make
efforts to bring religion back into the
curriculum. It added, “"Some eritics contend

the movement inevitably favors America's
predominant faith, Christianity, and worry
such teaching might be used to proselvtize.
Others wonder about which of the world's
3.000 religions will be included.™ (California’s
1087 social studies framework includes five—
Christianity, Judaism, Islam. Hinduism, and
Buddhism.) Meanwhile, some parents who
have raised their children to believe in one
God object to the study of a smorgasbord of
deities worshipped around the world.
Extremists of many viewpoints accuse
textbooks of satanism or Christian advocacy
or violations of Allahs honor. At the same
time, what Hilton Kramer has called “moral
panic” mounts among many parents and
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arents want moral instruction in

schuols. What kind of instruction is a

more controversial matter. As the
nation’s formal agencies of learning, public
schools act as stages where broader cultural
conflicts are played out. Here, citizens struggle
to define crucial knowledge, public and private
virtue. and decent behavior. Institutional
clashes over authority, values. and ethical
boundaries make school operations difficult.
increasingly so. If a culture cannot define or
share precepts about how citizens should
behave, schools should not be expected to
deliver fast answers.

The New Republic has warned of “the
prospect of decline that lurks in the erosion
of the values™ replaced by "the endlessness
of personal freedoms.” To what degree is
moral instruction impeded by the cult of self-
determination and what Robert Nisbet has
called the “twilight of authority™? By denial
of the sacred and the progress of secularism?
These are important questions, but they are
difficult questions for educators to discuss.
Moral education oceurs informally, among
family and friends, on playgrounds more often
than in formal lessons—by imitation, by
example. by insight. During the carly 1980s
some educators looked to “‘great books™ to
convey moral ideals, a better vehicle perhaps
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than “values clarification” curricula, which
extol openness. caring, and other easy virtues
of our times. But the classics only raise moral
issues; they do not by themselves instill moral
judgment.

The heart of values only touches on
classroom studies. Yet schools cannot avoid
curricular and institutional definitions of
social justice, individual entitlement, and the
good life. The issues are basic: What is
allowed? How shall we live? What do we
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others who fecl that public schools and other
cultural agencies stand for values that are
alien to Judeo-Christian teachings or must
remain “‘value-neutral” by law, Moreover, the
popularization of psvehology, the study of
primitive cultures, and the illuminating
discoveries of seience—all of which advance
existential explanations as plausible ax those
found in the Bible and other sacred texts—
Orthodox

conceptions of ereation. eternal life, and
!

have influenced many parents.
salvation have lost their power to capture the
imagination of many ordinary citizens,

In Engel v. Fitale (1962) the Supreme Court
struck down a state-sponsored program of
interdenominational praver in the New York
public schools, Government “should stay out
of the business of writing or sanctioning
official praver< and leave that purely religious
function to the people themselves and to those
the people choose to look to for religious
anidance.” stated Justice Hugo Black in the
majority opinion. In the singular dissent,
Justice Potter Stewart retoried that the state
of New York did nothing except “to recognize
and to follow the deeply entrenched and
highly cherished spiritual traditions of our
Nation.”

(Twenty-nine vears later, it is hard for most
worldly Americans to aceept the idea that the
state might actually have written pravers for
children to recite in schools, Even many
devout Christians would doubt such educa-
tional activity, indicating the progress of
secularism in all quarters of American society
during the last generation or two.)

Fitale to
mean they should avoid mentioning religion

Educators interpreted  Engel 1.

even in academic wavs. Many teachers today
believe they are prevented by law from talking
about morals or virtue. which they take to be
religious teaching, Texthook publishers.
concerned by controversies and lost revenues,
made matters warse by moving religion
outside the humanities.

But the struggle for religious liberty —
indeed liberation from established orthodox-
ies—-«trikes the dominant chord in American
history textbooks. Onee this point is made,
customarily with the earliest settlements and
the Bill of Rights, the texts move on. What
is not well explained is the time-honored place
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of religion in moral and eivie life and how
Judeo-Christian belief has entered into the
national ealeulus, Some newer world histories
have made an effort to correct these omissions
s0 as 1o advance multiculturalism. Yet what
religion is—and the passions it invokes—
remain crvptic, Why?

Public schools face a battery of conflicting
moral beliefs. Thev operate under constitu-
tional restrair:  that render all student views
and most student hehavior permissible, even
if disagreeable. "Caring”™ educators have
shuddered ritually at the idea of adult
dictation of moral standards to the voung.
Their habitual relativism is like a tic. The
origins of this view go hack at least 1o
Summerhidl (1960}, a hook by the eccentric
English progressive. A. 5. Neill. Summerhill
professed that since everv child had unique
creative impulses to be nurtured. children
should be free from imperatives of normative
information. imposed behavior, and entoresd
devotion 1o received morality, Neill held with
grim self-rightcousness that for a child to
aceept a readv-made code of morals s
dangerous.” For Neill, “the first thing a child
should learn is to be a rebel.”

Since the 1960s. many forward-looking
clergy in prominent churches, svnagogues,
and

dioceses embarrassed or

hored by Mosaic law and Scripture. Honest

have seemed
folk wha cling to honorable values of sobriety.
hard work. thrift, and reverence understand
that values that have colonized fashionable
opinion and thought since the 1960s are
hostile to—and mocking of —the very things
thev cherish most,

“Fraditional values generally have heen
seen to revolve around commitments to the
larger community—to the family, to parental
responsibility, to country. to the work ethic,
to sexual restraint. to self-control. to rules,
duty. authority, and a stable social order.”
Thomas Byrne Edsall with Mary D. Edsall
wrote recently in The Atlantic Monthly. “"The
competing set of insurgent values, the focus
of rights-oriented political ideologies. of the
rights revolution, and of the ecivil-rights
movement, has been largely concerned with
the rights of the individual—with freedom
from oppression. from confinement. from
hicrarchy, from authority, from stricture,
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from repression, from rigid rule-making. and
from the status quo.”

Prevailing sensitivity toward religion in
schools intimidates every self-protective
teacher or administrator who loathes the
prospect of being caught in a hysterical legal
controversy. The issue inexorably lands—not
very civilly—in the nation’s courts. If judicial
remedics seem awkward or draconian, they
nonetheless have considerable influence on
the tenor of the classroom by signal and
subtext.

The majority decision in Stone v. Graham

(1980) reflects secular reasoning regarding thc
posted presence of the Ten Commandments
by law in Kentucky classrooms. The case is
memorable since the Decalogue is the set of
ethical principles derived from Mosaic law in
the thirteenth century B.C. and was the
epitome of legal and priestly traditions in
Judaic culture by the eighth century B.C. It
describes the basic conditions for a commu-
nity in relation with God. For most Ameri-
cans, the Decalogue seems fundamental to the
moral tradition of three millenia, a tradition
that the Court ruled out of modern bounds:

A VIEW FROM WASHINGTON

n 1989, the U.S. Department of FEducation
summarized the proccedings of « conference
A_entitled "Moral Education and Character™
that considered these controversial subjects and
even wondered whether there was a federal role
in the area. Some highlights of the summary

Sollow:

Inevitably. moral education is part of the
normal school dav. Students and teachers
trust one another to prepare for and attend
class so that they can learn together. The
school requires obedience to the rules so that
activities can be conducted. A teacher breaks
up a fight on the plavground, and later tells
his class about when he was a child and saw
his father stop a fight, and how he felt proud
of his father’s action.

Since the founding of our republic, prople
have debated about how children should be
taught moral values, who should teach them,
and what values should be taught.... Moral ed-
ucation concerns learning about good con-
duct. It is about the development of character,
the stable qualities of a person that are
revealed in his or her actions.

Frequently, people adopt a simplistic view
of morality. They think it onlv concerns lving,
sexual misbehavior, and cheating. But one
conferee suggested that moral judgments are
manifest in almost every action we take. Such
judgments are cxpressed in what he termed
the “voices of conscience™....

It is a mark of character whether the

individual takes care to perform such everyday
actions well. If we present morality or ethics
to children in ways that include this sort of
performance, then moral education and
conduct become a constant concern, not one
restricted to occasional momentous deci-
sions.... Neither the public schools, the
Federal government. nor the social majority
is entitled to impose a specific view of morality
on children of dissenting parents.

Certain features of morality are so taken for
granted that people tend to focus on the
controversial aspects, such as the role religion
should or should not play in moral education,
and overlook what everyone accepts....

Many religions are practiced in the United
States, and opinions ahout the proper role of
religion in moral education are as diverse as
they are complex. While participants acknowl.
edged that public and private schools face
different kinds of issues, they generally agreed
that religious convictions have a bearing on
moral convictions, and thus are a natural part
of discussions about inoral education. The
conferees noted that controversy over religion
could easily become a source of concern, but
they also realized that ignoring religion makes
no sense.

In their discussions, panelists identified a
number of ways in which religion might
legitimately appear in public schools, since the
Supreme Court has made a Constitutional
distinction between teaching religion and
teaching about religion. Teaching about
religion is Constitutional. but in practice it
may be difficult to do one and not the other.
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Held: ...posting the Ten Commandments,
which do not confine themselves to argua-
bly secular matters, is plainly religious in
nature, and the posting serves no consti-
tutional educational function.... This is not
a case in which the Ten Commandments
are integrated into the school curriculum,
where the Bible may constitutionally be
used in an appropriate study of history,
civilization, ethies, comparative religion, or
the like.... If the posted copies of the Ten
Commandments are to have any effect at
all, it will be to induce the schoolchildren
to read. meditate upon, perha_s to venerate
and obev, the Commandments. However
desirable this might be as a matter of
private devotion, it is not a permissible
state objective.

While fair-minded scholars may appreciate
this logic. even if thev disagree with it, to the
faithful. that is, to millions of Americans, such
judicial wisdom may be myopic. Stone v
Graham presents a breathtaking departure
from the past. Even though it includes an
affirmative view of teaching about religion, it
suggests Lo students and teachers that no
moral code is ahsolute or sacred.

Today the United States still overwhelming.
Iy conforms to religious sentiment and sacred
will, and in manv different varieties, mainly
but not just Judeo-Christian. Presidents are
sworn in with their hands on the Bible. The
state supports chaplains in the armed forces,
Churches, temples, and mosques exist in a
privileged fiscal position, virtually exempt
from taxes and government rule.

The nature of the supermundane may be
argued, and the ineffable wonder of aborig-
ineal man may be missing from daily life in
contemporary New York or Los Angeles. But
from religion spring provisional explanations
for design in nature and for a cosmos endowed
with creative energy. As University of Virginia
sociologist James Divison Hunter notes,
religion has long provided “a stable set of
moral coordinates to guide everyday life, as
well as mechanisms to help the individual cope
with the traumatic experiences of suffering,
pain, and death.” Thus the study of religions
and their existential answers is too important
to excise from the curriculum and textbooks.
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What About Instructional Materials?

Any sensible person knows that textbooks
cannot in themselves teach values or morality.
“All forms of moral education which relegate
it to techniques that can he taught in a few
classes a week are suspect, particularly if a
program like values clarification is seen as an
activity in which adults engage only as
facilitators,” Gerald Grant has warned.

Quite likely, educators looking for instruc-
tional materials will encounter guides similar
to those such as How to Plan a Program for
Moral Education (1990), issued by the Asso-
ciation for Supervision and Curriculum
Development. It is not hard to gather some
idea of moral education’s typical contours and
conventions from this widely distributed 45-
page booklet.

The ASCD view is pedestrian and well
meaning. and as is usual in such lessons,
pragmatic in its motives. “We surely don’t
want young people running around in destruc-
tive groups. We don’t want them into drugs,
aleohol, or erime. We don’t want them teasing
others, speaking disrespectfully, withdrawing
from their families, or cheating on their
schoolwork,” the guide asserts. “Healthy,
balanced humans, no matter what the culture,
seem to experience more inner satisfaction
than when they lie, reject others, or do sloppy
work.”

The problem is that this guide and others
like it have great trouble defining boundaries
of normative behavior. The text is full of soft-
focus jargon. It aims to create students who
“practice living intelligently, self-responsibly,
and with integrity,” but it never comes within
an inch of explaining what all this means or
how it is to be achieved. Its prescriptive
conclusion calls for "activities” that enhance
self-esteem, exercise thinking skills, teach
communication, and build healthful, collabor-
ative learning climates.

The booklet cites a 1988 ASCD commission
definition of a “‘morally mature person™ as
one who:

—respects human dignity—as by avoiding
manipulating others and standing up for the
underdog

—cares for the welfare of others—as by
enjoving helping people and working to
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correct social injustices

—integrates individual interests and social
responsibilitiecs—as by participating in
community projects and fulfilling personal
promises

—demonstrates integritv—as by admitting
errors and avoiding situations that prevent
one from living true to one's own self
—reflects on moral ehoices—as by distin-
guishing what can be done from what
should be done and seeking the ideas of
others

—seehs peaceful resolution of conflicta—
as by promoting communication in conflict
situations and learning healthful wavs to
handle anger.

Such a statement is thin groel indeed,
Textually. it leaves vast questions unans
wered, including issues of self-control and
public order. A semiotician could have a field
day. What do we mean by "underdog”™ and
“eorrect soefal injustices”™? And the question
must he ashed. not facetiously. have the
authors of this coda ever heard of Polonins?
This non-rhetorical question does not lead
into a case for using “great hooks™ to teach
morality. They don’t. But the old courtier’s
advice to his son. Laertes. and many other
passages from classic and contemporary
literature at least raise and address questions
of value,

Most soeial stirdies books, even civies texts,
avoid the subject of vatues entirely. Or more
precisely, they approach values purely from
the standpoint of individual rights and sclf-
determination. Sometimes texts curtsv to
duty. for example, stressing the voting process
and the need for public “decision-making.™
The conventional message in American
history texts is suggested in the fifth grade
American history. The United States and the
Other Americas (Macmillan, 1985). which
declares that “'the equal rights movement . . .
will continue until all people in the United
States enjoyv full equal rights™ and that "we
must choose what kind of world we want, and
work for it.”

A large cohort of students satisfy social
studies requirements by taking health. consu-
mer, home economics, and life adjustment
courses. Growing Up Caring, reviewed by
Harriet Tyson in this issue, is a representative

6
120

hook of this genre, In sueh books, words like
good and exil, character and envy fail 1o appear.
Instead, these “practical”™ tests dispense
adviee on dating, grooming, avoiding drugs.
AIDS prevention. and how to “get along™ in
the world, They never suggest that originating
~oirrees of conduet or moral authority may
reside ontside the individual and “personal
best,™

To find an explicith preseriptive and hard.
edged treatment of ethies. we can turn to
science. Perhaps becanse seientific inguiry is
considered more reliable than estheties or
political philosophy. such hooks are holder
than hasic ~ocial <tudies test, Envirormental
education is one of the major growih areas
of the high ~chool currienlnm. often appearing
as an clective that can <atisfy either a social
studie~ or scienee reguirement.

Aveordingly, Addison Wesley has developed
a new test called Environmental Seienee: o
Framework for Decision Making 11989y, It
introdinees an unegnivoeal and aggressive
valie syvstem into its lessons on “rovironmens
tal cthie=" ""The central theme of this book
i~ that the time for action i< running short:
uyerpopulation, resource depletion, pollution.
neglect, and indifferenee are rapidly catehing
up with us"" it preface reads. The alarmist
tone of this hook scem= coupled to the
proposition that international vapitalism—the
singular mechanism of global economie
activity todayv—is bad for vour.

The section- in Envtronmental Science on
hard seience are perfectly adegquate. <av. when
the hook explaine how carbon diovide is
ereated ar how water ceologies aperate. More
debatable is its coverage of overpopulation.
malnutrition, imperiled wildlife, fouled water,
non-renewable resources, fovie subslances,
and hazardous wastes, which at the very least
gives a controversial view of the liman
condition, Here is a sample passage:

The ecological erisis i the sum of the
interconnected problems ol population,
depletion. and pollution. However, a erisis
of the hinman spirit i also evident. As many
psychologists point ont. it is casy for people
to escape into materialistic life-stvles. With
equal case. many among us view ourselves
as apart from nature and inmaune to its
laws. Technological advancement and



ceononie growth, which have hrought great
prosperity and improved living conditions,
have hecome the primary goals of society,
Littde thought is given to future generations
and the long-term health and well-being of
the plull(‘l.

According to Environmental Science. the
industrial world operates with o “frontier
cthic.” a “human-centered™ view that sees the
world's resources as unlimited and nature as
something to overcome. The book asserts that
“traditional Western teachings” —nature
exists to serve humans—are at fault, This
humanism and “hiological hnperialisn™ are
the core sources of environnental damage and
other public evils. "We e the world to feed
the <elf. We exploit the water, aiv, wildlife.
minerals. timber. and soils to serve the ego.”
Environmental Science intones. After shaming
the reader. it declares the need for a differer,
and more enlightened outlook. Tlhie book
scems inert to the hnge changes in consumer
outlook (at least among middle-class and
affluent people in the advanced industiial

nations) that a twentvevear environmental
movement has wrought,

Environmental Science calls for “sustain-
able ethies™ of a communal kind that revolve
around the understanding ot limited supplies
of resources. reeveling, cooperation with
natire. and human restraint. 1t secks nothing
les~ than human renewal, apparently grounded
inanti-acquisitive and pantheistic premises. In
such a world, "We will no long = vearn for
more or seek to continue onr curvent evels
of consumption.”

The book hint~ at the <elf-destruetive
inelinations of the human race. at least i it-
present ~tate of nationalistic mind. The tev
segues from “sustainable ethies™ into the
issue of nuelear weapons and nuelear warfare.
detailing the blast effeet of explosions and
effects of radiation exposure with griresome
detail and “scientifie”™ dispassion. Thence it
calls for a "new global econonmic system™ that
includes as goals population reduction (hap-

pilv. “throngh attrition™). the reduetion of

arins sales. global cooperation. and, of conrse.
“a new ethical ssstem hased on sustainable
ethies"" Sueh views extend well bevond soeial
studies and ethies. They seem much closer to
a system of indoetrination,

FEELING GOOD ABOUT
YOURSELF

Growing Up Caring. Glencoe/MeGraw-Hill,
1990,

By Huarriet Tyson

In Mareh 1990, « star-studded press briefing
in New York intvoduced Growing Up Caring
as the “first values-based textbook for
adoleseents™ and the onlv program of its kind
on the market. While this claim is open to
debate, given the plethora of life adjustment
texts in low-end social studies and health
conrses. Growing Up Caring puts in high refief
an ethical and behavioral model of evervday
values,

The briefing featured Eunice Kennedy
Shriver, viee-president of the Joseph P.
Kennedy, Jr.. Foundation, and highlighted the
publisher’s reliance on the Foundation’s
school program. "Community of Caring.” as
the basis for the book, The publisher asserts
stccesaby-assoctation with the “Community
of Caring”” program. which has “demonstrated
significantly more knowledge and less inclina.
tion toward high-risk behaviors—drug addie-
tion, alcohol abuse. and adoleseent sexual
activity, among others™ in twentyv-five schools
throughout the country.

Growing Up Caring will appeal to middle-
elass school personnel who believe that the
book might straighten out some trouble-prone
adolescents—probably poor and minority—in
junior and senior high schools. It aims to
present lessons to quell the concern of adults
whao confront student troubles and misbcehav-
ior that walk into school each morning.
“Caring” is the book’s recurring motif —
caring sbout vourself--a pre-condition for
caring about others—caring about family and
friends. about health, nutrition, environment,
and the community. “Values,” which are
connected to Tearing” and “self-worth.” are
mentioned frequently but defined in vague
\\'il'\'.\.

Yes. there are “good™ and “bad™ values,
and the book takes an affirmative stand on
values of trust. responsibility, caring. respect,
and family. Ultimatelyv. though. students are
advised to decide what their own values should
be. Numerous exercises in “"decision-making™




on a variety of issues are supposed to help
students invent or reinvent themselves,
apparently without reference to anvthing
beyond the teenager’s immediate street and
v rld. Students arc asked to wrestle with a
ce... pendium of the small and large traumas
common to American adolescents in the late
twentieth century: whether to buy a sweater
or save money. whether to live with Mom or
Dad after a divorce, whether to break up a
romance with a girl who demands too much
of vour timie, whether to say "no™ to drugs
or sex. whether to stay in or drop out of
school.

Too often, the book’s analvsis of the pros
and cons of such decisions amounts to a fine
caleulation of self-interest. (For example: If
I move in with Dad, Mom will be angryv and
I won't have as much money, but I'll have
time for myself, eat out more, and be able to
use Dad's VCR. If T stay with Mom. Dad will
be angry and I'll have to help out around the
house, but Mem is a better cook and 1 can
have my own room and stay with the dog.)

Crowing Up Caring conflates two meanings
of value, one of which means a desired ideal.
The “values™ that emerge in these exercises
are said to promote “self-worth™ —if the
values are good ones. But wait! The section
on self-worth savs vou are absclutely wonder-
ful and unique just by being vou: “The
wonderful thing about vour worth is that vou
are born with it. You dot  ".ave to work for
it. You can’t buy it. An. because of vour
unique spiritual nature, you are able to reflect
on vour own value as a person. You can ask
what it means to be vou and why that is so
important. You have self-worth, or feel good
about vourself, when vou recognize the value
that vou have as a person.”

Throughout the book, the text seems to
alternate between an endorsement of tradi-
tional values and the “I'm OK, You're JK"
ethos of the 1970s human potential move-
ment. Even when champioring triditional
values, the authors rarely mention the shurces
of those values such as myths, religion,
philosophy, history, and literature. The
Founding Fathers receive a paragraph in the
first chapter. Tocqueville gets a paragraph in
the last chapter, probably causing him to spin
in his grave, since the book celebrates the kind

of radical individualism that he saw as the
greatest threat to American society.

Religion-—as a source of values, or as a
reminder that persunal and utilitarian con-
cerns are not the whole of life—gets even
shorter shrift. The book defines “'spirituality™
as "the part of voursell that allows vou to
know vou are alive and 1o fecl the wonder
of being alive.” While svmpathizing with
Glencoe/MceGraw-Hill's fear of interdenomi-
national warfare around a textbook adoption,
it is nevertheless impossible to fathom why
“spirituality”’ need be defined solely in terms
of the sclf, and then in psychobabble.

Growing Up Curing carries much sane
utilitarian advice about a narrow range of
human experienee. In the hands of a teacher
with abundant self-knowledge, a deep under-
standing of voung people, and some perspee-
tive on the American culture, perhaps the
book could help voung people sail around
some of the rocky shoals of adolescence. But
it is casy to be skeptical of such instructional
materials,

Like the schools and the media, texthook
publishers are in the habit of going with, not
against, the grain of the culture, even if those
currents are roinous. Growing Up Caring
proclaims that “To each his own™ and “"Do
vour own thing” are American values, in
contrast to Japan, where “people learn to
serve society first, not themselves.” Yet it
would appear that many of the perils of
adolescence in America are related to the
burden of inventing the self from seratch, and
the consequent hubris of the self-made man
who worships his maker.

Toequeville observed that when people no
longer rely on tradition or authoritv—both of
which are virtually ignored in this book—thev
lovk to peers to confirm their judgments. As
Americans have banished those traditional
sources of personal strength and independence
from the public discourse, we have driven our
teenagers into the arms of the peer group. The
techiniques and formulas proposed in the book
to help teenagers resist peer pressures seem
weak compared to the force of the values
vacuum our culture has presented to them in
the name of freedom. Thus, the message of
this book, albeit tempered by admonitions to
care about vour family, friends, and commu-
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nity, seems to support the very trend toward
separateness, self-centeredness, and vulnera-
bility to peer pressure that it purports to
counter.

It is doubtful that many students will ever
be asked to read Shriver’s introduction,
probably the best part of the book. She dares
to use words like “soul” and “God’ in her
essay. Shriver offers examples of love from
history. literature, poetry, and the sacred
books of all religions. She considers sacrifice,

a concept that much of the therapeutic
community believes to be neurotic. She talks
about the horrifying suffering of millions in
the rest of the world and its meaning for
humane Americans. She mentions the dark
side of human nature. If Shriver had written
the texthook, Growing Up Caring might have
been truly “the first values-based textbook for
adolescents.™

Harriet Tyson has written widely on textbooks and
values.

