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In November 1872, educators from several parts of the Uni-
ted States met at the University of North Dakota to discuss
some common concerns about the narrow accountability ethos
that had begun to dominate schools and to share what many
believed to be more sensible means of both documenting and
assessing children's learning. Subsequent meetings, much
sharing of evaluation information, and financial and moral
support from the Rockefeller Brothers Fund have all con-
tributed to keeping together what is now called the North
Dakota Study Group on Evaluation. A major goal of the
Study Group, beyond support for individual participants

and programs, is to provide materials for teachers, par-
ents, school administrators and governmental decision-
makers (within State Education Agencies and the U.S. Office
of Education) that might encourage re-examination of a
range of evaluation issues and perspectives about schools
and schooling.

Towards this end, the Study Group has initiated a
continuing series of monographs, of which this paper is
one. Over time, the series will include material on,
among other things, children's thinking, children's lang-
uage, teacher support systems, inservice training, the
school's relationship to the larger community. The intent
is that these papers be taken not as final statements--a
new ideology, but as working papers, written by people
who are acting on, not just thinking about, these problems,
whose implications need an active and considered response.

Vito Perrone
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Speaking Out: An Introduction
Ceceliz Traugh

For a range of reasons--for example the hierarchical
structure of most schools and the fact that most teach-
ers are women--teachers are usually not the speakers of
their craft. In the recent spate of reports and criti-
cal studies on schools and schooling, the viewpoints of
teachers have not been represented. Very little has
been heard from those who spend the most time in
schools and classrcoms and who have a comprehensive
store of knowledge about children. 1In fact, not only
are the voices of teachers unsought, they are often
mistrusted and disparaged. This monograph is a chal-
lenge to the assumptions and attitudes about teachers
and teaching which allow such an imbalance to continue.

This monograph is about our teaching practice--
what it is and what it could be. It is about
teachers--what we do and how we think about and learn
from what is done. It is an exploration of a set of
ideas about teaching--ideas which have a long history--
which are made particular by our current, lived experi-
ence. Finally, and most importantly, it is about hav-
ing a voice in what we do.

Having a voice is critical and political. We
create, share, and change our world with and through
language. Recognizing that day-to-day experience is a
powerful socurce of understanding and knowledge which,
when articulated, can be fed back into the quality of
work is critical for teachers in gaining a voice. Rec-
ognizing knowledge and voicing it is basic to changing
the ways teaching is thought about and enacted.

Voices, of course, need to be cultivated and sup-
ported. About 15 years ago, groups of teachers across
the country started creating varying opportunities to
lend each other the kinds of support needed to make
themselves heard. - For the teachers participating in
this project, collegial groups (described later in this
monograph) have been particularly important. They al-
lowed teachers to talk about their practice and the
children they teach, to describe both in some detail,
and to help each other find the patterns and relation-
ships, and thus meanings, within the wealth of detaill
of their teaching lives. These groups created space
and time within which teachers could do this kind of
thinking.
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The Prospect Summer
Institute is a summer
study program for
teachers and teacher
educators sponsored by
the Prospect Center for
Research and Educa-
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For many members of our by now large group, writ-
ing voices developed alongside our speaking voices.

The way is not easy for teachers who want to become
writers. Many are fearful of writing. For some peo-
ple, teacher and student alike, this fear probably
grows out of the nature of writing itself--the poten-
tially public and permanent exposure of thought--and
from commonly held views that there are right and wrong
ways to write. In any event, recognition of the uncer-
tainties was an important part of developing our
voices. Lack of time was (and is) another, perhaps
even more important, obstacle. Teachers are not usu-
ally provided time in their schedules for scholarly ef-
forts of any kind. Teachers wanting to keep written
records of their children's activities or to keep
teaching journals have to set aside time in already
full teaching days. Time is an ever-present issue for
teachers; making time for journal writing, for example,
only occurs when it 1s considered tremendously impor-
tant. For many of us, it was through learning to keep
teaching and personal journals that we found a writing
voice. In addition, child studies done for academic
purposes and master's papers were important parts of
the writing history of some members of our group. A
few of us have even succeeded in publishing articles in
professional journals. Looking back over the writing
efforts of the group, it seems a natural though effort-
ful growth, with the personal, informal, and detailed
journal always at its source.

This monograph was initially conceived as a pam-
phlet of papers for the local use of teachers. The
papers were intended to provide a forum through which
teachers could add their perspectives and opinions on
the issues raised by the aforementioned national re-
ports. Since these reports, for the most part, offer
little access to the actual day-to-day life of the
classroom as it is experienced by teachers and stu-
dents, the authors of this monograph decided to use
classroom stories as the vehicle for their commentary.

The collection of these first-hand, personal ac-
counts began in the 1984 Prospect Summer Institutes and
were added to by a series of group interviews and
journal-style compositions contributed by members of
local teacher cooperatives and study groups. As mate-
rial was amassed, the sheer amount of it as well as the
understandably uneven consistency of the contributions
began to pose major selection and editorial questions.
However, both the amount and the range of the response
were also incontrovertible testimony to the enthusiasm
felt by teachers for this project. Indeed, if there
had been any doubt that teachers wished to have their
voices heard in the educational debate, the response to
this opportunity to speak would have resolved it.
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We had literally stacks of material to sort and
organize. This was a daunting task for a far-flung
group of collaborators, almost all of whom were full-
time classroom teachers. Out of the need to keep the
project alive and active, a Writing Project Committee
was established. The task of this Committee was to
give shape to the materials so far collected, and to
expand the source of the stories to include teachers
from minority groups and from a broader range of school
and cultural circumstances. In the course of these
discussions was born the idea of a monograph re-envi-
sioning teaching. Believing that the ground shared by
all teachers is the classroom, we are asserting the
knowledge and power which comes from this different
vision.

We find ourselves living and working in an educa-
tional climate which is narrowing thought about what
teaching and learning are. An example: "Teacher-proof"
materials that give teachers tasks with prescribed
boundaries and methods and rules to follow. Teachers
using these materials are expected to follow prescrip-
tions, and, in so doing, become cogs in a machine.
Another example: Much of what children are asked to
learn in school is presented in a workbook/paper and
pencil format, in easily testable segments. Intended
to teach such subjects as reading, writing, or think-
ing, the individual pieces often are not recognizable
either to teachers or students as belonging to a mean-
ingful whole. A third example: Classroom experience
is viewed as an unreliable source of knowledge, one
which cannot be trusted, one which shifts and moves.
Teachers have learned to doubt the knowledge gained
from their experience and have learned to defer to out-
side experts.

Teaching as art is one way we have of describing
the set of ideas which guide our practice. Using art
as a metaphor for teaching allows us to envision our
work as having a wonderfully broad array of possibili-
ties. Such a conception of teaching helps keep us
alive as teachers: It helps us continue to speak out,
to do what is increasingly difficult. Describing
teaching as an art helps us "'face up to the harshness
of whatever confronts [us] and imagine it anew.'*

Teaching as art is actually a traditional way to
describe teaching. However, in current educational
discussions, this view seems to hold little sway. It
is an idea which seems to have lost its substance. One
overall aim of this monograph is to enliven the meta-
phor; to explore the possibilities of viewing teaching
as a mode of expression and as an aesthetic way of
knowing. Further, this monograph is an attempt to pro-
vide the kind of detail needed in order to better
understand teaching, to better know how teaching as an



art develops, and to begin to know what kinds of con-
texts can support that development.

"Classroom Life: Some Interpretations,' the
first chapter, is a collection of descriptions teachers
have made of their lives in classrooms. One of the
aims of this chapter is to introduce the reader to the
written sources we have drawn on. Another is to share
stories or parts of stories which provide the kind of
detail needed to better understand teaching and chil-
dren. Some of the selections are written in the imme-
diacy of immersion in the classroom; others are reflec-
tions made when enough time has passed to allow some
sense and meaning to come forth; still others are re-
cordings of group conversations from which patterns are
emerging.

The second chapter focuses on our "beginnings"
as teachers. The individuals who reveal themselves in
these stories come from a wide range of backgrounds and
have variocus interests. All were drawn by the adven-
ture and challenge they saw in teaching. Teachers'
stories of what drew them to or pushed them into teach-
ing make it clear that their choices had to do with
their own values, preferences, and aspirations as well
as with what teaching makes possible as work. These
emphases are different from those in current studies
which emphasize salary, working conditions, and teacher
hierarchy. These stories are full of idealism, of as-
piration, of wonder at children and their learning, and
of the richness of life with children. However, they
also recognize social and political realities, like
racism, sexism, poverty, and the politics of public
education.

"Nurturing the Possibilities' describes the po-
tentials teaching has as a way of life. The words that
appear and reappear throughout this chapter are dis-
cover, challenge, unpredictable, risk, growth, sharing,
being hwnon. These words take on meaning in the con-
texts of children, learning, and classrooms. Teachers
know that their work extends them productively, 1s an
intellectual challenge, and has worth to both individ-
uals and to the community. This knowledge carries in
it both a description of actuality and a lively vision
of possibility. The stories teachers relate in this
chapter tell of possibilities which are available to
them as teachers and of how, even in the most difficult
of circumstances, these possibilities keep them alive
as teachers and passionate about what they do.

While teaching is full of possibilities for many
of us and, indeed, is practiced by many as the art it
can be, it often has to achieve this fullness in the
face of adversity. Many schools are difficult places
in which to work and grow. '"Hard Times" documents the
conditions which undermine quality practice, which make
it difficult, if not impossible, to achieve teaching's
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cent February Confer-
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manuscript and gently
gave us the critique
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we finished our work.

potential as art. The stories told in this chapter de-
scribe problematic political and social conditions in
schools as institutions; they tell of teachers' feel-
ings of isolation, fear, and powerlessness. These sto-
ries talk of time--its lack and its waste. And, they
describe the struggles to fight fragmentation and gar-
ner the support needed to merely survive. The stories
in this chapter speak of value and of courage. It
should be noted, however, that the stories merely touch
on the constraints placed on teachers by mandated cur-
riculum, testing, inequality of resources, racism, and
the status of teachers and so on. To discuss these is-
sues fully, another volume would be necessary.

The art of teaching 1s best cultivated within a
supportive community. This belief grows out of the ex-
perience of the educators speaking in this volume and
their ideas about what contributes most to our human-
ness. '""Community and Collegiality" is an exploration
of the ideas of community, trust, and conversation. It
is also a collection of descriptions of a variety of
ways teachers have found to build community and
strengthen themselves as individuals by developing col-
legial relationships. This chapter is another state-
ment of possibility. It is also a statement of politi-
cal intention.



In many ways, the ma-
terials drawn on in
this chapter are raw
and unprocessed: se-
lections from teachers'
journals--journals
which are the day-by-
day, year-by-year re-
cording of the work
and thought involved
in teaching; selections
from school records
written for the offi-
cial purpose of docu-
menting children's
school lives; selec-
tions from recorded
conversations held in
teachers' groups and
interviews done to
elicit teachers' sto-
ries; and, finally,
selections from con-
versations and curric-
ulum interviews, acti-
vities which have sup-
ported teachers in
their quests to make
their work more ex-
plicit and accessible.
They are the record-
ings of minds at work,
talking together, tell-
ing stories, asking
small and large ques-
tions, observing, re-
membering, worrying,
wondering, understand-
ing, looking for mean-
ingful patterns in
classroom experiences
accumulated over time,
in a variety of con-
texts.

2

Classroom Life: Some Interpretations
Rhoda Kanevsky and Cecelia Traugh

Our classrooms are complicated and complex. They are
full of the details of people living together. They
house the web-like structures of relationships which de-
velop over time. They generate lives of their own but
they also include and respond to the lives people lead
outside their walls. They are the setting for the ex-
ploration and implementation of ideas. They support
the having of new ideas. The images that shape our
talk about classroom life are of beehives of activity;
popcorn poppers, with ideas bouncing off walls; work-
shop/laboratories where students and teachers engage in
serious, purposeful work; tapestries of interwoven
lives.

As teachers, we are temporarily immersed in this
busy life, a part of what occurs. The question is:

How do we 1ift our heads up out of the stream, which in
its movement carries us along, to see where we are
going and look back at where we have been? And, if we
are able to see, how do we keep track of what we see?
How do we make sense of it and see the patterns in it?

Taking advantage of the classroom's potential as
a source of knowledge which will nurture and feed the
quality of work done in that classroom requires special
efforts and energy. However, the means we can use to
pull what is important out of the vague, undifferenti-
ated background of experience are readily available to
us and indeed they have long histories in the ordinary
human effort to keep track and make sense of our work
lives: conversations, journals, interviews, and sto-
ries are among the most useful of these modes.

Even though in the life of our classrooms, or in
our thinking about them, things don't fall out quite so
neatly, here for the sake of discussion we have orga-
nized the materials loosely around the themes of chil-
dren, curriculum, and classroom practice.

TEACHERS THINK ABOUT CHILDREN

In attempting to learn more about children and about
their education, we attend to who they are, what they
do, and what they make. We record incidents in a
child's classroom life so that the child can be under-
stood more, deeply and planned for more effectively. At
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its best and most serious, teaching practice means de-
tailed knowledge of children and subject matter. A
common way for teachers to record what they have ob-
served and know about a child are anecdotal records:

Ann Marie:* What a delight to have her again this
year. She's comfortable, and I know just how to
reach her. First day of school, she wrote a poem
in her journal--she called it a song she made up.
And she was spunky enough to sing it at sharing time
for everyone. (No one giggled.) It set a good tone
for the rest of the sharing. I remembexr how she
dictated in her first grade journal, "everything
belongs in the world." She's affectionate and tells
lots of stories about families and friends. She
doesn't like scary things, scary songs like "The
Ghost of John,'" or gory monsters. But she's trying
cheerfully to bear them when necessary. She even

1s trying to handle the praying mantis this year.
She worked a lot with pattern blocks this week.

She couldn't get the triangle blocks together to

put them away on the shelf. She kept reversing

them and missing the way they go together to make

a rectangle. Her handwriting is still pretty rough,
too. Lots of reversals. And math is hard for her.
I have to remember not to embarrass her and to be
sure to give her lots of concrete experiences with
numbers. But as is typical of her, she keeps per-
sisting and cheerfully accepts any task I give her
to do.

She still loves the taped Bill Martin books. I
am convinced that she really learned to read listen-
ing to Fire, Fire Said Mrs. McGuire last year. 1
have seen rhythms just sweep her away. She seems
to get hypnotized by rhythmic repetitions in songs
and poems. I can see her moving with them and she
gets a glazed look in her eyes. Very available to
feeling of all kinds, come to think of it. She
does get her feelings hurt pretty easily, too. She
tries hard to hide it when she gets upset. I'll
have to think of some ways to give her words for
that.

Rhoda Kanevsky



Another is the classroom journal, here tracking
the progress of individual children:

Edward was bored and I thought he'd enjoy learning
Origami. I felt that his interests in construction
and detail as well as his pride in Japanese things
would lead him to this. I also called Ben because
he seems to love detail. Tami asked if she could do
it too. Alas, we got as far as the fourth fold and
I couldn't follow the instructions. I really want
to learn and teach this.

When Foster asked what he was doing, Edward said
in a snobbish way, "It's Origami, if you know what
that is,'" and he turned his back to Foster. I was
annoyed by the unkind way in which he treated Fos-
ter, and I told him so.

Abdul is so negative. Every time he gets a paper to
work on, he complains. Today he cried in his read-
ing group when Liz, the Reading Aide, asked him to
name the letters. It was upsetting to him to be
shown what he does not know. As we looked at and
talked about the mice, he was a completely different
child. He is always so confident and knowledgeable
when we talk about trees, plants, animals, and works
of art. And when he drew a picture and dictated its
story to me, he was able to find other words on the
cards that started with "m" as in "mice." It's too
bad that in some classrooms children like Abdul are
not given an opportunity to learn through the things
in which they are interested. They are permitted to
use only the dry workbooks and basal, and there are
no alternatives in which they can find a place for
themselves. If I could just keep working in this
direction (teaching him to read from his own writing
about the animals, etc. in the classroom), he'll
gain confidence.

Lynne Strieb

The teacher in the following journal entries is
paying attention to both individual children and the
classroom as community:

October 14: Discussion today about rules--what
rules do we need; who should make them--kids or
grownups, etc. They chose the bathroom and homework
as the ones that were major issues. I asked Char-
mayne to be the moderator, and she did a good job
keeping the discussion moving around, not allowing
R., and J., and S. to monopelize the talk. I

mostly sat and listened. They were in general
agreement that they shouldn't make the rules--I
should do it and they'll give advice and consent.



I agreed to write them up and submit them for ap-
proval. Lots of talk about what constitutes appro-
priate "penalties" for not doing homework, etc.

October 23: Victoria is having a very hard time
settling in. Doesn't know what she wants to do;
says she isn't interested in anything--everything's
"boring" and goes through the motions, but her
heart's not in it. Worked a little in clay, didn't
want to paint, spent a lot of time chatting with
various friends, and then had a tiff with Maryanne,
which resulted in various friends of both girls tak-
ing sides, going off into corners to discuss, etc.
It continued on and off all morning, and was a giant
pain in the neck because I had to give a lot of at-
tention to the group that's starting their anima-
tion, and felt myself pulled in more than the usual
number of directions. )

November 20: Max, Freddie, and Peter came in to-
gether, earlier than the rest, and just sat around
chatting with me while I finished setting things up.
Such a nice easy conversation. Max told a dream
he'd had about his grandmother being shot and how
terrible it made him feel because she had raised
him--""When I was born, my mother and father were
young and they wanted to go out a lot so my grand-
mother took care of me." The others were appropri-
ately solemn. Then we talked about dreaming--Peter
talked about REM sleep, and was being very profes-
sorial. Now, everyone doing quiet reading, and I'm
observing Ruthanne: sitting on the rug leaning
against the wall, head back staring into space.
Book is on her lap, legs straight out and feet are
moving rhythmically. Looks down at book, looks up
and around the room and catches Max's eye and smiles
at him; plays with her nose, holding the tip in her
fingers and moving it from side to side. Gets up
and goes back to place on the rug, reads a half
page or so, looks around the room. Is this the
symptom or the cause of her problems with reading?

Alice Seletsky
This brief entry focused on one child:

After three occasions in the computer room Billy got
some words down. He didn't have difficulty doing
that. Why did it take so long? Lots of energy and
hard for him to focus. He worked better alone and
with specific instruction from me along with my be-
ing at his side. Ari also took three shots to take



stuff seriously. He felt good about learning how to
manipulate the machine.

Diane Mullins

The next two entries were written not in the im-

mediacy of classroom life, but from the vantage point

of

elapsed time. Sometimes, the passage of time itself

allows one a clarity of vision not possible in the im-
mediate circumstances:

10

. . I was a conservative New Hampshire teacher,
but at the same time I was beginning to open my ears
and open my eyes, and I was beginning to listen to
kids. What I really noticed, was that any time I
taught anything that had a manipulative, touch-feel-
smell ingredient to it, the children remembered so
much longer than the ordinary things that we would
do. One time, two little kids were talking about a
cardboard bridge that they had built--five, six
weeks before. 1I'd forgotten all about it. They
were going into tremendous detail. And I thought,
they can't even remember what we did yesterday. Why
are they remembering that? That's when I started
tuning in .

Dorothy Welch

In the beginning I had a rather traditional kind
of class. I followed the teachers' guides and tried
to do the basics plus a lot of the supplementary ac-
tivities. But when an activity involved drawing,
the kids in my third grade would get upset and say
that they didn't know how to draw to make it look
right. They asked me to show them how. In the mid-
dle of the year, I was yanked out of that class and
put into a kindergarten class. The regular teacher
was on sick leave. I had never taught kindergarten
before and I tried very much to follow the routines
set up already, and to be responsive to what the
kids were doing. To my amazement, these kids did
wonderful, creative artwork of all kinds with no
concern about making it ''look right.' Their draw-
ings were lively and expressive and quite clearly
their own. I began to look around the school, won-
dering what had happened to my third grade that made
them so afraid to draw. (Or did I do something
wrong?) I saw that kids after kindergarten were
given only dittos and color-in-the-outline pictures.
As the years went by they had fewer and fewer oppor-
tunities to draw themselves. Pretty soon, they fig-
ured that they needed those outlines, and they got
afraid of trying themselves. I decided then to



change my approach and I began to look for more ways
to give children opportunities for creative expres-
siom.

Rhoda Kanevsky

Sometimes the meaning of classroom events also
gains clarity with time:

Last year I had a really difficult class. Being
the newest one in the school, I had lots of boys who
had problems, didn't like school, and were trouble-
makers. Bradley was one of the biggest boys in the
room, and he couldn't read, and had lots of other
learning problems, too. I noticed that he was drawn
to the science activities. I saw that he and all
the kids talked to each other differently when they
were working on science materials. I brought in
magnets, batteries and bulbs, and the kids spent a
lot of time doing simple stuff: they put paper
clips onto the magnets, moved magnets under paper,
and generally played with the stuff and got the bat-
teries and bulbs to work together. This was very
interesting for Bradley, but it was the electromag-
net that finally caught him. (I didn't have a lot
of storage space so that the stuff was all kind of
mixed in a box together. He kept going back to that
box again and again and exploring the magnets with
the batteries and bulbs.) One day he brought in
speakers. I can only hope that he found them in the
trash. He said that he wanted to take them apart.