The Spiritual Life of Children. By Robert
Coles. Houghton Mifflin, 1990.

For decades. the eminent pediatrician and
psychiatrist Robert Coles has allowed children
to speak for themselves in describing their
world and condition. Part of a celebrated
series of books stretching over three decades,
The Spiritual Life of Children is an oral record
painstakingly compiled from interviews with
children of various religious backgrounds.
Coles follows children into Sunday schools
and hospital rooms, listening to their efforts
to make sense of the human experience.
Surprising for a scholarly trade book, yet
indicative of broad interest in the subject, The
Spiritual Life of Children appeared on The New
York Times best-seller list earlier this year.

Coles begins his inquiry, taking Freud to
task for dismissing religion in The Future of
an Ilusion (1927) as "fairy tales” fed by
neurosis. He deplores the “gratuitous reduc-
tionism we have seen relentlessly pursued
these days in the name of psychoanalysis.”
For Coles, the metaphysical world is an
unprovable actuality: all humans have spiri-
tual lives, and from this hook, it is evident
that children deal with eternal question:, early,
and sometimes, with great sophistication.
Coles declares that his approach is “contex-
tual.” not “scientific,” based on observation
and careful listening.

Coles subjects span the age from about nine
toearlyadolescence, thatis, the years when chil-
dren are able to grasp and become interested
in things beyond themselves. Many musings
in The Spiritual Life of Children are haunting

and familiar. They range from fundamentalist
to agnostic. Coles quotes ten-year-old Alice,
whom he calls a secular soul searcher. Alice
declaims, perhaps speaking for many Ameri-
cans:

“I might be saying the wrong thing. I
remember—it was last vear—I saw the people
next door coming home from church, and 1
looked out the window after theyv'd left and
I tried to ask God if they were right and we
were wrong, because we never go. But how
can vou talk with God? He doesn’t talk to us!
Daddy says some people hear His voice, but
theyv are hearing things! That’s what he thinks.
[ tried to be serious, though. I said, Al right,
God, please, I'm young. and I'd like to know,
so give us a signal, me and my mommy and
daddy.’ [ knew He wouldn't—and He didn’t.
Later, when I went to the park, I thought there
might not be a God, but somehow we have
this park and the flowers are out, and how
did all of this begin, that's what I'd like to
know!™

Coles reminds his readers of whatever faith,
or of no faith at all, that they should take
the issues that religion raises seriously
because children take them seriously. Some
will be frustrated by Coles’ disinclination to
draw broad theories, principles, or conclusions
from his interviews. If there is any fault with
the book, it is that after a point the trans-
criptions begin to pale in interest. The reader
may ask: so what does this all mean? The
absence of authorial commentary will leave
some readers uneasy. wondering why Coles

fails to provide more guidance to a perplexing
and fascinating subject.
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TEXTBOOKS AND
THE WORLD AROUND US

hat an “international perspective™

to education means is unclear. An

elastic term, it is different things
to those who do agree that global and
multicultural study belongs closer 10 the
center of the eurriculum. An international or
global approach: What is it? Is it to be
historicallv and geographically based? Is it to
affirm democratic values? Who will produce
the needed textbooks?

However these quvslions are answered.
voung Americans must understand the polit-
ical and cconomic universe that surrounds
them. The rise and fall of the Chinese
democratic movement, increasing Japanese
and German economic power. ongoing turmoil
in Latin America and South Africa, events in
Fastern Europe and the Soviet Union, and the
1991 war with Iraq are bringing to an end the
geopolitical arrangements of the recent past.
How the United States plans to respond
educationally to these global changes remains
to be seen,

A dominant strain of international educa-
tion incarnates concepts evolving from post-
World War H concerns: for the reconstrue-
tion of human relations and political institu-
tions. for national planning. for planetary
consensus. Franklin D. Roosevelt's Four
Freedoms—of speech. of worship, from want,
and from fear—and the 1945 United Nations
Charter capture this liberal and durable
democratic spirit, an optimistic view of the
future emphasizing human reason. interde-
pendence, rights, and liberties. For about fifty
vears, a wide range of community and
religious organizations have encouraged the
infusion of humanitarian beliefs idealizing
peace and harmony in school curricula.
Instructional materials and texthooks have
long championed global cooperation and
cautioned against the perils of unbridled
nationalism.

Partisan suppositions semetimes impinge on
subject matter. In 1986, for example. Carlos

k. Cortes and Dan B. Fleming began an essay

about instructional aterials in Sociel Educa-
tion, a publication of the National Council for
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the Social Studies: “World peace is becoming
increasingly fragile as pressures of population
growth and an imbalanced distribution of
resources, the greater sophistication and
spread of military technology. and the
presence of nationalism converge to make
even the most remote corner of the earth a
potential tinderbox for igniting nuclear
conflagration.” The remedy. thev asserted, is
instructional materials that eschew ““nation-
alism™ and “ethnocentrism.” While Cortes
and Fleming based their observations on dated
sources and statements (e.g.. a 1966 report
declaring that “"nationalistic bias is as
persistent in today’s schoolbooks as in those
used a generation ago™), their point of view
represents a prominent strain of thinking
among advocates of global studies and inter-
national education.

One 1989 curriculum model and resource
package o veloped by a southeastern state
defines glohal perspective as “an attitude—a
value position—a recognition of commonali-
ties as well as diversities,” This state currie-
ultm guide calls for “perspective conscious-
“conflicts of
opinion.” concluding that: “Dredging the
deeper. underlving layvers—the orienting

ness.” which diminishes

beliefs, assumptions and explanations of time.,
space and causality. all largely unconscious
and unquestioned—is more significant.” The
guide’s introduction calls for “state of the
planet’” awareness. that is. the environmental
interdependence of humankind. It also
advocates “eross-cultural” awareness, “devel-
oping new methods. building on empathy™ and
also the art of “transpection.” a word vet to
enter standard dictionaries, the “capacity 1o
imagine oneself in another role within the
context of one’s own culture.”

Such vagueness does not augur a erisply
constructed or teacher-legible social studies
curriculum. Nor does it suggest any authentic
interdisciplinary  venture that incorporates
geography, world history, economics, civies,
and foreign language. Multiculturalism aside,
international education may suffer in the
1990s from at least two impediments to a
reasoned understanding of the world—
utopianism and underestimation of the
national record.




Q

ERIC

PAFullToxt Provided by ERIC

['topianism

One current in global <tudies and interna-
tional eduration, pn»e'»ml of vosmic ambi-
tions, divorees itself from economic reality.
It~ origins lie in understandable fears more
than twenty vears old. ted by the tragic 1968
oil ~pill off the California coast amd ~uch best
~elling books a~ Rachel Carson’s Silent Spring
(19621, \ Malthusian nightmare. forecast by
reports and leading economists during the
1973-T1 reevssion and oil ~hortage, suggested
the end of industrial civilization and a coming
era of mas=- ~tarvation. Anthoritative stndies
annotneed the advent ol global want and
environmental vatastrophe. For ~some educa-
tor=. the pereenved horrors of the future made
simple policy analy-is irrelevant. The vou-
coern~ of the moment indueed a utopran cast
of mind. the first priority of which was 1o
introduce a cooperative. tran=national. alter-
native vision of the planctary future.

In Schooling for a Global ge (1979), part
of the influential Goodlad ~tudy of ~chools,
professors Lee and Charlotte Ander-on
articulated & philosophy of education for
world citizen<hip and outlined a <cenario for
“world-centered ~chools"" Aceording 1o the
Anderson~. the ideal <chool wonld et 7t
develop within ~tudents the competencies
required Lo live intelligently and responsibly
a~ idniduals, human being-. earthlings. and
members of a global ~ocrety”

W hile the Ander-on< made much of <tu
dents a=~ inhabitants of planet Farth, the
made no mention ol the polity or constiti-
tional frameworh under which <tudent-
actually: hved, or of the sources of their
aftluence, tersure. and tranquility. N new age
had evolved through univer<al thinking con-
<onant with the Andersan<” hopes. one tlat
~omehow ended the troublhing realities of von-
tentious nationstate~ and material ~careits,

In the Anderson=" imagined Terra Scliool
of the future, a “learning manager” —teachers
have evidently been relegated to an appressive
and anthartanan past—eaplains that the
curricnlam trres too <hos Thow we humans
depend on the planet’s natural resanrees for
These

1;~)r||ulu;:in|| need- <ueh as aur need for

gratifving all our needs include

aflection, heauty, ~eli-actnalization. and

i2s

learning. as well as biological needs for food,
water. air. and protection.” In the lessons
outlined for this idealized elementary school.
nine-vear-olds are working on a project. They
are sending a set of thank-vou cards to the
rain forests in Brazil. expressing appreciation
for the oxvgen the forests have contributed
to the air.

Pretentiousness aside, this iz all verv nice.
But one does not imagine a fast-track Japanese
student. or for that matter, anv Brazilian child
doing the same thing in school. Conceptually,
these lessans seem spongy and self-indulgent,
a Mr. Softee of curricula. objectionable not
because they are wrong but because they are
facile and casv. Arduous lessons in etvmology
or Spanish grammar. in the river and moun-
tain svstems of Asia. or the development of
English constitutional liberties are avoided,
even as teacher and ~tudent mav be led tu
helieve that they are delving into subject
matter more profound than that which
ordinary geography and history lessons can
llr()\'i(i(',

U nderestimation of the National Record

A ~econd current in international education
remains neutral or hostile toward democratic
capitalism. It is highly ceritical of the American
and Furopean past and reflexively anti-
militaristic. Such curricula urge “sensitivity”
to how U8, culture i~ viewed by other
nationalities, especially our country’s adver.
saries. While peace and global harmony enter
the conceptual picture. the theme usually
takes a pessimistic view of American institu-
tion= in history and current affairs. In
teaching about foreign polieyv. the U.S. failure
in Vietnam and the need to avoid nuclear
incineration are two basie curricular motifs.

Global disharmony. according to this
approach, derives mainty from .S, national.
i~m. expan=ioni=m. and imperialism. But thi-
view ignores American exportations of human
right~, improsements in publie health, and
material prospernity to many non-Western
nation~. It seems blind toward the pi('abuﬂ*s
of life in affluent socicties. where even the
relatively poor own automobiles. refrigerators.
and television ~et<. It overlooks the animus
felt 1in the Third World toward the US! that
derives <imply from envy and resentment. 1t




forgets that the liberties and individual
opportunities that democratic capitalism
nourishes account for the continuing influx
of foreign capital and press of millions of
would-be immigrants into the United States,
not to mention popular democratic fronts
from Beijing to Tirana.

Lessons that go far to stress America's
misdemeanors fail to acknowledge that in
much of the world the idea of human rights
remains just an idea. In many non-democratic
regimes, speaking unpopular or imprudent
thoughts can lead to being tortured or having
a price put on one’s head. In the 1989
Panamanian election, many Americans wit-
nessed the spectacle on television of the
opposition’s vice-presidential candidate being
savagely beaten, as one of General Noreiga's
thuggish soldier-policemen stood idly by. Are
such events to be viewed by American
children as colorful quirks of local custom?
Or, taking democratic privileges for granted,
will young people just not care?

Fundamental distinctions between the
United States and the Soviet Union may
attenuate, if optimists prove correct. But civic
indifference toward democratic values repu-
diates the condition on which government
derives from the people. If citizen-based
governance is no better, nor more successful,
than non-democratic regimes, no reasonable
basis exists to defend liberty and individual
opportunity. Any moral equivalence reflects
an exhausted, defeatist strain in democracy,
inert to and ungrateful for public protections
and benefits, including freedom of speech,
privacy, and due process sought by citizens
in other parts of the world.

It is likely that in advancing international
education, the nation’s leaders, the majority
of parents, and teachers themselves envision
a curriculum dedicated to hasic subjects that
give all students of all backgrounds a better
idea of their place in the world—and the skills
they need to operate successsfully within it.
Properly constructed. international education
would hinge on an authentic interdisciplinary
approach building on geography, world
history, economics. civics, and languages.

Debates over the nature of international
education remain part of a broader controver-
sy inside the social studies and across the

curriculum. Americans cannot seem to decide
whether curricula should emphasize dissent
and government error or celebrate national
power and achievement, whether coursework
should center on Western civilization or stress
other cultures, and whether lessons should be
historical or non-historical in design. Resolu-
tion of such differences goes far beyond the
scope of international education.

In acting to increase student familiarity
with the rest of the world and promote
productive global learning, educators might
consider four precepts:

(1) Textbooks should explain in vivid ways why
the world and its many cultures are important
to all American students.

Textbooks today comprise something very
close to a national curriculum. What is
included and excluded in such books does
much to determine what is taught in class-
rooms across the country. As is well docu-
mented, lack of student interest in social
studies derives partly from textbooks that fail
to convey the drama and epic story of the
global past and many-splendored cultures.
Before international education can move
beyond wishful thinking, texts in social
studies and other courses need to provide
lessons that are genuinely stimulating.

(2) Textbooks should make history and geogra-
phy organizing subjects.

Social studies curricula need to strengthen
the fundamental scaffolding of historv and
geography, acting as basic academic subjects
on which international education can build.
It is geography that explains where we are,
and where others are, on Spaceship Earth. [t
is history that explains how the present came
to be. Of our own nation, University of
Massachusetts historian Paul Gagnon has said:
"American history and ideas, and the vision
and fate of democracy on earth, are not
intelligible without a prior grasp of the life
and ideas of Greece and Rome, Judaism and
Christianity. Islam and Christendom in the
Middle Ages. feudalism, the Renaissance and
Reformation, absolutism, the English Revolu-
tion, the French Revolution, and the compar-
ative experiences of Furope and the United
States in the nineteenth and twentieth
centuries.”

o

b

Q

ERIC

PAFullToxt Provided by ERIC




Q

ERIC

PAFullToxt Provided by ERIC

(3) Textbooks should consider the comparative
evolution of political institutions and liberties.

Lessons should include ihe emergence of
ideas that underlie citizen-based governance,
market economics, political toleration, and
cultural pluralism notably in the West and
since 1500. Such political values demand
frank comparison with regimes that operate
under different standards, including totalitar-
ian rule and assorted forms of zealotry.
International education should not minimize
the violent conflicts of human history, still
with us, including the desire for unlimited
power, religious purity, and racial domination.
In presenting remedies for global conflict,
coursework should not shrink from candid
descriptions and evaluations of such modern
aggressors as Adolf Hitler, Joseph Stalin, 1di
Amin, Pol Pot, Ayatollah Khomeini, Saddam
Hussein—and the political systems that allow
them to gain power.

(4) Textbooks should avoid subject bias that by
design or accident frightens children.

To students and reflective people of all
nations and ages, it should be clear that
nuclear conflict and ecological overload
present the two macro-issues of the millen-
nium. The response of social studies educators
should not be apocalyptic. These complex
issues are probably best treated by broad
student understanding of science and econom-
ics, not in classes where traditional social
studies are replaced or excluded. Social
studies do students no service when they
are grounded in fear and alarmism. Nuclear
weapons are hard for thirteen-year-olds to
understand. In many textbooks and lessons
complicated subjects are simplified to the
point of misrepresentation. One leading sixth
grade text describes acid rain by saying:
“‘Imagine how houseplants would react if they
were sprinkled with vinegar!” If the bombs
don’t get vou, the ozone layer and poisoned
water will. Not to make light of grave
concerns, the view of some “‘peace’” and
“environmental’’ studies is nonetheless
deterministic and overly bleak. It gives a
despairing view of the future. Its unintended
message to children may be nihilistic, provok-
ing an unhealthy but natural response on their
part to the hopeless condition into which they

were born. No responsible educator wants to
send such a signal, just as no responsible
educator—however committed to global
thinking—should believe that for humankind
a magic, effortless, harmonious future is
probable in the near future, hastened by facile
course content.

THE MULTICULTURE WATCH:
A Statement from Albany

n June 20, the New York state edu-

cation department released its long-

awaited report on multiculturalism
and the social studies curriculum. Multicul-
turalism has emerged as a central debate in
the curriculum, not only in New York but
across the country. Minority groups have
increasingly demanded that social studies
courses include more information about their
cultural antecedents and contributions. The
significance of the debate is hard to overes-
timate. As The New York Times recently said,
“the battle over the New York state social
studies curriculum is fundamentally a battle
over the idea of America. Is the Uaited States
a land where immigrants and minorities mute
their separate histories and traditions and
adopt a common, if amorphous, culture? Or,
is it a land where ethnicity should be
celebrated over and above any shared
heritage?"

Readers of the Review will remember that
New York helped to ignite the multicultural
controversy in 1989 when a task force report
called “A Curriculum of Inclusion™ gained
instant notoriety, as it asserted that the New
York social studies curriculum encouraged
“white nationalism™ and ethnocentrism. Beset
by widespread criticism, education commis-
sioner Thomas Sobo! empaneled a committee
to review these charges and make recommen-
dations for curriculum development.

The new 97-page document, entitled “One
Nation, Many Peoples: A Declaration of
Cultural Interdependence,” offers no great
surprises. The committee deck was stacked
with multicultural enthusiasts. The new
report is essentially an imprimatur of the old,
albeit with more moderate language and tone.
Says its preamble, ““The principle of respect
for diverse cultures is critical to our nation,
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and we affirm that a right to cultural diversity
exists, We believe that the schoolroom is one
of the places where thix cultural interdepend-
ence must be reflected.”™

The report’s content is familiar and vague.
For example. it takes as a unifving principle
that “multicultural perspectives should infuse
the curriculum.” Some of its propositions are
both trendy and a little scary: "The subject
matter content should be treated as socially
constructed and therefore tentative—as is all
knowledge.™ Urging that history not be taught
from a Western perspective but “globally.”
the report notes that people called minorities

in Anmerica should be referred 1o as “part of

the world's majorities.” Overall, this guide to
multiculturalism i full of platitudes and
vacuous declarations, It advocates curricular
reforms already widelv accepted and does little
to advance understanding of a complicated
suhject.

Some members of the committee issued
individual statements that indicate they would
have liked the document to have taken a more
explicith anti-Western perspective. Diane
Glover. a New York City teacher. said. “The
educational community needs to know...the
rote of European scholarship in promoting
p~yehological and historical inferiority. Thes
need to know or to trv to understand how
racism has impacted on children of African
descent and it< relationship to self-concept,
economic, and sociological variable<" Wrote
Al AL Mazruic a professor of humanities at
State Universicy of New York at Binghamton:
“American children need to know that
genocide was part of the hirth of this nation,
The holocanst began at home.”

The report drew cogent eriticism from three
dissenting members of the committee. While
noting that they did not disagree with many
of the report’s suggestions. they felt that it
was, in the words of historian Kenneth
Jackson of Columbia Universitv. “politically
and intellectually unwise for us to attack the
traditions, custonis, and values which attract-
ed immigrants to these shores in the first
place.” Said Jackson: “"The peaple of the
United States will recognize. even if this
committee does not. that every viable nation
has to have a common culture to survive in

prace,”

Historian Arthur Sehlesinger, Jr.. con-
curred: “The underlving philosophy of this
report. as } read it, is that ethnicity is the
defining expericnee for most Americans, that
ethnic ties are permanent and indelible. that
the division into ethnic groups establishes the
basic structure of American society and that
a main objective of public education should
be the protection, strengthening, celebration,
and perpetuation of ethnic origins and
identities.... The bonds of national cohesion
in the republic are sufficiently fragile already.
Public education should aim to strengthen
thase honds. not weaken them.” Schlesinger
said,

“Our democratie ideals have been imper-
fectly realized but the long labor to aehieve
them and to move the American experiment
from exclusion to participation has been a
central theme of American history, It should
be a central theme of the New York social
studies curriculum. And it is important for
students to understand where these demoerat-
ie ideals come from.... Nothing ix said about
the influerntce of European ideas of demaocracy,
human rights. self-government. rule of law.”

Harvard education professor Nathan Glazer
added: A conception of American multicul-
turalism that is true to its complex reality does
not lend itself easily to teaching ehildren and
adolescents. They want <omething more
definite. the teachers want something more
definite and specific to give them, the tests
want something more definite on which to test
them. and =0 we fall into teaching a {alse but
easily transmissible picture of American
society. And sinee people are shaped to some
extent by their education. we fall into the
danger. by presenting a coneeption of separate
and different groups fixed through time asx
distinet elements in our society, of making our
future one which conforms to our teaching,
of arresting the progress of change and
adaptation that have created a common
society. a single nation.”

New York has not developed an actual
currienfum framework, “One Nation, Many
Peaples: A Declaration of Cultural Interde-
pendence” i a set of recommendations, not
o svllabus. It is expected that the ereation of
eurricular guidelines, instructional materials,
and lesson plans will take many vears,
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CIVITAS, a curriculum  framework to be
released this September, is a guide to civie
education for elementary and secondary
schools. This comprehensive work, over 700
pages long, was developed under the anspices
of the California-based Center for Civie
Education and Couneil for the Advancement
of Citizenship in Washington D.C.. with the
cooperation of many education associations.
Since 1988, the project has involved as
authors a large number of prominent currie-
ulum experts. historians, and political seien-
tists. They have brought substance, accuracy,
evenhandedness. and intelligence to the
sometimes opaque domain of civie education.
The units of the framework are more intel-
lectnally refined than other civies guides
recently construeted. The first page considers
the rationale for civie participation, using the
perspeetives of Aristotle, Sidnev Hook. and
Benjamin Rush. The framework also stresses
civie virtue, which in itself will be to some
educators a daringly normative—or innova-
live—idea.

CIVITAS states inits introduction. "We
believe that civie virtue embraces thinking

and acting in such a wav that individual
rights are viewed in the light of the publie
good and that the common good includes the
basie protection of individual rights.”
CIVITAS then goes further. 1t considers
issues of character ant public morality,
exploring, for example, the values of
charity. humility, and tolerance. It examines
the coneepts of individual responsibility.
self-discipline, and civie-mindedness. The
framework is frank in noting lapses of
human rights and political repression in
Africa. China, Latin America. and other
regions, making distinctions between demoe-
racv and other forms of government. The
CIVITAS frameworh—like many “consen-
sus’ curriculum guides—strains to include
all points of view on an abundance of
subjects. Ax a result, it is in plaves overly
long: sometimes it is repetitious. An abbre-
viated version will appear in the future.
Thorough and sensibte, CIVITAS is an
outstanding general reference for any
teacher who needs direction or guidance in
preparing civies lessons or government
courses.

FROM THE EDITOR

ith the Summer 1991 issue, the

Social Studies Review enters its

third vear of publication. At this
time we vant to acknowledge and thank again
the foundations. the subscribers, and many
others who have helped us launch the Review
and the American Textbook Council.

The Couneil has worked hard to broaden
its support. In addition to original funding
from the William H. Donner Foundation, the
Couneil has now received finanecial backing
from the Harry and Lynde Bradley Founda-
tion, the Farhart Foundation, the Richard
Lounshery Foundation, the New York Com-
munity Trust, the John M. Olin Foundation,
and several hundred private donors,

While we remain a voung organization, the
Council has made enormous progress in a
short amount of time. The Council and Review
were cited ax major vehieles for textbook
improvement and educational reform in
chairman Lynne V. Cheney's November 1990
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report, Tvrannieal Machines, for the National
Endowment for the Humanities. It is evident
that major texthook pnblishers are paving
close attention to us. Several of them have
requested permission to reprint articles from
the Review. They have purchased thousands
of copies for internal distribution,

Last vear we increased the size of the Review
from twelve to sisteen pages. We expanded
the mailing list through new subseriptions and
referrals. The Review now reaches the nation’s
most infiuential educators, historians, editors,
and public officials. More important, the
circulation of wnearly 4,000 is broad-based.
reaching the school superintendents, prinei-
pals, and teachers who make decisions about
textbook adoption and the curriculum.

In the coming academic vear, the Council
will undertake several new initiatives. These
include—in response to numerous requests
for guidance from district-level educators—
the preparation of a general handbook and
standard of review for texthooks in language
arts and social studies. Also, in time, we plan
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to commission an analytical report of religion
in the curriculum, exploring how social
studies textbooks treat the subject and what
improvements might be made. This summer,
I will be developing curricular materials in
California state history—taught at the fourth
grade level—at the Huntington Library and
Southwest Museum in Los Angeles.

The next issue of the Review will be devoted
to a special review of high school economics
and economics textbooks. This winter, we will
be publishing a databank on texthook usage.
As always, should you have any ideas for the
Council and Retview, let us know. For those
of you who do not see this issue before Labor
Day, we hope vou have had a fine summer
and wish vou in advance a productive and
invigorating fall season.
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Fall 1991

ECONOMICS: A REVIEW

conomics is a fundamental component

of the social studies. Sometimes it is

studied directly, through theory and
principle, and sometimes in applied forms,
through history or geography. In either case
economics includes ideas and concepts that
explain much about the workings of human
society past, present, and future. The branch
of social studies called economics can be
strengthed through a historical approach,
sturdy subject matter, and a mixture of theory
and practice.

In this special issue of the Social Studies
Review, supported by the John M. Olin
Foundation, we turn to this often neglected
area of the social studies curriculum. We
review the leading high school textbooks in
the field. Some initial thoughts arise. In what
way does the study of economics align with
a history-centered approach to social studies?
What is economics’ place in the larger realm
of civic education? How should an economics
program be organized, especially in sensitive
areas that brush against ideology? Should an
economics program affirm private markets and
capitalism, and how should it deal with thorny
issues like regulation, income distribution, and
the environment? At what grade levels should
economics be studied as a concrete subject and
not through other disciplines? And finally, is
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economics simply beyond the grasp of most
children and adolescents?

The Review will try to offer some provisional
answers to these important questions. To do
so, it includes three original articles by
respected educators who have thought serious-
ly about the content and presentation of
economics in schools. While the authors do
not reach the same conclusions, their essays
illuminate some of the salient issues in
economic education. Two essays offer provoc-
ative—and differing—conclusions about the
place of economics in the social studies

INSIDE

A special issue on economics and the social
studies curriculum

e erreeriae, Economics: A Review

A survey of the subject and seven leading
economics textbooks used in high schools.
Three Essavs on Economics

At what age is economics an appropriate
course of study? Two views, followed by
thoughts ahout economics, human life,
and its study in schools.

Page 14 ..........The Multiculture Watch

Christopher Columbus and the National
Council for Social Studies.
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curriculum. Another essav introduces econom-
ics” two branches, maerocconomics and
microeconomics, explaining the significance of
each in human life.

Some social studies educators CXPress
coneern over the place of economies in school
programs that emphasize history and geogra-
phy. They maintain that economies could he
erowded out of curriculum. This ix unlikely.
If anvthing, economics—which has long been
a component in Furopean high schools—has
gained new adherents during the last decade
and will continue to do so in the 1990s,

Many courses labeled economies are con.
sumer education and personal finance courses
in masquerade, Practicality crowds out theory
and prineiple. Learning to read a label or lease
should not be confused with pure economics.
Many social studics educators are unwilling to
make such distinetions of quality and course
content, preferring to raise phonv questions
about a "narrow™ and “limiting” history-
centered approach to the subject.

Economies is the studv of scarce material
resources and how to allocate them. Economies
necessarily brings to bear questions of political
and social justice. The world will never have
sufficient income or respurces to satisfy every
desire. Indeed. it is hardly conecivable that
all human beings will ever have access to the
flush toilets, refrigerators, television sets, and
automobiles that poor people in the United
States and other advanced industrial nations
take for granted. The environmental conse-
quences of limitless human wants is potentially
horrifying. Population growth continues
inexorably, especiallv in regions of the warld
that have low per capita levels of product. Most
of the world is aggressively acquisitive and
exploitative. Only the most affluent and
utopian element of the world’s population—
often driven by guilt and a personal under-
standing of marginal utility—shows anv
interest in curbing human appetites or making
massive transnational transfers of wealth in
the name of global justice, Is economics then
truly the dismal science, exploring the dark
and greedy recesses of the human soul? Or
18 it a reasonable inquiry into how to provide
the greatest good for the greatest number?

Feonomies includes the studv of choices.
trade-offs. and opportunity costs. 1t is a

rational exploration of the material world: what
are its ingredients, how shall it be devised.
who gets how much. and to what degree is
it expandable. Economies can he historical.
quantitative, or practical in method, descrip-
tive or prescriptive in nature. Above all,
cconomics is the studv of self-interest and
publie welfare,

Americans live inan economic system called
private enterprise and market capitalism, This
svstem differs from the “free’™ and unbridled
capitalism that 1o some evokes an image of
Lancashire coal mines or a golden age of rugged
individualism. After all, through the twentieth
ventury, go\*ornment——nalional. state, and
local—has taken awesome regulative and
welfare responsibilities. Still, manv of the
texthooks reviewed below aveid the use of the
word capitalism, perhaps because the word
itself suggests that Americans continue to live
under a harsh and exploitative svstem based
on profits and entreprenecurial pirates.

Few would argue that ecanomic self-interest
ereates a perfect world. just as few can deny
Adam Smith’s dietum in 1776 that, "It is not
from the benevolence of the buteher, the
brewer, or the haker, that we expect our dinner,
but from their regard to their own interest.”
Nor should we forget that Smith’s magisterial
book, The Wealth of Nations, was published
in the same vear as the Declaration of
Independence, with its remarkable contention
that Americans had a right to libertv and the
pursuit of happiness.

During the 1980s, Americans could monitor
the exeesses of finanee and consumption from
that little savings and loan on Main Street to
the boutiques of Rodeo Drive, in stark contrast
to the growing number of Americans who lived
in desperate conditions outside the labor
market. Thev could also note that the
Securities Exchange Commission and U.S.
Treasury acted to curb abuses and punish
wrongdoers, thus regulating successfully on
behalf of free markets.

Most resources in the United States are
privately owned. as distinet from diverse
socialist and “command™ economic systems in
which basic capital resources are owned and
controlled by government, While statist
assumptions persist in some texthbook lessons,
for years now Americans have watched
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capitalism’s growing global appeal. The
econonie system is more promising, perhaps,
to striving immigrants from Korea or Mexico
than to some university professors, Continuing
advances in communications and transporta-
tion accelerate the trend toward global
capitalism, now the single multinational force
of economic organization, Computer and
satellite-driven messages make instantaneous
global transfers of currency, capital, and
ownership possible. Intensifving international
exchange seems inevitable in the vears to come.
not only in the Pacific Rim but also on the
European continent.

On aceount of world affairs, economies is
now an especially timely subject. For over two
vears, American edueators have watched the
rapid demise of Marsism and the challenge to

The ideas of cconomists and political philo-
sopliers, both when they are vight and when they
are wrony, are wore powerful than is commonly
understood. Indeed the world is ruled by little else.
Practical men, who belicve themselves to be quile
exempt from any intellectual influences, are usually
the slaves of some defunct economist. Madmen in
authority, who hear voices in the air, are distilling
their frenzy from some academic scribbler of a fow
years back.

—John Maynard Keynes, The General Theory
of Employment, Interest and Money (1936)

state-driven economies from Prague to Tur.
kestan, ending decades of authoritarian
production and political oppression. The Soviet
economie system has proved itself inefficient
and incapable. built on faulty premises about
human nature, unable to produce and distrib-
ute the basic goods that people need to live,
unihle to spur human capital toward greater
productivity. and unable even to make good
on the egalitarian premises on which it is based.

How the Eastern European and Soviet
economies will manage in the coming
months—as they head into deep winter—
remains a disturbing muknown, The transition
to contractual libertv, free markets, and the
pursuit of happiness in this far-flung region
of the world remains theoretieal, not actual,
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and any such economic reform poses vast
questions of reorientation. Unfortunately,
economics and other social studies textbooks
do not address such pressing and topical issues.

The economic breakdown of the Soviet
Union underscores some facts of public life
that the United States and other capitalistic
nations take for granted. These begin with
private property and protection of that
property through title and ownership: the
ability to buy and sell in open markets; the
freedom to make and participate in markets.

Where should the study of economics begin?
Not with silly courses that teach sixteen-vear-
olds how to balance their checkbooks and
register complaints with the Better Business
Bureau. By high school. all students should
he able to recognize some relation between
economics and historical change. The agricul-
tural revolution eirca 10,000 B.C. introduced
cultivation and eivilized settlement. The study
of the industrial revolution 250 vears ago—
and the replacement of museular with mechan-
ical power—is basic to understanding the
modern age the incredible material
advancements of our times, Students need to
the fundamental differences
between traditional, authoritarian, and market
economies. They should study basic concepts

and

understand

such as ('nnsumpli(m and investment, demand
and supply, campetition and monopoly,
government management, and in an interde.
pendent world, global trade.

Seven Textbooks

Economics is a complivated subject. Some-
times the most subtle of the social sciences,
it can anly go so far down into applied usage
before it lapses into consumer education or
carcer training. As w:th physics or algebra,
mastery builds on basic principles. In textbooks
that serve and challenge a wide number of
students, simple is often better.

Simplicity is not an automatic virtue in
cconomics textbooks. Gross distortions, sloppy
exegesis, and flawed information can result
from omitting or sidestepping arcane princi-
ples. But simple sometimes means accessible,
direct, and instructive. Most
comes closer to eonsumer education or
personal finance than to the real thing. At the

“economics’
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low end of the social studics spectrum, an
abundance of mindless life adjustment mate-
rials fly under the banner of practicality.

One surprisingly good text with a practical
orientation exists. Economics: Today and
Tomorrow (Glencoe/McGraw-Hill) tries to
mesh economics with utilitarian lessons that
will assist students who may be ending their
formal education at high school graduation.
Paul Samuelson, it is not. But the book
contains clear treatments of economic concepts
and satisfactory lessons on housing contracts,
banking practices, and other cveryday affairs.
While overdoing consumerism, the text
manages this dual appreach with some
dexterity.

Teachers of pure economies courses will
probably shun this hook because of excessive
consumer information, which comprises about
half of the test. But Economics: Today and
Tomorrow tries to bridges the “real world™ and
subjects such as the Federal Reserve System,
demand and supply, and Kevnesian economics,
treating these subjects in an appealing, direct
format and style.

Auother widely used easy reader is Basic
Economic Principles (Glencoe/MceGraw-Hill).
Like Economtics: Today and Tomorrow, it is well
designed. While the hook contains less text,
lessons do not wander into a helpful hints and
how-to-it mode. The emphasis on economic
principles is welcome. But too many shallow
units make this a disappointing book. Confus-
ing and incorrect passages impede the way:
Why, for example, does Basic Economic
Principles say that oligopolies “work as if they
were one big monopoly even though they are
several different firms™? Another question: s
the Times Beach, Missouri fiasco really a good
example of federal environmental responsive-
ness and regulation?

Here is an excerpt from the book: "It is
possible for resources to be allocated incor-
rectly in a competitive economic system. When
this happens, the government can take action
to correct the problem. For example, busi-
nesses that are run to earn a profit can harm
the environment. A factory may find it less
expensive to dump wastes in a river than to
provide proper disposal. Such an action would
hurt people who live downstream of {sic] the
factory. It would be a wasteful use of some

of our own resources.” While a student or
teacher might receive some sense of the idea
that this passage is trying to convey, the issue
of positive and negative externalilies, especial-
ly in highly populated arcas, deserves more
thorough and sensitive treatment.

McDougal, Littell Fconomics (McDougal,
Littell, 1988) is designed for more able students
than Basic Economic Principles. The book
contains many case studies and outside
readings, which vary in quality, as do the
lessons. The book is well organized. But the
text is often curious or misleading, as with
the caption: “0il spills can ruin beaches and
kill wildlife, but they boost GNP.”

MecDougal, Littell Economics fails utterly in
a poorly named section called “Economic
Rights.” The introduction beging: “As an
individual, you feel vou have certain rights.
Among the rights important to you may be
the right to drive a car and the right to own
goods. [t is sometimes necessary for parents
or another adult to protect the rights of
children. Similarly, it is sometimes necessary
for the government to protect an individual's
rights, In this section, you will learn about
the role of government in protecting economic
rights.”” The section goes on: “A right is an
action or benefit that is just, good, or proper.
The Declaration of Independence includes life,
liberty, and the pursuit of happiness as
inalienable rights, Among the rights the French
fought for in 1789 were liberty, equality, and
fraternity. In both these instances, individuals
felt that it was the government’s responsibility
to protect their rights.”

In subsequent paragraphs, these muddy and
flawed statements are mixed with the idea of
an open market, of property rights, and of the
right to personal safety. Predictably, a
hodgepodge of curative regulations, protected
by federal law, follows. The unit results in
being at once mysterious and empty. At least
it does contain a passage from Upton Sinelair's
1906 novel, The Jungle, to add some good
writing to an otherwise forgettable text.

Four preferable general high school econom-
ics textbooks do exist. They are not necessarily
“harder.”” What they share are legible formats
and straightforward language.

Economics: Free Fnterprise in Action (Har-
court Brace Jovanovich) is one of them. This
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book benefits from a refercnee section in the
back—preferable to a mere unit on consumer
economics—that contains an economic atlas,
world economic data, a chronology of econornic
events, and ves, a “consumer handbook.”

The buok contains some inspired primary
material. Short excerpts of writings by
economists from Thomas Sowell to Barbara
Ward punctuate the book, and Economics: Free
Enterprise in Action might be excused for
including a passage from Alvin Toffler. But
the text is a little choppy. In places it suffers
from overloaded subject coverage and too
much jargon. Overall, the book is rich and
varied in substance, One area where Economics:
Free Enterprise in {ction does not succeed is
in comparative economics. For example, in an
effort to be “balanced” about economic
systems and generous toward the Third World,
the book tries to sanitize the forced relocation
of nine million people and the grotesque failure
of authoritarian socialisin in Tanzania.

Invitation to [conomics (Scott, Foresman) is
as good or better book written at about the
same level of readability. The format is clear,
with adequate text, good illustrations and
graphs, and tight review sections. It covers the
bases from demand and supply to the Federal
Reserve. The book has a strong unit on
comparative economic systems. Moreover,
Invitation to Economics is historical in orien-
tatian: it even contains a special discussion
of economic history. Finally, the hook parks
a short section on consumer economics
discreetly in the rear.

At 321 pages, Economics for Decision Making
(D.C.. Heath) is much shorter than the five
or six hundred pages that comprises an average
high school economics texthook. But absent
are the fractured text, pictorial sideshows, cute
profiles, and practical tips that clutter some
of the foregoing textbooks. Economics for
Decision Making has a clear, readable, strong
text with tables, graphs, photographs, and
review sections—informative and useful — but
subordinate in format to the text itself. The
idea of simple is better in an economics
textbook comes alive in this book, even though
in places the hook is stripped down to such
a degree that some teachers will consider it
“elementary.”

In some tricky areas of public policy, such
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as social ethics, where other textbooks are
fatuous or clumsy, Economics for Decision
Making is direct and even wise. It quotes Nobel
Prize-winning economist Kenneth Arrow:
“The endurance of the social order, the sensc
that we are all members of one another, is
vital to civilization. Such a notion is essential
to the free enterprise system itself which
flourish without such a social
structure.”

In comparison to Meciougal, Littell’s Eco-
nomics’ idea of economic rights, the book says:
“Americans believe they have a right to some
goods and services. Therefore, in its role of
guardian, the government acts to provide
{them].” Its section on comparative economies
is clear and informative. Such perplexing topics
as comparative advantage, the gold standard,
and balance of payments are explained with
finesse, doing justice to the subjects without
falling into the black hole of technicality.

Teachers of high-level elective high school
courses who find these admirable books slightly
superficial might turn to Economics: Our
American Fconomy (Longman), a sensible,
sprightly, well-written book that surveys the
main features of economics. While advanced
in coverage, it is less forbidding than intro-
ductory college textbooks.

Of course, some teachers of Advanced
Placement-type courses will want to use

cannot

introductory college books—or at least
sections thereof, a case for customized
economics textbook publishing at McGraw-
Hill, the dominant publisher of high school
and college economics texts.

TEXTBOOKS CITED

R. Miller, Economics: Today and Tomorrow.
Glencoe/MceGraw-Hiil, 1991,

S. Gordon, Basic Economic Principles. Glencoe/
McGraw-Hill, 1989,

G. Watson, McDougal, Littell Economics.
McDougal, Littell, 199].

D. O’Connor, Economics: Free Enterprise in
Action. Harcourt Brace Jovanovich, 1988,

l.. Wolken, Invitation to Economics, Scott,
Foresman, 1988.

W. Luker, Economics for Decision Making. D.C.
Heath, 1988.

E. Sehwartz, Economics: Our American Economy.

Longman, 1990.




Q

|-RIC

PAFullToxt Provided by ERIC

WHY SCHOOLS SHOULD
TEACH ECONOMICS

By Mark C. Schug

conomics s increasingly recognized as

a key part of social studies and citizen-

ship education. Many states have
expanded their curriculum to include more
instruction in economics, and cconomics is
stitched into the fabrie of school-level history,
geography, civies, and world affairs. Twenty-
eight states now require that economies be
taught in the school curriculum,

Why is economic education so important?
First, voung people already participate in
economic life. They influence many purchase
decisions of their parents from tovs ta
automobhiles. Moreaver, they participate in the
economy as workers, About one-third of high
school students hold part-time johs. Second.
voung people are able to vote at the age of
eighteen, in effeet, participating in public life,
It is risky to hold off or deny these active
citizens the ehanee to learn how their economy
works. Third, we cannot depend on voung
people to learn econumices in colleges. Many
of them don’t go to college. and if they do,
they mayv not take an cconomies course.
Fourth, while there is abundant evidence that
voung people can learn economics, they are
often confused about basic economie ideas.
There is much misunderstanding about
economic life. Economices is not always learned
through intuition and expericnee, and one of
its uses is in teaching the young about paradox
and counterintuitive thinking,

What are some of the common misunder-
standings? Young people often think that a
nation’s wealth is based largely on the
possession of natural resources, for example.
By this measure, the Soviet Union, with its
abundance of natural resourees, including oil,
copper, chromium, gold, silver, tin, zine,
mercury, bauxite. cobalt, and much more,
should he among the world’s wealthiest
nations. So also should Argentina, Brazil, and
many others,

Japan,in contrast, is a nation with no natural
resources. If natural resource endowments are
the test, then Japan should be among the
world's poorest nations. A student who has

13¢

participated in a well-designed economies
program should understand why market and
trade-encouraging economies tend to produce
and distribute wealth while command and
trade-discouraging economies tend to produce
and distribute poverty.

Hereisanother example. Young people often
think that trade between nations is a zero-sum
game. That is. there can only be winners and
losers. They shudder when they hear that the
Japanese have bought another American firm
or that the Saudis are buying American
farmland. Most recently, the trade debate has
focused on reducing trade barriers between the
U'nited States and Mexico. President Salinas
of Mexico believes that it is in Mexico's self-
interest to encourage free trade with s
neighbor. Yet, the United States has an
economy thirty times larger than the Mexican
economy. How can Mexico expect to gain when
trading with such a giant? The reasoning used
by economists since Adam Smith and David
Ricardo has explained that unfettered trade is
of benefit to both parties,

American voung people—like adults—do
not know economics very well, according to
a numher of reliable surveys, Students tend
to perform better on items stressing such
fundamental concepls in microeconomics as
scearcity, supply, demand, and market price,
Students perform least well in items testing
their understanding of macroeconomics and
international cconomices, including such
voncepis as inflation. unemployment, and
productivity. Studies in several countries
reveal how voung people reason about various
cconomic ideas. For example, voung children
think that prices are determined by the size
of a product. Big things are thought to cost
a lot while little things do not. So, for example,
cars and houses are expensive while candy is
not. To children banks are simply safe places
to store money. People get back preciselv what
they deposit. Property ownership is also a
puzzle to children, The owner of a good is the
person who is nearest it

How do children think about economic
ideas? Their economic reasoning about such
concepts as scarcity, moneyv, exchange, price,
and profit becomes progressively abstract and
flexible with increasing age. However, reason-
ing does not improve evenly with each concept.
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For example, a clear idea of profit, which is
essential to understanding a market economy,
does not emerge until around age eleven.

As early as kindergarten and first grade,
children are developing an understanding of
economic ideas such as scarcity. Clearly, some
instruction can begin even at these early grade
levels. The development of children’s reason-
ing about the physical world has been widely
researched and is usually deseribed as occur-
ring in a series of identifiable, age-related
stages. Jean Plaget’s work is perhaps the most
widely known in this area. His research
indicated that verv voung children are unable
to understand abstractions. During the
elementary school vears most children are in
the concrete-operations stage. which means
that they need to manipulate objects in their
environment to understand the world.

Children’s reasoning about economic
ideas—including concepts such as seareity and
disparities in personal income-—tends to foilow
a developmental sequence. Their reasoning
becomes more abstract and flexible with age
and includes greater recognition of other
people’s points. With age, children depend less
on concrete, physical appearances to explain
their ideas.

Reasoning about nearly all the economic
concepts shows a pattern of gradual improve-
ment with age. Nonetheless, mature reasoning
about some concepts appears morc rapidly than
does an understanding of other concepts.
Advanced reasoning about concepts that have
more that are in
children’s immediate experiences seems to

concrete referents or

emerge sooner than does mature reasoning
about concepts that are more remote. Con-
versely, learning some economic ideas, even
though they may be defined as fundamental,
may be difficult. Perhaps the best example is
the notion of profit, which is central to
understanding how a market economy warks.

Many states have inereased their economic
education requirements, Usually, cconomies is
integrated into the kindergarten through
twelfth grade social studies curriculum.
Sixteen states require a high school economics
course as a graduation requirement. States,
such as California, that have been leaders in
curriculum reform, now require a semester
course in high school economies. The 1989

National Commission for the Social Studies
called for economics to he taught at grade
twelve as a semester course, or, to be taught
in a two-semester course on economics and
government,

One major problem is finding competent
teachers, According to a recent survey by the
Wisconsin Council on Economic Education,
the preparation of state teachers was similar
to what has been found in national surveys.
Forty-four percent of elementary teachers had
no econoniic coursework in college or graduate
school. Thirty-one percent of the secondary
social studies teachers had taken one or no
ecoNnomics courses.

The evident lack of formal economies
background was reflected in a corresponding
lack of confidence expressed by teachers of
their understanding of economics and in their
ability to teach it. Two-thirds of them rated
their ability to teach economics as fair or poor.
Teachers reported that they were not confident
in their knowledge of economic concepts like
opportunity cost, monetary policy, fiscal
policy, and comparative advantage.

Teachers were even more unsure of their
understanding of current cconomic issues. A

large majority of the teachers expressed a high
degree of uncertainty about confusing items
of topical debate and policy such as deregu-

lation, the future solvency of Sacial Security,
foreign trade, and the peril of federal and state
budget deficits. This is not surprising, of
course, given the complexity of these subjects
and the challenge of making them intelligible
to students in high school.

Thesc challenges not withstanding, the
operation of our market economy, issues of
government regulation and private enterprise,
and the consideration of an emerging global
economic network are subjects too important
and integral to the present and future to ignore
at the pre-college level. In the coming decade
high school economics will probably continue
to evolve from an elective course reserved for
college-bound students to a central component
of the social studies curriculum.

Mark €. Schug is a professor of cducation at the
University of Wiseonsin-Milwaukee and the director
of programs for the Wisconsin Couneil on Feonomic
Edueation,
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WHY ECONOMICS IS TOUGH
FOR TEN-YEAR-OLDS

By Donald N. McCloskey

lementary school students learn, as

Woody Allen says, that 80 percent of

success is showing up on time. So our
sixth graders do well if they show up and pay
attention. But by high school they have learned
to their d.smay that showing up is not enough,
and the. a successful student has to memorize
things at home, too. French irregular verbs
do not get into one’s head without some
pounding. So our college-bound twelfth graders
have become demon memorizers, or else they
are not college bound.