I got him the tools that he would need. He discov-
ered a magnet in the speaker. He then took the rest
of the kids on a whole new direction in exploring
electromagnets. He took me way beyond my knowledge
of electronics. I realized how valuable this was
for him and that others were getting involved along
with him and that new relationships were being made
in the group. I took a risk and bought a crystal
radio kit. I didn't know much about it, but I hoped
that they would figure it out. They struggled, and
I helped them with the directions and finally after
long serious involvement/work they got it together.
So, I learned that even though I didn't know about
how to build the kit, or about science in this par-
ticular area, a lot happened. I followed their in-
terests and tried to feed them with books about
electricity and electromagnets, and it resulted in a
lot of learning about electricity. Kids made big
leaps in their understanding. In addition, through
electricity, the class was coming together. Usually
it happens for me through language arts. But this
group was different, and exploring science made the

. £ .
connections for them Fady Bichanan

11



Like the last excerpt, this story is a more for-

mulated account of a classroom incident, written at a
later perlod. Also like the last excerpt, it shows the
insights teachers gain about teaching from paying close
attention to what particular children are doing in the
classroom:

12

Michael and the Pig Brain

Secco did not exactly have open classrooms. At
the time it was classified as a Remedial Disciplin-
ary Secondary School. But the boys were considered
bad enough to make class size small and daily ros-
ters flexible. Curriculum was left up to the teach-
er. Coming from more traditiomal high school teach-
ing, I enjoyed the freedom I had to combine a Bi-
ology course with a Reading course. The principal
also gave me funds and carte blanche to buy dissect-
ing tools, good biology texts, and to take time to
use them to best advantage. 1 never quite felt
right about dissecting what had once been live ani-
mals. Some of the boys would tease me. "Mrs. Wice,
they're gonna come back and get you someday." In
fact, I have had some pretty terrifying nightmares
invelving a basement full of tanks of fluids with
not-quite-live, not-quite-dead creatures. But the
transparencies in the book, the color 16mm films,
even the rubber torso, seemed insufficient compared
to the real thing. I tried to stress that what we
would learn from the real body would somehow compen-
sate for the loss of life. And no one had to do any
cutting if he didn't want to.

Mike was one who very much wanted to dissect. He
liked to get his fingers on the parts that make
things work. At home he spent hours tinkering with
his motorcycle and stereo. Mike was careful to fol-
low our procedures for entering the fetal pig. No
butchery: the body must be correctly anchored to
the dissecting pan, strings and pins placed prop-
erly. At the end of each dissecting session, we
would carefully wrap it to return it to the pail of
preserving fluid.

We were up to the brain. Mike worked slowly,
skillfully, chipping away the top layer of the skull.
At the end of the period, I invited him to come back
during my free period later that afternoon. Only 3
or 4 others were around. I was listening to Rodney
read aloud from his basketball book. Steven was
copying over a letter to his girlfriend that he had
earlier dictated to me. Mike worked on his own,
with occasional curious questions from one or
another of the fellows who might drift in to watch
for a minute, half-fascinated, half-repelled.



Mike had located the cerebrum, cerebellum, olfac-
tory nerve, optic nerve, all the structures in the
diagram. He wanted to untie the pig from the pan
and keep exploring, frechand. I figured it was O.K.
We had pretty much finished with that pig (not much
left to put back in the fluid).

Mike held the pig perpendicular to the pan as he
worked his way deeper into the brain matter. I
wasn't paying much attention to his procedure when I
heard him shout: "It goes all the way down!"

In class we had "'covered'" the nervous system, how
the voluntary and involuntary actions of the extrem-
ities result from stimuli that begin in the brain.
But Mike was understanding the continuity of the
brain in a new, more immediate way as he chipped
away lower and lower portions of the spinal column
and continued to find the same soft substance inside.

I came over to look. Through the hollowed-out
skull, looking down toward the lower end of the up-
right pig, I too could view the narrowing channel of
brain tissue continuing down inside the spine.

Mike helped me see the mammal brain from a new
viewpoint. He also helped me see my role as teacher
from a different angle. I had come to Secco with
tight plans: 15 words a week to learn spellings and
definitions, assigned pages, quizzes every Friday,
lock-step program for each of the 5 separate
classes, with well-spaced desks facing forward to
the blackboard. After all, these undisciplined boys
would need structure. I certainly did.

But Mike and many others didn't need to be po-
liced in straight rows if they were working on a
compelling project. Steven didn't need me standing
over him to recopy that letter to get it in the mail
to South Carolina.

We set up a Satellite Room in the old Restaurant
Practice classroom. The sinks, exhaust vent, and
metal surfaces made it an ideal lab for biolegy and
chemistry research. We outfitted it with posters,
microscope, bunsen burner, test tubes, chemicals
(household variety and more arcane compounds and
elements). Students on work-study programs could
come during the first hour of the day to brush up on
math and reading for graduation tests or college en-
trance exams. Small groups could arrange to be ex-
cused from other classes to come down and work on
projects. Seniors were expected to complete a se-
quence of lessons in biology or chemistry to earn
graduation credits--but they could work out of a
variety of books, at a variety of paces.

I'm teaching at a different school now, with a
new set of tight structures being imposed through a
mandated curriculum in a skills-oriented Reading



Lab. But there are still chances to learn things
from students. We were working on Getting the Main
Idea of a paragraph about seed dispersal. We looked
at some dandelion fluff. Someone asked if we could
put it in dirt and water to get new plants. I

had my doubts: how long would it take for such
hard, dry little things to sprout? Was it really
still alive? On the other hand, why not? And, in-
deed, after a few weeks of watering and watching, we
had our own crop of seedlings (weedlings).

Betsy Wice

TEACHERS THINK ABOUT CURRICULUM

Curriculum conventionally comes into the school in dis-
creet units of knowledge, vetted by administrators who
are preeminently concerned with responses that can be
captured and quantified in standardized assessment pro-
cedures, nice and tidy. We are concerned about being
able to understand and meet children's needs adequately,
using their interests as a guide for content in the
various areas. In other words, in thinking about cur-
riculum we take cues from children, and we spend time
considering the nature of particular content areas.
Considering the nature of the particular reminds us of
the connections and relationships among the various
fields of knowledge.

Here is a teacher reflecting on children and

science:
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I felt so good when I knew that I had done just
the right thing with my kids. There were praying
mantises in the classroom. I knew that I had to let
them go soon so I tried to have a discussiont about
them with the kids. I wanted to get as much out of
the experience as I could. I tried to encourage
them to observe the praying mantises and then I
wrote down what the kids said. We started with the
physical characteristics. But pretty soon the kids
were getting bored and itchy. They were tired of
doing it. One kid who had started a sewing project
wanted to go on with it and he asked if he could sew
instead. The others said they wanted to sew too.

So I set them all up and got them going on the sew-
ing. I was a little disappointed, but I felt like I
had to go with it. They seemed to stay near the in-
sects so we just sat around sewing, and pretty soon
they started talking and I saw that the conversation
was really continuing. They said, "We can sew, but
the praying mantis can't sew." And they started to



think of all the ways the insects were the same as
they were and all the ways they were different.
They began to list physical characteristics of the
insects in relation to their own physical character-
istics. They took turns writing statements on the
list. Another kid said, "The praying mantis can't
write. We can write. We can write about the pray-
ing mantis.'" We can write about writing about the
praying mantis.

Susan Donnelly

Here is another:

We played a game outside in the front of the
school after the children had finished drawing the
trees with their fingers.

It's a kind of variation of the ''statue' game we
played at the Art Museum. I told them to run; stop,
point to their shadows and then point to the sun. I
did it again and again. Some of the children real-
ized that the shadow was always opposite the sun.
(Is it? I must check this out.) Karl seemed to
understand about shadows because, when I asked, '"Why
are all the shadows pointing in the same direction?"
He answered, "Well, if the sun were over there
(pointing to another place), the shadow would be
over here.'" He indicated that he had observed a
certain regularity in the appearance of shadows and
their relationship to the sun. In addition, he was
able to explain it. Many children who are six can-
not do this.

I finally prepared the fish tank. Now I must get
the fish to school. Why does it take me so long to
do some things? These fish should have been in
school long before now.

I put a long stick into the tank. The children
noticed that it appeared to break at the point where
it entered the water. I didn't ask them why they
thought that happened, nor did they ask me. They
just noted the phenomenon. Sometimes it's best to
wait rather than to give information that may not be
truly understood. On the other hand, it may not
hurt to give information because if the children
don't understand, they'll just disregard it. But
then there are children like Sandy who hear the
words and can parrot them without having the slight-
est idea what they mean. And their parents think
they really understand what they are parrotting.
Anyway, I'11 wait until the fish get in the water
before I draw attention to the phenomenon again.

Lynne Strieb
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This teacher is concerned with a different area
of the curriculum and a different level, writing in a
junior high school:

I read the newspaper article I had brought enti-
tled "The Subway Hoodlums Got What They Deserved,'
giving the students some background details of the
story, as the article was an editorial. Some of the
students had heard about the case, and I seemed to
catch the interest of most of the class with it.
Even though I usually ask them to write their
thoughts down before talking about the topic, this
case seemed to bring forth a burst of comments about
relatives or other people they knew who had been
robbed or in some way assaulted, had guns, etc.
After ten minutes or so of this I asked everyone to
take some time to write out their thoughts in re-
sponse to the article I had read.

I collected all of their writing and later read
them; some were quite tough, others sympathetic,
even poignant. Most students thought there was
both right and wrong in what the vigilante had done.
I was impressed, once again, about the students'
ability to think something out reasonably when their
opinions are sought honestly.

I had been giving my students compositions for
homework from time to time on various topics, such
as thelr reactions to the new city and culture they
are living in, their thoughts on school life, inter-
views with their parents about some aspect of their
parents' lives, etc. I then asked the students to
present their compositions to the class, and ini-
tially this caused some of them discomfort, but it
was not forced, and all of them became more comfor-
table with it over time. By now they are very able
at this, and recently one student asked me if they
couldn't have these compositions and presentations
every Friday. By now I am sure that the students
really do enjoy hearing what their classmates have
to say, and that the activity may serve to help the
students sort out their feelings of being new and
different and adjusting to things here.

This morning a few students come to tell me they
have nothing to write about, something that happens
now and again. I remind them that anything can be
written, even the words to a song. This somehow
turns into a general class discussion, which takes
about five minutes. Most of my students write daily
without a problem, and some even look forward to do-
ing so, and I have come to expect this to go
smoothly. I sometimes forget what a problem it was
for many of my students last year. I think I have
got better at initially directing them at this, but
there is also no denying that no two classes are
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ever alike in what they find to be easy or haxd.

Second period is my prep time. I use it to
read, and often comment on what my students have
written in their journals. This is an incentive for
them to write each day, knowing that I'll read it.
There is a dialogue going on between us that I call
literacy, even if the grammar and spelling aren't
always correct. My students are practicing putting
their thoughts into written words, words that will
be read and reacted to. I have learned so much
about my students in this way, learned to appreciate
them more deeply.

Barbara Montoya

Here is a teacher, writing about curriculum, who
is thinking about her own learning and growth in confi-
dence that has come from working with children:

I'm so happy to say that I've been trusting my-
self more in science. I've always been intimidated
by science, but as I trust myself more, I do more
things naturally with children that fall into the
category of science experiences. I had the advantage
of a huge play yard with a mulberry tree next to my
classroom. This play yard provided me with many
wonderful experiences.

One day I walked into Rhoda's room and saw these
silkworms. She asked me if I wanted some and told
me that these were the best pets for a classroom.
You didn't get allergic to them and they never never
would crawl away out of the box. They were very
easy to take care of. All you had to do was to give
them fresh mulberry leaves every day. Of course
that was easy because of our tree in the yard.

There was so much excitement that developed around
those silkworms. Every day I was excited to come to
school in the morning to see how they were. I was
drawn to them. It was so interesting to see how
they grew. And the children were fascinated watch-
ing them every day and feeding them. It opened up
such fascinating questions for me. How did it come
to be that silkworms don't crawl away? I thought
that was such a wonderful thing that this could have
developed so that the caterpillars stayed in the box
and the moths don't fly away either.

We learned so much about them. And whenever I
had a question, I could just ask Rhoda and she would
tell me to do this or that, and not to worry, they
were doing fine.

Then one day the kids noticed that ten caterpil-
lars were on the mulberry tree. It became a natural
extension of the silkworm experience. The kids
wanted to know how they were different, and how they
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were the same as the silkworm caterpillars. They
all wanted to catch them and put them into contain-
ers. We had to scrounge around to find every plas-
tic container in the school so that each one could
have a caterpillar to watch and take care of. They
were so attentive. Then they talked about them and
drew pictures and wrote about them for many days.

Then we were studying Chinese mythology and we
were in a backyard. The children dug a deep large
hole and it reminded me that when I was little I
used to love to dig too. I told them that I used to
think that I could dig all the way to China. They
thought this was amazing. That you could dig all
the way to China. Well they knew all about China.
They kept talking about how wonderful it would be to
get there. This talking about China really pulled
things together: the silkworms, and the caterpil-
lars, and the stories from China. Then the holes
got deeper. They started making comments about how
the soil looked different at different levels.

This got us into a study of the soil and why
there would be differences in it. One thing just
led to another. I was glad that something I had
thought to share from my childhood had meant so much
to them. All of these activities felt so connected
and whole to me and to the children.

Judy Mintier

This lengthy journal entry describes the process
curriculum developing in a seventh grade class. The

format itself is of interest:

November 3 Want to think just about
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mapping. We included it
in exploration study as a
piece--scemed likely but
would not be central
theme. Making maps of
routes was activity which
seemed most appropriate.
In our discussions, Rena
had mentioned tracing and
locating. I had re-
sponded negatively be-
cause they seem like ac-
tivities which don't en-
gage people quite enough,
too passive. A problem
we had early on in all
this was fact our class-
rooms had no maps.



Rena recalls that stu-
dents seem to have
greater familiarity with
solar system than with
view of Earth.

My idea is that if
sketching an object 1is

a way of knowing and
remembering it, then why
not a map? Is quite
different from tracing.

It seems to me that one
kind of knowledge of the
world we have is that
basic recognition of the
shapes and position of
those shapes which are
the land masses and wa-
ter bodies of the world.

This is not happening.
Two reasons: time and
technical problems in
getting big map drawn.
Overhead idea did not
work terribly well with
overhead I had.

People ask, '"Do they use
uptown and downtown in-
stead?" Some do, but
not sure of extent of
substitution.

Issue of naming came up
indirectly in this acti-
vity. Many maps of ex-
plorers' routes students
used were overlaid onto
current states or na-
tions. Idea that the
land was there without
these names and bounda-
ries becomes difficult

to get across. Didn't
do enough with this

What have we done?
Students spent an after-
noon drawing the world as
they remembered it/con-
ceive of it. This was a
wonderful activity. Lots
to learn from it. I must
return to those maps and
see what 1s there. Many
didn't know where to be-
gin. Following this a
few weeks later was a
sketching of a world map.
Using an atlas, looking
at a world map carefully,
trying to duplicate what
they saw. This came out
also of attempts to put ex-
plorers' routes on a blank
map of world. Many were not
familiar enough; couldn't
recognize land masses
from water. Many didn't
know where Europe was.
Many couldn't look at an
atlas map and make a con-
nection to their blank
maps. In any event, the
sketching activity worked
well--engaging. Students
were proud, used colors,
etc. Maps of explorers
was major event. Origi-
nal idea was to do indi-
vidual maps which would
later be put onto a
larger map, one which in-
cluded all of the explor-
ers from one nation, and
one which was decorated
as maps in the explorers'
days were decorated.

Must collect all the par-
ticular things we learned
about kids' understand-
ings from this activity.
Some of them: direc-
tions--lack of real com-
fort and ease with; where
major items like Europe,
North America, the Atlan-
tic are; that Spanish
people come from Spain;
how to identify rivers on
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point. Idea that places
don't come with names,
they can be changed,
former ones can be ig-
nored--an act of imperi-
alism.

need to return to this

need to return to this

What is relation of
study of geography to
mapping? Which is
larger idea?

(need way into atlas)
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an atlas map; what a bay
1s; what a boundary is.
Maps of neighborhood
were another effort.
Idea was to make idea of
map one related to lived
world. We gave no speci-
fications. (This threw
some kids, was fine for
others.) We wanted to
see how students ap-
proached task. We got a
mix of perspectives,
amount of detail. I
don't think that idea of
a map having particular
purpose--different kinds
of maps have different
purposes--is a clear one.
In art, tried to have
idea of point of view ex-
plored--what ‘can be
learned from looking at a
thing from different an-
gles (top, side, cor-
ner)--and relate that to
maps. Art teacher made
lesson too elaborate--
didn't see it as art is-
sue and did too much on
kinds of maps, etc.
Geography hunts are
another cluster. These
are lists of questions
students look on maps to
answer. They are given
to students who complete
activities so not every-
one gets all of them.
Are popular with most.
There are a few students
who want answers given to
them--hunting is not a
habit yet. Learned that
much basic information is
not part of repertoire--
Great Lakes--where, what?
for example. Kids enjoy
looking at maps and
globes when they have a
way into them. Feeling a
total blankness, that
there 1is no way to deci-



desire is for comfort
and familiarity

pher morass of words,
colors, shapes a map pre-
sents seems to be (or
have been) state of some
of our students. What do
these hunts do? Get them
looking at maps; give
them feeling of learning
as questions have par-
ticular and bounded an-
swers. Not sure particu-
lar knowledge sticks--and
for me, that is not the
point. Is a point for
Rena, I think.
So, now what can we
do? A list.
- book on maps
What are all the dif-
ferent kinds of maps?
What can be learned
from each kind?
Drawing a variety of
these kinds of maps
- different maps have
different uses
- collect maps they see
in magazines, newspa-
pers, postcards, de-
scribe purposes, what
can be learned
- maps as historical
documents
- naming
- how maps are made and
history of map making
- map to aquarium as part
of field trip
- go from subway stops
to surface; translate
- map a school--floor
plan map and cross-
section
- idea of point of view
- map of library
- intro. scale
- atlas as a book acti-
vity
what is in an atlas
how do you locate
what's there
- directions
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- map of school neighbor-
hood, home, route to
school

- go back to neighborhood
maps; have students de-
scribe kind of map they
drew and its possible
uses and to draw
another kind of same
place

- study map of North
America as it was being
drawn after explorers

Cecelia Traugh

And this long description of a primary class-

room's intense interests over the course of a year il-
lustrates the importance of time as an element in the
growth of knowledge:

[3%]
38

It started on the first day of school, when Carla
brought in a monarch chrysalis, whose metamorphosis
we followed with rapt attention. The idea of meta-
morphosis took on new dimensions as the children be-
gan to find other larvae--such as maggots and apple
worms--and bring them to school to see what they
would hatch into. Many of them never changed into
anything, but the children were interested in find-
ing out what they would have hatched into, had they
made it. Some of the cocoons which were spun in our
room we kept all year, because we thought perhaps
they needed to winter over and would hatch out in
the spring. (They didn't.)

Different things were interesting to different
people. Some of the children were captivated by the
notion that familiar insects, such as butterflies,
moths, and flies, grew out of these wormy looking
things. Most everyone wanted to know how <t hap-
pened, how the larva "knew" to become a butterfly or
moth or whatever. Closely aligned to this was the
desire to see the process in action, which of course
we couldn't do without killing the animal. Then,
from early on, there were children who got inter-
ested in the pattern of it, or, I should say, the
patterns.

Pattern was another theme which meandered through
the children's lives and mine over the course of the
year. Early in the year, I began reading and tell-
ing folktales to the children--mainly Native Ameri-
can and African. I was telling the children about
folktale and the oral tradition, how the stories
were passed down from generation to generation by



telling, each person telling the story in her own
particular way. Then I was reading a story, I think
it may have been Wio's in Rabbit's House?, and Jason
burst out, "I get it! It's an over-repeating
story!" There was a power in that phrase, which
came from its capacity to unite two ideas (at
least)--the over-repeating in terms of retelling,
and the over-repeating in that the story had an ele-
ment that repeated and repeated, that is, a pattern.
The phrase took hold among the children, and over
the year they took delight in finding the first hint
of that particular sort of pattern, "Oh! It's an
over-repeating story!"

But to get back to butterflies. . . . Some of the
children were finding larvae of various sorts. One
day for homework I asked the children to bring in an
insect, or anything they thought might be an insect.
So, the next day we got crickets and grasshoppers
and flies (including a roll of flypaper) and ants
and centipedes and one fascinating collection of
several grasshoppers and crickets and a spider, all
in one jar. During the morning the spider got hun-
gry, and children watched with a mixture of fascina-
tion and horror as she began to devour the other
animals in the jar. (Eventually they all decided to
free what was left of those animals, because they
couldn't bear to watch it anymeore.) This assignment
and the discussion that came out of it raised the
question of what is an insect anyhow, and how can
you tell, which became a whole study by itself.

Right around this time, bits of bees' and wasps'
nests began to come in. The children used tweezers
to extricate bees at various stages of development.
They were then able to look at the insects under
lenses. We had some books about bees, and the life
cycle pattern was familiar. This pattern was becom-
ing part of some children's understanding of what
some insects at least had in common with each other.
But I mention this also because it was here that our
"over-repeating story'" phrase resurfaced in a dif-
ferent context. Some of the children began to talk
about the life of insects as an over-repeating
story, again with several dimensions. There was the
dimension of thé cycle itself repeating--egg, larva,
chrysalis, adult, egg--which raised the question,
"Where did the first one come from?" or "How did
this start?" And then there was the over-repeating
of the story in different forms of insect life,
variations on a theme.

One of the things which caught a few eyes was the
illustrations in the bee books of the cells in the
nest. They were drawn as hexagons. The children
who got interested in this were puzzled by it, be-
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cause our real nest sections didn't look like they
were made up of hexagons. Our cells looked more
like rough circles. There was a questilon raised
here, a dissatisfaction: Why doesn't it look like
the pictures in the books? How can we know if
they're really hexagons? (I can now think of some
interesting work that could have come out of this,
had I set the children the challenge of trying to
make circles tessellate. But I didn't.) The ques-
tion didn't get answered, but hovered around us, and
later in the year recycled in some interesting ways.