The job in college, though, is to understand.
College teachers have to work hard to drive
out the notion that learning means highlighting
the texthook. Learning is understanding,
subordinating yourself to a field of study,
making vourelf into a disciple of good
thinkers. It is not the dumping of miscella-
neous facts into your head as so much
“content,” though of course you have to keep
exercising those earlier tricks of showing up
on time and doing the homework. Then comes
critical thinking about a subject, and then
synthesizing content. It’s wearing, and it is
one reason why success at one level of
education or life is so poorly correlated with
success at the next level.

A few people understand economic argu-
ments the first time they hear them, in high
school or early college. 1 was not among such
students. Usually such precocity can be
accounted because these students have non-
late-adolescent personalities that mimnic the
model of economic man. Unfortunately, L know
people who are like that. They did very well
in their first economics course and went on
to become professors of law. Occasionally, and
more admirably, voung people can understand
economics because they have mature powers
of imagining themselves in the shoes of
economic man. They are like the rare person
who writes good fiction at nineteen, the
Flannery (’Connors of economics. These
people go on to become professors or novelists
or journalists or teachers.

Most of us, though, have to slog. Economic

education is like a spiral staircase, going over
and over at a higher and higher level the same
ground—scarcity, supply and demand, rational
choice, entry and exit, aggregate behavior. At
the nth repetition one suddenly arrives on the
right floor. Aha! I remember studying for my
qualifyingexams in the sccond year of graduate
school, going over for the nth time the rationale
for the price system. It suddenly hit me what
this stuff was all about. “Aha!” said I to no
one in particular. “Prices are good because
they allocate scarce resources, not because
they are fair!” Well before, I had mouthed
those very same words on an exam. But at
that stage 1 was still memorizing, not under-
standing.

As John Dewey used to say, 1 didn’t feel
it on my pulse. Years later, I had a second
epiphany. “‘Aha! Prices are only one of many
possible systems of allocating scarce resources
(violence or standing in line are others), but
less wasteful than most!™ Something we think
we are teaching to our twelth graders or
freshmen took years and years of repetition
to sink in.

Now why is this? I was not especially dense.
Most economists will tell you similar stories.
True, | was not one of Nature’s Economists.
In high school I disliked math, though I was
never quite as hopeless at it as my father—
a practical scientist—was. My idea of being
practical was to declare a college major in
history, since 1 had done well at that, too,
it heingin my way of thinking aliterary subject.
Like most students who imagine they know
what they are going to major in before getting
to college, I did so because T could conceive
of the subject. We didn't have economics
courses at my high school. At age eighteen
cconomics was the furthest thing from my
mind.

Well. not perhaps the furthest thing,
hecause I was then a socialist and fancied
therefore that | knew a thing or two about
economics. The book that made me a socialist
was The Grapes of Wrath, which 1 read late
in high school. T had browsed the local Carnegie
library, attracted mostly to the nonfiction
shelves, and had tasted there the revolutionary
romance of Prince Kropotkin the Russian
anarchist and of other classics in leftwing
thought. “Tasted” is the word. I was a Pete
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Seeger sort of radical. Not a great deal of
thought was involved, mainly just heart-
rending choruses of ““We Shall Not Be Moved.”
To this day I astonish conservative acquain-
tances by knowing and singing the old songs
of the left, from “Union Maid" to “The
Peatbog Soldiers.”” The socialists, alas, have
the best songs, because songs are a romantic
genre and revolutions, staffed by youthful true
believers, are grim exercises in romance.

Extreme political commitment is a good
preparation for economics. Some students
want to save the world, as I did, and therefore
want to learn a subject thev correctly reckon
is important for the purpose. Anyone who has
gone down this road has learned an important
fact: that most of the world’s problems could
be solved by making the rest of the world as
rich as suburban America. Other students want
to save the world, too, but want to save it
mainly from heady projects of social engineer-
ing. They learn the other important lesson:
that the world’s problems cannot be solved by
governments.

As 1 studied economics, | started to shift
to the right politically. The study of economics
makes one learn how stupid the usual
“solutions™ can be. One learns for example
in the first course—but this is another lesson
that is slow to sink in—that protecting our
jobs with tariffs against the Japanese is a good
way to become poor. One learns that offsetting
the business cvcle sometimes does not work.
One learns that social evils are sometimes not
casy to fix and are seldom the consequence
of individual evils. Economies steps bevond
the lawverly, Ralph Naderish notion that if
we could just sue the bastards then all would
be well.

Economists talk a lot and nervously about
the scientific standing of the field, but many
of them have a defective of what
constitutes science. Enthusiasm for free trade,
to take a specific example, is practically a
marker of someone who has studied economies
seriously. It can be proven on a blackboard.
That’s the problem. One can also prove on
a blackboard that slight failures of the
assumptions lead to quite different conclu-
stons. Some economists never recover their
faith in the market once they realize that the
blackboard proofs, though useful guides to

notion

9

[actual study, are not conclusive,

A laissez-faire conclusion is not necessarily
warranted, scientifically speaking. But neither,
to be fair, is there a scientific warrant in
economics [or the easy view that wants the
government—the only “we’ available—to
solve problems it is ill-equipped to solve. As
James Q. Wilson wrote recently in The New
Republic, “Unfortunately, there are a lot of
tasks that no one, least of all the government,
knows how to do right.”

My own slide towards conservatism was
accelerated by involvement in the anti-war

The trouble with economics as a high

school course or for that matter as a

college course. is that it does not draw
on the passions of young people.

movement. As it dawned on some of us in the
Vietnam generation how incompetent a
government could be in running its main
project, war, some of us decided that the
government was not likely to be the solution
in more delicate matters either.

What turned me from a history major to
an economics major early in college was a push
and a pull. The push was taking courses from
the celebrated historians Frank Freidel and
William Langer. Their courses made it clear
that history requires one to know something,
in fact quite a lot, and therefore entailes many
hours of tedious reading. This is not what 1
had bargained for. Nor did I like the postpone-
ment of svnthesis in history. Just as [ wanted
a Marxist formula right away for politics, |
wanted a formula right away for history. If
Freidel or Langer had been equipped with
formulas that so many of my colleagues later
endorsed, I would have stayed with history,
becoming in the end, I suppose, a politically
correct professor. As it was, ironically, |
became through economics a professor of
history, but of a different stripe.

The pull was a book that has made hundreds
of economists: Robert Heilbroner's The
Worldly Philosophers, first published in 1953,
now in its sixth edition. Again there is a
political irony, since Heilbroner is a social
democrat. I read him in the summer after my
freshman year and instantly decided to major

13:
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in economics. The book is a beautifully written
set of brief lives of economists from Adam
Smith to Freiderich Havek and John Kenneth
Galbraith, giving young readers the impression
of understanding economics—not economics
as taught but economics as perhaps it ought
to be taught.

For Heilbroner’s book teaches by way of
personality and story, Marx and his boils
scribbling in the British Museum, Keynes and
his ballet dancer. Unhappily, economics is in
fact taught to high schoolers and undergrad-
uates by precept and theory. Here, the teacher
intones, is the general formulation of the law
of demand. Here are a few examples. Here is
the definition of elasticity. Here is a useless
application of it, a mostly useless idea. Only
one made passionate some other way could love
such a subject,

I think the trouble with economics as a high
school course or for that matter as a college
course is that it does not draw on the passions
of young people. The miser in literature is
always an old man. In truth this can be said
of many subjects: philosophers and politicians
are old, too. Young people can emote. Young
people can memorize. Young people can follow
doctrines with enthusiasm. Can voung people
study a philosophical subject on its own terms?

Heilbroner was right to call economists “"the
worldly philosophers.”™ Economists are more
interested than most philosophers in such
worldly things as the futures market in onions
or an appeointment to ihe Federal Reserve
Board. But philosophers they are, tryving to
achieve insight by sheer thinking. Many
economists have other strings to their bow,
such as social history or social engineering.
But in most economic music the philosophical
string carries the tune.

Why then was I slow to understand this
aspeet of economics? The answer, 1 suggest,
i» that philosophical subjects cannot be taught
direetly to people below twenty-five vears of
age. My colleagues in philosophy would
probably agree. They would be appalled if state
legislatures were to mandate courses in
philosophy. Don’t laugh: ethics is a branch
of philosophy and, startlingly. some legislators
think it efficacious to make ita course, another
“skil.™ 1 know what little 1 learned from a
philosophy course in my freshman vear: to

10

respect the names and lives of Socrates, Plato,
Aristotle, Augustine, Aquinas, Kant, Hegel,
and Kierkegaard. | was nineteen. You cannot
expect a teenager to understand the doctrines
hevond a certain factual recall, one damned
doctrine after another. The same, 1 am afraid,
is true of economics. This bad news, notice,
is coming from someone who has written
numerous textbooks in economics, and who
wants the whole world to learn the subject.
The trouble with teaching economics
philosophically is that a sixteen- or a nineteen-
vear-old does not have the experience of life
to make the philosophy speak to him. It is
just words, not wise reflections on his life.
He hasn’t had a life, economically speaking.
He has lived mainly in a socialist economy
(namely. his household, centrally planned hy
his parents, depending on lovalty rather than
exit). He therefore has no conception of how
markets organize production. He probably
works at a market job (too many students do),
but without that sense of urgency that comes
over someone with a family to support. He
does not have any economic history under his
helt—no experience of the Reagan Recession
or the Carter Inflation, not to mention Great
Depression or the German Hyperinflation.
One can teach economics, on the other hand,
politically. Such an approach at least draws
on passions that young people can feel. But
it is impossible to do so in a high school and
not easy in college. Most parents do not thrill
to seeing their pleasantly quiescent teenagers
turned into radicals of left or right, no matter
how much insight into society comes along
with it. They get the school hoard or board,
of regents to stop it. The only way to teach
economics to young people, I reckon, is to
teach it by indirection. Put the economics in
the background of more experiential courses
in history or vocational education or literature.
The formal methods can be learned hut they
will be forgotton immediately because they do
not refer to anything in the student’s life.
Didactic “relevance” does not work; what
works is the irrelevance of literature and
history or the entire relevance of home
economics and auto mechanies. In these
subjects vou can teach economics. (ne can
worry ahout the mechanistic way that high
school debating programs have developed,
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teaching the debaters to talk fast and talk
superficiallv. The problem seems to be that
the programs ask students to become passion-
ate about subjects whose obvious “relevance”
is in fact obvious only to the middle-aged:
Should we abolish nuclear weapons? Should
we finance the reform of the Soviet economy?
| suggest they return to an ancient pedagogy
in rhetoric and use great fictional texts as the
vear's subject. Imagine many thousands of high
school debaters spending the vear asking, “Was
the wrath of Achilles justified?”
Economics should be taught through a
similarly tacit dimension. Let students learn
about life in it= rounded form, through history
or in shop, then later, perhaps about the age
of twenty-five, show them the wonders of an
economic point of view. Alfred Marshall, the
British economist responsible for much of
defined economics a
century ago as the study of mankind in the
ordinary business of life.” Students need some
ordinary business before they turn to its study.
That's why for many of us the studv of

modern economics,

economies does not take hold until youth has
lost tts flower.

Donald N. MeCloskey i~ a professor of economics
and history at the University of lowa.

he Joint Council on Economic Edu-

cation has led the way in developing

instructional programs in economic
education. Formed in 1949, the Joint Coun-
cil aims to improve the teaching of econom-
ics at the precollege level. There are 50 state
councils affiliated with the Joint Council and
over 280 Centers for Economic Education on
college and university campuses around the
nation.

The New York City-based Council offers
curriculum for kindergarten
through twelfth grade. It also trains class-
room teachers in the use of these materials.
The organization publishes A Framework for
Teaching the Basic Concepts, a 71-page syl-
labus and teaeher’s guide for high school

materials

economics programs. The Council had also
developed a national set of tests in econom-
ics for the elementary, middle school, and

high school levels.

ECONOMICS, HUMAN NATURE
AND HISTORY

Bv William N. Parker

efore considering the actual content of

an economics program in schools, it

might be useful to explore some prem-
ises and underpinnings of the market economy
and private enterprise. Why is economics a
revealingand significant social science, helping
to explain how the world works? [t is important
to understand some of the philosophical and
historical interrelations.

Microeconomics is the vessel in which
certain nineteenth-century morality—of
thrift, self-restraint, calculation, and “rational-
ity "—assumes a world possessed of fundamen-
tal stability with stable governments, protec-
tive of property rights and with individuals
stable in their values, disregarding their
groupings into social classes. In such a world,
reasonably dependable expectations can be
formed about the future. The social group,
composed of individuals, families, and small
units of willing producers, through daily work
can gain individual rewards of security and
even wealth.

Microeconomics does not teach that this will
bring happiness. It has long been known that
virtue is its own—often its only—reward. But
it asserts that, in the human condition, for
societies and for individuals, economizing
behavior—a careful assessment of the future,
a husbanding of resources, a seeking out of
the 1aost likely course of action, the most
probably rewarding course of spending—will
vield the material basis for as much happiness
as a group of people of given resources and
natural endowments can attain. All who obey
the rules will prosper.

They will receive back just that amount of
income and product by which the whole would
be diminished if the contribution of their
individual labor and the use of their invested
funds were withdrawn. Of course, in the short-
run, those who disobey the rules may prosper
most, but that is only undl prudent hankers,
competitive markets, and zealous policemen,
catch up with them.

The seeret of microeconomics, then, is the
“maximizing” of a return, subject to the
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constraints of the situation—the available
information, the resources, the social relation-
ships—in which an individual, or a society as
a whole, has been placed. Thus it will be readily
seen that microeconomics offers a set of rules
governing far beyond merely economic
behavior, beyond the questions of where to
invest more, what sort of household budget
to construct and follow, which of two jobs to
choose, which of two careers to pursue.

Microeconomics’ great principle can be
applied to all the acts and decisions of what
is called “evervday life” —whether to walk to
work or to drive, which route to take for a
trip. what friends to make, what person of the
opposite sex to favor, whether to marry and
if s0 how many children to spawn. Only one
circumstance, it would seem, is not covered
by the logic of microeconomics: passions other
than blind greed and self-concern. All of life’s
other compulsive or impulsive behaviors resist
foresight, calculation. and restraint. And even
here, the microtheorist. sitting like God above
it all, organizing a society in a state of general
equilibrium, can envisage making allowances
for individuals, for quantities of passion in
optimal amounts, just such as would stabilize
and not irretrievably disrupt society’s expec-
tations of reasonably predictable behavior in
the aggregate.

Economics has, however, a second half
called macroeconomics. As is so often the case
in life—in marriage, in sport, in politics—there
is a dialectic, an unresolvable tension between
the two halves that gives the activity of the
plavers its interest, and in the end its valuable
results. The behavior of individuals in their
economic (and social) activities contains a
large, unstable, unpredictable element. Under
certain conditions this element is not canceled
out by their behavior en masse, but may gain
a mass momentum by panicky imitation:
indeed in such circumstances, the cumulated
responses, initially perfectly rational from an
individual perspective from moment to
moment may still be self-defeating for the
group and so for individuals.

It is this characteristic of the world of
markets that gives birth to the daily ncws. News
is about change, the movements of the whole
economy and the efforts to control change and
to guide the cconomy along one path or

another. Ycung people, whether they live in
a democracy or in a totalitarian state, have
some nuisance value to the authorities and so
retain some little room for independent
judgment. They will need then to be kept
informed about the news in some version.

Students need some primitive vocabulary
and some appreciation of how the political
svstem, in which they will be encased,
endeavors to handle such phenomena as
inflation, unemployment, new technologies,
economic growth and economic decay, political
unrest and economic chaos in the world at
large. As part of this training for roles in the
adult world, it is well for students to gain at
least a little perspective as early as possible
in their entry into responsible political and
social life. Jt helps to have stocked the mind
with some stories of the past—its troubles and
its triumphs.

There is a moral for young people in this,
too. Thrift and cautious calculation are not
alone enough for economic survival, much less
for economic progress or success. A robust,
thriving material economic life, for an
individual and so for a society as well, requires
some risk taking, some degree of alert
enterprise. Max Weber, the great German
sociologist and economic historian, found the
dialectic in the tensions created by the two
contradictory aspects of the Puritan temper-
ament: the “rational,” prudent, self-denying,
obsessively rule-minded, ultimately bureau-
cratic: and the intensely individualistic, self-
secure, bold and risk-taking, with actions
answerable only to its conscience and to God.

J. M. Keynes gave the dichotomy unforget-
table expression in an economist’s language
in the historical chapter of 4 Treatise on
Money:. It has been usual to think of the
accumulated wealth of the world as having been
painfully built up out of the voluntary
abstinence of individuals from the immediate
enjoyment of consumption which we call
Thrift. But it should be obvious that mere
abstinence is not enough by itself to build cities
or drain fens. ... It is enterprise which builds
and improves the world’s possessions, . .not
only may thrift exist without enterprise, but
as soon as thrift gets ahead of enterprise, it
positively discourages the recovery of enter-
prise and sets up a vicious circle by its adverse
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effect on profits. If Enterprise is afoot, wealth
accumulates whatever may be happening to
Thrift; and if Enterprise is asleep, wealth
decays whatever Thrift may be doing.”

Exposure to a coherent study of the
materials of economic history serves several
purposes in a high school education. First, and
perhaps most successfully, it enables the
history courses to fill out plausible stories of
the nation’s—and, preferably, the world’s—
political and social experience. Our age is a
very present-minded one, but it is also notably
materialistic. So students should be interested
to pick out and examine, in some detail, the
material component in a nation’s, or the
world’s, history.

Merely as background to the news of current
concerns, some descriptive information about
the institutional structures we live in can give
depth and solidity to the anticipations of the
future from minds which have memories longer
than a student’s own lifetime. A mind
furnished with some stories, even some
theories, and some well-corrohorated facts
about earlier decades or even centuries will
move more easily through the news. Its life

experience will gain a certain richness and
perspective against a picture of the fluctua-
tions, the drift, and the occasional sudden
surprises through which the world, the
“West,”” and, with it, the United States of
America, has lived out its history. In one form
or another, that history—its incessant change,
fluctuations around temporary norms, and the
great glacial drift of social evolution of those
forms and norms—is sure to continue over
the lifetime of those who today are young.

In a high school and college education, the
study of history and economics, taken in
conjunction with one another can and sheuld
be mutually reinforcing. They train the mind
in different and complementary directions, the
one toward exact definition and analysis, the
other toward the broader, intuitive synthesis.
Both are indispensable parts of the mental
equipment for a generation which must find
its way through a world that appears to its
elders to be rapidly growing more volatile and
complex.

William N. Parker is a professor of economics
emeritus at Yale University.

CIVITAS is a promising new social studies resource published by the Center for Civic Education
and Council for the Advancement of Citizenship. It includes a 15-page content summary of economics,
linking it directly to citizenship education. The following excerpt conveys the overall intelligence

of the model and course guide:

Economics can trace its lineage to Aristotle,
who coined the term when referring to
managing household resources-——almost the
modern definition of home economics. The
modern founding of economics as a discipline
is generally considered to center on the
publication of Adam Smith’s 4n Inquiry into
the Nature and Causes of the Wealth of Nations
in 1776, In a little over two centuries since
that renowned treatise appeared, cconomists
have defined their area of study and forged
the tools of analvsis that help to provide im-
portant insights inta the contemporary world.

Eeonomists generally agree that economics
is the discipline that focuses on how people
use scarce resources to satisfv their wants. In
the words of [noted economist] James Duesen-
berrv, “Eeonomics is all about how people
make choices.” These choices can be divided
into micro- and macroeconomics. Microeco-

nomies focuses on the allocation of resources

by individual units within the economy. These
scareity-based decisions help determine prices.
productisn, and the distribution of income:
whereas macroeconomics studies the levels and
trends in measures of national output,
emplovinent. and prices, with an eve toward
such long term issues as full employment and
economic growth.

Political choices that confront citizens are
replete with the ideas—and choices—of
economics. Citizens can scarcely make sense
of policies advocated in print and on the
airwaves by those within and outside of
political institutions unless they have a basic
grounding in economic ideas and issues.
Feonomics may have been dubbed “the dismal
sciences” but ignorance of economics on the
part of ecitizens called upon to judge the ideas,
criticisms, warnings, policics. and proposals
that swirl about them in public debate is more
dismal by far.

RIC
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THE MULTICULTURE WATCH

his autumn, multiculturalism focuses

on the symbol of Christopher Columbus.

For a few, he embodies the first
European devil, the intruder upon the Eden
that was, harbinger of Euro-American savagery
extending to the present. Other views are less
critical. As reported in the Social Studies Review
last spring, this event has spawned declara-
tions, articles, books, and television series, The
National Council for the Social Studies has
debated the event during the last year. The
final statement, released in October, is
conseiously revisionist, even chic. These are
its seven key points verbatim:

1. Columbus did not discover a new world
and, thus, initiate American history.

2. The real America Columbus encountered
in 1492 was a different place from the
precontact America often portrayed in folklore,
textbooks, and the mass media.

3. Africa was very much a part of the social,
economic, and political system of the Eastern
Hemisphere in 1492.

4. The encounters of Native Americans,
Africans, and Europeans following 1492 are
not stories of vigorous white actors confronting
passive red and black spectators and victims.
5. Asaresult of forces emanating from 1492,
Native Americans suffered catastrophic
mortality rates.

6. Columbus’s vovages were not just a
European phenomenon but, rather, were a facet
of Europe’s millennia-long history of interac-
tion with Asia and Africa.

7. Although most examinations of the United
States historical connections to the Eastern
Hemisphere tend to focus on northwestern
Furope, Spain and Portugal also had extensive
effects on the Americas.

There could have been more, much more,
and it is disconcerting that the American
Historical Association Assoeiation for
Supervision and Curriculum, with the National
Education Association, signed this one-sided
but inevitably influential statement.

and

The contact between Spain and the Americas
in 1492 is the most important historical event
of the past 500 years. Much has been rmade
of a European imvasion that brought disease

native tribes in the
Americas. The brutality of the conquistadores
is well known; the tragic consequences of the
Columbian discovery for indigenous cultures
are recorded in all major American history
textbooks.

The Europeans also brought a sensibility—-
shaped throughout the Renaissance and
Enlightenmeni—to provide the base of politics,
economics, seience, and culture in the
Americas today. American agriculture and
architecture derive from Europe, as do systems
of health, sanitation, and communication.
Democracy is a European export. Roman
Catholic and Protestant missionaries made
Christianity the dominant faith in the Western
Hemisphere. Spanish, Portuguese, English,
and French are the languages of the Americas.
In essence., Columbus’s arrival on San Salvador
was the herald of One World—the global
network that, 500 vyears later, is taken for
granted around the earth.

and decimation to

NOTED WITH INTEREST

#* South Carolina recently completed a
statewide adoption to select five high -chool
American history texthooks. South Carolina
is a relatively small market. eompared to some
other stales, but the adoption is truly selective.
In other words, the state reviews many books
and selects some. 1t does not give rubber stamp
approval to all texts submitted. Many of the
books competing in the state with 1992
copyrights are making their first appearance
from the Macmillan/McGraw-Hill
submitted two sueh books, American Odyssey
and History of a Free Nation. Neither was
adopted. Globe’s mediocre Exploring American
History was also rejeeted. Surprisingly, so were
Prentice Hall's prominent The American Nation
and The United States: 4 History of the Republic.
The following books were approved: The
American Pageant, long used in advanced
courses: The Story of America. adopted last vear
in California for eighth grade use but finding
its niche in high schools; Houghton Mifflin’s
1991 Iistory of the United States; McDougal,
Littell's The Americans; and Scott Foresman's
new American FPoices. Another generation of
high school American history textbooks s
apparently coming on line.

presses,
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% The use of children’s books in the classroom
continues to grow. Publishers Weekly reports
from an American Association of Publishers
survey of more than 5,000 elementary school
principals that trade books are used in 97
percent of reading and language arts programs.
Fifteen percent of schools use children’s books
in the social studies curriculum. More than
half of the principals surveyed encourage
teachers to use trade books in conjunction with
reading texts: an additional 10 percent
encourage teachers to use children’s books
instead of traditional textbooks to teach
reading and language arts. Almost 70 percent
of the principals encourage teachers to select
the titles thev wish to use. rather than
requiring them to choose from a list.

% Democratic revolutions have ended decades
of Soviet domination and communist dictator-
ship in Eastern Europe. Now what is to be
used in American history, world history,
regional studies, and current affairs courses?
For teachers puzzled about the omissions in
textbook coverage of Eastern Europe, the
Education for Democracy Project under the
auspices of the American Federation of
Teachers has produced some excellent short
resource packages on Czechoslovakia, Hun-
gary, Poland, and Romania. Each is designed
to be used in a two-week unit, filling a gap
in standard texts. Each packaze of about 50
pages includes facts, essavs, and articles as well
as classroom questions and activities. Forth-
coming are similar packages on South Africa
and Chile.

® Also in the world of global studies: The
American Institute for Contemporary German
Studies at Johns Hopkins University has
completed a lengthy analysis of how Germany
is treated in U.S. social studies texthooks.
Richard E. Gross of Stanford University has
issued through the Hoover Institution a
texthook study entitled “What Chinese
Children and Youth are Learning About the
United States.” Texts in China remain true
to Marxism and are highly eritical of the U.S,
Abraham Lincoln appears as a “progressive
According to The
New York Times, Japanese textbooks make little
or no mention of the event of Pearl Harbor.
Fexts deal with the unpleasant past by trving

capitalist revolutionary.™

to erase il, according to some Japanese
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intellectuals. Or courses simply stop in 1941,
“The tendency of Japanese to sce themselves
as the victims, rather than the perpetrators,
of war is especially apparent in popular
culture.” the Times reported.

# The New York Times also recently considered
the changing world of college textbooks. The
tendencies in school markets are mirrored in
college texts. “We don’t publish textbooks
anymore, we publish packages complete with
all the bells and whistles,”” said Donald S.
Lamm, the respected president of W.W.
Norton. “You can have a beautifully written
textbook but unless it has a lot of gadgetry
vou may find it placing third or fourth in the
field.” Publishers believe that freshmen and
sophomores raised on hot video media “need
textbooks that are "reader friendly’ —with wide
margins, color photographs, overflowing with
charts and graphs and with examples and
anecdotal material set off the page in boxes.”
They liken the practice to “‘the Detroit
mentality of planned obsolescence—the notion
that because we put more chrome on an
automobile, or more graphics in a textbook,
the product is better.”

% The controversial Houghton Mifflin
texthook series adopted in California last vear
appears to be selling brisklv, and textbook
revenues at Houghton Mifflin are strong.
Meanwhile, the Boston-based publisher has
just published a Spanish edition of its
elementary social studies series. While many
California educators have grave reservalions
about the use of official non-Fnglish texts in
elementary sehools, Estudios Sociales de
Houghton Mifflin responds to the reality of
California classrooms from El Centro to Red
Bluff. In such locales Spanish-speaking
students may comprise a majority of students.
The books could find an audience as well in
states from Arizona to Florida,

* A 371-page catalog produced by the Social
Studies School Service offers an extraordinary
bazaar of available educational and instruction-
al materials—textbooks, tradebooks. work-
hooks, videocassettes, sound filmstrips,
transparencies, photo aids, multimedia kits,
computer software, maps, charts, posters,
simulations, reproducible activities. board
games, model-building sets, cartoons, encye-

lopedic dictionaries. and other miscellaneous
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materials on every conceivable subject of social®

studies. No effort is made at quality control;
the service scems to be a warehouse of
educational materials with something for
everybody. Such a catalog may be ordered from
the Social Studies School Service, Box 802,
Culver City, California 90232.

H# With this issue Paul Gagnon leaves the
American Textbook Council’s advisory board
to serve in the U.S. Department of Education.
In his place comes Reed Ueda, a professor of
history at Tufts University, and with Nathan
Glazer, the author of the acclaimed 1983 study,
Ethnic Groups in History Textbooks. And finally,
we are pleased to announce a generous grant
from the Richard Lounsbery Foundation for
support of the Social Studies Review that will
also enable the Council to launch a study of
religion in textbooks and educational materials

next vear.
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TEXTBOOKS TODAY:
HOW SENSITIVE? HOW
ACCURATE?

uring the early months of 1992, the

issue of women’s history and the

adequacy of the social studies curric-
ulum for girls reasserted itself, ignited by a
review sponsored by the American Association
of University Women. highly critical of
texthbook content. An investigation by the
American Textbook Council featured in this
issue discovers a very different reality. one
that indicates much progress in this area and
many biases in the AAUW review.

One of the most significant changes in
textbooks is in the field of women's history.
in part because of widening interest in social
history during the last decade. Publishers and
texthook editors—often comnmitted feminists
themselves—have made extreme efforts to
present and magnify the role of women in the
past and to provide positive images of them.
Thus, it is ironic or sad that these advances
are being ignored by some influential women.

Meanwhile, in Texas. a botched 1991
adoption of U.S. history texthooks raises the
issue of textbook accuracy. not of interpre-
tation but of fact. The Social Studies Review
tries to explain what happened, avoiding some
of the recriminations that have recently turned
the issue into a minor media event. Into the

1990s we go. Ve are now starting to encounter
social studies textbooks developed by publish-
ers since the late 1980s in response to the
reports and recommendations of textbook
critics. These new textbooks bear 1991 and
1992 copyrights.

The textbooks reviewed in this issue include
several mass-market U.S. history texts intro-
duced for eighth and eleventh grade use during

INSIDE

Page 3...Do Texthooks Shortchange Girls?

A provocative review makes some doubt{ul
claims about women's history and text-
book coverage. We look at the issue and
at the books.

Page 9...Texas: A Shootout over Accuracy

The 1991 Texas adoption of U.S. history
textbooks raises questions about factual
accuracy and editing. With adoptions in
South Carolina and Georgia, it also
introduces a new generation of high school
hooks. What are the emergent market
trends in the social studies?

Page 13............Toward A Definition of

Multiculturalism

How does one balance commonality and

diversity? Multiculture and Euroculture?

Multiculturalism now means different
things to different people.

e
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the last two years in California angd Teas.
These secondary-level texts—and in most high
schools U.S, history is the linchpin of the social
studies program—follow upn: the elementary
series that Maemillan and Houghton Mifflin
brought out at the end of the 1980s. While
we cannot conduet detailed full-seale reviews
of each new hook, we do at least open the
curtain with our study of women’s history and
analysis of the recent U.S. history adoption
in Texas,

studies

trends in social

publishing are now manifest. During the last

A number of

five years textbook and curriculum experts
have watched shifting demands for subjeet
matter (multiculturalism) and industry
changes (consolidation and globalization) make
social studies and school publishing a new
gamne. The actual number of mass-market social
studies textbooks has been gradually dimin-
ishing. Some publishers are concluding that
it is no longer economic to develop and sell
“one-size-fits-all” produets. Eduecators more
than ever insist on radically different themes
and interpretations in their history hooks.
Increasingly, the position of mass-market
texthook producers seems threatened, and
among the headaches are the controversies
over subjeet matter that attend social studies
texts. The risk and acrimony that now attend
texthook marketing in the social studies
curriculum will likely stimulate continued
departure by publishers unable to abide their
fractious and divided chientele.

It is confirmed that D.C. Heath, a division
of Ravtheon, is in large part abandoning the
social studies market rather than develop a new
clementary program and high school books.
Bailev's dmerican Pageant will presumably stav
on the list. (While widely used at the high
school level, mainly in Advanced Placement
courses, it is a college book.} Heath will likely
continue 1o offer titles in geography and
ceonomics,

The industry is witnessing some decisive
strategic moves by communications companies
who think of texbooks as global commodities,
In just three vears, the Maemillan/McGraw-

Hill venture—which included the ingestion of

the distressed
Brace Jovanovich/Holt. Rinehart
and Winston—now adistressed part of General

Merrill—and
Harcourt

condition of

Cinema, owners of Neiman Marcus and many
movie theaters—has been matched by Time
Warner's exit from the market with Scott
Foresman's sale to HarperCollins,

The evident movement away from mass.
market history textbooks surely creates
opportunities for niche textbooks that seck
particular audience. The trend may benefit
publishers who produce supplementary and
specialized products, including collections of
stories, biographies, documents, and other
non-traditional source materials. CD-ROMs
and video formats will undeubtedly continue
to make inroads as teaching deviees.

With the spring 1992 Social Studies Review,
we are onee again inviting our 4,000 readers
to subscribe or resubseribe to the bulletin, For
the last three vears foundation grants have
enabled us to mail issues to the nation’s leading
educators, publishers, poliey experts, and
others who have a stake in high-quality social
studies and humanities texthooks, We have
thus been able to provide timely reviews of
social studies texts and monitor the discourse
on controversial areas of the curriculum.

While we are grateful for the support of
manyv hundreds of readers who have sent
contributions, the Review needs help to meet
its ever rising printing and distribution costs,
especiatly sinee it has expanded its size and
volume, Private donations and contributions
to the Council are ablways welcome, for they
help ensure the ability of the Review to reach
tmore educators who seek direction and
information on social studies texthooks and
the curriculum,

We thank the Lynde and Harry Bradley
Foundation for its continued support, We are
deeply indebted to the William H. Donner
Foundation for a major grant this spring that
will enable the Couneil to develop and publish
a guide to textbook quality in history and the
humanities, to appear in 1993, The handbook
will provide the first comprehensive and
independent standard of review for individuals
and texthook selection committees in matters
of format style,and content. Weat the Council
are under the impression that such a guide
is long overdue—and from the stream of
telephone calls requesting such a standard—
sorely needed by educators around the
country.
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DO TEXTBOOKS
SHORTCHANGE GIRLS?

n February, the American Association of

University Women released with great

fanfare a review of research called “"How
Schools Shortehange Girls.” The review—a
recyveled compilation of academic studies and
ferinist literature—immediately gained wide
and uneritical attention in the major media.
Once again, the review raises important
questions of textbook treatment, balance,
representation, point of view, and sensitivity,
this time. regavding women in history.

As the title of the putative study suggests,
the AAUY finds much wrong with schools:
sex diserimination and stereotvping, inade-
quate teacher training in gender issues and
learning styles, the absence of “gender-fair.”
multicultural curricula that avoid sex stereo-
types, and more. The review found that
“textbooks still ignore or stereotype women,
and girls learn almost nothing about many of
their most pressing problems, like sexual abuse.
discrimination and depression.” in the
formulation of The New York Times.

This was indeed an astonishing set of charges
to read about on the front page of the national
paper of record. The first point was simply
not true. The second gave the mistaken
impression that texthooks should be mainly
concerned with “pressing problems, like sexual
abuse,”

The AAUW review advocates solidarity in
curriculum reform, adhering to the principles
of militant multiculturalism. It praises the
efforts of New York state education commis.
sioner Thomas Sobol and tries to build an
explicit allianee between multieulturalism,
ferninist-style school reform. and the plight of
the “culturally different.™

“"How Schools Shortechange Girls™ would
give the idea to many people who don’t know
education or the contemporary curriculum
very wel! that girls are getting a raw deal from
texthbooks and teachers, But the review hends
reality ia order to pretend, after twenty vears,
women and girls remain victims of education.
It ignores the vast progress and the degree of
inclusion that has occurred in texthooks. “"How
Schools Shortehange Girls™ is either ignorant
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of today’s curriculum or—more alarming,
perhaps—unaware of the hypothetical biases
through which it views education.

First, any critic or scholar during the list
ten vears who has actually compared the place
of women in schoolbooks todayv to the texts
of the past will discover greatly expanded
coverage and profound changes in content,
interpretation, and language. In the 1970s
women's history became an academic growth
industry. Before the end of the decade, the
contributions had cntered the
texthooks, at first added crudely in sidebars
and hoxes. This has changed over the years.
In the better texthooks now, women's history
(and literature) is woven into the fuller skein
of the unit or lesson.

of women

Nowadays, students are more likely to
encounter Anne Hutchinson than Cotion
Mather. They study the Seneca Falls Resolu-
tion instead of the Bank Wars. In wartime they
meet Barton and Rosie the Riveter
instead of blood-and-guts sea captains, all 1o
the enrichment of the American record. No

Clara

better evidence of the expanded coverage and
broader than in textbook
indexes themselves, A standard entry (see hox
on page 7) for Women is considerably longer
than the index for World War | and World
War 1l combined. In the W’s alone, Ethel
Waters. Fmma Willard. Narcissa Whitman.
Sarah Winnemueea, Edith Wharton, and Alice
Walker have all made the scene. Textbooks
today make every effort to treal women with

treatment  exists

sensitivity, to point out historical diserimina-
tion. to payv close attention 1o success stories
and depicl women in activities that are not
“traditional”™ or stereotvpical.

Feminists might argue, as in the AAUW
review, ‘‘Research on high school social stud-
ies texts reveals that while women are more
often included, they are likely to be the usual
‘famous women,’ or women in protest move-
ments. Rarely is there dual and balanced
treatment of women and men, and seldom are
women’s perspectives and cultures presented
on their own terms.”’

But what's the alternative? What would be
required for history to achieve “dual and
balanced treatment of women and men™? W hat
exactly does “women’s perspectives and
cultures presented on their own terms™ mean?
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The argument that half the world’s population,
in the past, as in the present, have heen women
is not enough. In politics and economics, which
encase us all, men have until very recently
played an almost exclusive leadership role.

Some social historians, of course, would like
to reconstitute history so that the past would
be seen, for example, not through the actions
of Julius Caesar or George Washington, but
through the experiences of a Nubian slave or
Algonquin squaw. Say the advocates of the new
social history, such an angle of vision is not
only valid, but an improvement on the elitist
and patriarchal history of the past.

Aside from this interesting historiographic
debate, in the Winter 1992 issue of dcademic
Questions Robert Lerner, Althea K. Nagai, and
Stanley Rothman take up the issue of feminist
influence on textbeoks and come to a set of
conclusions very different from the AAUW
review, This group of Smith College-based
texthook analvsts has argued in a number of
published studies that a feminist agenda
pervades texthook revision in the social
studies. lLerner et al. assert:

There is one major problem, however, in
writing nonsexist history textbooks. Most of

Ameriea’s history is male dominated, in part
because in most states women were not allowed
to vote in federal elections or hold office until
the twentieth century. This may be regrettable,
but it is still a fact. What then is the nonsexist
writer of the American history textbook to do?
The answer is filler feminism—accentuating
the importance of minor characters and events
without eliminating coverage of major persons
and events from standard American history.
This expansion allows the textbook writers to
accomplish several goals:

® creatively incorporate more women in such
traditionally male-dominated arenas as wars,
business, science, and technology.

® highlight the contemporary feminist move-
ment and the Fqual Rights Amendment (even
though it did not pass) in a positive manner.
® remind the reader that women were and still
are svstematically discriminated against in
American society,

It can be argued that lerner et al. over.

estimate the impact of feminism on textbook

content at the expense of other revisionist
efforts. Still, if the researchers are to be
believed even in part, how then could the
AALUW review come to the conclusions it did?
Very simple. It stacked the deck. A number
of recent studies that indicate the success of
feminists and other advocates of curricular
diversity in textbook and subject develop-
ment—nowhere more thoroughly than in
social studies—are ignored. The AAUW
curriculum review is based largelv on outdated
studies. many of them obscure and others
politically transparent.

In textbooks today, a standard index entry
for Women is considerably longer than
the index for World War I and
World War Il combined.

“How Schools Shortchange Girls™ hauls out
a 1971 study entitled “Women in U.S. History
Texthooks™ and the old—presciently en-
titled—polemic, Dick and Jane As Pictims: Sex
Stereotyping in Children’s Readers (1975). The
critique of textbooks relies on “'research™ from
the defunct Council on Interracial Books for
Children and a journal called Feminist Teacher.
The preposterous charge that “even texts
designed to fit within the current California
guidelines on gender and race equity for
textbook adoption showced subtle language bias,
neglect of scholarship on women, omission of
women as developers of history and initiators
of events. and absence of women from accounts
of technological developments™ derives from
arecent newsletter of the special interest group
on gender and social justice at the National
Council for the Social Studies.

The findings scem painstakingly designed to
collect selected sources to demonstrate a
preordained thesis of institutional sexism ard
curricular deficit. Moreover, the curriculum—
and as should be understood, the texthook is
the premier determinant and standard of
curriculum, providing an estimated 75 to 90
percent of courses of studv—should not be
confused with a program of therapy. Textbooks
are conceived to convev grammar and spelling,
numeracy, the foundations of democratic
civilization. and more. Thev are designed to
instruct, not act as remedies for human and
social failings.
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It is unfortunate that the AAUW officers
and the hired team of scholar-activists at
Welleslev College who conducted the review
failed to look at the evidence, that is, at the
very textbooks that they criticize. The review
speaks of an “evaded curriculum™ of “matters
central to the lives of studentis...including the
functioning of bodies, the expression and
valuing of feelings, and the dynamics of
power.” If they had looked, the researchers
would even have found a genre of books that
stress personal concerns, that are therapeutic
in nature, that do focus on themes such as
adolescent depression. sexuality, teenage
pregnancy, peer pressure. drugs, divorce,
sexism, racism. and the other grim baggage of
contemperary life adjustment. Health books
like Growing Up Caring (Glencoe, 1990),
reviewed in the Summer 1991 issue of the
Social Studies Review, often replace history in
social studies courses. These books try to give
tips on coping with everyday difficulties and
personal problems.

Some new kind of non-academic curriculum
is what the authors of “"How Schools Short-
change Girls” seem determined to promote,
and not only for schoolchildren. Teachers are
to be educated or reeducated. “*A 1980 analvsis
of the twenty-four most widely used teacher
education textbooks found that less than 1
percent of the space in the texts was devoted
to the problems of sexism. The authors of the
study concluded that teacher education was
reinforcing sex bias rather than reducing it,”
notes the review with great alarm. But twelve
vears later, teacher education textbooks in fact
brim with these kinds of “problems.” arguably
at the expense of pedagogy and other instrue-
tional content.

Texthooks for students are not obligated to
do certamn thiugs. They cannot be expected
to cure complicated social problems or
psychological maladies. They cannot satisfac-
torily substitute accomplished role models that
are absent in real life. Certainly, girls (and
bovs) like studving ahout women of strength
and character. women who had a compass on
the world and who made something of their
lives—a Chumash girl, the women who
traveled to California across Panama during
the Gold Rush, Jane Addams, or Ella Fitzgerald.
While enriching history, however, such
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content is not enough. At a certain point, social
history must cede to the record of political
and economic origins. Otherwise, it withholds
the epic story of how the nation and the world
became what they are today. It averts the
crucial and unending question, by what means
does a commonwealth organize itself in the
realms of governance and production,
Since 1970, feminists have expanded
awareness of women's history and sexism so
that today’s textbooks are subjected to constant
scrutiny and demands for inclusion. In
response to their complaints, publishers have
made strides in coverage. Surely women are
treated “‘positively” and “sensitivelv.” But
overloaded social studies textbooks have
become a zero-sum enterprise. What is added
will replace something taken out. Textbooks
cannot grow much larger. It must be remem-
bered, in the push for representation, some
old material must go. Adaptations can go only
so far until they marginalize the prevailing
figures in the nation's and world’s history and
substitute for them new symbolic individuals.

hat follows is the “male/female

roles’ section of the two-page

summary of legal compliance re-
quirements for all textbooks submitted for
adoption published in 1987 by the state of
California. Instructional material must meet
specific eriteria on gender and in several other
areas (e.g., ethnicity, age, disability, religion,
brand names, environment, diet and exercise,
humane treatment of animals) before they can
be further considered for classroom use.

1. No demeaning labels or role stereotyping

2. Equal illustrations of male/female figures

3. Fqual portrayal in oceupations and range
“of career opportunities

t. Equal representation of male/female
contributions and achievements

5. Equal representation of males/females in
mental and physical activities

0. Balance of traditional and non-traditional
roles

7. Equal representation of similar emotions
in males/females (fear, aggression, tender-
ness, ete.)

8. Neutral language (i.e., people. persons,
men ana women, they)

9. Both sexes portraved in parenting activ-
ities with families




Q

E

PAFullToxt Provided by ERIC

RIC

WHAT DOES THE
AAUW REVIEW CHARGE?

An excerpt from the section in “"How Schools
Shartchange Girls” that makes the case against
the formal school curriculum, vested in textbooks:

In 138 articles on educational reform that
appeared in nine prominent educational
journals between 1983 and 1987, less than 1
percent of the text addressed sex equity, Only
one article discussed curriculum and instrue-
tion as they relate to sex equity. A 1990 survey
commissioned by the National Education
Assoviation revealed that even among pro-
grams sponsored by organizations and insti-
tutions concerned with equity in edueation,
only three national professional development
programs for teachers focused on gender and
race in English and social studies curriculum
content,

Since the early 1970s, many studies have
surveved instruetional materials for sex bias.
Published in 1975, Dick and Jane As Vietims:
Sex Stercotyping in Children’s Readers set a
pattern for line-by-line examination of the
messages about girls and bovs delivered by
texts, examples, illustrations. and thematic
organization in evervthing from basal readers
to science textbooks, In 1971 a study of
thirteen popular U.S.
revealed that material on women comprised

history textbooks

no more than 1 percent of any text, and that
women's lives were trivialized, distorted, or
omitted altogether. Studies from the late 1980s
reveal that altheugh scxism has decreased in
some elementary school texts and basal
readers, the problems persist. especially at the
secondary school level, in terms of what is
considered important enough to study.

A 1989 study of hook-length works taught
in high school English courses reports that,
in a national sample of public, independent,
and Catholic schools, the ten books assigned
most frequently included only one written by
a woman and none by members of minority
groups. This research. which used studies from
1963 and 1907 as a base line, concludes that
“the lists of most frequently required hooks
and authors are dominated by white males, with
little change in overall balance from similar

lists 25 or 80 years ago.”

During the late 1970s and *80s. experiments
with more inclusive school curricula were
aided by the rapid development of scholarly
work and courses in black studies, ethnic
studies. and women's studies in colleges and
universities. Publications of the Council on
Interracial Books for Children (founded in
1966), The Feminist Press (founded in 1970),
and the federally funded Women’s Educational
Equity Program (started in 1974) inspired
many teachers to develop more inclusive
reading lists and assignments that draw on
student’s lives,

What effects did the revised curricula have
on students? 4 1980 review of research on
how books influence children cited twenty-
three studies that demonstrated that books do
transmit values to voung readers. that
multicultural reading produces markedly more
favorable attitudes toward nondominant
than do all-white curricula, that
academic achievement for all students was

groups

positively correlated with use of nonsexist and
multicultural curriculum materials, and that
sex-role stereotyping was reduced in those
students whose curriculum portraved females
and males in nonstereotvpical roles.

During the 1980s. federal support for
research and action on sex equity and race
equity dropped sharply. But many individual
teachers, librarians, authors, and local or state
school authorities continued a variety of
efforts to lessen stereotyping and omissions,
or expand and democratize the currieulum.