Let me just note for the present that in the
flurry of partial nests that came in, Katherine
brought in an intact nest, with all its outer
Y"skin." In fact, it was still attached to the twig
it had been hanging from. We did not take that nest
apart because most of the children and Katherine in
particular (and me, I might add) didn't want to. It
was so exquisite in its entirety. We hung it near a
window and the swirly patterns you could see if you
looked closely at the outside became slightly iri-
descent in the light. And then there was its form
itself; as a whole thing it felt just right.

Winter came hard upon the heels of autumn, and
crystals began to emerge as an interest, in particu-
lar among some of the girls. Roberta brought in
some crystals she had gotten from various relatives,
and announced that she wanted to make a crystal
museum. She solicited contributions from others,
and various '"'crystals' began to arrive. We grew
sugar crystals and alum crystals, and looked at them
under the microscope. As with insects, the question
of what is a .crystal and how can you tell arose.

What we noticed that was similar in the various
crystals was the presence of what the children
called "shapes." Some of the "shapes' were familiar
from some work we'd done with geometry, growing out
of children's pattern block designs.

One day Roberta was reading about crystals and
found some pictures of snow crystals. There was one
in particular that she said she thought she could
make with pattern blocks, and set out to try. She
was able to get a close approximation. (We had all
the right shapes, but the size relationships were
different.)

At Meeting, she shared her pattern with the class
and showed the picture of the snow crystal that she
was trying to copy. There was a big discussion
about the shapes people saw in her pattern, and sev-
eral children thought that if you "built it out"
(that is, filled in the spaces until it became a
polygon), it would become a hexagon. Fritz and a
few pals set out to do this. Fritz continued to



work on this problem, but his friends got off on
building hexagons of their own. When he finished,
Fritz discovered to his surprise that he had a 12-
sided polygon. When Fritz shared it with the class,
Patrick commented that 12 is the double of 6.
("Doubles" was a concept I had introduced to the
children who were learning number facts.)

Meanwhile, some of Fritz' friends, who had
started out trying to turn Roberta's ''snow crystal"
into a hexagon, had made hexagons of their own.
Those patterns came into the circle, and the chil-
dren, taking their cue from Patrick, began to look
at them (and, I might add, at endless variation on
the theme which continued to pour forth from all
quarters for the rest of the year) in number terms.
They were looking not only at the number of sides
and angles, but also at how many they could find of
various shapes which they identified inside the
polygon. What interested some of the children was
that 3, 6, and 12 came up again and again, and they
recognized that relationship of doubles. Other num-
bers came up as well, principally 1 and 2. This was
interesting to the children, and for many of them it
was just that: interesting. But for some of the
more number-oriented children in the class it was
disturbing; it didn't fit. The 1 and 2 didn't seem
part of the 3, 6, 12 . . . pattern. So I did work
with that group on factors of 12. The children
didn't come to a precise understanding of the rela-
tionship between the factors and the patterns, but
they were beginning to see connections.

I might mention that there were some children who
loved making the patterns for their sheer aesthetic
appeal, and really didn't see the number side of it.
Nonetheless, their patterns became rich material for
the number crowd to work with. And then, the pat-
terns were appealing in part because they were beau-
tiful to look at. And because though each particu-
lar pattern ended where the child chose to stop,
each also contained within it the possibility of go-
ing on and on, of infinity.

Hexagons became a big theme. One day some of the
children asked if we could open up Katherine's bees'
nest. She decided that it was 0.K.; in fact, she
became part of the dissection. We were all spell-
bound at what we found inside. It was a layering of
sections, nesting from largest to smallest, each one
made up of all those cells we'd seen in the nest
sections we had examined in the autumn. The other
amazing thing was that each layer was very roughly
hexagonal in shape. This brought back the question
about why our cells didn't look like the hexagons in
the books, and were they really hexagonal anyhow?
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But the richness of association to the word hexa-
gon  had changed for us, the observers, since we'd
last thought about the question.

I presented a challenge to the group the next
day. Could anyone make a hexagon using only hex-
agonal blocks? Fritz and Patrick took up the chal-
lenge, and struggled with it. They finally decided
that they had to have some other shapes, diamonds.
They made a big hexagon using all hexagons on the
inside and the diamonds they needed around the edges
to "even it out.' They shared this with the class,
and in the ensuing discussion, we took the diamonds
back out to see "how close it would be with just
hexagons.'" What the children saw was a roughly hex-
agonal form with ragged edges . . . not unlike the
layers of Katherine's bees' nest.

In the spring, a display of Islamic designs made
by seventh and eighth graders went up in the hall.
My class was quite drawn to them, initially because
they were so beautiful. Several children said, in
walking past, that the designs reminded them of some
of the patterns we had made, or Altair designs which
many of the children had been working on. I had two
seventh-eighth graders visit my room to share about
their patterns, and their study of Islam. They
showed my class how they used compasses to make the
patterns, and everyone wanted to have a go. Mostly
the children messed around with the compasses, play-
ing with circles.

One of the things the older children had demon-
strated was how they used the radius of the circle
to cut arcs around the circumference, and then con-
nected those.points to make patterns. Though none
of my children took up that approach (which is not
surprising, this being their first experience with
compasses), I played around with it with my own pat-
tern, and the children were fascinated to watch
shapes emerge as I connected points, and, once
again, to discover our old friend the hexagon. Sev-
eral of the children began te play around with simi-
lar ideas, but the compass work was really at a be-
ginning point. It became frustrating as well, be-
cause control of the compass was difficult, and get-
ting the pattern to come out was not easy.

There isn't a real ending to this story, except
that the school year ended and so we had to stop.

What I want to say about this story has something
to do with a science and a lot to do with time. I
never conceived of doing "a unit on hexagens' (which
this wasn't), or even of connecting crystals and
bees. This wasn't an intentional science or math
unit, though science and math played a major role.
The children learned some information about insects
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and crystals, but that was only one dimension of the
science. Another dimension entered with questions
1ike '"What makes an insect an insect?" or "How can
we tell if it's a crystal?" On this level, the
children got some beginning understandings, not only
of the answers but of how those generalizations
arise. Still another dimension was introduced with
the notions of over-repeating story and of hexagon.
I'm not particularly concerned that they can't de-
fine an insect or crystal, or verbalize the impor-
tance of the hexagon. I am concerned that they have
the opportunity and encouragement to return to such
themes in future schooling, because, as this one
year has shown me, it is in the returning that un-
derstandings begin to take form and deepen.

We as teachers have the opportunity to see not
only the daily engagements of particular children
with stuff that intrigues them, but also to have a
longer-range view. If I were defining interest
only in terms of butterflies, or bees, or folktales,
or hexagons (in the formal sense), then I would ne-
cessarily have an impoverished view of what really
were the vibrant themes that brought the class to-
gether on a common search of which each piece was an
important but not isolated contribution.

There's a problem for me in defining our curricu-
lum in terms of units, even "integrated' units; it
erodes the ease with which we gain access to the
larger themes, by focusing our attention (and the
children's) on x (e.g., insects) as distinct from y
(e.g., crystals). A unit implies one, a thing that
stands apart, on its own. An integrated unit seems
to me a contradiction in terms. Connections take
time to make themselves apparent. It took a year
for this story to unfold, and it's not really over;
it's just that this particular class won't be to-
gether as a group anymore.

Ellen Schwartz

TEACHERS THINK ABOUT CLASSROOM PRACTICE

Those in the profession understand better than anyone
the demands teaching makes. The Philadelphia Teachers
Learning Cooperative is a group of teachers who meet
weekly to discuss teaching, question accepted practice,
and do staff reviews of children.* Lesson plans and
homework are the subjects of ever-recurring discus-
sions:

P.: I wonder why teachers write lesson plans. Some

People seem to need it to help them think. Princi-
pals are requiring them to try to catch people who
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aren't doing their jobs. It seems to me that if you
can do your job, and cover what you should, regular
lesson plans should only be done if you find them of
help. A teacher can demonstrate what she/he has
done with the children by keeping records on them,
keeping their work.

P.B.: 1 come to school early and write in my jour-
nal which I use like a plan book. I write about the
children and what happened the day before, but it is
my plan for the day and gives me ideas about how to
meet each student's needs. I also find it helpful
to write out monthly goals for each subject. My
principal is happy with the plans I do.

B.: Satisfaction seems to come for me from looking
back. Even though it takes me about one hour a day,
I feel satisfied if I keep anecdotal records of what
I've done during the day. It makes me see that I
really have taught something. This may be helpful
for people who learn by looking back.

E.: Day-to-day planning is more helpful to me.

G.: Most days don't go exactly the way I had
planned. I like to pre-plan each night. What is
killing me this year is that the Social Studies and
the Science Curriculum are not related. I usually
do these two areas together.

S5.8.: Some people have babies in their lives and
can't do such detailed planning.

J.B.: We do plan, anyway. But we don't always
write it down. I think in the shower, walking to
school, etc., and all that thinking counts. We have
to give ourselves credit for this.

E.: Styles of planning, thinking thiﬁgs out versus
writing things down seem to be different for every-
one.

K.: Lesson plans always used to make me freeze. I
was always so unwilling to do them. Now I've de-
cided to put down in words what I plan for my class,
and not to let it freeze me.

5.: We seem to be saying not to worry about lesson
plans. Go with what is good for you. It is helpful
to keep records on the students, and what you can do
as a teacher to plan for individual kids or for the
whole group in the future. This can also serve to



show that you have been doing your job and what ex-
actly you have covered in class.

We thought it was good to have this discussion on
such an important issue. It made us think about all
the complications of homework. Some of us who don't
like having to give homework see the value of some
types of homework assignments, and certainly the
public relations aspect. There is also a lot of
busywork in the homework that is given now to chil-
dren, and there doesn't seem to be as much time now
to learn things as before. Kids need time to play
too. Are some teachers paying thelr students back
in kind for the aggravation they suffered as stu-
dents doing their homework? Xate G.

Giving homework has been difficult; it is a place
you can win or lose parents. I want to give home-
work that will make everyone happy, not too hard,
not too easy. I run off things that the students
must paste in their homework books. Sometimes I
staple things in because the students get things
mixed up. Everyone brings their homework books and
shares them. The homework depends on the parents
helping the children. This year it is working be-
cause parents have been helping in the ¢lassroom,
but homework assignments still take a very long time
to organize. PBarbara A.

Kate G.: Rita sends her homework policy home to
parents every year, saying that parents must be
flexible, some children will do more and others less
homework. But in practice not one parent is flexi-
ble. Parents don't have as much interest in it as
teachers do.

Edna M.: 1t would be good to have a discussion with
parents at the beginning of the year about what
their expectations about homework are.

Kotie Z.: Last year the parents of the children who
came from [the Walnut Center] had high expectations
about homework; they wanted their children kept busy
at home so they would have time to do what they
needed to do. To me that's terrible.

Allen B.: At Dobbins we all had to send home a
sheet with our expectations, including those for
homework, and the parents had to sign and return it.
It would be good to have included a portion where
the parents could have written in what they expected
as well.

Judy B.: There have been historical changes about
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homework and it would be good to explore this. It
feels like another way of setting up barriers for
success, and of separating children. Some people
use homework that way, like the kids have to know it
ahead of time.

Sometimes teachers can sort out ex post facto the

reasons some curricular projects don't work or the rea-
sons some do:

There are some things that don't work at all. I
thought it would be terrific, but it was kind of a
"negative' lesson for me when I gave the children
homework of watching and drawing a twig. But I as-
signed it: '"Pick'" a twig and draw it over two
weeks. I didn't want them to break it off, just
choose it. Well, they must have picked some pretty
meager dry twigs and not much happened. It just
bombed. It was an unfortunate choice of language,

I guess. )
Another idea, that wasn't too great either, was
the solstice stick. It never worked right. It just
caused us grief. It kept falling down and the light

wasn't right where we'd look.
Barbara R.

Daily life in the classroom . . . For our third
and fourth graders it's liable to include fights and
disagreements which get quite physical. For quite a
while I tried to deal with this by saying to the two
antagonists, '""Talk about it until you agree on what
happened, and then come to tell me." I liked the
idea of settling things that way, but it never
really worked. Somewhere along the line a teammate
told me about the notes she wrote to children about
what she noticed about them. The notes invited re-
sponse from the children and a dialogue ensued which
made it possible for the child to get recognition of
what was bothering him/her and then to move beyond
the problem--at least in many cases. I have been
using this kind of dialogue for a while now; its ef-
fectiveness never ceases to amaze me. Getting what
is bothering you down on paper seems to help in and
of itself.

I had a good day. It's the first time I've said
that yet I've felt it often. We worked with the BSW
and not Logo; there was no asking about Logo and
great enthusiasm about writing stories. That's ter-
rific. I wrote yesterday about isclating skills.
Let the children work that out. I don't have to
protect them from feeling intimidated. And they
will readily see themselves as teachers and learners
and that's what it's about. There's such a good en-



gagement between and among the children, a real
working at a story, and humor galore. It was
glorious seeing and hearing Eric.

Diane Mullins

In the following journal entry, life in the
classroom is described in all its richness, variety,
and humor:

October 12: Two good days in a row. Projects get-
ting under way and the program at the Jéwish Museum
is going to be terrific. It helps that Andy is a
real archaeologist, young and enthusiastic, and
really likes kids. . . . Math is a problem which
needs a lot of thinking about and sorting out. Has
to do with "ability" groups and self-segregation,
and discussions about who's doing what in which
group and why--doesn't get to the heart of it.
Another part of the problem is that I haven't been
keeping up with each kid's math folder (they may not
be such a good idea if they take such a lot of time)
and there are always a bunch of kids sitting around
"waiting" for me to get to them. . . . The multipli-
cation test today was funny. I sort of sprung it on
them--partly to see how they'd react--and a lot of
them got mad at me because I expected them to give
the answers fast. . . . Doing fractions with Roger
and had a strong sense of how he hates the feeling
that he doesn't know something; his self-assurance
is wonderful, but sometimes hovers just this side of
arrogance. What saves him, I think, is that sense
of "justice' or "honor' that's so very strong--but
also makes him sound self-righteous, and other kids
resent it.

Januwary 12: Snowing today. Nine kids are absent--
room 1is very quilet; everyone seems subdued. I al-
most don't like it, because it lacks vitality,
somehow--but we got an awful lot done. Also a real
clean-up of the art area, shelves and everything,
and now it looks so nice I wish I had the energy to
do more of this kind of clean-up more regularly.

March 15: Monday morning. I'm feeling very ener-
getic. The room looks lovely, and it occurs to me
that it's important to keep it looking nice. I've
been trying, these last couple of weeks, to make a
‘conscious effort to keep things tidy and attractive
and I suddenly discover it's paying off. But it
means staying late every single day, and I'm not
sure how long I want to keep that up. Kids have
been helping, being much more responsible about
stuff. Mindy and Janice finished their paper mosaic
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pictures, shellacked and mounted them, and they look
gorgeous. Took a long time, and was painstaking
work; didn't think Mindy would stay with it, but I
suspect working alongside Janice was what was impor-
tant. She wants that friendship so badly, and
Janice is not always encouraging. . . . Changing the
morning schedule was a good idea. Now we're doing
math as the first activity. Kids come in and get
started, without the usual hubbub that accompanies
project work. The tone is very nice, and we seem

to be getting a lot done. Fractions are a problem
for that whole little group--M., J., V., B., R.--
they're just not getting 1t, and it was probably a
mistake teo try to push on, but they're worried about
seventh grade, and I don't know how to reassure
them. There is that Big Reality out there.

Alice Seletsky

This series of journal entries, too, reflects the
energy, variety, and immediacy of the classroom:

November 20: 1 gave my yearly explanation of
Thanksgiving. The Indians were here first. I de-
scribed a 1little about how they lived. Then I told
about the Pilgrims, and prejudice against them and
why they left England. I put a cutaway map of the
Mayflower on the wall.

Using the Cuisenaire reds, I had the children
compare sizes of rods. I used the symbol =
after they matched rods.

At Project Time, many of the children copied the
recipe for corn muffins. Ben, Henry, and a few
others enjoyed copying the cutaway map of the May-
flower. They've been doing cutaway pictures of
their own invention anyway and it was nice for them
to see this commercial drawing.

Sally asked, '"Do you think I can read The Lit-
tlee?" I said, "I'm not sure, but if you want to,
why don't you try it. That's the best way to find
out if you can read a book. Try it."

More organization: I organized the children's
card boxes. I also had several children put rods in
plastic bags so that it won't take so long to give
them out on Tuesdays. I was giving out one color at
a time.

Belinda, Jane, and I went over their original
list of farm animals which they've incorporated into
their large pictures. I asked them if they would
like to make a game ocut of the picture. I made the
suggestions that they write an animal name on a card
and match it to the picture. They are thinking
about rules for the game.



I'm thinking a lot about these projects and how
to help the children to do them. I feel that they
should have some sense of what they already know and
what they want to accomplish. I should also be able
to use these projects to help them with other les-
sons, I think. For example, Belinda and Jane, after
writing the names of each animal on a card, could
work on putting the cards in alphabetical order.

One thing I know is that the projects should not
drag on too long, or the children will lose interest
and never complete them.

We finally visited the beech tree. The leaves
are a beautiful gold, and they are almost gone. The
talk focused on the leaves. When we looked at the
maple the children talked mostly about the shapes of
the branches and one of the nests there.

November 25: Today was our traditional Thanksgiving
Feast day. The children came in and put their fruit
and nuts on the table. I made a graph listing all
the things the children brought. They signed their
names in a column over each item they brought.
Everyone seemed to understand.

Laketa was upset because once again she didn't
have what she was supposed to have. There was no
fruit in the house, so she brought a piece of pep-
permint candy. I think she really brought it for
herself, but after she saw that everyone had brought
something, she gave it to me. I promised her I'd
use it at Christmas time and that was fine with her.

I'm concerned also because she seems to get into
many fights. There were two within five minutes
this afterncon and she expressed fear that Bethann
might beat her up after school.

She also does not finish copying her homework and
also does not tell me about it.

I really need to find a way to help her with the
children.

Things to do this week.

a. I want to write a newsletter which was to have
been attached to the report card but which I
didn't get a chance to do. It will tell what
we've done in the classroom in the areas of
art, musi&, social studies, and science.

b. finish ordering supplies

c. tomorrow
- give Bonnie order form
- run off newsletter
- get word lists for Book B children's home-

work
- finish list of story ideas and copy on large
paper
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- make cards to put on board that tell each
reading group what to do--for each day

Daniel's mother, Mrs. Larson came to help today.
She told me that she'd never ever been asked to help
in any school that her children have attended and
she is delighted to be invited. I told her how she
could help with writing--writing words on cards,
checking stories, not crossing out spelling, but
writing correct words lightly over the misspelled
ones. During Project Time she walked around a 1it-
tle and then helped a lot by putting books on the
shelves in Room 213. Diana and Susan helped her.
They sorted the books into ''categories'--crafts,
mammals, birds, insects, etc.

This afternoon I labeled the bockshelves. Do I
have too many books? I know that I have more than
can fit on the shelves. Do I need so many? Should
I give some away? I think that this year, I'm going
to make some major decisions about which books to
keep and which to get rid of. I hope that sorting
them by subject will help the children to use them
more. After all, why have books if the kids won't
read them?

I'm doing a lesson with Cuisenaire rods every
Tuesday for a while. As usual, I wasn't organized
about passing out the pieces, and that took forever.
(Next week we will pre-sort the rods.)

Lynne Strieb

No one who is not a teacher could have written
the foregoing accounts. No one else can fully under-
stand the infinite complexity of the classroom and the
innumerable interactions among people both positive and
negative that make up its texture. No one else can
fully appreciate the almost magical way the children
and the curriculum can come together, the ways knowl-
edge and understanding grow and, above all, the elusive
qualities that give particular ideas and activities
meaning and excitement for children.
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Beginnings
Alice Seletsky

There are many ways to become a teacher. The stories
of how and why we and our colleagues have been drawn to
this particular lifework tell much about what teaching
15, and why attempts to reduce it to some set of uni-
form, standardized, quantifiable behaviors are not
likely to succeed. These stories of beginnings also
reveal teachers to be, like the rest of humankind,
unique, individualistic, caring, adventurous, quirky.
Understanding teachers and the practice of their craft
is as much about recognizing the inherent strengths in
this diversity as it is about acknowledging our view of
the value of the individual, the educability of each
child, and the worthwhileness of what we do.

For some of us, teaching was more a eqlling than
a career. We discovered a love for it early in life,
and the progression from playing school in childhood to
teaching school in maturity seemed a natural, easy,
sometimes inevitable one. It was a relatively clear
choice, too, for those of us who found teaching to be
the expression of a personal idealism: an answer to
the felt need to serve, to contribute to the lives of
others, and to help bring about change in a society
which creates glaring inequities and imposes them on
the lives of children.

Many men and women decided to become teachers for
pragmatic reasons. In some parts of the country, jobs
were easy to get, and during periods of teacher short-
age, certification requirements tended to be few. Sal-
ary, though usually low, was steady and job security
assured. The five-hour workday and two-month vacation
was especially appealing, especially for those who had
to combine working and parenting, as I did.

A number of people--the ycung and not-so-young--
came to teaching by a more circuitous route. Some were
determined to do anything but teach, and a surprisingly
large number of individuals who eventually became ele-
mentary schoolteachers originally trained in special-
ized areas of the humanities--art, history, English
literature, anthropology, classics. Their choices as
undergraduates were based on a determination mever to
teach young children, and they avoided teacher educa-
tion courses with considerable tenacity and ingenuity.
Others became teachers because there wasn't anything



else they especially wanted to do, or because they had
already tried other kinds of work and found them to be
unrewarding. There are those who found their way into
teaching almost by chance. They wandered and wondered,
made false starts, tried other careers and came to
teaching while engaged in actual or spiritual journeys
of self-discovery.

Whenever it occurs, some part of the impulse to
be a teacher is rooted for all of us in the past.
How many of us never played school? For those who knew
they were born teachers, it is remembered as more than
play; rather, the experience was a special kind of re-
hearsal--with rows of dolls, younger siblings or com-
pliant friends taking the roles of pupil and audience.
(One teacher whose voice is included in this monograph
recalls that, in childhood, her illiterate grandmother
was her "first and best pupil.”) The vision was often
confirmed and strengthened by sensitive adults who rec-
ognized the passion and seriousness of the play and
supported it. Wise parents and observant teachers are
specialists at that sort of thing, but the responses of
participants were also important:

Almost as far back as I can remember, I was
teaching. I recall with clarity the "school™ I set
up when I was eight, for my five-year-old brother.
He was learning to read, and we approached the les-
sons with that intensity which permeated much of my
childhood: it was hard play. I can recall our mu-
tual elation as the world of print began to take
form for him.

Throughout a latchkey childhood punctuated by
frequent moves, my brother and I were constant ex-
plorers and teachers to one another. It was in this
relationship that I had my first inkling of the mar-
vels of diversity. I had several years on him--in
development and formal learning--but he had an ap-
proach that was different and inevitably turned up
things I never would have stumbled on myself. I was
entranced . . .

Age nine and a friendship that fueled my love af-
fair with language. A girl moved into our neighbor-
hood straight from Puerto Rico. Despite our total
inability teo understand each other's language, we
became instant best friends. In our private worlds,
Spanish and English intermingled, aided by mime and
signs. More hard play--teaching and learning.

I think of these early experiences as the incubus
of my interest in teaching. What I recall most
strongly is an atmosphere which I can best describe
as passion-filled. These experiences also had their
own internal rhythms which bore little relation to
the schoolroom clock. As I struggle with the issues
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of time in the classroom now, I am reminded of the
timeless guality of these childhood "'classrooms."

Ellen

When I was young, I used to play schocl with my
friends. I was always the teacher. At ten and
eleven, I ran a day camp in my garage and did a1l
the things I do today in the classroom though it
wasn't quite so sophisticated back then. I loved
children and was like a magnet to all the little
kids, probably because of the way I got down with
them and joked with them.

Susan §.

The thing that was most important to me was that
a Sister in the Catholic school I went to asked me
to do the bulletin boards, when I was in second
grade. 1 can still feel the delight of it, and how,
by the time I was in fourth grade, some other girls
and I were doing everything in the school--helping
teachers all the time.

Evelyn

I knew from first grade on that I was going to be
a teacher, and I never wavered from this. I was shy
and quiet as a child, nervous about school, and I
remember how wonderful my teacher was when I was
late the very first day of school. I remember the
kindness and humanness of that teacher when I lost
my first tooth. It was really a traumatic thing for
me, but she wrapped me up in a big coat and let me
lie down on one of the tables. I was the oldest of
four children, and I was always playing school.
Everybody said I was a born teacher.

Roberta

Hearing from parents or grandparents that one is
a "born teacher' nourishes the dream in special ways.
Frequently, a love of teaching has its roots in the
feelings of affection and admiration inspired by a par-
ticular teacher:

My second-grade teacher was the first one to give
me the idea I could become a teacher. But even be-
fore that--I don't remember exactly how old I was--
I was teaching. I was always helping my cousins
with their work. My older cousins would sit around
and read, but they couldn't figure out all the words
and I could. I was really tutoring them, and I did
it all the way through school. 1 played teacher
with my little sister, too. I had her memorizing
poems a lot. Then we would rearrange the furniture
to set up a schoolroom.
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It was helping others that made me comfortable;
then I wasn't just the little Indian girl--I had
something to offer. I had a lot of support from my
mother and dad, and especially my grandmother, who
was one of those old Indian women who really valued
education. My family always talked about school,
and what all of us would do when we grew up. I was
always going to be the teacher. It gave me some-
thing to work for; it was something I could do for
my family.

Mary U.

When mothers and fathers are themselves teachers,

the work which is central to their lives takes on spe-
cial meaning for their children. Schools and class-
rooms become familiar worlds, and can be almost an ex-
tension of home. The particular demands which teaching
makes on the individual for emotional commitment, a
continuous engagement with ideas, political involve-
ment--all are experienced in an especially intimate way:

If teaching can be in your blood, it is in mine.
I had great aunts on both sides of my family who
were teachers; one was a principal. My father was a
high school math teacher, and as a young child, when
asked where my father worked, I remember saying, 'He
doesn't work; he goes to school.'" Teaching wasn't
a job to me.

Peg D.

I've wanted to teach since before my mother's
death. Practically as far back in my life as I can
remember, it seemed the natural thing to do. My
mother was a teacher; my father had been; one grand-
parent was still teaching, and two others had taught
until they were fired during the McCarthy witch-
hunts. But it was more than family history that
made me view myself as a future teacher, though I
cannot remember when the idea first came to me.

I've always loved being with people: talking,
playing, laughing, listening. My brother David was
born when I was a year-and-a-half old. He was my
constant companion. With the wisdom of my extra
year and a half, I would explain the world to him.

A few memories stand out: I remember showing him
how to draw curly hair, and my special way of climb-
ing our favorite tree. Later, I remember holding
the back of his bicycle, running with him as he
learned to balance. (I ran beside him again last
spring as I taught him to ride my motorcycle.) I
remember teaching him the alphabet, and my anger and
hurt at not being allowed to teach him to read.

My decision to become a teacher came together



slowly. The idea took root and grew so quietly at
first that I was not fully aware of it until it
seemed a natural part of who I was. The ideas so-
lidified that first summer as a counselor (at a sum-
mer camp) which reaffirmed my desire to teach and

my confidence that I could do it well. Probably the
idea of teaching arose first when I was in the
fourth grade. That year I had a teacher whom I
adored. She expected everyone to work hard, and she
knew that everyone could learn. She accepted no ex-
cuses from anyone, and she was warm, kind, compas-
sionate to everyone. In addition, she had a sense
of justice with which I identified, and a similar
view of how things should be. I idolized Mrs. Kelly
and wanted to be just like her.

My other model was my mother. She loved teaching
and was loved by her students and their parents in
return. She spent her free periods at school tutor-
ing students. At home, too, students often dropped
in or phoned for help with homework--our phone num-
ber was on top of every assignment. I never ques-
tioned their presence; they were part of her life,
and I could see how much she meant to them. I was
proud of my mother. Although she enjoyed working
with "bright" students, my mother's special energies
went to the so-called '"slow'" ones. Those students,
cheated by an unjust and inequitable class/caste
system, or by life, or because of color were the
ones about whom my mother cared most. I watched her
try to inspire confidence and questions in young
people already almost beaten. This was her way of
trying to change the world. Watching her, I saw the
amazing impact she had on so many of her '"disadvan-
taged" students.

In many ways, I have become Mrs. Kelly and my
mother--or maybe they have become part of the woman
who is me. Their memories inspire me to teach, as
I look to others like them to teach me.

Naomi

My mother really made the decision for me to
teach. My brother and I used to do our homework to-
gether in the evening at our big dining room table.
I can remember my mother ironing clothes and talking
to us as we worked on our homework. She would say,
"Edna, it will be great to be a teacher. You'll
help children, and you'll have the summer off." She
painted a lovely picture of teaching for me. I took
it for granted that I would be a teacher, that it
was the right course for me. I went to a black col-
lege, where some relatives of my father had gone.
They were all teachers. I liked that connection.

I was so happy when I graduated and got a teaching
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job. I picked the public school in Philadelphia
where my mother had worked as a classroom aide. I'm
still there.

Edna

Familiarity with the world of the schoolroocm per-
suades some to follow parents into the teaching profes-
sion. For others, that knowledge initially acted as a
deterrent:

When I was growing up, schools were an extension
of home. Both my parents are in education, and from
third grade on, I attended a Lutheran school in
which my father was a teacher. I often stayed with
him after school, recaming around, talking to other
teachers, exploring the janitor's closet. . . . The
whole school was familiar territory for me. In
junior high and high school, I became aware of how
bad some teaching could be, and what the effects of
that were. . . . I was determined not to be a
teacher, and adamant about not attending a religious
education college, as other family members had. I
went to Harvard instead, with the intention of
studying psychology. I was interested in the large
questions--those on the scale of what is the meaning
of 1life? I did take a course in the School of Edu-
cation, and read about the Open Education movement.
I was particularly struck by George Dennison's Lives
of Children. What really impressed me was that
Dennison wrote about the children as people and
about the community life of the classroom--not just
what the children learned or knew. My focus changed
to child development, and when I finished college,

I took a job with an educational research project on
how children think. Working with children was fas-
cinating, but the thin, disconnected, cut-and-dried
research approach was just the opposite. I decided
I needed to work with children in a school. When I
told the project director about my decision, he
urged me to remain in research--there was no pres-
tige in teaching, especially not in nursery schools
where the teacher's major function, he said, was to
"tie shoes and wipe noses.' This wasn't my experi-
ence at all. I was blown away by the richness of
life with young children.

Mark

Traditionally, teaching has been "women's work'"--
especially on the elementary school level. It has been
one of the few occupations in which being female is re-
garded as an asset, and acquiring 2 teaching license
has often been urged on women as a kind of insurance,
something to fall back on should nothing better turn up
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or circumstances require us to work. The myth

that teaching is easy, undemanding work has contrib-
uted to the notion that it is particularly suited to
those with home and family respensibilities im addition
to career demands. A theme common to many of these
stories of beginnings is of the discovery that teaching
offered compensations quite unrelated to salaries,
hours of work, and fringe benefits--that it could be,
in fact, a fascinating, rewarding, and challenging en-
terprise of its own:

I begcame a teacher because my parents told me to
be one. They wanted me to have a job, and teaching
was a job. I saw teaching as a source of income.
Once in the classroom, I discovered that I loved it
and looked forward to being with the children every
day. I discovered how much I liked to watch and
listen to children, and how much I could learn from
them.

Kate

For me, teaching was a good job when I had three
small children. I worked in a nursery school, half
days, and could be home with my children when they
needed me. I hadn't finished college but, later, I
talked my way into a job in a parent cO-Op nursery
school. I tock courses in early childhood educa-
tion, but mostly learned by teaching. Then I began
to realize that my own children were not attending a
very good nursery school, and I enrolled them in
what I recognized as a very good one. I began to
work there, and it was all very interesting. In the
beginning, even though I was interested in teaching,
I thought of it as a Job, but now I began to see
what was possible in teaching and I began to loveit.

Edie

I studied anthropeclogy in college and planned to
get a graduate degree in it. But for insurance,
I took some education courses as electives in order
to get secondary education certification. When I
graduated, I took the Naticnal Teacher's Exam, and
though I didn't know anything about early childhood
education, I just used my common sense and that's
the test I did best on. Later, when I needed a job,
I looked for one as a nursery school teacher. After
eight years of nursery school work, I got a job run-
ning a parent nursery. The mothers of the children
were wonderful, and we made it all up as we went
along, and it was a thrilling experience. I loved
the freedom of the job; I used my common sense and
also listened to the mothers and the kids. We were
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innovative and fought together for what was right.

Peggy P.

When I graduated from college, I was a profes-
sional English major. I could read Chaucer, expli-
cate a sonnet, discuss the symbolism in Moby Dick,
and write long term papers. I intended to do some-
thing bZg in the literary line, but had no notion
of what it would be. I began my carecer as an ele-
mentary school teacher in the Bronx, working as a
per diem substitute. I chose elementary school be-
cause I assumed young children were the easiest to
work with. I wasn't sure I was going to like it,
but there were some very real advantages: I didn't
have to work every day, and I could choose schools
close to home. Also, there was a small, but reason-
ably steady, paycheck.

What I knew about children was based largely on
my experiences with my own two little girls, some
useful bits from Spock, Gessell, and Freud, and the
kind of specialized knowledge one gains from reading
lots of novels. I didn't fall in love with teaching
right from the start, but I found the children abso-
lutely fascinating. Every day was an adventure
(often an adventure into the unknown in those very
early days) but I found myself immensely interested
in figuring out what was going on in all those lit-
tle heads, and what, if anything, it had to do with
what I was teaching.

Alice

While teaching may be regarded as ideal for wom-

en, young men who choose it as a career usually get a
very different response from the world. Mark was re-
minded that it was work which lacked dignity and pres-
tige and was in no way equal in status to his position

as

a researcher. Lee's choice of a career as classroom

teacher of young children was questioned by his family:

42

I started out of college as an assistant teacher
in a class of four-year-olds. My inexperience and
uncertain commitment led me to react defensively
whenever I perceived any criticism of my career
choice. I hid behind dogmatic explanations rooted
in Feminism. During introductions at social gather-
ings, I discovered that women generally seemed sur-
prised, but also pleased and interested in my choice
of work. Most men, however, reacted with incredu-
lity, if they responded at all. Middle-aged men,
with a firm grip on the ladder of success, made me
feel especially foolish.

Looking closer to home, members of my family were



overtly supportive, but they alsc raised consider-
able self-doubt by asking: ''What are your pros-
pects for advancement? Do you think you might want
to be an administrator some day?" and '"When are you
going to graduate scheol?'" Their concern for my
future was genuine, even though their questions
came from traditional assumptions about work, suc-
cess, financial security, and men's roles in so-
ciety.

Lee

Many young adults were drawn to teaching through
idealism, and the wish to serve others in some meaning-
ful way. "I had a desire to work in the Peace Corps,"
says Betsy of her youthful aspirations, "but instead I
compromised and decided to teach in the public
schools." For Lynne also the Peace Corps held genuine
appeal, especially after a disillusioning year of
graduate work in art history. A similar vision drew
Diane V.:

. - . but I attended seminary instead, got a degree
in religious education, and worked with adults. My
intention was to do a lot of things for a lot of
people. Some years later, when I decided to teach
elementary school, I thought of it as a calling
rather than a job or career.

And Ginny:

When I first began, I couldn't find a job in pub-
lic school. I would have taught anywhere within
driving distance. Finally I got two job offers, one
as the director of a daycare center and another as
a first/second grade teacher in a private school. I
had gone to Wheelock College in Boston, very much
like Bank Street College, and I was on fire to teach
in a classroom. So I took the job, even though it
would be less money and more time working than the
job in daycare. I was dying to teach, but I also
thought that teaching in a private school, with a
privileged population, was not what I wanted to do.
I adored the job as no other job I've ever had. But
I couldn't support myself there, and eventually I
had to have two jobs--teaching and then waitressing
at night!

Some of today's serious and dedicated teachers
come from the ranks of those who came of age in the
sixties and seventies and found themselves caught up
in the political and social turmoil of the times. They
were uncertain about how best to use their energies and
passions, and unclear about the directions their lives
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ought to take. Political activism was essential to
some; others were influenced by the work of the educa-
tional reformers and critics who were making their
voices heard through books and articles describing the
lives of children in ghetto schools. For many of that
generation, classroom teaching was seen as a way sta-
tion in the quest for meaning and personal identity:
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I got hocked on teaching by accident. I was
taking part in a college urban studies program and
ended up being placed in a newly opened public mid-
dle school for 10-l14-year-olds. The open space
classroom I worked in and the entire school year
was on the verge of explosion. Children had to
fight a deafening noise problem, large classes, and
a stark, forbidding atmosphere just to exist, let
alone learn. It was often physically impossible for
the children in the back rows to hear the voice of
their teacher at the front of the class. 1T spent
my time in the back rows, and I got to know those
children. They couldn't read the text, couldn't do
the homework, couldn't hear the discussion, and
couldn't keep out of trouble. Some of them were
thought of as "won'ts' rather than "couldn'ts'" in
those days before proliferating special education
categories. What hit me, though, was that despite
repeated failure, those kids appealed to me. They
could argue themselves out of any corner, keep
track of complex social relationships, stick up for
themselves or a friend against anyone. They struck
me as whole, curious, thinking individuals, yet
those qualities went unrecognized, or ignored all
day, every day in school. . . .

I've taught in a variety of grade levels since
then from pre-school to second grade and studied my
own teaching practice as well as that of many other
experienced teachers. What drew me to teaching is a
fascination with the wonder and mystery of how peo-
ple learn. I think of teaching as a small world in
which children can experience democratic values:
independence, self-reliance, sense of purpose, co-
operation, self-confidence, diversity. In short, I
am committed to creating an educational setting
which doesn't have any back row children.

David

What drew me to teaching is complicated. I
always liked children. Thinking about why one has
become something is like looking through a window
to tell about your life, all the choices you've
made that led you to where you are mow. I went to
a liberal arts college, small and away from my home.
I was not interested in education. I took a lot of



different courses and was drawn to people things. I
majored in anthropology and also enjoyed linguis-
tics. I studied children's sentences to see if they
fit Chomsky's theories. Later, I did some graduate
work in reading--on the use of syllables. At this
point, I became disillusioned with college research.
I wanted to work in the real world, so I got certi-
fied to teach. I hated university politics,
couldn't stand the attacks on each other and putting
others down. I didn't want to spend my whole life
in that kind of atmosphere.

I enjoyed working with kids and being creative.
I'm idealistic, and I know that if you've done the
best you can then nobody can undo it or take it away
from you. I read all of the education books of the
sixties--Death at an Eorly Age and others. 1 be-
lieved what those books said; I thought there was
racism in the schools. I thought I could help make
a difference. I began teaching at a tough school
and was lucky that there were some open classroom
teachers there to support me. The children are what
keep me in teaching. I am intrigued by how much
they know. There is nothing more interesting to me
than teaching.

Judy B.

I was politically very active in college. I was
a member of various radical campus organizations in-
velved in anti-war and anti-racism activities. I
saw my life revolving around politics and, based on
that, didn't make any career plans. I had no role
models for people who were in professions and polit-
ically active in ways that I respected. So I fin-
ished college and was "doing politics' seriously.

I was a substitute teacher in Detroit for a couple
of months--elementary, junior, and senior high
school, wherever they sent me. You didn’'t need spe-
cial certification, just a B.A. It was gross, and I
hated it. When I moved back to New York, I did a
lot of odd jobs, but they were all boring and my
political work wasn't successful or satisfying
either. I volunteered for a while at a neighborhood
daycare center which was part of a tightly knit po-
litical community. A friend of mine worked there,
and he invited me to come and jam with him; he
played his flute, I played my clarinet, and the kids
danced around. I discovered I really liked being
with little kids.

Another move--this time to Berkeley--and a job as
assistant in a "free school" type nursery. The
teacher was very good--thoughtful and knowledgeable
about child development. I learned a lot from her.
She was a strong feminist, and those issues were
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very important to me at that point; 2 lot of the books
and classroom activities were about sex role ques-
tions. They were very important during that part of
the seventies and very important to me so, again,
there was the congruence of politics and work.

Once I had the nursery school experience, I knew
I wanted to work with kids--at least for a while.

I enjoyed being with them, and it fit in with other
aspects of who I was. I've always been very athle-
tic and very active; I love being outdoors, hiking,
and climbing, and that's something I could do with
kids. I decided to move back to New York and part
of the reason I made that decision was because I
knew I could get a daycare job here. The idea of
combining political activism and teaching was still
important, and I found a center where I felt at
home. I worked with kids and became active in the
fight for community controlled daycare. I knew that
I absolutely wanted to teach, and enrclled at Bank
Street College, taking courses at night. I got even
more interested after that because Bank Street was
that kind of place.

After a while, I knew that I wanted to teach
five-year-olds--I was fascinated with beginning
reading, and beginning writing--kids' entrances into
the beginnings of abstract thinking. I started
looking for a public school job, and it became clear
to me that I couldn't take just anything that came
along. It had to be a school I really liked--an ex-
tension into the primary grades of what my nursery
school had been. I found it because somebody read
an article in a newspaper--and I've been thrilled
ever since.

Donnie

The choice of a life's work is not always easy to

make, and it's interesting to note how many teachers
who are competent and even inspired practitioners began
with the determination never to teach. That so many of
them have found it to be an immensely absorbing and re-
warding work is a testament both to our capacity as hu-
man beings to find others worth serving, and the power
which the sense of performing worthwhile work exerts
over its practitioners:
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I loved school, and never questioned the curricu-
lum, the assignments, the homework--anything. I re-
member everything about my school experilences very
clearly, and I have vivid memories of many of my
teachers. But I knew I was never going to be a
teacher--even though I joined the Future Teachers of
America as an extracurricular activity, I wrote an
essay titled "Why I Would Never Be a Teacher." I



went to graduate school, but found it unsatisfying
and, more and more, the idea of spending my life do-
ing research on subtle points of scholarship and
teaching college students to do the same thing
seemed limited and totally unrelated to the real
world. A friend who had left graduate school was
teaching kindergarten, and she invited me to visit
her classroom. I began to think about teaching
children as a way to do something in the world. 1I'd
refused to take my family's advice to take education
courses to have something to fall back on, but when
I began looking for a job, I discovered that my own
kindergarten teacher was now the Kindergarten Super-
visor. She was very encouraging and hired me as a
long-term sub. The only training I got, at that
point, was a two-week workshop for kindergarten
teachers. But once I got into the classroom, I
found that what I liked most was the children's won-
dering--the wondering that led them to ask ques-
tions, discover things, figure things out.

Lynne

I didn't set out to be a teacher; it was the
existence of the Prospect School that led me to the
idea. I was working in a local factory--because I
couldn't not be working at something--and discovered
the school needed a driver for a Middle School trip
to Quebec. So I did that and found it an interest-
ing experience. Then the school needed a janitor,
and I did that. I was in the area during the sum-
mer, and got involved in the Summer Program for
children, in addition to doing maintenance work at
the school. Some time later, I did a six-week in-
ternship.