Virtually all textbook publishers now have
guidelines for nonsexist language. Unfortu-
nately, not all insist that authors follow them.
Change in texthooks is observable but not
striking. Research on high school social studies
texts reveals that while women are more often
included. they are likely to be the usual
“"famous women.” or women in protest
movements, Rarely is there dual and halanced
treatment of women and men, and seldom are
women's perspectives and cultures presented
on their own terms,

Researchers at a 1990 coaference reported
that even texts designed to fit within the
current California guidelines on gender and
race equity for texthook adoption showed
subtle language bias, neglect of scholarship on
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women, omission of women as developers of
history and initiators of events, and absence
of women from accounts of technological
developments. An informal survey of twenty
LS, history textbooks compiled each vear from
1984 to 1986 found a gradual but steady shifi
away from an overwhelming emphasis on laws,
wars, and control over territory and public

policy, toward an emphasis on people’s daily

lives in manv kinds of circumstances. [It is
unclear at this point in the review why it fails
to acknowledge that “an emphasis on people’s
daily lives™ has done much to demarginalize
women and thus identify new content as
evidence  of forces in
historiography] ...

YOZressiy e
el

The most important impediment to gender-
fair and multicultural curricula mayv be
inherited views of what education is and whom
it should serve. For example, when it became
clear [sic] that New York's schools were not
serving the population well. New York
Commissioner of Sobol
and

Thomas
the
development of Social Studies curricula in the

Education

cereated a committee for review

schools. The committee’s report is a clear
commitment to curricular principles of

democracy, diversity, economic and social
justice, globalism, ecological balance, ethics
and values, and the individual and society. It
recommends that curriculum and teaching
methods be more inclusive and respectful of
diversity. The report has created a furor in
the New York media, reflecting the larger
debate going on throughout the country.
Critirs have called Ethnie Studies and
Women's Studies “political.”™ as if a curric-
alum that leaves women out altogether is not
also “political.” Multicultural work has been
termed “divisive™ without recognizing that an
excessively white male curriculum is divisive
when it ignores the contributions others make
to society. Critics who insist that students must
focus on our “common heritage™ appear to
averlook the experiences of Native Americans
as well as the immigrant history of the rest
of the population which makes diversity one
of the key elements of the “common’ heritage
of the United States.

In a democracy. schools must address the
educational needs of all students. Each student
should find herself or himself reflected in the
curriculum. When this happens, students learn
and grow.

hese are the index entries for Women in two

new high school .S, histories that bring a

“soctal history™ approach ta the nation’s pust
and present.

Berkin et al.. dmerican Voices. (Seott Foresman.
1992)

Women. and alfirmatinve action: and Agee of Reform: m
Amencan Cotomesoin armed torees and Coal Right< Aot
of 1964 m Cial War: Constitutional nights of; edurcation
for: Equal Rights Amendment (ERAY and Enropean
exploration: m Gilded  Age: National Organwation for
Women (NOW Natienal Wamen's Partycin professions,
to 1900 professions, after 1900 property nights of:
New Deal and: in 19205 i 1930~ in 1930x; i 1960
in Progressiv e Eraz and Seneca Falls Convéention: in single-
parent fanuliess on Suprente Courtovoting nghts of, 1850
IHXE voting nights of L 190019200 women's inovement
the 1960« and Worll War 1. and World War 11

IN THE LABOR FORCE: carly 1800« during Civil War:
from 1860 to 1900; the 1920<; from 1929 10 1940;
the Pragressive Frazm World War 10 in World War 11
through 1960<; as warking wives (1960 . 19693 : after 1970.
See also labor toree: Labor naions

ANDMARRIAGE, 1850 1900: 1900-1938: 19538 to pre~ent
TRADITIONAL ROLES FOR, views on: 1830 - 1920 1920
- 19600 winee 1960; as working wives (1960 - 1964, Spe
also Aborton: African Ameneans, women: Birth control:
maledommated sacieties; Matrilineal sovieties: Pro-chorncee
movement: Pro Iife sovement

Women and Feonomies

Waomens Army Corps (WAC)

Women's Auxihary Ferrving Squadron (WAFY)
Women's International League for Peace and Freedom
(WILPF)

Women's Pohteal Connel

Women's Reserve (Marine Corps)

Women's Suftrage

Nash, American Odyasey. (Glencoe, 1992)

Women. inr abolition movement: in Anierican colonies:
in American Resolution: i Civil War: diserimination of;
economie rights of: and eqaal oppartunits in Great
Depression: m labor movement: in 1960s: in [970s: 1n
1980~ palitical rights oft an progressive movement:
reproductive rights of sand soraland gender relationships:
and <uburban lifestyle: votmg rights for; in work foree;
in World War I in World War 11

Women's Campaign Fund

Women's Christian Temperance Umon (WCTU)
Women's Couneil of Defonse

Women's Joint Congressional Cammuttee

Wamen's movement, Congressional responses to; legal
responses taz m 1920s organizations e origins of: role
of Eleanor Roosevelt in

Waonien's study courses

Women's Trade Union

Women's Trade U nion League

Woamen strike for peace

Woamen (hy Alice Walker)
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WHAT DO THE TEXTBOOKS
SAY?

he following are representative passages from

recent and new U.S. history textbooks that cover

the events and meaning of feminism and the
women's movement from the 1960s. In an “‘older’’ text,
Todd and Curti’s Triumph of the American Nation, a
leader in eleventh grade history in the 1980s, for ex-
ample, one notices an unintentionally condescending
cheerleading style and wooden lists of ‘‘significant”
women, an additive approach muck criticized during
the last few years. In the newer books, one encounters
discririination and women’s travail described more di-
rectly. Nash’s American Odyssey considers race in the
context of gender. In the passage from Berkin et al.,’s
American Voices, a line of thinking close to partisan
feminism indicates the extent of revisionism in some
current mass-market schoolbooks.

Todd and Curti, Triumph of the American
Nation. (Harcourt Brace Jovanovich, 1990)

Wamen also entered in fields
formerly dominated by men. Women enlisted
in the armed forces in growing numbers.
Women beeame police officers and ministers.
Sally Ride became the first female astronaut.
and Katkrvn Sullivan was the first woman to

careers

walk in space. Women won new recognition
in such sports as tennis and golf. Dress and
social customs were less strictly categorized
as masculine and feminine.

The question of abortion became a major
issue in the 1981 Presidential race. Ronald
Reagan firmly opposed abortion and backed
a Constitutional ban on abortion. His oppo-
nent, Walter Mondale, felt that abortion was
a personal and religious matter.

In political affairs waomen were still underrep-
resented. However, change was in the air.

Several women in Congress became nation-
ally known. Among them were Bella Abzug,
Shirlev Chisholm, Barbara Jordan, Elizabeth
Holtzman. and Nancy Kassebaum. With the
start of the new congress in 1985 there were
23 women serving in Congress, 22 in the House
of Representatives and 2 in the Senate.

Perhaps the most impressive gains for
women in polities came at the state and local
levels. In 1974 no women served as governors,
519 were state representatives, and 91 were
state senators. Ten vears later 816 women were

1
8

e

representatives and 177 were senators. Martha
Layne Collins of Kentucky and Madeleine
Kunin of Vermont were the only women
serving as governor. Also in 1984, 86 cities
with populations greater than 30,000 had
women as mavors. Dianne Feinstein of San
Francisco was the most widely known.

Other women in government included Carla
Hills, Secretary of Housing and Urban
Development under President Ford. in 1980
President Carter appointed two women, Juanita
Kreps and Patricia Harris, to his cabinet.
President Reagan named Elizabeth Dole as
Secretary of Transportation and Margaret
Heckler as Secretary of Health and Human
Services. He also chose Jeanne Kirkpatrick as
United States Ambassador to the United
Nations. (Shortly after Reagan’s 1984 election
Kirkpatrick announced that she would resign
in 1985.) His most widelyv noted appointment,
however, was that of Sandra Day O'Connor
to a seat on the Supreme Court.

DiBacco et al., History of the United States.
(Houghton Mifflin, 1991)

Working outside the home brought women
more money but also new problems. Some of
these were practical issues, such as finding and
paving for child care. Other issues were
philosophical. Was it harmful for children to
have working mothers? And now that women
were helping earn money, should men help
with household chores?

Another problem was the nature of the jobs
themselves. Many were in areas like secretarial
work, which had long bien viewed as the
domain of women. These “pink collar™ jobs
as thev came to be known. paid low wages and
offered few chances for advancement. While
thev brought women into the work foree. they
were also often a dead end.

Even where women were able to enter new
fields. thev faced discrimination from men.
During the 1970s, many “blue collar™ jobs
began to open to women. By the end of the
decade, women worked on construction sites,
installed and repaired telephones, drove buses,
and did many other traditionally male jobs.
Yet women in these jobs often reported that
thev had to work twice as hard to be accepted
by their male colleagues.
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Nash, American Odyssey. (Glencoe, 1992)

Minority women faced a special problem in
that they encountered sexual and racial
discrimination at the same time. They expe-
rienced sexual discrimination by men, both
white and black; and theyv faced racial
discrimination by whites, men, and other
women. In describing that period, the author
Toni Morrison explained how black women
“look at white women and see the enemy, for
they know that racism is not confined to white
men and that there are more white women
than men is this country.”

Many African American, Hispanic Ameri-
can, Native American, and Asian American

women chose to delay their fight for equality
in one sphere while they struggled for
recognition in the other. Because priorities
needed to be established, many women chose
to seek full civil liberties for their ethnic group
as their first objective. Equality between men
and women would have to come later.

Berkin et al.., American Voices. (Scott Fores-
man, 1992)

Gender discrimination was deeply embedded
in American life, so deeply that most men—
and many women—were nol even aware of
how fundamentally it shaped their lives.

TEXAS: A SHOOTOUT OVER
ACCURACY

uring recent months, alarm ahout the

accuracy of L. S. history textbooks has

swept the nation. The uproar—and the
events leading up to it~~merit close attention,
since the problems arose in the important 1991
Texas adoption. The situation not only raises
questions of textual credibility but also
indicates how much the roles of publishers,
editors, and textbook authors have changed
during the last decade.

In 1991, the state of Texas adopted new
textbooks in United States history. This is the
largest single adoption in social studies. The
Texas call in U.S. history has long had
inordinate national influence. As is customary
with the approach of the Texas proclamation,
which begins the process, major publishers
produced new hooks with 1992 copyrights.
These LS. history textbooks will now compete
nationally with market leaders from the 1980«
and the U.S. history books unveiled first for
the 1990 eighth grade adoption in California.
Some of the newest books were eut editorially
from whole cloth. Others were radically revised
versions of established texts. Almost all were
developed under contract by “packagers”
outside publishing houses. (Fditorial staffs in
textbook houses have become mainly produc-
tion overseers and sales people.)
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Some new books were not submitted to
Texas. Only one book from the old Texas list
was resubmitted, a top-to-bottom renovation
of Berkin et al., Land of Promise (Scott
Foresman, 1987). Todd and Curti’s Triumph
of the American Nation (Harcourt Brace, 1990)
and Boorstin and Kelley's History of the United
States (Prentice Hall, 1990) did not enter the
competition, for example. The number of books
submitted in Texas state adoptions has been
shrinking through the 1980s, as fewer pub-
lishers control the market. Just six books went
through the 1991 screening process for U.S.
history, four of them split into two volumes
for use in both the eighth and eleventh grade,
with two others designed solely for the high
school level (see box).

All six books have great ambitions for the
1990=, They purport to he a “"new generation™
of U.S. history texthooks, far advanced in
comparison to the much eriticized U.S. history
texts of the 1980s. Yet in their debut, a series
of disasters and disappointments have blind-
sided publishers.

Anvwhere from 5,000 to 20,000 uncorrected
copies of the 1992 bhooks were distributed
around the U, S. to pilot programs or as
samples. Garraty's The Story of America (Holt,
Rinehart) and Divine et al.’s America: The
People and the Dream (Scolt Foresman) made
their debut in the 1990 California social studies
adoption. (The Garraty book was adopted for
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eighth grade use in California; the Divine book
was rejected.)

Then, into the Texas adoption came Mel and
Norma Gabler, longstanding textbook critics
who have complained for decades about
“secular humanism.” licentiousness, anti-
patriotic themes, and trendiness in social
studies texts. The avuncular Gablers—revered
among Texas fundamentalists and ridiculed or
feared by progressives—had lost their influ-
ence in Austin during the 1980s. Their
arguments against textbook content seemed
crankhy and quaint, especially in light of the
wave of opposition to textbooks coming not
from Christian fundamentalists but from
ethnic, feminist, and multicultural activists.

The Gablers run an organization ealled
Eduecational Research  Analvsts from their
home in Longview, Texas. They comb text-
hooks for biases against religion, frec enter-
prise, nationalism and for values-clarification-
tvpe moral relativism. In this adoption. like
others. their own reviewers hunted for factual
errors in the submitted history texts, teacher’s
editions, and ancillary materials. The reason:
to raize public awareness about testbook

he most significant aspect of the 1991

Texas adoption in U.S. history was the

small number of submissions, whch
publishers biamed on increasingly complicated
state guidelines. Less publicized reasons included
corporate consolidation, production and market-
ing costs, and inevitable content controversies
over history books. The six books submitted to
and adopted by Tevas were, with asterisks used
to denote the trco-volume (cighth- and eleventh-
grade two-in-one) books:

Berhin et al.. American Voices. (Scott
Foresman, 1002)

Davidson ot al.. dmerican Journey, (Prentice
Hall, 1992)*

DiBaceo et al., History of the United States.
(Houghton Mifflin, 199h*

Divine et al.. Ameriea: The People and the
Dream. (Scott Foresman, 1901)*

Garraty, The Stors of America. (Holt, Rinehart
and Winston, 1991)*

Nash, American Odyssey: The United States
in the Twentieth Century, (Gleneoe, 1992)

RIC

fallibilitv. Their strategy succeeded when they
presented to the Texas Education Ageney a
list of 231 errors, most of them minor, a few
of them unconscionable,

What follow are some errors in the hooks:

Q: "Was Truman’s description of the
Korean conflict as a “police action™ a false
image or an accurate image? Explain.

A: "It was uccurate because the United
States easily settled the conflict by using
the bomb.™ (American Voices, Vol. 2, Scott
Foresman, Teacher’s Edition)

Q: What was Sputnik?

A: Tthe first suceessful intercontinental
ballistic missile launched by the Soviet
Union: carried a nuclear warhead™
{(American Odyssev, Glencoe, Teacher's
Edition)

The Canal Zone is “the 50-mile-wide zone
across the Isthmus of Panama along the
Panama Canal...” [Correct: 10 miles]
(America: The People and the Dream. Vol.

3. Scott Foresman)

“...the Union capture of Vicksburg. Ten-
nessee, in the Civil War™ [Correct: Vicks-
hurg, Mississippil (Historv of the United
States, Vol. 2, Houghton Mifflin)

The initial mistakes were discovered last
November, just as the Texas Education Agency
was about to approve the books, expected 10
cost about 820 million this vear. (By one
e~timate, Texas is expected to buy a total of
3131 million in textbooks during 1992.93))
Under the new conditions of the adoption, the
TEA required publishers to hire independent
editors 1o search for more errors. How many
errors were there? The figure rose quickly 1o
a hard-to-believe 5,552, While aecknowledging
the gravity of the problem, however, it is
important also not 1o sensationalize the extent
of errors.

Some television reports tried to inflate the
issue well bevond its real danger, giving the
impression to the general public that texthbooks
were grossly inaccurate. (Frrors of interpre-
tation and imbalance are actually a far more
serious problem than factual mistakes in
history texthooks.) The overwhelming major-
itv of the mistakes found in Texas involved
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READING TEA LEAVES

vervone knows how difficult it is to
" extract candid information about
textbooks from publishers, especially
as to market success and adoption. But now,
a number of new social studies series and
books have come on line. The California
adoption of 1990 is over. The 1991 Texas
adoption of eighth and eleventh grade U.S.
history textbooks is eompleted. It is thus
possible to consider the reception of this
“new generation” of texts.

Besides the Texas me"‘xdoptmn the states
of South Carolina and Georgia undertook
high school U.S. history texthook adoptions
in 1991, From many discussions with state
officials and textbook representatives, the
following gives some idea of early box office.

In California, Houghton Mifflin has spent
two vears fighting all kinds of dire charges
by religious and ethnic extremists who don’t
feel that its elementary series went far
enough in its explicit effort at multicultural
infusion. Meanwhile, the less challenging—
but to teachers who prefer the tried-and-
true—more conventional Macmillan series
has gained the national market. Competing
editors elaim that Houghton Mifflin is
capturing only 10 percent of the market
outside California because the books fall
outside their scope and sequence mandates.
The two series together have blown the
inferior Silver Burdett elementary series—
which during the 1980s achieved a reported
70 percent share in some states—out of the
waler.

The South Carolina adoption was the
most selective in 1991, Fourteen books were
submitted to the state, ineluding most of
the major U.S. histories developed and
introduced during the last two vears. Three
of the six high school history books thal
South Carolina adopted were on the Texas
list. Thev are: Berkin et al.. dmerican Foices
(Seott Foresman): DiBacco et al.. History
of the [ nited States (Houghton Mifflin): and
Garraty, The Story of America (Holt,
Rinehart and Winston).

Several other new books were rejected
by South Carolina. including: Nash, Amer-
ican Odvssey (Glencoe), now competing for

the California high school market and
adopted in Texas. Glencoe must also be un-
happy with the early reception to its splashy
makeover of History of a Free People (1981),
now entitled History of a Free Nation (1992)
and supposedly written by Bradgon et al,
also rejected by South Carolina. A full-scale
revision of the long best-selling textbook, it
is so much an overhaul that the original book
and many of its simple virtues have been
lost. The great history teacher Henry W.
Bragdon had nothing to do with the text. He
died in 1980. History of a Free Nation was
not submitted to the Texas adoption, osten-
sibly because it did not match the Texas two-
volume format.

South Carolina rejected three leading
texts of the 1980s, Todd and Curti, The
Triumph of the American Nation (Harcourt
Brace Jovanovich) and from Prentice Hall.
Davidson et al., The American Nation and
Boorstin and Kelley's well-regarded 4
History of the United States.

The success of 4American Foices quickly
establishes it asaleader in the 1990s market.
It indicates the wide interest in social
history and revisionism. Divine et al..
America: The People and the Dream (Scott
Foresman) was also adoptt‘d in Texas. This
easy reader, whose rejection by California
in 1990 caused great dlsappomtment for the
publisher, also incorporates new themes, as
does The Story of America—adopted by
California for eighth graders—now finding
an enthusiastic national audience in high
sehools.

The biggest reversal of 1992 seems to be
the sudden decline of Todd and Curti. a
leader in American history courses during
the 1980s. It was not submitted to South
Carolina or Texas. Georgia—far less selec-
tive than South Carolina—rejected it. State
officials gave among the reasons what they
called an “‘outdated approach, inattention
to multiculturalism, inadequate eritical
thinking questions. and choppy narrative
flow.”™ According to a state commissioner:
“The newer books are better.” Is Boorstin

and Kelley also a fading star? Houghton
Mifflin seems to have moved aside Graff,
History of the Republic in favor of History
nf the United States. a text recently adopted
in South Carolina and Texas.
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faulty indexes, chronologies, captions, and Q
and A in teacher’s guide correlations. Some
advertised errors were in fact open to dispute.
How many Americans, for example, died in
World War 1? About 53,000 died in battle.
But 126,000 died altogether in the war, mainly
of dreaded influenza and disease.

What the Texas debacle brings to light is the
way in which textbooks are now produced. So-
cial studies textbooks are developed by teams
who have little or no experience in the subject,
and who are far more agitated by problems of
schedule, design, permission, and scope and se-
quence than of style or narrative. Quality con-
trol is missing. Editors roam the country,
jangling the tambourines on behalf of their lat-
est product in sales caravans and at educational
conferences. The actual writers of textbooks are
almost never the stated authors on the spine of
the book. Such ‘‘names’” are usually consult-
ants, and the actual work is done by anonymous
writers, too often of modest talent. Authorial
contro] is almost nonexistent, and even scru-
pulous authors are sometimes surprised by
changes in their material presented by editors
fait accompli.

“Textbook publishers have virtually elim-
inated real authors.” Michael Keedy of the
Textbook Authors Association told Publishers
Weekly. Keedy noted that suecessful textbooks
can be very profitable. “Publishers look at
those rovalty accounts and see it as a place
to squeeze,” he said. “They hire development
houses who create a line of hooks to the
specifications of the publisher. But some of
the people working on these books aren’t
qualified. So the whole proeess hecomes
writing by committee and fiat rather than
knowledge and expertise.”

Some authors just ahdicate responsibility.
“For me to read the book and check it for
factual accuracy simply makes no sense.”
William Jay Jaeohs, the author of .America’s
Story (Houghton Mifflin), said to the Wall
Street Journal, which first called national
attention to the extent of the errors in a careful
article.

Upon learning of the mistakes and upset by
the publicity they were generating, the state
of Texas suspended the adoption. 1t fined
publishers 3647,100, to be paid in free
texthooks on a schedule of 3200 per error

before January 24, 1992 and 8300 thereafter.
More penalties may accrue. The TEA also
required certifications of accuracy and
revisions. Publishers have agreed to make all
of the specified corrections, and in March,
Texas gave approval to all of the books
submitted.

Textbook publishers are mortified. There
has heen much memo writing and finger
pointing in editors’ towers from Glenview,
Illinois to Austin, Texas. Some of them are
claiming that multiple authorship and the use
of development houses to create books do not
necessarily result in more errors. Steven A.
Dowling, the president of the Holt, Rinehart
and Winston school division, cites more
demanding state guidelines as the principal
reason for the increase in errors. Dowling does
admit that problems arose because most
textbooks are written by groups of authors.
“What happens is, vou get different pieces of
the book, and that’s where vou have oppor-
tunities for mistakes,” Dowling noted.

Murray Giles, the editorial director for social
studies and health at Glencoe, the high school
imprint of Maemillan/McGraw-Hill, blamed
time pressures. “We usually have less than
two vears from the proclamation date to
produce a manuscript that routinely runs at
least a thousand pages.” Giles said in Publishers
Weekly. “In that time we have to conduct
market research. find an author. get the
manuscript written and reviewed by experts,
do the art work and photo-editing, and finally
print the hook.”

It should be hoped that the Texas adoption
teaches evervone in the industry a few lessons.
Soevial studies texts will always have some
minor errors. The process of creating a
texthook is far more complex than a trade book.
They are encyvelopedic compilations of facts
and dates. Their scope, detail, and complicated
lavout add to the problem. Still, textbooks need
more rigorous review by specialists. While the
Texas textbook controversy may not funda-
mentally change the way sehool hooks are
developed. it might in the end produce social
studies materials that are more carefully
reviewed. “We need to do more editing.” Holt,
Rinehart’s Dowling said. “Because of this, the
hooks will probably get another laver of editing
and fact-checking done on them.”
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TOWARD A DEFINITION OF
MULTICULTURALISM

n 1990, when the multiculturalism con-

troversy spread into the broad conversa-

tion of culture. the word “broke out™ of
the educational and intellectual community.
The debate captured the attention of the
broader public.

Two vears later, what is most obvious and
least examined about multiculturalism is (1)
that it is taken to be a self-explanatory word
in much political and educational discourse,
and (2) that there are several or many different
definitions of what it is. What is multi-
culturalism?

By now it is a word freighted by conflicting
cultural and political assumptions. Multicul-
turalism refers to efforts to recognize and study
the diverse ethnic backgrounds and personal
differences among Americans, to “‘promote
respect for people of different backgrounds and
races, Almost all educators now agree that
sorne program of multicultural education—
mainly but not exclusively in history and
humanities—should bring into high relief the
multiethnic and multiracial nature of Amer-
ican society and the planet, thus extending
curricula bevond the “Furocentric.”™ But
bevond this vague premise, multiculturalism
means different things to different people.