When I went to Middlebury College, I majored in
English literature, but also got teacher certifica-
tion. Since Middlebury is a liberal arts college,
it isn't possible to major in education. In fact,
education as a discipline was quite low on the totem
pole--only dance and drama fell lower in the hierar-
chy. Status apart, the courses in education were
really quite good. I was interested in teaching,
but hadn't intended to do it for any extended period
of time. That was eight years ago . .

Dirck

I hadn't intended to teach young children, but
rather college students. I volunteered at a Head
Start program while working to finish a master's
degree in Scandinavian studies. At the time, I was
already beginning to question my choice, because I
saw no way to really use the degree once I had it,
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living in a small college town in the middle of
Washington state. Working with exuberant four-year-
olds was a welcome change from reading critical es-
says on the plays of Henrik Ibsen. I came home re-
freshed and filled with anecdotes about the children
to share with my husband. I've always enjoyed sing-
ing, playing music, and storytelling, and those
skills provided me with an entry into the program.
In contrast te the critical essays I was reading,
and would later be expected to write, the real
struggles of the parents and the children who at-
tended the program seemed so much more relevant.

Karen

I wasn't ever, ever going to be a teacher. My
parents and others thought I should be, but my heart
was set on medicine. I had always been interested
in science and math and in how things work. I was
accepted to a specialized high school where I could
take accelerated and advance placement courses. I
also won a National Merit Scholarship. I ignored
all remarks like "girls aren't doctors" and worked
in hospitals all through high school.

Then, in my senior year, my father had a serious
accident at work and, for the long periocd of time
while the case was being settled, there was no in-
come. I had younger sisters and brothers and had to
contribute to the family income. The only educa-
tional option I had was a local teacher education
college. T hated it. The course work was dull, and
boys were an unfamiliar distraction--I1'd always gone
to an all-girls school. After graduation, I was
married, and Vietnam was the focus of attention for
many of my generation. I also discovered that
teachers were needed in the Peace Corps, and went
to Mexico to teach English as a second language.

Later, when I had children of my own, I organized
a nursery scheool, and then an elementary school.
That went on for ten years, but teaching--the con-
scious choice to be an educator was never a decision
that I made. I enjoyed the children, and teaching
never seemed like work--I just kept finding myself
doing it. Finally, I decided to go to Goddard and
get an M.A. and learn about the job I had been doing
for the past ten years. As a teacher, I think I'm
doing what I wanted to do as a pediatrician--helping
people recognize who they are so that they are able
to be themselves. It's something related to heal-
ing. So I guess I'm actually doing what I set out
to do--I just took a different route to it.

Anne F.



Attracting and keeping good, wise, imaginative
classroom teachers is a continuing problem in American
education. Many of the proposed solutions are good
ones: a broader, more thoughtful selection process,
more rigorous education, internship, and mentor pro-
grams, higher salaries. These are all fine as far as
they go but, as the stories here suggest, they don't
quite get to the heart of the matter. What drew many
of us to teaching is a complex of factors having to do
with who we are as individuals and what we value. The
stories reflect the ways in which, having once entered
the world of the classroom, individuals were captivated
by the opportunities the work offered for seriocus com-
mitment and grand adventure. The paths which lead to
the classroom are many and diverse. Whether we came to
teaching because of a passion discovered in childhood,
or a mother's guidance, or the chance meeting with a
friend, or some practical necessity, we have in common
the knowledge that this is the place we belong.
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Nurturing the Possibilities
Karen Woolf

Our energy during the day is spent finding ways to Zinmk
up with our students, to facilitate connections. We
speculate on the possibilities within situations, and
encourage our students to do the same, and together we
discover new areas of potential within ourselves. That
interactiveness between student and teacher is at the
heart of our work. As a colleague said, "We are never
finished as people.'" We see our students grow and
change over time and there 1s a great satisfaction in
that. And we change as well.

Teaching is unpredictable, and by its very nature
forces us to be flexible and open to new ideas, experi-
ences, and feelings. When we integrate our personal
lives with our teaching lives, we often find that each
enriches the other. There is a wholeness in teaching
that arises from a connection with the cycles of the
seasons, and the growth of our students. It is a posi-
tion that allows us to become soctally useful, to re-
fute stereotypes, and to broaden the possibilities for
others. As one of the teachers said, '"Teaching allows
you to live through a large range of human-ness."

First of all, we spend a great deal of time (and
sometimes our own money) creating a well-provisioned
and interesting classroom. We arrange furniture and
materials to facilitate relationships among the stu-
dents and to create a diverse and appealing environ-
ment. In elementary schools, we spend much of our time
together with children in one room, and it's important
that it be as comfortable and rich in materials as pos-
sible. In some settings, this presents a real chal-
lenge; oftentimes parents may be asked to help con-
struct and paint bookcases or lofts, and the children
to lend books and things from home. Eventually, a room
reflects the efforts of all who work there, and becomes
to them, a special place:

I will give an example of how something comes out
and what I do with it. Shells and sand. Usually in
the beginning of school, the children have just come
back from the summertime, many of them have been to
the beach. I try to recapture that. I have a dis-
play of shells and sand in an outside display case,
or I display them in the room where the children can
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handle it. I have sand from different parts of the
country and some different parts of the world. So
there 1s a variation of sand in color and texture.
It's not in jars so children can feel it. The same
with shells. Children sort the shells according to
which shells they like the best or which are simi-
lar. Some they match with pictures in books. I
have some commercial shell collections that contain
elaborate, fancy and unusual shells. Children like
to paint pictures of them.

I also have live animals. I have a turtle, two
garter snakes, two toads, two guinea pigs, and two
rabbits. The children had the job of digging holes
and finding earthworms to feed some of the animals.
That is a marvelous experience for those children.
Two children who are very good at that just loved to
do that, finding those worms, putting them in a con-
tainer with soil, bringing them in and feeding them
to the animals. The guinea pig and the rabbit had
a number of litters during the year, and the chil-
dren were very much a part of that. From those ex-
periences came many questions about life and death
and birth and old age. Privacy became an issue when
new babies were born, because I would cover the cage
and the children were respectful of that. I felt
that through the animals, I was able to teach them
so much about what life was about.

Peggy P.

I like getting messy. I can't think of any job
where you can get messy and get away with it; where
you can sit for an hour and play with blocks. I
love saying, '"Now where am I going to put my water
table?" I just love that. It's so much fun, and
you can't do that anywhere else. I go home on pub-
lic transportation, and I have, you know, paint
spattered here, somebody's accident over here
You know, I think I should just wear a button that
says, "It's 0.K. I'm a teacher." They'll say,
"Yeah, that's right, she's a teacher.'" Those are
really strong reasons why I stay.

Lisa

Teaching can so totally engage us when we are in
the classroom, that the more practical or mundane parts
of our lives get pushed aside until the children leave
for the day:

It is so absorbing. When I'm in that world, I'll
put a note in my pocket in the morning with the
phone number of the doctor I'm supposed to call to
make an appointment, and I'll carry it around all
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day. 1It's just impossible to think of that kind of
thing when you're absorbed in something.  And, the
contrasting feeling, after vacation has sort of worn
down, of freedom, you get used to that. That dif-
ferent sort of pace of being able to lie down and
read something, or not. I don't feel as alive then
as I do in the middle of school.

Betsy

I like having a separate world to go to. There's

a line in Shakespeare's Coriolanus 1 like to quote.
I forget the situation, but he's really angry at
everything that's going on, and he says, "There is

a world elsewhere," and he stalks outside the walls
of the city. I've sometimes been all dressed up,
standing in the middle of some la-de-da kind of
thing, miles from school, on the weekend or some-
thing, and I think, "There is a world elsewhere."
It's wonderful, having this contrast in my head.

Betsy

Young people by their nature are lively and ex-
pressive, extending theilr knowledge through acticms,
conversations, and thought. Because of the multiple
perspectives within a classroom, there exists a liveli-
ness of thought that easily generates new ideas and in-
sights. That energy and exchange of ideas is the very
heart of teaching. The following conversation between
two experienced teachers focuses on the spontaneity and
interactive character of their work:

4.: I think the classroom mzkes room for every-
body's whole being. The liveliness of all that hu-
man experience sometimes makes me feel as if I live
in a popcorn popper. You can never predict where a
new idea will pop up or what all the responses will
be. Teaching is living on the edge; there is so
much energy and immediacy in a classroom. 1 wonder
why 1t is so hard to explain to others what it means
to have the experience ¢f being with children and
living all that.

R.: Lots of adults don't perceive the interac-
tiveness and wholeness of a classroom. They per-
ceive teaching as imparting, and learning as acquir-
ing . . . as something quite static. It's hard to
convey how many different voices a teacher is able
to hear or the range of feelings and experiences a
teacher encounters in a day with a group of chil-
dren. You're it: teaching allows you to live
through a large range of human-ness.

Allison and Rhoda
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There is a satisfaction with teaching that sus-
tains us through some of the daily frustrations we all
experience. Perhaps it comes from the feeling that we
are making a difference in a child's 1ife, while they
in turn open us to new ways of seeing the world:

I have always enjoyed teaching, and I like the
children. I‘'ve taught first, third, and fifth
grades, and I think each grade level was the best
age to teach. I stay in teaching because it keeps
me connected to the spirit and vitality of child-
hood, a connection I don't want to lose. It keeps
me connected to a part of my own childhood.

Bonnie

During the time they are with us in our class-
rooms, children often change a great deal, although the
daily rhythm that we establish in our teaching some-
times makes it difficult for us to perceive those
changes:

I like watching the kids change. You don't even
really see it. One month you're having this incred-
ible trouble with Thomas, and seven months later,
he's this kid who's just amazingly bright, mature,
and self-reliant. You think, 'My God, remember when
seven months ago you were having parent conferences
every week to find out what to do with him?" These
changes are really exciting to watchl!

Lisa

I love to see children come here speaking no
English and ending up speaking and communicating.
I love what they have to say. I love hearing their
thoughts. M., for instance, was here last year and
spoke very little English. Today, a year later, I
was playing a game with her. Now all she needs to
refine her English is some review. She's just very
funny! Today we were playing with some dialogue,
and I said, '"That's my pencil,'" and she said, 'No,
it's my pencil," and I said, "Are you sure?' and she
said, '"Yes, that's my pencil. I brought it from
downstairs.' I mean things like that, to have her
converse more. Her ideas just made me laugh as she
was going on. You just get to know their personal-
ity, and that's what I like. You know they're so
quiet at the beginning, they don't know anything,
and then they open thelr ideas, which is great. And
I just love hearing them talk in English.

Maria
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Close relationships with children based on trust
and caring often enable us to give support to children
through some difficult times. It allows us to make a
real difference in a world which is becoming more dif-
ficult. Learning is hindered when a child is intimi-
dated, hungry, tired, or angry, so we try to ease what-
ever difficulties we sense. Often both parents work or
there may be only one parent responsible for raising
several children. Creating a classroom community in
which each child feels secure is very satisfying:

There's therapy in it without you being a thera-
pist. That I like. In the course of a year, you
want this one to be able to kind of let loose, and
try something that she thinks is dangerous. Or, you
want this one to be able to control herself when a
fight comes up, and to figure out ways to solve it
with her friends. And then there's the idea that
the environment can help a kid calm down or become
more peaceful with herself or enjoy 1life more. I
love it when a year passes and I see a kid who is
happier at the end.

I guess the last thing to say is, I've had a lot
of different jobs. In a lot of those jobs, I'd sit
down after four, five, and six months, and say,
"What were those things that I did that I thought
were worth having done?" And lots of jobs you can't
really say anything. There's just literally noth-
ing. One job I remember, I figured out the only
thing I had done that was worthwhile, was washing
the windows in the office. We can finish five, six
months of teaching, and know there's an enormous
amount that we did that's really socially very, very
useful. And that's very satisfying to me.

Ginny

Maria, an ESL teacher who works part time in an
urban school, enjoys the contrast between working with
children and adults:

I have an afternoon job, I work at the airport,
and I work with adults. Children are so innocent
and warm, and they're funny. Adults are ina differ-
ent category. I mean adults are worried about their
afternoon and their daily life and their work and
everything, so it's very different. With children,
it's so much more interesting.

Maria

Much of the talk about education these days cen-
ters on ideas of excellence and the widespread use of
tests to assess if children are ''getting the basics."
Those of us in the classroom want excellence too, but
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we also want children to be able to find their own con-
nections between ideas and experience. We are con-
cerned with the fulfillment of potential, not just
finding the deficiencies. An important part of our
work is keeping alive the curiosity and wonder that
facilitate real knowing, the personal process of making
sense of the world:

It's very serene for me to teach, and rewarding.
I like what I learn with them. They teach me how to
become a better teacher, actually, because I'm able
to see their needs. I really struggle to see if I
can satisfy those needs. You can't teach every kid
the same way, because they are all different. When
I get a student I cannot get through to, it's a
challenge for me, and I find ways to be able to
reach the child. And when I do, I feel very suc-
cessful. It's like a test, but it's stimulating and
that's fun for me.

Maria

I like teaching, because it keeps me awake. Each
day, as people have said, is different. The needs
of the children change and their enthusiasms change.
I find that plans are a kind of valuable structure,
but in the end, unless I'm awake and really in tune
with what's going on with each of those children at
each moment, it's really for naught. It's the kind
of job where if you get into a routine and don't
have your eyes open, so to speak, you feel it. I
feel it. I feel I become bored and unhappy. I like
being right there in the moment. I am also fasci-
nated by the children's creativity, by the ideas
that they've come up with. I love to begin a rela-
tionship with them that goes on throughout the year.
In the course of that year, I see them kind of grow-
ing into themselves. They've been themselves all
along, but they haven't necessarily been able to ex-
press themselves. I love to see them taking risks
and testing out their ideas and speaking their
minds. That's really a rewarding experience.

Tamara

Many small interactions with a child over a pe-
riod of time add up to gradual changes that are even-
tually noticeable. We watch carefully and listen in-
tently to discover what the next step in learning
should be for a particular child. Teachers work hard
to find just those right moments which facilitate
learning:

I respect what children know and their eagerness
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to know. I love finding things out and enjoy engag-
ing children through content. The content, whatever
it is, science, geography, provides something we can
lock at together. They say things, they ask ques-
tions, and I can watch and listen and find ways to
hook them up with what they want to know and do.
When I can make that link with a child, it’'s like
turning on a light. The child suddenly sees so much
and understands, not just one thing, but how the
something she just saw is linked up with other some-
things.

Kate

I watch a particular child for a few minutes at a
time, or I study the interactions among members of a
group. I invite colleagues who are free to do ob-
servations for me. I note who is being asked for
help, and what response is given. I listen to lan-
guage, and observe movement. Lately, I've added a
refinement: I leave the room for a few moments,
then slip back unobtrusively. This isn't meant to
deceive, since the children know that I'm doing it.
Its value lies in the fact that it gives me the op-
portunity to see things with a fresh eye, and with
a little distance,

Alice

Assessing what or how much a child understands
can only be achieved over a period of time during which
we can see the child experience things in a variety of
forms and we can help them make the connections. How
we do this varies with each teacher:

- There is a constant self-discovery in teaching.
1'11 explain something to a kid and I'll find in
order to explain it, I will internalize it even more
deeply in myself. I'1l see connections that 1
hadn't recognized before. It's certainly true in
mathematics. As I explain things to a first grader,
as I try and get a first grader to discover things,
we'll head into a whole lot of other parts of my
being as I pull in this from growth or this from
society, this from trucks on the street . . . golly
knows what I'11 bring in as some sort of simile.

Alan
Teaching affords the intimate experience of
watching lives being lived, and lives taking shape.
There are rhythms to our days, and cycles to the years.
The process is endlessly fascinating, and never boring:

This business of cycles and returning . . . it
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has a lot to do with the seasons. When I go up to
the country, I like to walk the same paths again
and again. It's a circular path that I take. I do
it through all the seasons, and although I've been
doing it for 10 years, I mever get tired of it.

I discovered an apple tree last week that I
didn't know was there. I had to laugh at myself,
because I was throwing rocks at the apple tree to
get some of the apples down. I tasted one that had
fallen on the ground and it.was so delicious. I had
to bring some back. I had never seen that apple
tree before even though I do that walk again and
again. Well, in a way, teaching is kind of 1ike
that. Every year you have the seasons. The insect
pictures go up and the praying mantises come in.
The gingerbread house gets built, and the Valentine
cards magically appear at just the right time.
Somehow you get the eggs done, and roses come in
and you sort them. With 211 of the same things that
you do, there's so much variety within that, that
each year, even though you're deing the same thing,
it's different every time.

Lynne

Dan, because he is a principal in the school
where he once taught, has an opportunity to see stu-
dents over long spans of time:

Teaching is the most important thing to do on
Earth, especially teaching young children in the
primary years. One of the joys of teaching is the
idea of time and recycling. I enjoy seeing the
children of people I've taught when they come to
school, as well as listening to the recollections
of my former students. I regard those students who
return to visit from junior and senior high school
as my friends. A friend of mine who is a doctor
said, "All we do is fix and repair the body mechan-
ics. We just keep bodies alive. You teachers give
them the reasons to live." ‘

Dan

Teachers of young children need support because
teaching is noted for its relatively low pay, low
status, and lack of political power. Often our ability
to think is considered on a level with the ages of the
children with whom we work. It is an attitude that
exists even among high school level teachers in the
same school district. Many regard the teaching of
young children as primarily caretaking. It is one of
the reasons it is often more difficult for men who
choose to work in this field. But despite counseling
from parents and college teachers who think they should
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be doing something more appropriate for their sex, many
men persist in elementary teaching. Men, in a part of
the profession traditionally dominated by women, have
the opportunity to learn and come to value what we gen-
erally think of as feminine virtues: acknowledging the
human need for warmth, recognition, and affection:

The advantages of being male are hard to separate
from the talents and interests that first led me
into teaching. When a second grader learns to read
in my class, after a frustrating year with a teacher
down the hall, is it because I am a man or because
my style of showing enthusiasm for reading happened
to catch a child's interest? Or is it because that
child just needed a year to grow into an awareness
of written language? No one can say for sure.
Nonetheless, I enjoy knowing that I have made a dif-
ference in children's lives, whatever the reason. I
also like to imagine that my presence in the class-
room is a quiet force for social change, that having
a male teacher will enable young children of both
sexes to imagine a broader array of possibilities
for their own lives.

Lee

Women, too, experience prejudice due to societal
expectations, particularly in math and science, a view-
point often reinforced in schools. But, with the help
of sensitive teachers, children can have positive mod-
els for learning in these areas:

In teaching, I felt that I could do a lot of good
things for children. One important experience I had
had to do with a snake. I never could stand snakes
and couldn't even touch a bug. I hated all that.
One day, the children in my class caught a snake and
brought it to me. I didn't want to show them my
fear, because I didn't want them to end up with the
fears I had of snakes. So I felt I had to learn
about snakes. This later extended to whatever the
children wanted to learn about, and gave me an op-
portunity to learn about things as well. Before
this, I had had no real incentive, nothing that I
could be passionate about.

Rhoda

Teaching is a consuming intellectual occupation;
it affects all areas of our lives, perhaps because we
share so intimately in the lives of others. We wonder
about individual students, about curriculum areas,
about special school events, about our relationships
with parents, or about our ability to teach. If we
happen to meet another teacher at a party or on an
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airplane we can talk for hours, sometimes to the dismay
of our companions:

I'm dreadfully curious, not only about things,
physical phenomena, but about the way people handle
situations. When I'm working with kids, or when
I'm working with adults, I love watching that ''aha.'
I love watching the eyes glow. It's something I've
been working on with them for some time without say-
ing it specifically to them. You know, you work
around behind them and you present new things. You
toss out clues. You want every way possible to
avoid discovering it for them. You want to keep on
tossing out little wmoodges and finally they say,
"My God, that's it!" When that happens, I just feel
such a sense of having done something very special
for them, that I hope they can then do for others.
Because, not only have they discovered something,
but perhaps they've discovered HOW they discovered
it. I love watching kids' eyes as they're deeply
involved, seeing into thelr mental processes, trying
to figure out how I can help them become something
different, that whole thing of being a facilitator,
of getting things started and supporting others
while they get it together; then leaving them self-
sufficient and self-supporting so I can move back
and still be a resource, but able to be called in
(and they know that I can be called in). Of course,
they know that I might not be able to solve the
problem.

Alan

What excites me, is to explore with children in
such a way that, momentarily, I might be privileged
to see as they do (or close). Without those thrill-
ing and intimate moments, I'd be bored and frus-
trated. What teaching allows, is that I bring the
sorts of things I've sketched and written about
(anthropology, linguistics, living abroad and in the
rural South) together in relationship with particu-
lar people . . . mainly children, but also parents
and colleagues. What excites me is that I can
weave them together, but in the context of the rela-
tionship between the children and myself. If I felt
I were reduced to an instructional automaton, I'd
leave. A robot can instruct, can dole out skills
and facts. The teaching happens when I have the
opportunity to respond, out of my particular rela-
tionship with the children, out of moments of co-
participation, to their thoughts, feelings, flights
of fancy; to their passion, with my own.

Ellen
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Jessica, like Ellen, teaches in a small, New

England town. She considers something she calls, "the
principle of participation," to be at the center of her
teaching:

Something I call the principle of participation
has been a notion I have used to think about myself
as a teacher for years. Participation is the effect
and process of entering into another's perspective,
not simply understanding, but, briefly, living it.
And living it in such a way that the other is aware
of the effort and the perceptica, in such a way that
a recognition takes place. The more I reflect on
the high points of my experience as a teacher, and
the ongoing, steady work as well, the more I realize
that this action is essential to my work. I some-
times think that doing that is how I think, and I
know that I have generated some of my most success-
ful teaching gestures doing that. Why? And, is
that all?

Knowledge is what I'm after for my children. By
which I do not mean the acquisition of facts, but
rather the perception of value. As I have thought
about participation, and its relation to my interest
in the acquisition of knowledge by my students, I
realize the word only expresses half the action.
Participation, and then something else . . . re-
flection, distancing . . . something that gives room
and allows me to incite my students to participate
in an enlarged perspective, to give them room to
create knowledge . . . a sense of worth, value, and
their own participation in the world.

Jessica

To give all our students a semnse of worth in a

society that often says not all are equally worthy 1is

an important task. For Naomi, participation takes on

a more political meaning, an active stance grounded in
ideals of justice and caring:
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I have a vision of how things should be . . . a
world based on love, on trust, on sharing. This ad-
mittedly idealistic vision, is also potentially
radical because it implies the need for deep, funda-
mental societal change. Because my vision is based
on love, the change that I see as necessary cannot
be based on force or vioclence.

Non-violent social change can take many forms.
The course of action I see ahead of me lies with the
schools and my future role as a teacher. I do not
want to be a teacher in order to indoctrinate people
with my version of reality, but tc inspire people to
think and to question all mythologies, to see the



world freshly for themselves. That is the kind of
teacher I want to be, one who allows people to be-
come aware of their own unique human potential. By
so doing, I hope to, in a small way, open up their
social human potential as well.

Naomi

As the only adults in our classrooms for the ma-
jor part of the day, we must relate to students with
understanding and patience in a variety of situations.
Our relationship with our students determines the tone
and atmosphere of our classrooms, so it helps if we
think well on our feet and maintain a sense of humor.
Gradually, through time and practice, we come to know
when we are just getting by, and when we are really in
touch with our students' learning. We try in as many
ways as possible to nurture and sustain those moments
where real learning occurs:

I like the way you have to do 10 things at once.
That's a lot of fun for me. You might be teaching
math, but you also have to bring to bear zll the
stuff that you learned in reading poetry or novels.
You have to be an artist as well as be skilled in
people-management. There are so many things!

The other thing I like is that feeling of being
in the hub of this busy circle of kids all day long.
I love that feeling of all this hum going on, all
this stuff happening. You're not necessarily even
talking to maybe one kid at a particular time, vet
you know that some things you've set in motion, some
things you're sort of managing, and some things are
happening inside your head.

Ginny

Rather than just knowing cognitive levels and
teaching techniques, we regard teaching as an art, an
integration of a lifetime of learning with our work.

We put a great deal of ourselves into our teaching, and
as a prefession it stimulates us to find out things on
our own:

There are two big things that teaching makes pos-
sible for me. One is, as other people have said,
that it gives me a reason to keep on learning all
the things I want te learn. I don't ever have to be
a finished person. I can keep gaining new inter-
ests. I can keep starting off with a new craft or
trying out a new study or learning about a new area.
I can always justify it by saying that it's going to
improve my teaching. It's going to help my career.
I can always go in and start on a new section of the
books at Encore, because it's going to help my
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teaching. There's always that incentive to keep
pushing myself and changing myself, because there's
that reflection of what I learn in what I can teach.
I really like that a lot. That's what is exciting
about this year.

Tamar

Teaching becomes exciting where there is some
freedom to shape the setting and events in a classroom.
Constraints in public schools often make it difficult
for teachers to shape their classroom learning environ-
ments in ways they consider meaningful. For that rea-
son, they either leave the profession, or find a set-
ting that is more congenial.

Some teachers, however, are now learning how to
apply for grants that bring badly needed funds to their
school or district. Because the teachers rather than
the administrators are the applicants, they can struc-
ture the grants to suit their particular needs. Uti-
lizing community resources is another way of extending
classroom learning. For example, knowing just where to
find milkweed in order to collect caterpillars in the
fall is a handy thing to know:

I know then that I did some of my best teaching
in that school. The three-year grant to integrate
the arts into all areas of the curriculum allowed
for risks and experimentation that was enlivening.

I had a great deal of control over certain parts of
the curriculum and could share my own interests in
music, crafts, and global studies. We made many
trips into the community and visitors came to us.
The freedom to block out the day except for special-
ists, gave us a flexibility that we treasured; we
could follow something to its natural conclusion,
and disruptions were minimized.

One of the memorable things that happened during
that time was the construction of a passive solar
house across the street from the school, directly in
front of our classroom windows! We began to watch
it being built, but that was not enough. After a
few daily visits to the site, we met the owner, who
was also the designer and builder. It turned out
that he was very good at explaining building tech-
niques to the children, so we joined with another
class and documented the entire construction from
start to finish. At the housewarming party for our
new-found friend, we were able to present him a copy
of our work, complete with photographs. During the
making of the book, the children learned a great
deal about the reasons for solar construction, even
why he had chosen a passive system. Since the house
was a prototype of others he hoped to build, it was



meaningful for him as well.
Karen

Teaching gives me a sense of things building, how
what I know is built on years of learning from other
people, and hearing other people's experiences, ad-
vice, and stories. I still have a friend who calls
me up when there's a rainstorm saying, "You have to
come over now, because that white ocak tree that
sprouts now, and doesn't need to have the acorns
over winter, has shed its nuts all over." I've been
there, headlights on, at 9:30 at night picking up
those acorns. I really get a kick out of it, watch-
ing myself do that, thinking how many years I've
been doing harebrained things like that. I love
knowing about that white oak. There is a nice feel-
ing about that kind of culture that has developed
out of our practice of teaching.

Rhoda

By being open and sharing our experiences and

feelings with the children in our rooms, we free them

to do the same. Lynne is an artist and a writer, and

encourages children in her room to express themselves

through a variety of mediums. By sharing her writing

with her class, she lets them know writing is not just
something they do in school:

I read poetry to my second graders over the
course of a whole year. As often happens, around
February or March of that year, the children started
to write poems. One kid did, and then she read her
poems, and then somebody else picked it up. Another
kid picked out a poem that she really liked, and
read that. We started to talk about the book, The
Bat Poet, by Randall Jarrell. I don't know if it's
suitable for second graders or not, but they got a
lot out of it. Jarrell's description of the animals
both in poetry and prose are just so remarkable, so
different in the two forms, yet so right on target.
Children really appreciated that. While I was read-
ing that book to them I went up to the country, and
for the first time ever, walking around at dusk,
which I don't usually do, I turned around and there
were some deer standing there. All of a sudden, my
senses were just tuned in to those deer. I got back
to the cabin and I wrote a poem. Now I'm not a
poet, and I don't often write poetry. I wrote a
poem and then I worked on it a little bit, so I had
two versions of the poem, or maybe three. I'm not
sure whether I did it then or I did it later, but I
also wrote a prose version of what happened. I went
back to the school on Monday, and I read that to the
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children, all of it. That way of integrating my
personal life with my classroom life was very excit-
ing and meaningful to me.

Lynne

In our classrooms, there is an energy and a sense of
immediacy of life that is found in few other places.

It is unusual to have work that allows one to be ef-
fective in such an intimate and positive way. Our work
is with the whole person, to which we bring the full-
ness of our own experience and knowledge. It is sig-
nificant that the words teachers use in speaking about
life in classrooms are these: excitement, satisfac-
tion, challenge, feeling, aliveness, growth, change,
eycle, and rhythm:

I didn't stay in teaching. What was exciting
about teaching for me got transformed and became
other things that I do that are still related to
children and to adults. There are lots of possi-
bilities, challenges, and problems to be solved.

The cycling of time fits my rhythm, my working rhy-
thm very well: the changing of the seascns, the
newness of each year, the break over summertime.

The seasons are very much with you as a teacher,
especially if you teach in a setting that lets the
outside in to a certain extent. Even if you don't,
you still feel it. You feel very close to the
Earth, and to people. There's little that's hidden,
it's right out there. Kids feel they're right out
there. Parents and teachers also feel passiocnately
about their children and their work. So teaching
encompasses everything, including the natural world.

Edie
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Hard Times
Anne Martin

To those outside the profession, teaching can ap-
pear to be an easy job: short hours, steady employ-
ment, and long summer vacations. Aside from the much-
publicized concern about violence in the schools, and
the issue of low pay (which has only recently come to
national attention with the acute threat of a teacher
shortage), not much is generally known about the diffi-
culties inherent in the job itself, and the difficul-
ties that are engendered by conditions within schools.

While the failures of schools are fair game for
everyone, from the level of neighborhood gossip to
scholarly journals and national reports, the role of
teachers in that failure is perceived in a confusing
variety of ways. Teachers are romanticized as heroic
but ineffectuzl, pitied ("I don't see how you do it'),
blamed for all of society's ills, generally ignored
when i1t comes to drawing up school reforms, given con-
stant advice and mandates. Lip service may be given on
"Teacher Appreciation Day,' but most of the time teach-
ers feel neither appreciated nor really listened to in
their concerns about the children they teach and the
environment in which they work.

Teaching is a tremendously complex job which de-
mands constant effort, patience, energy, thought, con-
centration, and dedication. It absorbs teachers abso-
Iutely during class hours and haunts them after school.
The challenging problems of curriculum and children's
needs insist on presenting themselves to be grappled
with at any time of day and night, frequently even in
dreams. ‘

Sometimes I long for z nine-to-five-job, one
where I leave my job when I leave the office. In-
teractions with children and between children are
50 intense, the constant dynamic between child,
subject matter, and teacher so involving, that it
is impossible for me to stop thinking zbout my kids
simply because it's five o'clock. In addition, I
am keenly aware of the responsibility I bear as
teacher. I take this job seriously. So when I
take a shower I worry about Janie's writing (she's
having trouble with endings) and think about where
to get silkworms. Cooking soup for dinner I wonder
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*Except when quoted
from already published
material, teachers in
this chapter are given
pseudonyms.

why Brandon is so angry and what should we do for
Physical Education if it rains? Running in the
morning, I try teo figure out yet another way to
help Jason get organized, and how to relate the
spread of Islam in the Middle Ages to my fourth to
sixth graders. And sometimes in the middle of the
night I wake up feeling worried about not doing
enough or knowing enough or being understanding
enough.

Theresa*

Because teachers are working with growing peo-
ple, there are never clear ‘answers or conclusions, only
further insights and more informed decisions. For con-
scientious teachers, this leaves room for continual
self-questioning, doubt, and concern, some of which can
lead to improved practice and some of which can be de-
structive. The way teachers deal with and learn to
make use of these inner pressures depends not only on
their particular personalities, training, and back-
ground, but also on outward circumstances.

Each school system, and each school within a
system, has its own characteristics which strongly af-
fect a teacher's work in the classroom. The atmosphere
in a school building, the physical arrangement of a
classroom, the character of a school staff and adminis-
tration, the availability of supplies, the daily class
schedule, can all work against teachers as well as for
them. Often school buildings are in bad repair or were
poorly planned in the first place, classrooms are OvVer-
crowded and under-equipped, materials are in short sup-
ply or virtually nonexistent, school personnel are too
burdened to help each other or unable to do so for
other reasons, class schedules break up the day into
disjointed fragments, time is wasted on trivial admin-
istrative tasks, teachers are assigned large and diffi-
cult groups of children and left to "sink or swim" on
their own.

For teachers who are already pushing themselves
to the limit, trying to find effective ways to teach
every child in their classes, the daily frustrations
can become overwhelming. If external and internal
pressures mount and there is no counter-balance of per-
sonal and professional support, teachers will feel in-
creasing strain, exhaustion, anxiety, and sometimes
anger both on their own behalf and on behalf of the
children whom they care about and who, they feel, de-
serve better than what they are getting from the
schools. Teaching then tends to become a debilitating,
discouraging job rather than the stimulating, satisfy-
ing profession it could be.

New teachers, arriving with high hopes and 1it-
tle classroom experience, are often placed in the most
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difficult schools, holding positions which tenured
teachers have managed to escape. Under particular
pressure to prove themselves to administrators, other
teachers, parents, and children, they may find them-
selves not only working constantly just to keep their
heads above water, but also suffering from much anxiety
about their roles and how (or whether) they are ful-
filling them:

I worried over every piece of paperwork I got
from Central Office, I worried about writing report
cards, I worried about all the procedures I knew
nothing about.

This particular teacher, in her first year in a
public schoel in Fairbanks, Alaska, did not receive
help from her principal. On the contrary, he impressed
her by '"his lack of support for his staff in the face
of parental questions or opposition.” Nor did she feel
comfortable teaching a required curriculum that did not
seem to connect with the children and their needs:

I never realized what an important thing it was
to know that your principal would go to bat for you
if necessary. It is possible that he treated me
differently because I was a first-year teacher. But
I sincerely think that he had no good ideas of his
own for dealing with kids, and so he took the par-
ents' stand because he feared that he might make
waves if he didn't.

His philosophy of teaching and classroom manage-
ment was very traditional. We were expected to
stick to the standard curriculum to the letter. In
first grade we had to teach something called Action
Reading, which is a regimented, highly organized,
follow-the-manual approach to teaching based on
drilling skills for three-quarters of the year.
While Action Reading had some merits, and I use a
couple of things from it to this day, I hated teach-
ing it as the only kind of reading program. But I
had no choice--and many of my kids who were ready
for real books from day one did not get enough of
that. There was very little innovation in that
school, and I believe it was because the principal
and much of the staff had been there a long time and
neither expected much from the other. People did no
more than was required of them. That's fine in many
other jobs, but not in teaching .

New teachers often enter the profession with im-

possibly idealized images of what teaching children
means:
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Somehow I entered teaching with the mistaken no-
tion that in order to be nurturing with children I
had to be forever patient and understanding. Given
the responsibility for contrelling the emotional
roller coaster of a kindergarten class, this self-
expectation left me totally unprepared . . . I have
talked with many female teachers who worked through
the same unreasonzble self-expectations in their
first years of teaching. Classrcom management is
always a big issue for beginners, until they learn
to define limits clearly and cultivate that special
presence of the experienced teacher. Perhaps I
was no different, no more burdened for being male.
Nonetheless, I felt extremely overwhelmed by the
feelings that raged through my classroom. My up-
bringing taught restraint and perseverance, two
qualities that made me a poor model for channeling
disagreeable feelings in constructive directions.

Ron

Not all new teachers survive the ordeal of their
first years, even when they have the desire and ability
to become good teachers. Whether they make it may de-
pend less on personal characteristics than on the bal-
ance of pressure versus support.

The physical setup of a classroom can be a cru-
cial element in determining the kind of teaching that
is possible. Some people might envision classrooms as
calm, orderly places, equipped with books and learning
materials, an environment designed for children to
learn. This image may be far from reality. Ramona,
who teaches seventh and eighth grades in a Philadelphia
public school, '"a converted panty hose factory," writes:

I walked upstairs to the makeshift classroom {(a
corridor that was converted a few years ago to two
temporary classrooms) where I meet my homeroom
class. There is no door on my makeshift classroom.
Kids running down the hall have torn it off twice
in the last few months, and no attempt has been
made to put it up again. This means that those stu-
dents who sit in front of the doorway are distracted
by anything that goes on in the hallway, students
coming and going, teachers reprimanding children,
etc. Noise is another problem; the c¢lass next door,
which is not completely partitioned off, is often
boisterous (te put it mildly), and whatever I do
with my class must be adjusted to that fact.

In the same city:

The first time I saw the building where I was
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going to teach I was totally focused on meeting the
exiting teacher and looking at children's work. I
did not become conscious of the horrors of the
building until I had worked there two or three days.

The building was a rented annex to the large
school across the street. It was a one-story brick
structure in the middle of a row of storefronts.
Nothing identified it as a school--not even a num-
ber. I found myself telling people it was the noth-
ing building between the laundromat and the rug
store.

Inside, the building was divided in half by a
wall. One side contained the lunchroom and a class.
The other side had two classes. My space was the
front of the two-class space. The children from
both classes entered through my space. In turn, my
children went through the other class to the bath-
reoom and the lunchroom.

The building had been designed for use by men. I
base this assumption on the fact that the girls'
bathroom had one toilet. This was shared by 50
girls and all of the staff. There wasn't even a
lock on the door when I first arrived. In the be-
ginning I believed children had rights and I waited
my turn for the bathroom. After a period of time I
began to use my teacher power and moved children out
of the way.

The open space determined the schedule for the
day. It was necessary for both classes to do the
same thing at the same time because of the noise
problem. I found this very restrictive and began to
look forward to those rare times when the other
class was gone. The other problems included such
things as a front door which didn't latch properly,
making the building unsafe, windows that didn't
open, an air-conditioning system which required re-
pair every spring, and plumbing which broke down
frequently.

I found out in a roundabout way that the princi-
pal was going to put a fourth class in our very
crowded building. I was so distressed that I began
contacting other teachers and parents for help and
support. The principal was very angry that I should
do such a thing. I felt that I was not getting
through to the principal until I began to graphi-
cally describe what it would be like to go to the
bathroom with the new class in the building. All
of the girls and all of the staff would have to go
through that class space to get to the one-toilet
bathroom. The principal's response was that he had
never thought about what the staff did for a bath-
room. As a result of this conversation, the class
was not placed in that space.
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I was aware of the building every day for those
five-and-a-half years. I alternated between being
angry and being philosophical. But in the end I was
resentful of the time and energy devoted to the
problems--time away from children and teaching.

Phoebe

While urban school systems demonstrate the fla-
grant inequality of resources in our society, even
relatively affluent suburban schools may create envi-
ronments that present obstacles to learning:

My kindergarten classroom is actually not a
room at all, but a designated area in an open-
space building. Walking into the back door of the
ground floor, you are immediately confronted by wide
vistas of open space reaching across the whole floor
and upward into irregular sharp-angled ceilings.

The red-carpeted floor is littered with bulky, free-
standing furniture in warring hues of blue, yellow,
orange, green, and white, while the wallpaper tends
to be an unlovely shade of mauve or orange. There
are staircases so unfunctional that teachers have
blocked them off with furniture, and platforms and
pits so unfortunately placed that they become no-
man's land because their use would disturb adjoining
classes. In an unwalled primary area for about 200
children, there is constant noise and motion; the
unceasing flow of voices and activities. (In the
last few years, some ticky-tacky wallboard parti-
tions have been put in as a visual, if not auditory,
barrier between many of the classes, but not in my
kindergarten area.)

In winter, lunchboxes, jackets, boots, and mit-
tens overflow the awkward coat closets and are
strewn haphazardly across the passage. It takes
skillful jumping and weaving to make your way from
my kindergarten area to the rest of the school. The
overall impression is a painful jangling of colors,
noise, and crowded space. The atmosphere is condu-
cive to running, hanging on unnecessary railings,
jumping down large carpeted risers that turn out to
be hollow and reverberate with loud thuds at the
lightest footfall. For children those are the con-
stant temptations (thwarted daily by teacher pro-
hibition), while adult visitors usually seem im-
pressed by the modernmness of the renovated
building.

For a teacher, the physical setup is a continual
source of frustration and exhaustion. There are no
storage spaces except for inadequate movable cabi-
nets; no counter space for displays; hardly any bul-
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letin boards or blackboards; no nooks and crannies
for special activities; not enough room for chairs,
tables, or children (not even enough chairs, for
that matter, since the original ones were so flimsy
that they get broken every day and thrown out by
custodians, but not replaced). Worst of all, there
is no way ever to have silence, while at the same
time every teacher feels chronic guilt at the ordi-
nary classroom noises which are bound to disturb
other classes. Group discussions are carried on
against the perpetual din, and small voices drift
away into the general clamor. How to teach "listen-
ing skills'" when you can hardly hear anyone a few
feet away from you?

The whole thrust of a teacher's day is to battle
the school setting into submission, to supply for
the children the order, calm, security, and sense of
purpose which they so badly need and which is so
conspicuously lacking in the physical enviromment of
the school.

Ruth

It seems self-evident that whatever the school
setting or classroom arrangement children need books,
pencils, paper, and concrete learning materials. How-
ever, in many schools, supplies are hard (or impossi-
ble) to get hold of, and teachers have to make extra-
ordinary efforts to equip their classrooms, frequently
spending considerable sums from their own salaries to
buy what they need. Sometimes supplies actually are in
the schools but under lock and key with no generally
accepted procedure for giving teachers access to what
they need. Under those circumstances, even the most
ordinary materials acquire an aura of great value and
desirability, so that teachers (as well as children)
have to scheme to appropriate pencils, erasers, chalk,
ete. Knowing the ropes 1in a scheol may include in-
side information on how to obtain necessary classroom
supplies:

This morning, after signing in, I cornered the
roster chairman, an old friend, who is also the per-
son in charge of one of the two reading materials
closets in the school. I got him to give me the key
to the closet so that I could get a few books. I
felt like a kid who had just been given the key to
the candy cupboard, and ran to the fifth floor
closet. As I went through the materials, my eye
spied so many things I could use. There is such a
poverty of materials in the public schools. Stu-
dents have to share books, making it impossible to
take books home for the most part, and often what we
have is in poor cendition. This situation has been
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getting worse over the years that I have been teach-
ing, and I consider it a serious problem. Then I
thought how wrong it was for me to have access to
the materials closet because I am friendly with the
person with the key. What would I do if I did not
know him? Too many things seem to be that way in
the schools. Furtively, I took a few more books
than I originally asked for, and then headed for my
main classroom.

Ramona

The importance of the physical setup of the
classroom, and the time it takes for a teacher to fur-
nish the kind of classrcoom she wants, is not always
recognized by administrators who shuffle teachers to
different rooms, grade levels or even different build-
ings, as school population numbers shift. Eileen, who
teaches in a small New England town, writes:

I am tired, tired of packing and unpacking my en-
tire classroom, something I have had to do nine out
of the twelve years that I have been teaching. I
have had to spend too much time trying to remember
what I still have, and where it is. Alse, each
classroom had a different layout, so there was no
area consistency to help me remember.