Many multicultural enthusiasts hold that the
school-based imposition of Western history.
literature, ideas. institutions, and values on
children—at least of non-European back-
grounds—is unjust and culturally biased. The
American educational system is institutionally
racist, ethnocentric, and patriarchal, it is said
bv a vocal few. The accomplishments of non-
whites, women, homosexuals, the disabled, and
the “culturally different” are falsified,
marginalized, and caricatured in order to
perpetuate the “hegemony™ of the Western
patriarchy. Without multicultural reform. it
i5 also said, non-white children will lose “self-
esteem” and underachieve educationally. The
elements of oppression and vietimization may
dominate the theme, whereby the humanities
and social sciences become a curriculum of
anger, resentment, and complaint. According-
Iy, some multiculturalists seek to make

eeling good about oneself has become a

national elixir, extending into all

quarters of the culture, and it is not
surprising that some educators should seek
curricular enhancements in order to promote
universal sentiments of self-worth and combat
feelings of inferiority. Moving beyond multicul-
turalism, David Rieff declared recently in
Harper's magazine:

That the recovery psychotherapistsare
more radical than the academic multi-
culturalists hecomes most clear when one
examines the politics of victimhood, a
centerpiece of both movements. [Multi-
culturalism] isinherently self-limiting in
the sense that if the concept of oppres-
sion is to make any kind of sense, the
situation of the various groups of
victims—be they blacks, Hispanics,
women, or gavs—must be opposed to that
of the oppressor group—these days
straight white males. Proponents of
recovery do not think in group terms.
They claim that virtually everyone in the
country is, in some essential sense, a
victim—a victim, mostly, of abusive
parents.

children aware of Euroculture’s innate rapacity
and thus promote “'social consciousness.” This
kind of multiculturalism then moves distinctly
toward political action, redress, or retaliation.

Since discourse is conducted the
opaque film of “'sensitivity.” core arguments,
subtexts. and ultimate aims are sometimes hard
to parse. Still, multiculturalism may acknowl-
edge yualities of American culture and politics
that transcend individual and group differen-
ces, or it may contend that the racial, sexual,
and religious differences among Americans are
so vast as to be unbridgeable. Furthermore,
it may assert that these differences create
“separate realities” and “multiple perspec-

under

tives” that make a universal—especially a
Eurocentric—curriculum a travesty, and it
may call on the nation to replace the ideal
of assimilation—which was, after all, nothing
more than illusion or opium—to embrace
“pluralism.”” which may not be pluralism at
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all. Or it may be a call for increased recognition
of the nation’s increasing ethnic and cultural
diversity that assumes (or hopes for) relative
comity among American citizens of all
economic levels. It remains to be seen the
degree of Eurocentrism and extent of common-
ality that the multicultural idea will tolerate
in the 1990s. The scholarly debate continues.

Whatis the “Eurocentric” view? First, some
background, with many debts to the legendary
text. R. R, Palmer, 4 [istory of the Modern
World (1950):

In the nineteenth century Europeans
possessed ocean liners, railroads, and street
cars, and after about 1880, telephones and
electric lights. Theyv had hospitals and
orphanages. All this seemed evidence of
advancement and progress, even inspired a
sense of human superiority. But the FKuropean
ideal of civilization was not exclusively
materialistic. Correct or truthful knowledge
was held to be a civilized attainment—scientific
knowledge of nature, in place of superstition
or demonology: geographical knowledge, by
which civilized people were aware of the carth
asa whole withits general contours and diverse
inhabitants. Before 1914, Furopeans—and

their adjuncts, the Euro-American establish-
ment—believed their world to be the deserved
outcome of centuries of progress. Supremely
confident, they assumed that what they
considered to be more primitive people should
respeet the same social ideals—that so far as
they were unwilling or unable to adopt them
they were backward, and that so far as they
did adopt theny, they became “civilized.” Moral
endeavor, derived from Christianity, was
secularized and detached from religion. An
Englishman, lssac Taylor, in his (ltimate
Civilization, published in 1860, defined this
moral ideal in contrast to “relics of barbarism™
soon to disappear through Euroculture’s
advance: “Polvgamy. Infanticide, lLegalized
Prostitution, Capricious Divorce, Sanguinary
and Immoral Games, Infliction of Torture,
Caste and Slavery.”

As Palmer pointed out even in 1950, over
forty vears ago. such European hubris and
reasoned arrogance has exhausted itself, and
the elaim of European cultural supremacy has
long been open to question or repudiated. What
Palmer did not sav, Euroculture remains the
world in which to some extent, all humankind
lives—or wishes to live, It defines the common

n excerpt from the American Federation

of Teachers™ 1990 resolution on multicul-

tural education provides a balanced view
of multiculturalism and the common culture.

The United States is one of the world's most
diverse multicultural societies. To appreciate
this inheritance and all who contributed 1o it.
our children need a multicultural eduration.
In the past, our schools taught only what was
pereeived as mainstream, and sought to
minimize controversies over race, religion, and
ethnicity by ignoring them. But without
knowledge of the many streams that nourish
the general <ociety. the “mainstream™ cannot
be properly studied or undensstood. This is why
our children need a multicultural curriculum,
one in which the contributions and roles of
African-Americans. Hispanic-Americans,
Native-Americans, Asian-Americans and other
minorities are fairlv and accurately depicted.,
and one in which the history of non-Western

societies is part of the required curriculum.

As a multicultural people. we are also,
however, a single nation honded by a common
set of democeratie principles, individual rights
and moral values. To understand and defend
the very principles and institutions that
provide our society its common aspirations,
and allow us in our multicultural society to
live together in relative peace—as compared
to the constant warfare that tears apart so many
other non-homogeneous societies—our chil-
dren need an education in the humanities that
imparts to them the values of tolerance,
freedom, equality. pluralism and common
human dignity. This also is part of a multi-
cultural education; and while such values and
principles can be conveved using ideas and
documents from a range of cultures, such an
education also requires, unavoidably, a special
emphasis on the history and legacies of those
societies that have heen most important in
developing democratie ideals and practices.

RIC
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vocabulary, even of revolutionaries. The
languages of Furope are the first or second
languages of most of the world’s people, and
English has become a lingua franca of educated
people on all continents. Kuro-American
svstems of finance and communication and
information exchange are global standards, as
are industrial and technological creations—
mechanical energy, sanitation systems, med-
icine, and organic and silicon-based chemistry.

The United States inherits a complex
political philosophy rooted in the rules of law,
contract, and propertv, encased in a federal
structure of limited government and based on
citizen consent. This is a tradition that operates
through the svstem of representative democe-
racv and defines the ideas of human rights
and libertv. From Europe it inherits many
courtesics of speech and behavior and many
foundations of literature, music. and design.
From non-Western cultures explored and
studied during the last two centuries it has
be-rowed new modes and forms. Today, the
Cnited States remains a sentinel to people m
other parts of the world. many of whom face
excruciating want, disease, inadequate diets,
civil wars, diverse forms of repression.
servitude, and the humiliation of females,
Gradually, it has absorbed and welcomed the
multiethnic contributions that have changed
the wayv all Americans live,

I~ it possible to he multicultural and
Eurocentrie? Perhaps at least for those who
think that understanding the nation's political
and economic system may best begin with the
study of the Magna Carta or steam engine, The
issue boils down to the question: Are all lands.,
people. events, perspectives, and ideas as
historically significant as others?

NOTED WITH INTEREST

* Two noteworthy books have appeared in
recent months, each a colleetion of essavs by
textbook crities and experts that together do
much to piece together the many-angled
produetion, content, and marketing issues in
textbooks today. Both books concentrate on
social studies, always the most complex area
in terms of subjeet and eraft. Textbooks in
American Society: Politics, Policy. and I egagegy
is edited by Philip G. Althach et al.. and is

published by the State University of New York
Press. The second is entitled The Textbook
Controversy: Issues, Aspects, Perspectives. Edited
by John G. Hertihy, and available through
Ablex Publishing Corporation, it is the result
of a lively conference in 1989 that covered
then emergent texthook issues.

# The Florida Commission on Social Studies
Edueation was established in January 1988 by
state superintendent Betty Castor to review the
status of social studies education in Florida
public schools. The state recently issued the
framework, “Connections, Challenges and
Choices.” This is an important and encour-
aging state-level curriculuni model for grades
kindergarten through twelfth, It recommends
a program of study emphasizing history and
geography. The 161-page document sets high
standards and ineludes a rich assortment of
subjects, literary sources. multicultural
approaches, and correlations with the human-
ities,

The Florida framework introduces ancient
and medieval civilizations in the third grade.
In fourth and fifth grade, it places U.S. and
Florida history in a combined two-vear
sequence, The sixth grade is devoted to the
geagraphy of Asia and Africa. and seventh
grade. to the geography of Europe and the
Western Hemisphere. The tenth-grade course
covers American history to 1920 and is
followed by a combined twentieth century
Euaropean, U.S., and world history in the
eleventh grade.

The framework includes many examples to
tink the study of history and geography with
the humanities. Suggested materials are wide
ranging. from Omar Khavvam and Noh drama
to Al Quict on the Festern Front, Suggested
biographics include Hernando de Soto,
Montezuma, Zora Neal Hurston. and even
Gloria Estevez. It also correlates studv with
music, arl. and architecture.

The framework gracefully rejects the near-
to-far approach in the primary grades. It
stitches into early curricula history in the form
of legends, heroes, symibols; it begins the
narrative study of critical events from the past
as varly as third grade; and it emphasizes
geography. These are welcome reforms by a

large state just now undergoing a major
textbook adoption.
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The framework seeks to:

® “develop well-educated people who share a
body of knowledge, preserve a set of values,
understand common cultural allusions, and are
prepared to participate with confidence in the
dynamics of political, economic and social
groups.”

® create "minds that are well-stocked with
information about people in time, in space and
in culture.”

® help students ‘‘recognize conditions detri-
mental to human development and opportunity,
(so they can) resist such conditions as bigotry,
ignorance and provincialism,”

We hope this is more than rhetoric. The
textbook submissions to Florida and what the
state does with them will he interesting to
watch in the coming months.
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EUROPE RECONSIDERED

nly about -1 percent of the nation’s

high school students take a world histo-

ry course. according to the U8,
Department of Education.  In such courses,
Furopean historv—notably European political
and inteleetual historv—has shiunk drastical-
v. just as it has in many currienlum frame-
works and textbooks during the Tast twenty
vears. This has happened in spite of Europe’s
vast influence on the political, legal, and reli-
gious institutions of the United States. the con-
tinent's decisive influence on world affairs, and
the monumental changes in its economic strue-
ture and political cosmography .

In this issue of the Social Studies Review we
share some thoughts about events in Furope
past and present. The US0has been locked for
more than a year in a national debate over
Christopher Cohimbus and the EKnropean dis-
covery of the New World, We thus offer fohn J.
Patrick’s eritical review of recent hooks on the
=ubject and €. Vamm Woodward™s illuminating
thonghts. giving background to the controversy,
Moreover, we consider a number of breaking
events in Forope that bear immediate notice.
These include important developments in
Eastern Furope and the formulation of the
Furopean Community.

Unfortunately, the curious charge of
Eurocentrism contimies to he leveled at new
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curricula, even at the self-consciously inclusive
history textbooks and courses of study devel-
oped during the last five years, Either the erit-
ies fail to examine the actal texts and syllabi.
or they remain so invested in revisionism that no
reasoned histors will satisfy their crusading
spirit, Furopean educators and intellectuals are
puzzeled by the label of Eurocentrism. with rea-
son. Trés moderne, they welcome self-examina-
tion. revision. and hreadth in historical studies.
But some find the reckless depreciation and
abandonment of Furo-American letiers. science,
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and history in some United Statex schools sim-
ply bizarre.

Moving Bevond Textbooks

As the school yvear opened. anti-European
multiculturatism in vogue during the past few
vears was confined principally to the aymbolic
colloquium over Colwmbus.  In faet. this fall.
few substantive topics of academic interest or
the curriculum were under dizcussion,
Condoms. perhaps. and self-esteem. Choice. of
course. for parents who think that their public
schools are teaching a cwrriculum from another
planet—and thus meet the contempt of “entight-
ened” educators head on. No matter what their
partisan beliefs, many parents are appalled by
the laxity and oddness of the currieulum. They
may pray for a drug-free campus. The continu-
ing and angry drift from the common schools
continues.  Academic quality? For the moment
that azpect of educational reform has moved
mainly into the federal effort to <et national sub-
jeet standards in basic subject~. And their
future? That scems uncertain in the volatile
political climate of 1092,

The nation is going into the tenth vear of a
school reform movement. one that is faltering,
No doubt. sinee the landmark U.S. government
report. ¥ Nation at Risk (19831, the movement
wraught a new evele of thought about academic
performance. effeetive sehools. and civie educa-
tion. It laid bold challenges to the shopworn
claim~ of progressive education peliey and
statute, It reconstructed the hasie curriculum in
nunterous books and essays with the support of
the U.S, Department of Education. National
Endowment for the Humanities, the American
Federation of Teachers, and distinguished edu-
cation experts and intellectuals. Yet these ideas
and propesals have failed so far to capture the
energy or enthusiasm of the education bureau-
eracies or curticular interest groups. Nor have
they appealed to the many beneficiaries of <ys-
temic rigidity in public eduecation. In fact. the
reformism of the 1980x ended in dizeordant
confusion as multiculturalism and self-esteem
reigned supreme,

Perhaps we should be pleased that virtually
all reputable scholars have rejected the claims
of Afrocentrism. an inflammatory and anti-his-

torical movement of great foree just two years

ago.  Still. the publisher of The New York
Times. Arthur Ochs Sulzberger. Jr.. addressing
a June meeting of the Leshian and Gay
Journalists Association in a videotaped mes-
sage. told the reporters: “We can no longer
offer our readers a predominantly white.
straight. male vision of events and say we're
doing our job.” What that vision of events i, no
one can say. for the premise is intellectually
flawed, Yet such fractional views of reality and
experience cannot help but filter into the
schools. especially when they are ideas trans-
mitted from the most powerful epicenters of
thought. opinion. and culture.

The therapeutic mentality has fairly colo-
nized the premier schoals of education, There
ix. quite plainly. no alternative view. Many cur-
riculum leaders disdain traditional forms of
knowledge. pitching a “restructured program™
that always seems to slip away from academic
learning. Some teachers seem bored by the
hasic subjects. Rigorous techniques such as
drill and recitation have fallen into ignominy.
Forward-thinking courses seck to liberate stu-
dents from old attitudes. ax though from
Dickensian prisons. ever mindful of the bound-
aries of traditional authority and alwayvs flushed
at the notion of individual assertion.  Eco-con-
sciotsness has become a growth area in the cur-
riculum. providing a quasi-religious creed for
otherwise secular voungsters. For healthy per
diems. new modes of thought are dispensed by
eaperts. so that the subject of an in-service
workshop for Brony high school teachers is
“emotional fitnesx" and “discovering vour inner
child.” The tireless feminist and new age cireuit
rider Peggy Melntosh of Wellesley College
informs impressionable teachers that male com-
petitiveness in U, classrooms is a principal
threat to educational progress and world peace.

Like the outer culture, schools seem to be
retreating from bhasie knowledge. No longer
believing in the majesty of the liberal ans and
seiences. impatient with memory and remem-
hranee. many scheolx now function to advance
students toward an imagined world where dis-
tinctions of intellect and value need not apply.
These conditions are neither universal nor
intractable, But they do suggest that much work
remains to be done 1o improve the humanities
and social studies in schools,




EUROPE TODAY

ince 1989, Americans of all ages have wit-

nessed landmark events in Europe: the

collapse of the Soviet empire. the rear-
rangement of Fastern Europe, the bitter resump-
tion of age-old ethnic hostilities in the Balkans.
and the halting formation of a pan-European
economic union. “oncepts like balanee of
power. sovereignly. nationalism. and market
economy suddenly have new immediacy,  The
conversion of a continental region to capitalism
after four generations of central planning?  The
{uture of the nuelear arsenal on {ormer Soviet
s0il? The agonic bloodshed of Yugostavia?
These are mallers of pressing fnterest to us all.
To deprive students of issues. events. and con-
cepts out of interest in non-historical and non-
European subject content in sacial studies pro-
grams i~ unsoeund. Can American students com-
prehend the multitude of languages. polities,
and cultures in the Eurasian land mass. encom-
passing Norvway and Gibraltar, the Baltie and
the Bosphorus? In the 1980s the concept of
diversity was applied almost exclusively to non-
Europeans,

In Germany and Eastern Europe. then the
Soviet Union. and now Yugoslavia. in one high-
profile country after another. governments have
collapsed. The atomization of the Communist
Bloe i~ matched by the unsteady construction of
the European Community, its significance
impossible to understand without passing
knowledge of the imperial dreams of Napoleon,
Bismarck. and Hitler. These ongoing changes
have caught educators—like evervhody else
by surprise.

All world history texthooks. of course. are out
of date now—no fault of their own. History is a
dynamic subject without end. ever more specu-
lative as #t moves forward from the well-chroni-
cled past. Yet educators. especially =ocial stud-
ies teachers, are supposed to be able to answer
students” questions about these changes and
provide some contest as to the causes of elange.

The yearniug for freedom in Fastern Europe
and the former Soviet Union might strike many
young Americans as curious. Unburdened In a
bloodstained recent history. living in a secure
and free country, they have the lusury of being
able to ignore world affuirs. Will \inerican stu-
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dents automatically think that all will turn out
for the best? Or taking freedom for granted. will
they even care if it does? Will students appre-
ciate the political and economic gulf hetween
West and East, or how the variations will be
resolved now that capitalism has become a glob-
al system of economy?  Without a firm idea of
what communism is. can they understand the
reasons for its demise? Can voung people
accustomed to neat television-like endings coni-
prehend events that may take vears to resolve—
and sometimes seem to be going in many direc-

tions at once?
Texthook Content

Texthooks cannot be blamed for their failure
to include geopolitical developments that are
prime-time current events. But texthook buyers
and consumers rightly expeet the background
information. narrative. biographies. maps and
illustrations so students can grasp the evolution
of eastern Furopean affairs and the Russian
domination of Furasia. In social studies text-
books. the treatment of the Soviet empire that so
shortly ago stretched from Poland to the Bering
Strait generally exhibits a degree of mystery and
elision.  Mass-market social studies texthooks
are generally blasé about totalitarian oppression
and violations of human rights in Soviet history.
perhaps because they are written in the spirit of
détente and accommodation, Even the fresh and
admirable new text by Janet C. Valliant and
John Richards. From Russia to USSR and
Bevond (Lengman, 1993} has difficulty capturing
the enormity of the Stalinist horrors of the 1930s.

Few teathooks stress the repressive character
of daily life, thus failing to illustrate the funda-
mental differences between Soviet and
Ameriean life. e.g.. vestricted access 1o comput-
ers and the proseription of unregistered copying
machines by regimes that feared unfettered
access Lo information and free inquiry. They fail
to emphasize the tvranny of government clerks
and police. a world where dissent or lack of
cooperation led to punishment. where fear
quashed individuality and initiative.

Lastern Europe and Russia

When the main themes of Russian and Soviet
historv in world history coutses are considered
anew, the place to hegin is with geography.
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After all. the climate in most of the region is
challenging and often rotten. with long cold win-
ters and few all-yvear “warm weather™ ports,
Still. vast hinterlands of Russia. Belarus. and
the Ukraine are rich agricultural territories,
Abundant supplies of minerals and timber lie in
the mountain areas of the Urals and heyond.
From the Middle Ages. arable lunds supported
Russian expansionism outward from the Baltic
and Muscovy. These were cultivated by a peas-
ant population accustomed to peonage.
Ultimately Russian power straddled German.
Turkic. and Mongolian lands,

No longer should text or leacher niinee words
about the nature of the Soviet nation hetween
1919 and 1991, Despised by liberal Europeans
in the nineteenth century for its harsh treatment
of its common people. the Russian Fmpire and
Romanov dyvnasty fell. only to be replaced by a
centralized dictatorship in the 1920, For the
neat seven decades, Soviet citizens existed to
serve the state. living sparely in order to finance
it~ edifice, it technologies. and its weapons.
Bureaueratic terror. corruption, and evnicisn-—
the logic of totalitartanism—endured. enhaneed
by military strength and police action. Popular
unrest in Soviel-oceupied satellites was visible
from the 19105, in the 1930 Hungarian upris-
ing. and the 1968 Czechoslovakian revolt. Y et
few—including the eminent strategist and
diplomat George Kennan—could forecast rapid-
fire events like the breach of the Berlin Wall in
1989, In the absence of military terror. prole-
tarian citizens once resigned to oppressive
regimes ceased to abide evploitation or com-
mand bureancracies. Then after 1989, a series
of bloodless declarations brought to an end the
geopolitical arrangements of almost half a cen-
tary. The Soviet war machine withdrew from
Eastern Furope, lost its constitutional authority
at home, and survived a coup and countercoup.
anly to collapse in December 1991 with the res-
ignation of President Mikhail S, Gorbachey .

The question in the 19%x. of course., will he
the bridge of former Eastern European and
Soviet domains into the global system of market
capitalism,  The possibility of military reaction
or economic breakdown is considerable.

Nueclear Weapons

What will be the Tuture of the awesome mili-

tary technology that shaped and frightened the
world after Hiroshima? The end of the Cold
War has left a toll on the “peace education”
curricula popular in the 1980s. and the fear-
mongering that marked such lessons has dimin-
ished. Theories of moral equivalency and
aggressive American imperialism seem dated
indecd. But this does not mean that the nuclear
futare is irrelevant, An excellent review in the
Spring 1992 issue of the Carnegie Quarterly
examined the issues of weapons access, control
devices, operational procedures. and storage
and transport protocols. highlighting an influen-
tial 1991 Harvard study that warned that nucle-
ar weapons could fall into unauthorized hands
through the desertion or mutiny of military cus-
todians, Political groups or terrorists. through
smuggling, could buy weapon components from
unauthorized groups or purchase the technical
knowledge of weapon scientists living in the for-
mer Soviet Union. Nations and terrorist groups
in other parts of the world could seek to obtain
nuelear weapons. fissionable materials. or diffi-
cult-to-obtain weapon components from the
reputhlies.

Ethnie Hatreds

The Yugoslavian civil war is a conflict of
scale and feroeity not seen in FKurope since
1945, First the dominant Serbians fell upon the
“breakaway™ Croatians. Then. Bosnia declared
itsell an independent state—after centuries of
external rule. to be recognized by the major
powers of Kurope—ouly to be leveled and
carved up by the Croatians and Serbians acting
in collusion. Bosnian hopes rested on Western
intervention that did not occur. The foreed
removal of Bosnian Muslims from their ancestral
towns and homes has created a large population
of refugees. How many dead are not known.
Extimates range from twenty to one hundred
thonsand.

i
Yugoslavia provides a casebook study of een-

turies-old ethuic hatreds. complicated by the
trilateral religious dimension of self-conseions
Roman Catholies, Muslims, and Eastern
Orthodox Christians. The current battles raging
across the Balkan peninsula require some
understanding of the historical confliet of
Austrian and Ottoman empires, the fault lines of
Christendom and Islam. the imperfect combina-




tion of Yugoslavia from the Treaty of Versailles.
the emergence of a Serbian-dominated
Communist nation after World War 1. and
Tito’s wlherence to a nationalistic communism
uniquely independent of Moscow. The study of
Yugoslavia likewise requires some sense of the
vast economic and cultural contrasts of the
region. which ~tretches from the fertile and rich
southern Austrian foothills to Adriatic seaports
and the bazaars of Macedonia.

The vicious ethnie hatreds of Yugoslavia (or
Georgia. former S.5.R.) should remind
Americans of their relative ethnie comity and
redouble their commitment to affirmative.
asstmtilationi=t kind~ of cultural ~tudies.
respeetful of the uses of Furopean political and
econontic history, Their intensity should also
remind American teachers and students that the
threat of armed conflict cannot be ruled out.

European Community

At the same time, <omewhat awkwardly, from
Seandinasia to Turkey. the steps heyond a coni-
mon market into a fuller federation proceed
inexorably—in spite of the self-questioning and
skepticism of it~ constituent parts. The Treaty of
Maastricht? The power of German trade and
currency? Investment in former Soviet satel-
litex? The issues of agricultural subsids. com-
petitive advantage. and immigration? These are
topics of erucial importance to the future of
Furope. a continent of 500 million people, They
are also subtle and complicated issues. perhaps
more adequately tackled in higher-level eco-
nomics electives than in comprehensive world

history courses,
Conclusions

In Faropean eivilization are to be found maost
institntional antecedents of our own. The conti-
nent is undergoing major changes today both in
the East and West, History should not mininize
the violent conflicts of human history still with

us. including the desire for unlimited power,

religious purity. and racial domination, Such
retrograde impulses are to be found in the W est,
to be sure. They are more starkly apparent in
the Third World, however, 1o be observed in the
miseries of the Central \merican and Andean
Indians. of African slaves. and of Pakistani and
South Asian women.