As zn elementary teacher in the primary grades, [
am expected to create an environment where 20 or
more students spend most of their day, comfortably
living and working together in one room (how many of
us spend even one whole day in the same room with
one or two of our own children?). Having done that,
I am expected to teach all subjects to children with
a variety of abilities and learning styles. The
planning and energy needed to create this environ-
ment and maintain it are not undertaken lightly.

The materials I have in my room are not just books,
paper, and pencils; many of them are things that I
have purchased myself, or have collected over the
vears (things such as looms, scientific equipment,
aquariums, cloth, and sewing materials, as well as
the large classroom library of children's books}.
The last time I packed up my room for a move, it
took 60 large moving boxes and three days. The con-
tents in each of those boxes is essential to the
kind of teaching I like to do; with a variety of ma-
terials, I can provide an environment that intrigues
a variety of children. Those materials are my
teaching tools, and I use them to create a community
of learners.

In addition to the disruption caused by the phys-
ical move from one room to another, there are often re-
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assignments of teachers to a different school, which
means having to adjust to a new building, new Staft,
new group of parents, and a different community. Some-
times a whole school is broken up and merged with other
schools, causing an abrupt break in familiar routines,
and the loss of school traditions and personal relation-
ships. Teachers and children are left at loose ends
and have to start all over again to make new ties:

Needless to say, things were polite but tense in
the new school. Our previous staff of 15 was now in
three separate buildings, and all were so busy set-
ting up new classrooms and learning new procedures,
that they lost regular contact with one another. In
the buildings, as they were newly constellated, the
usual willingness to share was suspended while all
of us nursed our wounds. Gradually, new relation-
ships were formed, and hoarded materials emerged
from cupboards and closets. The children too were
wary; best friends were separated simply because
they lived on a different bus route on the other
side of a line dividing the two schools. There were
frequent quarrels on the playground until new
friendships settled in. Even the building was in
a state of disrepair, because major renovations were
not yet finished. At one point, the workers went on
strike while putting up windows in January! The
school grounds looked like a battlefield with rubble
and large equipment, and since they were roofing,
there was the constant sound of hammers.

The yvear was spent getting to know a whole new
group of parents, who expected that traditions pecu-
liar to their former schools would be continued.

The staff didn't have the energy to do anything
other than unpack, set up new classrooms and teach;
the physical disrepair of the building was an appro-
priate reflection of our inner states. Several of
us took to going on a brisk mile walk during lunch
each day, which, although against district policy,
was a2llowed that year. During that informal time,
away from the building, we became friendlier.

Eileen

Continuity--the opportunity to work with people
for a long time so that you can get to know them well,
to create class and school traditions, to build friend-
ships among children and adults, to stay with projects
on a long-term basis--is rarely considered a priority
in school policy. In a society where fragmentation is
increasing, where many children experience personal
loss and separation in their own families, schools ac-
tually add to the discontinuity. Classes are broken up
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every year into new groupings, friends are divided, so-
cial bonds cut. Each year brings a different teacher
with a different teaching approach. New curricula may
be tried haphazardly and quickly dropped again, to be
displaced by quite different programs. Days are frag-
mented into small segments by specialist schedules and
special services, and there are constant, mostly need-
less, interruptions:

Time is stolen for children to line up--come in--
go out--get books--sharpen pencils--get materials--
go to the bathrocom. They just settle down to listen
or work when the principal makes announcements over
the loudspeaker ("The Lost and Found is growing'').
It is the time he phones to ask me to send my roll-
book to the office. 'While I have you on the
phone," he says, "would you tell me . . ." It is
also the time for fire drills, assemblies, rehearsal
for a play, and cancel reading for a special assem-
bly--cancel projects for a library lesson--cancel
recess (inclement weather)--the science teacher is
out, you'll have to keep your class during your prep
time--hold your class until we call you for assem-
bly, we're running a little late, but bring them
quickly when we call. We have a substitute to make
up the prep time you lost--I'l11l send him at 1:15.

Kate G.

Even when the intention is to give children the
special help they need, the resulting fragmentation of
the day can make things more difficult for both chil-
dren and teachers. The following is an account of how
specialist services worked for a particular child and
the whole class in a rural first/second grade:

Alan was a seven-year-old who had the affect and
body of a much younger child. He was relatively
isolated within the class. He often positioned him-
self physically outside the group, played alone, and
made comments in conversation that seemed bizarre to
his mates, disconnected from the thread. Relation-
ship was a difficult area for him. His relation-
ships had a quality of stiltedness, and tended not
to endure. His tentative inroads to relationships
tended to come through work--through his interest
in class-wide undertakings, his participation in
small-group projects, and his interest in discussing
his own work and the work of others.

Alan had been identified prior to entering school
as a '"child at risk." By the time I got him in
grade one, he was already identified for special ed
and speech and language. This meant that he was out
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of the room for two 45-minute periods, four days a
week (special ed), and two half-hour slots per week
(speech and language). His schedule meant that he
missed Morning Meeting four times a week, and After-
noon Meeting twice a week. This meant that he was
out of the room when much of the group forming and
group sharing was going on, missing one of the ac-
tivities which might most help him to develop a
sense of membership. He contributed least to the
class sharing because he was so infrequently there.

When he returned in the mornings, the children
would be writing on various undertakings of their
own, reading, and doing some independent or self-
constituted group project work. Because the work
was so self-directed, there wasn't a group he could
just slip into. A lot was going on, and he'd missed
the formation of it.

By far the most devastating effect was on his
sense of belonging and his relationships with class-
mates. My sense was that he needed the greatest
support possible in both forming individual rela-
tionships and finding his place in groups. What
happened instead was that his removal from the room
required him to make extra efforts to reconnect upon
his return. For a child with such tenuous bonds,
that is a superhuman demand.

Then there are the teaching questions. Each time
Alan returned I was faced with the dilemma: should
I interrupt what I'm doing to help him re-entexr?
Often he'd return when I was in a reading or writing
conference with another child. Helping Alan re-
enter would then mean breaking a thread with somecne
else. His fragmentation would become that of
others. If I maintained the thread with others,
Alan would be left to struggle it out with his lim-
ited resources. It was the sort of choice destined
to make me feel I'd betrayed a child's needs what-
ever I did: the classic no-win situation. Day
after day of this, and the temptation was strong to
resent Alan, when he reappeared, for "creating' this
bind.

This is the story of one child who had a particu-
lar kind of fragmentation in his day, which in some
way became a break in the rhythm for the group and
for me. Alan's story is embedded in a context in
which the whole class went out half an hour a day to
"specials': art, music, gym, library. It's a con-
juring act to keep a rhythm going with all those in-
terruptions--lunch, recess, specials, resource room,
adaptive physical ed.--and the little bits of time
that hang on the edges of them. Children in my room
tend to take a piece of work and play with it, mess
about, question, find some answers, question again,
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record, share, and perhaps return to it again in a
new way. This is what I want to encourage, and I
find the children generally responsive and eager zf
they have sufficient time. Fifteen or 20 minutes
is never enough time.

The rhythm of the day is the heartbeat of the
class. When it beats in a steady, regular way,
there's a comfort in the room that allows thought
to flow. When that steady beat is lost to jerki-
ness, I see it in the unsettledness of the children,
and in the discontinuous quality of their work.

Carol

Lack of continuity can be as destructive for
teachers as for children. Kate, who described the con-
stant interruptions in her classroom above, 1s an ele-
mentary school teacher who entered a large urban school
system just as enrollment was beginning to decline.

She therefore became vulnerable to sudden transfers,
as school populations fluctuated and shifted. For
11 years, Kate was bounced around from school to
school, often arbitrarily in the middle of the year,
as though teachers are interchangeable cogs in a
machine, and teaching a standardized process that is
unrelated to human relationships and feelings:

I've learned from experience to go very slowly,
to watch the children and others for clues. The
room is usually stripped of meaningful material,
but the closet is full of years of leftovers, yel-
lowed paper, unused run-offs, and the old teachers'
manuals. Too often I have been transferred in the
middle of the year, and the dust and feelings of the
0ld school are still with me as I enter the new. I
am introduced to a myriad of names and faces; often
it is several weeks before I can recall who they
are. The reading system is new and different from
what I have known, and the assumption is that,
handed a teachers' manual, I will be able to go on
where others have left off. I know I cannot teach
material with which I am unfamiliar to children I do
not know in a space where I feel out of tune. The
children are wise; they know this. They watch me
carefully for errors so that they can step in and
take the lead. I know I will have a month of grace
with them--sometimes only two weeks--and it is this
time that must count. They are torn between wanting
me to lead them and their desire to be free of
authority. We are a fragmented unit thrown to-
gether, and unless we can create a bond of trust,
good teaching and learning cannot occur.*
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Of all the essential ingredients that help to
make a classroom successful, perhaps the one most often
lacking is sufficient time: time for teachers to give
attention to children, time for children to learn and
grow at their own pace, time for teachers to prepare
materials and reflect on their teaching, time for
teachers to get together and help each other, time for
teachers and children to converse, to think about what
they are doing and why they are doing it. In the hec-
tic atmosphere of interrupted days, working in over-
crowded classes with inadequate facilities, teachers
cannot meet the demands made on them daily:

Kate again:

There were 37 children in the class. One third
had a bare smattering of English. As I look back,

I remember my days filled with confusion. The class
was two thirds Black and one third Indo-Chinese.
The Blacks resented the Indo-Chinese, and all re-
sented me who had come to be their fourth teacher
for the year. The Indo-Chinese who, I discovered,
spoke three different languages, were taken out to-
gether two hours a day to learn English. An aide
came in to help me with reading for 45 minutes, but
there was no time for us te plan what we would do.
Children went out for special sexrvices at different
times, and I felt like a stationmaster routing
trains.

The teachers were harassed and had little time
for communication, so 1t was only by mistakes that
I began to learn the rules. The office too was bed-
lam, records stacked as children transferred in and
out, and secretaries tried to get help for children
and families that had little means of communication.
In spite of all, lets of good happened at that
school because there were so many who cared, but how
much light was turned out in children's eyes because
of overworked facilities or people.

At the end of each day, I would stop and make my-
self remember what was good, or the bad would over-
whelm me. Broken windows repaired with tape, new
heating pipes and weather stripping installed while
I was teaching, bells, phones 21l added to confu-
sion, not helped by clocks that functioned on their
own time.

Kate's classroom clocks 'that functioned on their
own time'" seem symbolic of the disregard schools often
show for the needs of children and teachers. It is
probably not a coincidence that teachers' classroom ac-
counts so often mention the erratic behavier of school
clocks:
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We're going crazy! The clocks all over the
school are broken and they keep announcing the time
over the loudspeaker every 15 minutes. It's impor-
tant but terribly disruptive. I feel fragmented.

They removed the clock over the sink months ago,
ostensibly to fix it, and they haven't brought it
back. Whenever I automatically glance over to see
the time, I am faced by a blank circle. It always
startles me, though I should be used teo it by now,
and it seems somehow fraught with Bergmanesque sym-
bolism, thought I haven't figured out its signifi-
cance.

A student was called on to read, and, as he be-
gan, the janitor came into the room asking, 'Who
wants the clock?" I had to think, then remembered
that I had put in a request for a classroom clock
back in September. I said the clock was needed
here. He replied, "This corridor should never have
been made into a classroom; it's a fire hazard." He
left and I never saw the clock and wondered if this
meant that I'd have to wait for another four months.*

The pervasive official clock, visible or not,
disrupts class time and seems unconnected to the time
pressures that weigh so heavily on teachers. Schools
often appear to be organized in ways that misuse class-
room time, leaving teachers dissatisfied with what they
are able to accomplish. The larger the class, the less
time there is for teachers to spend with individual
children or small groups. For Sophie, teaching sixth
grade in a New York City public school, an exceptional
one in which real attention is given to meeting chil-
dren's needs, the lack of time is still a constant
problem:

I'm often frustrated by the fact that I have so
few opportunities to work with kids in unhurried,
uninterrupted ways. To help a youngster puzzle out
some difficulty with a math concept, for example,
takes some talking about, some trying out cf things.
The child has to feel challenged by problems, not
discouraged or embarrassed, and has to have the
sense that they're soluble, given enough time and
attention. To build that sense, and to help with
the figuring out, I have to feel free to think, ob-
serve. All that takes time, and it's very hard to
put all the other concerns aside and focus on this
one child at a given moment. It's always helpful,
of course, to have other adults in the room as work-
ing partners; I have that sometimes and it does make
a difference. But kids don't always schedule their
special needs or problems to conform to the time
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someone else is going to be in the room, and most of
the time, I muddle through as best I can.

I'd love to be able to do a real editing job on a
piece of writing with a child; I call it editing
when I do it, but it's actually more like a quickie
talk-over, and some corrections which I think need
to be made. I'd like to have class discussions with
kids--real ones, where views are exchanged, ideas
questioned and probed. This is important because
the children at this age, between 11 and 13, are
just beginning to feel it's possible to do that--
argue out ideas, put forth unpopular views, try to
persuade others. It's not possible to do that with
30-0dd children, sitting in a large circle. And
while I do arrange to meet individually or in small
groups with kids, it's invariably at the expense of
something else: they have to give up gym or recess
or something else they enjoy, or we have to try to
eat lunch and talk at the same time--and finish it
all up in 45 minutes.

The same kind of pressure is apparent during fam-
ily conferences. For all the good reasons everyone
already knows, genuine, open discussions with par-
ents are an essential part of educating kids. It
takes time to build confidence and trust in one
another, and to exchange what we know about a child.
Our family conferences are about 15 minutes long and
take place twice a year--and we schedule twice the
amount that's officially required. It's a kind of
talk marathon for me, one set of families after
another, for two or three hours at a stretch.
There's no time for each exchange of ideas, or shar-
ing information or making plans; it's a missed op-
portunity for drawing parents, in a genuine way,
into the whole process of teaching and learning. Of
course, again, I arrange other, additional meeting
times--early in the morning or late afternoon. If I
can't do any better, I have long conversations in
the late evening--or at six in the morning, as in
the case of a mother last year who worked very odd
hours. Mostly it's an exhausting, unsatisfying
business to try to work against the time con-
straints.

Class size is a serious problem for most urban

school teachers. Sadly, class size is often much
higher in schools populated by minority or poor people
than in suburban and middle-class school districts.
Thus children with the greatest needs often get the
least teacher time:

Each year since the contract limit became 33, I
had 35 or 36 first-graders on my roll. Many of them
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were recent Asian immigrants who could not speak
English. There was a chicken pox epidemic that
year, and over the course of three months, 17 chil-
dren got sick. I was surprised at the difference
five fewer children could make on any day. It made
it possible for me to survive the winter. When all
the children returned, I felt panic and claustro-
phobia.

Phoebe

For the past four years, in my first grade, I've
had 34 children in my class. An aide came for
40 minutes, three days a week, to give additional
help to the Title I children. When she was absent,
I had to change the morning's plans because no sub-
stitute was sent. Thirty-four first-graders and one
teacher? That's ridiculous!

1 have a great writing program, but think of how
much more relaxed Writing Time could be if I had
fewer children with whom I had conferences! The
same with Quiet Reading Time and individual reading
conferences. It takes so long to check homework
and other papers; to keep anecdotal records up to
date.

And the noise level! I work in a four-classroom
pod with walls only at the ends of the pod. Each
classroom was built for 25; each pod for 100. For
nine vears we had at least 33 children in each class
(132 altogether). As our school population dropped,
our principal realized that that was too many chil-
dren, and he took one class away, leaving 99 chil-
dren in the pod. But because there are no walls,
it's still impossibly noisy. Though it's the sound
of the children working, it builds and builds.
Scmetimes, when I ask my children to get quiet, they
are already quiet. The sound is coming from next
door. When people from the Central Administration
visit our school, they eye the empty classrooms
hungrily, wondering how they could best fill them.
So far, our principal has protected us from that.

It's wrong and unfair for children to have to be
herded together in such large classes, especially
when it doesn't happen to children in private and
suburban schools.

Lynne §&.

Even when class size is manageable, there are
school years so difficult that they shake the confi-
dence of even experienced, competent teachers who have
previously been successful in the classroom. These
years of deep questioning can occur for a variety of
reasons—--an especially difficult group of children, ex-
treme pressure from parents and/or administration,iso-
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lation in a non-supportive school environment, personal
problems outside of school, or a combination of fac-
tors. Whatever the causes, the teacher can feel help-
lessness, loss of contrel, depression, and mounting
frustration that gets turned inwards towards the self
and outwards towards the children and the school. It
is hard for teachers to tell other pecple that they are
having problems in the classroom. A teacher who is not
managing well is usually overwhelmed with feelings of
guilt and inadequacy which are not easy to share with
others. Furthermore, an open admission of failure is
at best extremely embarrassing, and at worst could lead
to loss of the teaching position. Those administrators
who equate classroom difficulties with teacher incompe-
tence (no matter how well that competence has been dem-
onstrated in other years) tend to respond by trying to
fire the teacher if she doesn't have tenure, or trans-
fer her if she does.

While there are undoubtedly a number of teachers
who are not suited to the teaching profession, and who
would be well advised to enter other fields, there are
a much greater number of good (or potentially good)
teachers who are in temporary difficulties and need
help to extricate themselves. It may be precisely the
most dedicated, self-critical teachers who are devas-
tated when they find themselves teaching badly, and who
react most strongly to the experience of a difficult
year:

Although it was over six years ago, it's still
hard for me to think about that schoel year. I try
to avoid remembering it because I hate re-experienc-
ing those feelings of helplessness, desperation and
anger. It started out as an ordinary, if challeng-
ing, year with a very difficult group of children,
and it gradually changed into a daily nightmare for
me. At some point, my steady concentration on the
classroom, the intense stream of energy I was pour-
ing into my work, got diverted by other concerns.
Right then it was as though a thread snapped. I
lost control of the classroom, lost my rapport with
the children, lost the path of our learning. While
I still liked invididual children and occasionally
had good contacts with them, my relationship with
the group became an adversarial one.

That was the hardest thing for me. I had always
considered myself sympathetic with children, an ad-
vocate for them. Now I was put in the pesition of
their enemy, and I sometimes felt I hated them. As
Roland threw violent tantrums, knocking down tables
and chairs; as Belinda used foul language to defy me
at every turn; as Nora made cutting remarks that
undermined everything we did; as Richard spent the
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whole day wandering around the room distracting
everyone, I became increasingly overwhelmed by the
difficulties. My response was to withdraw emotion-
ally and become passive, which made the children
more upset and angry. Their response was to draw
together against a common enemy, a teacher. Sure
there children who kept on working beautifully,
creating wonderful science projects, artwork, and
writing. But most of the day was chaos or battle,
and I could stand neither of those alternatives to
the productive working classroom I wanted (and used
to have before).

Making myself face the classroom each day was a
struggle. My only goal was to get through somehow.
There was no help forthcoming from guidance or ad-
ministration, though I appealed to both. And while
my friends were sympathetic, they were not able to
help me either. I don't think I told them the
depths of my despair. I was too ashamed. My dreams
were about school every night, and I woke up miser-
able. Towards spring, I periodically took sick
leave days off. The year finally ended. Someone
gave me flowers, and Nora remarked, "Is that for
having to put up with us?"

I decided to take a leave of absence and wondered
if I wanted to continue in teaching at all. I felt
I had failed, and I was overcome with guilt. My
self-confidence as a teacher had evaporated. All
the good years vanished for me, in the face of that
terrible one. (It didn't help that my principal
blamed me and told me that my name was mud in the
school community.) After two years of reading,
writing, travel, reflection, I apprehensively ven-
tured back into teaching--same school (with the same
principal, who called me long distance to say he
didn't want me back), same community, but a differ-
ent grade level. From my first contact with a lit-
tle girl who introduced herself to me and helped me
set up the classroom, I fell in love with teaching
all over again. The children were wonderful, the
parents more than supportive, the classroom atmo-
sphere warm, exciting, and productive. Mysteri-
ously, I had recaptured the rhythm of teaching that
I had lost, and my energy and enthusiasm were re-
vived. I also had the regular support of a group
of colleagues outside my school system.

I now have a positive reputation with parents
again, and get lots of praise and respect from the
administration, including the same principal who
wanted nothing to do with me. I work hard and
steadily, the classroom is going well, and visitors
often come to observe my class and talk with me
about teaching and children. I take my present



well-being at school with a grain of salt, knowing
it could easily collapse again. But I hope I will
never have to go through another year like that dif-
ficnlt ene.

Ruth

Another teacher in a similar situation kept a

journal of the first half of the school year. (For the
second half, she managed to get a sabbatical.) The
journal permitted Beth, a public school teacher in
Massachusetts, to give vent to her feelings:

September

I am feeling so desperately unhappy. The reason
is work. I find the children sc unpleasant to be
with. I see my world so terribly narrow and filled
with only mentally exhausting concerns. There is
nothing providing laughter and happiness. Nothing!

I thought about how narrowly focused my life is.
That in and of itself wouldn't be bad if the focus
were shedding light, helping me enjoy my life, pro-
viding creative satisfaction and success, recogni-
tion or . . . something! But no. I feel over-
worked, over-preyed upon by outside forces, and to-
tally dissatisfied by relationships with the chil-
dren. I know the culprits are eight, but I have no
resolutions. I do not know how to change their be-
havior, how to make 1t less obtrusive. How to make
their presence less negative to other students.
Also, I am worn out by it and displeased about hav-
ing to pass my time in their presence.

Teaching has stopped being fun!

I wouldn't mind the work--I actually could enjoy
it if I felt that it were getting the kids some-
where. But 1t isn't! The noise level and disorder
and physical abuse that goes on is amazing!

I keep feeling that I am inadequate. That anyone
else could handle the situation better. I can't
understand why I'm surrounded by such desperation.
I keep having to work so hard, yet the hard work
feels unrewarding.

October

Nothing has changed. I continue to be overwhelm-
ingly depressed by the unpleasant situation in
school. I am displeased by what is happening, by
the scores of interruptions, by the number of people
making demands on me and wanting my time, by the
lack of organization and by the unpleasantness of
the environment in general.