COLUMBUS: THE VERDICT

ow that the dust is settling on the turbu-

lent Columbian Quincentenary. we

return to the issue one last time. hoping
to bring the subject 1o an honorable rest.

This is known: Early one morning five hun-
dred years ago. several men rowed from their
caravels toward land to encounter naked and
amazed people standing on the shore. Their
leader. Christopher Columbus, a Genoese navi-
gator sailing under the Castilian flag. believed
this small island they had encountered lav near
the continent of India. and he called the people
Indios. Thix wax a mistake. but the name has
remained. The iskinds are called W est Indjes,
and to this day the natives of the two continents
of the Western Hemisphere are known widely as
American Indians. The European invaders
could not imagine that nine or ten million
Indians poputated a vast American continent.
speaking languages as different ax English and
Chinese.

When Christopher Columbus was born in the
mid-fifteenth century. Furope was fully isolated
from the Americas, and vice versa. But it trad-
ing culture was expanding. and the increasing
Ottoman power in the vastern Mediterranean
made alternative routes 1o Asian markets very
attractive . Concurrently,  devout Europeans
~ought to move the horders of Christendom to
encompass the world. The voyages of Columbus
opened a period of Firopean exploration and
empire building that breached the boundaries of
i~olated continents and forever changed the
course of human history,

Some ~cholars and navigators of the fifteenth
century believed not anly that the world was
round. but that a western sea route to the Orient
was plausible. Ironically., Columbus was not
looking for new worlds to conquer but for a
seahorne route to the fabuloushy rich markets of
Asia, In Columbus™ time. the dream of the
Orient inspired niany Furopeans.  (Christopher
Columbus was an avid reader of Marco Polo,) If
someane could only find a better link to the
Fast. Asian markets would supply untold riches,
it was thought. and Asian peaples conld he con-
verted to Christianity. What et Columbus apan
from other such thinkers was his <ingle-minded
dedication to turning that dream into a reality.




For the first hundred years after that fateful
landfall. the Americas were dominated by the
Spanish. They scized control of the core of the
inhabited regions of two continents. They estab-
lished hundreds of cities, missions, and church-
es. and they created an imperial structure that
would remain more or less intact for three cen-
turies. Native Americans were vulnerable to
European discases and outmatched by military
technology. Their subjugation, decimation. and
misfortunes in the era of the conquistadores are
now universally recorded and lamented in texts.
But for some this is not adequate. “While
Columbus didn’t actually insert the sword in the
millions of people who died. he started the pro-
cess of enslavenent, murder, disease. pollution,
and racism that canme after exploration and con-
quest,” the chairman of the Ohio Center for
Native American Affairs said recently. *To us.
he's Hilter.”

Five hundred vears after Columbus reached
the Americas. few Americans talk of celebra-
tion. More talk darkly of encounter or invasion.
While the commemorations are muted. a wealth
of scholarship and examination has resulted
from the controversies. A magisterial synthesis
by %W iltiam D, Phillips. Jr.. and Carla Rahn

I’.hillips. The Worlds of Christopher Columbus
(Cambridge, 1992) provides a cool-headed and

balanced review of the events surrounding the
encounter. indispensable reading for scholars
and historians. Of interest to teachers may be a
short guide entitled Columbus on Trial pub-
lished by the Washington. D.C.-based Young
America’s Foundation that attempts to refute
some of the extreme negativisnt that has struck a
dominant chord,

The idea of an American Eden long ago cap-
tured the hearts and minds of Europeans.
Pastoral romantics sometimes view the pre-
Columbian world as an earthly paradise
despoiled by Furopean savagery. Not so. unless
one wishes 1o consider cannibalism. hunan sae-
rifice. stavery, and phenomenal rates of infant
mortality as part of heaven on earth. In fact.in
European courts and universities of the six-
teenth century the treatment and rights of
indigenous people in the Americas was hotly
debated. As Columbus on Trial notes. many who
idealize pre-Columbian America reveal their
profound discontent with modern life,

COLUMBUS IN THE
CURRICULUM
hy John J. Patrick

he vovages of Columbus are a true turning

point in world history. After 1492, peo-

ple and civilizations of Jong-separated
regions began to develop connections that have
led to the incipient global community of the
1990=. Cultural and biological transactions
were started that have continuously moved and
mixed people, plants, animals. goods, and ideas
from one hemisphere to another to create one
world. This global moment constitutes a greal
turning point in human history. one that justifies
a prominent place in today's school curriculum
for the four Columbus voyages. not the mere fact
of the 1992 quincentenary.

The primary purpose of teaching about the
Columbian vovages, or anything else in the
school curricutum. should be the achievement
of knowledge and cognitive skills by students.
Traditional curricula that uneritically glorified
Columbus and the consequences of his voyages
fell far short of this principal purpose of authen-
ticity and accuracy needed to develop students’
cognitive capacities and knowledge of reality,
W hat follow are five kevs to accurate, cogent,
nonideological, and balanced treatments of the
Columbian vovages in the school curriculum.

The Columbian Exchange

Consider the extraordinary biological and
cultural consequences of 1492, The far-reaching
and transforming interactions of people in the
Western and Fastern hemispheres are known
today as the Columbian Exchange, the name of
a seminal book by Alfred W. Croshy. Crosby
points out: “The connection between the Old
and New Worlds...became on the twelith day of
October 1192 a bond as significant as the
Bering land bridge had onee been. The two
worlds...which were so very different began on
that day to become alike. That trend toward
hiological homogeneity is one of the most impor-
tant aspects of the history of life on this planet
since the retreat of the continental glaciers.”

Crosby provided an ecological perspective on
the conditions and consequences of the
Columbian voyages that should be included in




the school curriculum. He examined how
plants, pathogens. and animals moved from one
hemisphere to the other and changed natural
emvironments and cultures. He dexcribed the
devastating effects of Eastern hemisphere
microbes on Western hemisphere people and
the subzequent shifts in the genetic composition
of populations in the Americas. However.
Croxby emphasized that the Columbian
Exchange has not been one-sided.  Certainly
European and African plants, animals. goods.
and ideas have affected Amerindians. But the
people of the Western hemisphere influenced
Europeans, Africans, and Asians, too. especially
in their cultivation of crops and preparation of

f()( )(]S f
Geography

Geographic tools and analysix can be indis-
pensable aids to interpreting and understanding
event~ and developments of history. like the
Columbian vovages and their consequences.
This point i~ made comvineingly by D, W,
Meinig in his ground-breaking project. The
Shaping of America: A Geographical Perspective
on 500 Years of History. the first volume of
which covers Atlantic America befere 1800,

According to Meinig. “Geography and history
are not only analogous. but complementary and
interdependent. hound together by the vers

nature of things.”
Individuals in History

The term great person in history i= not neces-
sarily used to denote extraordinan goodness or
virtue: rather. it applies to these who have had
the most far-reaching effects on the shape of our
world. Thus. Columbus can be considered a
great man because his decisions and deeds have
had great global effect. from his era to our own
tinies. One kev to understanding the Columbian
vovages and their consequences is aceurate
information and interpretation about Columbus
and his deeds. Teachers and stndents need to
distingnish the facts from the many myths about
the life and times of Columbus. They should.
therefore. consult the best biographical litera-
ture on Cohmmbus. One recommended source is
the time-honored biography In Samuel Eliot
Morison. Admiral of the Ocean Sea. which
emphasizes the <kills of Columbus as a sailor.
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leader. and visionary.

In recent vears. Columbus has been treated
less svmpathetically by hiographers. For exam-
ple. Kirkpatrick Sale. in The Conguest of
Puaradise. portravs Columbus as a rapacicus
destrover of people. cultures. and physical envi-
ronments. and he traces current worldwide eco-
logical problems directly to the deeds of
Columbus and his followers. Sale ix <o intent on
discrediting Columibus and his Western civiliza-
tion that he fails critically and realistically to
examine the cultures and behavior of indigenous
Western people encountered and vanquished by
the Europeans. For example. Sale does not
bother to examine the harsh imperialism of the
Aztecs. which influenced many subjugated peo-
ple of their realm to join the Spanish forces in
the final victorious aszault on Tenochtitlan.
Sale’s book reflects current standards of judg-
ment among certain crities of Western civiliza-
tion and disregards the prevailing attitudes and
norms of Columbus™ era. Thus, Sale’s biography
and others of it~ genre are unreliable guides o
the personality and behavior of Columbus,
hecause they interpret and evaluate him outxide
the conteat of his space and time in history,

By contrast. a new biography by Felipe
Fernandez-Armesto has won high praise from
scholarly reviewers for it~ judicious treatment of
Columbus within his European contest.
Fernandez-Armesto does not characterize
Columbus a~ a hero or villain. Instead. he
strives to judge Columbus and his followers as
we might hope future historians will judge ns—
by the standards of our times. not by the con-
ventions and trends of their times. Fernandez-
Arntesto’s scholarly biography. unlike Sale’s
houok. ix a blend of sympathy and antipathy
about the trial~ and triumphs of Columbus. his
achievements a~ a navigator and hi~ failures as
an administrator.  Teachers <hould follow the
example of Felipe Fernandez-Armesto in devel-
oping realistic classroom portravals of
Columbus. free of special pleading for contem-
porary political causes,

Multiple Viewpoints

\ persistent threat to aceurate and halanced

treatments of the Columbian vovages i ethno-

centric or monolithic nerpretation, The school
curriculum has often heen partial 1o narrow,




one-dimensional or monocultural treatments of
the Columbian vovages. which have ignored or
glossed over the diverse viewpoints of
Amerindian and African people. Tmproved
teaching and tearning about the Cotumbian voy-
ages must include the various voices of the fate-
ful encounters among the diverse cultures of
four continents and three races.

In America in 1492 Alvin Josephy provides
an excellent schotarhy source of knowledge
about the diverse Amerindian cultures. before
and during the Columibian voyages. Two valu-
able sources of Amerindian viewpoints on the
European invasion of their tands are Cultures in
Contact. edited by William Fitzhugh. and Tuo
Worlds:  The lndian Eacounter with the
European: 1192 - 1509 by 5. Lyman Thler.

African and African-American views of the
Columbian vovages are closely tied to a far-
reaching and profound consequence of the
Columbian Exchange—the Atlantic <lave trade.
African slavery began in the Western hemi-
sphere in 1502, when the governor of
Hi~paniola. Nichotas de Ovando. imported
human beings 1o work on the sugarcane planta-
tions of his Caribbean island. In a few vears,
the use of \frican slaves had spread to other
Spanish colonies, such a~ Cuba. Puerto Rico.
and Jamaica. By 16300 more than 175.000
slaves had heen taken from Africa to Spanish
Awerica. And another 100,000 or more had
been brought to the Portuguese colony of Brazil,

Two highly recommendid ~sonrces for teach-
ers are Phillip D Curtins The Ylantic Slave
Trade and The Tropieal Atlantic in the Age of the
Slave Trade, Basit Davidson’s The African Slave
Trade i~ also an excellent ~ource that presents
the African contest of the trade in human
heings. In teaching about the \ilantic slave
trade as a consequence of the Columbian voy-
ages, teachers should point out that skwery in
Africa had existed long hefore Furopean traders

engaged in this vibe business alter the

Columbian vovages.  Arab traders, for example.

~ent more than fourteen million Mricans east-
ward, mostly to Muslim countries. A full ~chol-
arly treatment of this Islamic <lasve trade is pre-
sented by Bernard bewis in Raee and Slaiery in
the Middle Fav. Lewis documents the arge-
seale shipment of slaves to the stamic camtries
of Southwest Asia and North Mrica, which con-

tinued long after the termination of the slave
trade in the West,

Primary Materials

If teachers are to supply a multiplicity of view-
points and perspectives on the Columbian voy-
ages. they should move bevond the texthooks to
fessons based on primary documents, This is
one way to provide realistic and detailed treat-
The Log of

Christopher Columbus can he the basis for chal-

ments of diverse viewpoints,

fenging and illuminating teaching and learning
activities. For the enthusiast and the specialist,
a twelve-volume coltection of primary docu-
ments. Repertorium Columbianum. will he pub-
lished in English transtation in 1992 and 1993,
These primary materials include Spanish,
Iatian. Portuguese. and Nahuatl (the language
of the Aztees) source teats related to Columbus®
vorages and subsequent Spanish settlement in
the Caribbean region and Mexico.
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THE FALL OF THE AMERICAN
ADAM: MYTHS OF INNOCENCE
AND GUILT

By C. Vann Woodward

ollective guilt has not enjoved the long

growing season or the fertile seedbed of

tradition from which the myth of national
innocence hax perennially sprung. 1t has never-
theless struck roots and flourished of late in a
climate that seems specially suited to it And it
has heen nourished by a public that evidently
feels a need for its fmits. A seller’s market for
guilt now exists. only whetted, not satiated in
the 1900s. Though the demand mayv be inspired
by recent events. the bargains in guilt are to be
found mainhy in the past. Ancestral atrocities
and injustices. historic evils and inhumanities.
and the brutalities and eruelties of past cen-
turies can be acknowledged without assuming
correxponding burdens of expiation.  Ancient
evils can thus be deplored and lamented. and
pretensions of innocence scorned. But the
grievances are antique and their perpetrators
tong gone. The guilt thus acknowledged can
hardly be called redhanded.

The appreciating supply of historie guilt for
the new market results not ~o much from revi-
sion of history or from new historie evidenee s
from the transposition of symbols and the inver-
~ion nf myth~. The new image of the past some-
times replaces the ethnocentrism of the myth-
mahers with that of its vietims. Thus “discov-
enn” of the New World becomes “invasion™
thereof: “settlenent”™ becomes “ennquest.”™ and
Furopeans the “savages.” The “Virgin Land™
becomes the “Widowed Land.” the “howling
wilderness" a deseerated Indian “hunting park.”
The “Carden of the World™ becomes a “Waste
Land.” ravaged home of exterminated or endan-
gered species. Sumuel Flagg Bemis's “empty
continent™ teems with outraged and betrayved
First Americans, The advancement of the
Western frontier is sometimes pictured as a
speeies of genocides wave on wave of holo-
eausts. One symbol that has been proposed to
~tand for the West ~o wonr i~ "\ Pyromid of
Shulls Tantar model.

One of the ironies of the <tory i~ that the
major burden of historic guilt was incurred in
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the age of innocence. lnstead of ignoring the
crimes, however. Americans of the earlier era
often attacked and exposed them—not usually
as collective guilt. but as the transgressions of
individuals. groups. elasses. sections—evils and
injustices that threatened innocence and were to
he corrected. punished. reformed. abolizhed.
Slavery was the erime of Southern slave-holders,
injustice to Indians the fault of frontiersmen or
their agents and influence.  And so. with what-
ever justice or accuracy. specifie evils were
assigned to culprits such as Indian-haters, lords
of the lash. lords of the loom. political bosses.
big business, jingoes, “merchants of death.” and
“economie royalist=" Guilt was something to be
redressed. and itz exposers looked to the future
for expiation. The American jeremiad. as
Sacvan Berkoviteh tells us. both laments an
apostasy and heralds a restoration.

The new guilt is different. 1t is something
congenital, inherent. intrinsie. collective,
something possibly inespiable. and probably
ineradicable, The first English settlers. south
as well as north, arrived with it in their hearts,
and they never should have come in the first
place. Invasion was their initiad offense. The
pattern of collective rapacity and inhuman
cruchty to darker peoples that characterized
their westward conquests of the Pacifie shores
and on across the ocean ever westward
through Asia i~ seen as existing from the ver
outset.  From this point of view the line of
precedents stretehed from the slaughter of
braves in the Pequot War of 1637 on for three
centuries and more 1o Lier tenant Calley at My
Lai. with little more than changes in the tech-
nology of annihilation. Thus interpreted.
American history becomes primarily a history
of oppression. and the focus is upon the
oppressed. The Latter vary in color or identity
a~ the center of interest shifts from one of
these groups to another....

The primary objective in all this would not
seem to be o much the exposure of evit or the
identification of transgressors as it i~ an
obliqre exercise in the analysis of national
character. And vet. “national™ seems tno com-
prehensive a word to be emploved inits ens-
tomary sense in this conneetion, for the char-
acterizations are racially as<igned or circum-
seribed, even though directed at the dominant




or majority group. A f{avored characterization.
often quoted and sometimes misused, is a
famous definition of “the myth of the essential
white America™ by D. H. Lawrence, published
in 1923, “The essential American soul.”™ he
writes. “is hard. isolate. stoic. and a killer. h
has never vet melted.... This is the very intrin-
sic-most American. He is at the core of all the
other flux and fluff"—such as love and democ-
racy and equality.

The exercise of defining national (or racial}
character in terms of guilt attributes tukes on
some peculiar traits in the American instance,
It might be called. in a sense. unilateral. In
most instanees, that is. the quilt is 1o all appear-
ances unshared. the offenses incurring it unpro-
voked. unique. and confined to the dominant
aroup. [f other nations have perpetrated compa-
rable or worse offenses against their native pop-
ulation. black slaves and freedmen. racial
minorities. neighboring countries. or remote
Asian or African cultures. the opportunities for
perspective by comparing the magnitude of the
offenses and the number of casualties are
passed over. Those American offenses that were
confined to intraracial conflict also go largels
unremarked. That more American casnalties
were sustained in one hattle of the Civil War
than in all previous American wars. or that more
Anmericans lost their lives in that war than in all
subsequent wars of the nation goes nnnoticed.
Similar indifference in the national guilt market
greets historie atrocities of one minority race
against another, or intraracial mayhenm among
minorities.

Rejection of collective innocence and
embracing of colleetive guilt have not invariably
dispetled national my ths that accompanied or
sustained the msth of innocence. Inverting
msths may be a way of presening them. The
quest for guilt continies to seek new and far-
flung frontiers. W hen things go wreng in the
Third World—and sometimes even in the
Second—we are now taught to fook inward for
the canse, This teaching recalls by contrast the
recent time when we were tanght that America
“held up a lamp” of hope to Asia and Afriea,
What has rematned. if somewhat altered in the
process. i~ the illusion of American omnipo-
tenee and moral responsibility and the cosmic
sell-centeredness ol tie national world view,

“America.” savs a generally friendly Italian crit-
ic of ours. “ix alone in the world.”

Americans evidently have some special
problems of a self-destructive nature in dealing
with national guilt. If so. it i for no lack of
guilt in the national and pre-national experi-
ence. The conquest of a continent, the dispos-
sexsion and subjection of its natives. the
exploitation of imported African slaves, the
imposition of our will on other races and
nations abroad. and the establishment of a
brief Pax Americana by the world’s most pow-

The new guilt is different. It is
something congenital, inherent,
intrinsic, collective, something
possibly inexplicable, and
probably ineradicable.

erful nation are not exploits brought off without
the incurring of guilt—impressive amounts of
it.  No intelligent citizen can have escaped
avwareness of this at some time. SGll draped in
fegends of national infaney. myths of inno-
cence, success, invineibility. and righteous-
ness, however, we were caught <hort at the cli-
max of our mythic national pretensions and
evposed in deeds and failures that mocked all
the old myths. It wa~ then that the obhsession
with guilt took hold. Other nations with blood-
ier disgraces on their heads—Germany and her
death camps: France and her Vichy and her
Algeria: Japan and her imperial congquests: not
to mention Rissia and China with their multi-
millions of demestic vietims—all seemed to
manage recovery without excesses of self-
detestation or sel-revilement.

It ix a Frendian truism T will not presume to
attest that the problem of gailt ix a~ much within
the heart as within the act. Guilt fooks inward.
Piyvehoanalysts suggest that when a person
inflicts punishment on himself. he should engage
in historical recollection or exploration of the
paast to bring to conseiousness and acceptance
the caise of the guilt feelings. Presumably the
~ame could be said of societies, We are also told
on good aut.orits that no one develops a sense of
guilt without a punitive parent iimage—real or
projectively imagined. We are guilty because we
have not lived up o ligh standards represented
by our parent~. Or =0 we are tokd.
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The curious thing about American experi-
ments in self<therapy through the discovery and
proclaiming of historic guilt is that it is the
punitive progenitors themselves. the founding
fathers and founding mothers. who have come to
be regarded as the guilty parties—or at least the
original sinners. As such they make rather poor
punitive parent images. and provide their proge-
ny with more escape from guilt than acceptance
of it. When it is recent rather than historie
transgression. the accusers conceive of it as the
guilt of all. 1t is collective guitt. “When all are
guilty.” wrote Hannah Arendt. “no one is: con-
fessions of collective guilt are the best possible
safegnards against the discovery of culprits. and
the vers magnitude of the erime the best excuse
for doing nothing.”

Neither the old myth of innocence nor the
self-therapy of historic or collective guilt has
proved to he of much help to Americans with
their problems, The sudden shift from the one
extreme to the other may well portend a reaction
in the opposite direction—and there are alreads

some ominous signs of such a reaction.

C. Vann Woodward i~ profes<or of history emeritus at
Yale Unisveresity, This is escerpted from his article in
The Future of the Past (Oxford. 1989). first published
in the November 1981 Bulletin of the American
Academy of Arts and Seiences.

NOTED WITH INTEREST

e The Agency for Instruetional Technology in
Bloomington. Indiana, has produced ten 20-
minute videotapes that tryv to bridge history and
geography. concentrating on particular events in
American history. The programs. of high quali-
ty. include  Chinese immigration. the Industrial
Revolution in Pittsburgh.  the building of the
Panama Canal. and the organization of NATO.
Avideo on the Dust Bowl examines how climatie
changes led to barren fields, westward migration,
and federal action. A teacher’s guide 1o the
series is also available. The tapes are distributed
to schools and libraries through 34 state educa-
tion agencies, An AIT referral service is located
at 800-157-4509.

¢ Ouk Park and River Forest High School near
Chicago. Hlinois. publishes an annual collection
of student-produced essavs and book reviews
called fnrerpretations. 1t provides well-orga-
nized, concise, and substantiated essays written
by students that teachers can nse as models for
their own students. Inchided in the current vol-
wme, for example, are reviews of classies like
Barbara Tuchman’s The Guns of August. and
new |y acelaimed books, such as Dreadnought
by Robert K. Massie,

* A recent and admirable book bears special

he  American Textbook  Conneil

announces two major projects that are

now bevond the planning stage.  First,
the Council will release in late 1993 o standard
of review for social studies textbooks.  This
guide o quality will review issues of conlent,
style, and design. 1t will also include ratings of
the major texthooks in history. geography, and
civies, The guide will be distributed free of
charge 1o paid subseribers and donors. Tt will
be available for sale to others. This indepen-
dent consumer's gnide and review of research
will be designed to:
e enhance the ability of stales and distriets to
encourage, recognize, and seleet high-qualin
testhooks,
e allow jurisdictions to take more thoughtful
and analytical approaches to judging how tet-
book~ meet their curricular aims and their
instructional goals,

e enable education policymakers to apply
new and hetter selection eriteria to hislory and
social studies textbooks,
e give publishers direction in the preparation
of effective and improyed instructional materi-
als. and
® raisc the quality of texthooks by strengthen-
ing the market for better written books,
Secondly, the Couneil has begun prelimi-
nary research to conduet a survey of how reli-
glon is treated in social studies testhooks,

This will result in a report to come out in early
199.4, In the future, the Social Studies Review
will keep its readers in close touch with the

development of hoth projects. Ta the mean-
time. we thank the William H., Donner
Foundation, Farhart Foundation, Richard
Lounsbery Foundation, John M. Olin
Foundation, and other donors for their support
of these important projects.,