I want to enjoy my work and feel confident. The
school is undisciplined, there is no one to share my
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concerns. The classroom is unrewarding and the
children's behavior debilitating. I have been
teaching for 15 years and continue to feel inade-
quate. . .

Whether things are going well or badly in a

classroom, teachers tend to be isolated within a
school. This sense of being alone with a group of
children in a classroom, without the nourishing contact
of talk, stimulation, and help from colleagues, is a
steady burden on teachers that accumulates year by
year. The most enthusiastic and capable teacher is
vulnerable to burnout if he or she 1s expected to give
endlessly, without renewal from people and stimuli out-
side the c¢lassrocom:
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It seems to be a given that teaching is an iso-
lating profession. We each work separately in our
own room, with our own class, with our own ideas and
projects, living within the confines of our minds
and the confines of our classroom walls.

My first-grade class and I have been doing a ma-
jor project on whales. It is a wonderful integra-
tion of the curriculum areas. We do everything from
writing and graphing to campaigning against whaling
in the world. I have felt enriched by the chil-
dren's feeling, thought, and expression, as well as
by my new-found knowledge on the subject. As we
learned about the killing of whales and experienced
our deep connection to their beauty and grace, I be-
gan to see more fully how man interacts with his en-
vironment, with the world and other living things.
It showed me our true interdependence.

But what does this have to do with isolation?
Everything. My tendency is to share my excitement
with others. I want to talk to other teachers, to
exchange ideas. I want to let them know that some-
thing special is happening in my class. And ideally
I'd like to collaborate, working jointly towards the
same end. Strangely, in a profession where there
exists no incentive to compete, teachers do feel
competitive. I get the sense that while I am shar-
ing my excitement with some, they beccome insecure,
feeling like they should be doing something betier
than they are. Why can't they share my enthusiasm
about my whale project? It doesn't make them look
bad.

I feel very much alone in my work, alone in an
environment full of people. And I too am guilty of
creating my own separateness. My tendency to judge
certain teachers as 'mot my type' or as someone who
"just won't understand" instantly excluded many and
leads me down the road to isolation.



There never seems to be the time to join with my
colleagues and talk, or to work together. I make
myself so busy that I rarely take the time to evalu-
ate how better to use this precious time; perhaps
more wisely spent socializing, eating lunch with, or
simply chatting with a colleague and potential co-
worker. While teachers are creating and allowing
for connectedness and integration in the curriculum,
we tend to abandon our personal sense of connected-
ness to others. The classroom provides space for
the child to grow through relationships, coming to-
gether with others. But where does the teacher get
to do this?

Robert, first grade,
publiic school

If it is hard to cope with teacher isolation in
the best of circumstances, it is even harder to do when
there is little recognition of teachers’ needs and ca-
pabilities. The powerlessness teachers feel when de-
mands on them grow beyond the ability to respond ade-
quately is augmented by a political climate in which
teacher autonomy is no longer respected. The view of
teachers as replaceable cogs, reinforced by the unreal-
istic expectations of school systems, not only puts
extraz strain on teachers but can change teachers' be-
havior, acting as a self-fulfilling prophecy. Liz, an
extremely well-qualified, thoughtful reading teacher
in Philadelphia, is trying hard to meet school expecta-
tions and still meet children's needs with sensitivity.
Caught in this tension, she sometimes finds herself
Teacting to children in unaccustomed ways:

Last week I put my hands on a student. I haven't
done that for many years. But I was frustrated and
he said something fresh to me and he was so puny and
skinny I just grabbed him and shook him and I felt
like I wanted to move my hands up to his neck and
strangle him as I shook him, but instead I pushed
him into a chair at a desk on the other side of the
room and teld him to sit there the rest of the
period and not say another word. I called his
mother that evening to tell her how disrespectful
her son had been in class and how angry it had made
me, and to ask her support in getting him to behave
politely.

There is some pressure on me at work, but it's
not more than I've experienced before. I should be
able to handle it. I guess I was pretty angry to
work for four full months at fulfilling the new re-
quirements for the Reading Lab under Option 4, and
then be told in Jamnwary that I was doing it all
wrong. Option 4 is the system for cycling classes
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and pacing according to the sub-district's schedule
for the basic readers, while still using all the
machines and workbooks from Prescription Learning,
while following the new Mandated Curriculum, and
teaching the skills on the old Levels Tests, while
somehow working on the holistic anti-skills-approach
Writing Process curriculum.

I come home and I work out a lesson plan that
tries to do all these things with the kids who can't
read very well and every year seem further and fur-
ther from the national norms. I thought I had some-
thing acceptable put together--outside people were
coming and looking at my class and smiling, saying
how nice it was, and then some of the same outside
people went to my colleague and told her she better
give me an ultimatum on shaping up and coordinating
my skill-of-the-week with the cooperating classroom
teacher's skill-of-the-week, so the work in the lab
would have more carryover for the children--which
seems perfectly reasonable to me, though I wish they
had told me to my face instead of having her explain
it to me in a slightly patronizing way. So now I'm
reframing my curriculum to establish a skill-of-the-
week taught jointly by me and each of four cooperat-
ing teachers. A lot of this came down to me last
Thursday, and Friday was the day I stopped myself
from strangling the fresh kid, so maybe there's some
connection, though I can't blame anyone but myself
for losing control and using corporal punishment.

Anyway, that's a backdrop for why I seem to over-
control when the day stretches ahead at breakfast
time. I'm all keyed up not to lose my cool, not to
holler at kids and turn red, or not to hurt anyone,
or not to lose the important notes I made the night
before that remind me what the skill is and what
pages of the materials will reinforce the skills,
and what group is coming to me each hour that day,
and what new students who transferred in this week
have to be placed in the lab and given folders with
their lab materials, and oriented how to use the
computers and the audiovisual machines.

Liz

Newly mandated curricula often mean that previous
programs have to be dropped, no matter how interesting
or successful they were, in order to substitute a stan-
dardized curriculum for a whole school system. Some of
these new curricula may have been carefully based on a
theoretical scheme, but turn out to be unworkable in
actuality, or much narrower than previous programs.
Others have been hastily thrown together without real
thought to their relevance, intellectual depth, or con-
nection to children's needs and developmental levels.
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Eileen describes such a change in her school system
from a science program (SCIS) that encouraged the use
of hands-on materials and live animal studies to an
arbitrary selection of '"science' topics mainly depen-
dent on paperwork to get across some data of question-
able value:

Last year, the school committee demanded that
there be district-wide uniform scilence curriculum.
Finally, in May, several teachers volunteered to
work on a committee over the summer for which they
would receive extra wages. So for two weeks in
July, they spent each morning looking through cata-
logues, ordering books, bulletin displays, and film-
strips. The items received were then put in the
sort of brown "under the bed" cardboard boxes found
at K-Mart, and labeled according to grade level and
topic to be covered. For the third grade, they
chose the solar system,'plants, animals, nutrition,
and the weather. (One of the teachers confided that
they had great difficulty finding things to put in
the weather box.) Within each kit, as they are now
called, is a teacher's guide with a scope and se-
quence chart copied from science textbooks, and
copies of black line masters (booklets of worksheets
to be reproduced on copy machines) also taken from
science texts.

All this was done purely in response to a school
committee request for a uniform science curriculum
for the newly consolidated grade schools. Now they
have science kits for grades one through three, de-
veloped in two weeks by teachers spending their sum-
mer vacation copying out goals and objectives from a
variety of already published teacher manuals, buying
books, black line masters, bulletin board cut-outs,
and filmstrips. When I first came to the district
in 1973, they used the SCIS program. I remember a
third-grade room filled with the sound of crickets
coming from multiple small terrariums, each warmed
with a light. Writing by students describing what
they had observed in their terrariums was on the
wall, along with drawings. When I asked about the
SCIS kits, I was told it was too much bother to keep
replacing missing or used equipment. Several times
the live specimens would arrive too early or too
late to be used, or, worse yet, get loose in the
classroom.

Since my former school had no SCIS kits, I was
determined to salvage what I could find of the old
ones in this school. 1In the janitor's supply
closet, way back in the corner, I found what I
wanted: enough plastic jars with 1lids, eyedroppers
for each child, fish nets, magnifying glasses, and
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small aguariums. I found a local biological supply
place, and within the week we had snails, guppies,
aquatic plants, and daphnea. We used no black line
masters, but did see a movie and a filmstrip. In-
stead, we watched, talked, wrote, and sketched about
everything that happened in those small, aquatic
worlds.

At one time, that particular program was the sci-
ence curricuium for first grade in that school. At
my previous school, dinosaurs were the main topic in
the spring of first grade. Now the mandated cur-
riculum for first grade is camping. Part of it in-
volves setting up a tent in the c¢lassroom, but not
actuzlly going on a class trip. Clearly something
is amiss, and that is the active participation of
both children and teachers in observing and learning
something together. The present curriculum is re-
ductionist and sterile in that it allows very little
entry for what is readily observable in the class-
room, and uses worksheets which predetermine correct
responses. The worst part of this whole business is
that children, like the school committee, think that
this is sclence.

Teachers often feel that they are caught in a
bind. On the one hand they are not trusted to choose
their own curricula {nor of course to participate in
forming educational policy} and on the other they are
expected to perform heroic services for less pay and
under worse conditions than most other professionals.
The unrelenting pressure on teachers is bound to take
its toll, both physically and psychologically: extreme
exhaustion, discouragement, frustration, and anger.
While these feelings may arise directly ocut of the
strains of the job, they are perhaps deepest and most
anguished when teachers are considering the damage to
children who are deprived of the educational resources
they need. Through their contacts with children and
parents, many of whom are deeply troubled, teachers
daily confront societal problems which extend far be-
yond schools: poverty, breakdown in family structure,
lack of governmental support for those most in need,
the violence of the times, threats to personal and na-
tional safety. The battle for humane, thoughtful, in-
telligent education may seem worthwhile as long as
teachers can see some positive gains in the classroom,
but nearly hopeless if political and social conditions
work against everything that teachers are trying to do:

T sat at my desk and held my head in my hands,

weary, wondering if I teach anything at all, or if
I am doing something else here. Sometimes the ex-
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tent of some of my students' problems weighs heavily
on me, I fear, making me less able as a teacher.

Ramona

I knew how much the children needed--how often
the "worst' classes had substitutes because the
regular teachers couldn't take the daily battle.
What comes through most poignantly to me is the vast
inequity in what children need and what they re-
ceive, and what is expected of teachers and what is
available to them.

Kate G.

I've felt so angry lately that I sometimes wonder
if I should get out of the classroom for a while.
I'm angry at the way children and teachers are
treated. If society really wanted people to learn,
we could do it. We know how to help children learn,
how to teach. But s0 many things, in society gener-
ally and in schools specifically, work against
teachers and children. I just don't believe that
education is important in our country, though we say
it is. And those who say it is important are usu-
ally not talking about educating everyone.

Lynne S.
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Community and Collegiality:
A Conversation Without an End
Lynne Strieb
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I need at least one other like-minded teacher to
commune with. I don't want to be the only one [with
my beliefs about children] in the school.

Anne Martin

Whatever the factors that first attracted me to
teaching, I've been compelled to stay because I've
found it progressively more stimulating and chal-
lenging. There have been a number of compromises
along the way, but there are a couple of conditions
which rank as absolutely essential to me. The first
of these is working with colleagues with whom I have
a shared philosophy of teaching and learning; who
respect kids and find teaching them exciting. 1I'd
find it impossible to work in a school where teach-
ers were burned out or cynical or disillusioned.

Alice Seletsky

We need a lifeline. We need a person, or people,
around us or at least accessible, with whom we have
shared understanding. It is best if that lifeline
is nearby, but it is tolerable even if there is dis-
tance, as long as communication can happen regu-
larly. It's important to have someone with whom you
can talk about everyday common occurrences. . . . It
is comforting to be part of a community, to feel
joined.

Cecelia Traugh

I spent four years developing some insight into
teaching. I was fortunate to be in a school where
the teachers worked as a team and where conversation
was plentiful. I learned most from describing to
others what I observed in the classroom about a
child and then hearing and comparing this with what
the other teachers had perceived. I found this
give-and-take challenging and exciting. I had a
heightened awareness of teaching and this increased
consciousness allowed me to make more deliberated
choices when I was working with children.

Mark Millexr



*Pursuing the idea of
how essential and fun-
damental trust is, we
spoke of it as a state
of being--as well as
an ascribable quality.
As a state of being,
it is the necessary
condition for the for-
ward thrust of life;
trust engenders hope
of, and for, the fu-
ture. It connotes a
willingness to go forth
and a faith that a ges-
ture initiated will be
completed. To be ca-
pable of trust is to be
capable of giving and
receiving--of opening
one's self to others.
To be fully
trusted by another per-
son is to be fully
valued. That trust
entails regard, loy-
alty, honesty, and
faithfulness and giving
trust in return. To
return trust 1s to be
openly and unreservedly
present and accessible
to the other person.
In full trust there is
a free flow of feeling,
expression, and
thought.

Pat Carini--
Summary of
Reflection on
"Trust ’H
November 1984

Essential for teaching is community, genuine com-
munity which is based on some piece of common ground
and on some underlying foundation of trust. There are
a wide variety of places which can serve as bases for
community: 1life in the same building, the experience
of teaching the same child or children, shared beliefs
about children, or the fact that all teachers have stu-
dents. But community is not given; it's a construct.
The common ground has to be found and trust* has to be
established.

One medium for such building is ordinary conver-
sation. It is a powerful medium for teaching and
learning, for teachers and children. We use conversa-
tion to make connections with people. It is in conversa-
tional give-and-take over time--speaking, listening,
responding, absorbing, questioning, answering--that
human relationships are formed. We use conversation to
articulate our knowledge and to help others do the same.
When we converse, we are doing more than sharing or
setting out already formed ideas. In conversation we
put our work out in front of us for a re-viewing; we
put some distance between ourselves and all the class-
room particulars in which we are immersed. This bit of
distance allows us and our colleagues to begin to see
the patterns and the relationships which exist between
and among the details. In short, conversation is a way
we have of creating knowledge.

Participants in a conversation must assume that
they already share a common ground or believe that it
is possible to find one. The habit of conversation en-
ables people to realize what they hold in common. This
common ground provides the starting place, a kind of
setting, for conversation. However, saying that there
is a need for a common ground is not saying that all
participants in the conversation agree. Conversations
bring together varied perspectives and allow for the
exchange of ideas without confrontation. There may be
disagreement and dissonance. Conversation does not al-
ways lead to consensus.

In its most effective form, conversation implies
ease, mutuality, and respect for person and idea.

These qualities enhance its back and forth rhythm and

flow. Significant conversation relies on intimacy, not
on mere politeness, and it requires trust. This inti-
macy and trust take time to build:

It takes time to hear each other. . . It takes

time for trust to develop. For that to happen
shared experiences have to occur, mistakes do have
to happen, wrongs do have to be righted and forgiven
and memories do have to be shared. Every environ
has a rhythm and a pace, and that pace has to be
flexible enough to accommodate the diverse individ-
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Teachers who contrib-
uted stories to the
whole pool from which
this monograph is
drawn:

Philadeiphia: Jessica
Agre; Dorothy Ballard;
Allen Banbury; Penny
Brooks; Maia Brumberg;
Judy Buchanan; Ginny
Christensen; Ester
Cristol; Xay Doost;
Tamara Burke Davis;
Maggie Funderburg; Mary
Graham; Katelore
Guerin; Lisa Hantman;
Rhoda Kanevsky; Diane
Klein; Helen Lamont;
Jo Ann Levine; Carol
Leckey; Goldie Lieber-
man; Tamar Magdovitz;
Judy Mintier; Barbara
Montoya; Edna Morris;
Diane Natko; Cary Page;
Peggy Perlmutter; Lee
Quinby; Barbara Ruth;
Susan Shapiro; Linda
Shusterman; Lynne
Strieb; Sherry Tatro;
Cecelia Traugh; Josie
Viviani; Betsy Wice;
Katie Zimring.

Crand Forks: Jo Nelle
Bakke; Kathleen Bakke;
Roy Becker; Orvis
Bergman; Patty Bogt;
Dora Lea Elbert;
Roberta Felton; Cathy
Gershman; Donna Hansen;
Mary Ingram; Marilyn
Iverson; Bonnie Jacob;
Everett Knitsvig;
Barbara La Duke;
Jeanette Lindquist;
Evelyn Lizakowski;

Pat McDowell; Bruce
Morstad; Karen Napper;
Cynthia Neuharth; Dan
Q'Shay; Lela Peterson;
Donna Ritter; La Vonne
Tennyson; Mary Under-
wood; Dianne Vivian;
Nancy Wegener; Jan
White; Martha Worner;
Barbara Yancey;
Charies Zick.

val rhythms and timing of its members. It was
agreed that interruption and hurry are the enemy of
wholeness and completion. People need time to stay
with things, to see them through and to return to
them. We are talking about a community that gives
full valiue to the lmagination and a community in
which the habit of conversation is valued. Conver-
sation and the ability really to hear the other per-
son doeg take time. One of the factors in this kind
of genuine conversation is familiarity. Really to
hear ancther, you have to have the opportunity to
hear the person say a lot of different things in a
lot of different contexts; otherwise, you may hear
the words but not really be able to grasp the mean-
ing.

It is important to establish that something can
come up again and again for as long as people need
to bring it up. This resurfacing of ideas in dif-
ferent contexts is what allows a child to make a
genuine relationship to knowledge and to other
thinkers. [And, allows the adult to do the same.!

Pat Carini

Conversation is the image for me of how the work
of this school could get done. It is an image of
weaving, the threads of which can be and are picked
up and woven throughout the place. For me conversa-
tion contains particular content; it is not process
alone. One profound reason for a school is to allow
a set of ideas to develop. <Conversation as an image
helps describe how access to those ideas is provided
and how their development continues. Conversation
is in its nature fluid; it is not predetermined;
there is "play" to it; it is not one way; it is not
didactic. It "partakes of relationship.”™ If it is
imagined as ongoing and woven into all parts of a
school, conversation becomes important because of
its substance and because it can be presumed that
deeper understandings develop.

Dirck Roosevelt

"Building communities through conversation,' "shar-
ing," "long-term engagement with ideas with a group of
people'--while this may be the language used when one
talks about schools and teachers, it frequently does
not describe reality. More often, teaching is experi-
enced as a solitary activity. It is done in a special
Ilocation set apart from the rest of society. We are
often so immersed in our own work that we have little
time for mixing with others in the school or with the
world outside their classrooms. The job can be so
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North Benwnington:

Naomi Bindman;

Allison Caldwell;
Patricia Carini; David
Carrell; Vince Corcoran;
Susan Donnelly; Anne
Fitzgerald; Jessica
Howard; Elinor Koch;
Helen La Mar; Dirck
Roosevelt.

New York City: Cathy
Jervis; Bruce Kanz;
Diane Muilins; Donnie
Rotkin; Alice Seletsky;
Yvonne Smith; Lillian
Weber.

East CGrand Forks:
Marcia Fettig; Myke
Knutson; Janice
Langemo; Marianne
Sundin.

Ithaca, NY: Lyria
Hailstork; Ann Halpern;
Gwen Koehler; Virginia
Simons.

Brookline, MA: Maria
Cano; Mark Jacobson.

Cambridge, MA: Eleanor
Duckworth; Brenda
Engel.

Cambridge, NY: Mary
DiSchino; Peg Howes.

Natick, MA: Janet
Bossange; John
Bossange.

Norrigstown, FA: Edith
Kiausner; Letta Schatz.

Putney, VI: Margaret
Dale Ehrenberg; Ellen
Schwartz.

Adele Baruch, Syra-
cuse, NY; Julie Bates,
Swoarthmore, FPA; Peggy
De Santis, Oakdale,
NY; Clarice Evans,
Allstom, MA; Darlene
Johnson, Marhattan
Beach, CA; Rose Marie
Madsen, Newton, MA;

demanding that there is little time for contact with
other adults during the day. "All you do is talk to
children all day long. It would drive you crazy.
Sometimes I don't talk to another adult for five
hours."

However, the issue is more complex. As Alice
Seletsky describes it, the relationship between student
and teacher which she finds most supportive is one
which has little room in it for additional adults: the
rhythms which are established in a classroom can be
broken up by an adult from the cutside.

There's zlso a provocative issue arcund the ques-
tions of collegiality and working partnerships
between adults. It has to do with the fact that
there are some things others can do better than I
can. For the last two years, for example, a friend,
who is also an artist and a teacher, worked with my
kids several mornings a week. She accomplished won-
derful things and it was a rich experience for me as
well as for the children. But it meant, in a sense,
sharing the children--giving up the kind of total
responsibility I have for what goes on; and I was a
bit reluctant to do it, even with someone whom I re-
spect and like a great deal. It was a productive
partnership, but there was a2 sense of uneasiness
about sharing the room, sharing the kids, exposing
my ways of teaching and working. I valued her par-
ticipation, and will do it again that way next year,
but there was a price to pay.

It's a delicate and complex issue, and not easy
to talk about. I think some of my strengths as a
teacher comes from the fact that I live with the
children, so to speak, all day long; it's a special
kind of commitment. The other side of the issue, of
course, is that there are others who know more zbout
some things, and can teach them better than I do.

Schools as institutions in America often work
against the establishment of collegial relationships
and are not corganized to take into account the creation
and workings of a community in which each teacher's
strengths are important. Thus, they are not settings
in which conversation can grow. Lack of belief in the
importance of community is seen in the divisiveness ac-
tually fostered in some schools, in teachers having no
control over time, in the size of schools, and in top-
down decision-making.

People within schools rarely say, "If teachers
worked together . . ." Instead, situations are some-
times created which at their worst can set teachers
against each other and which, at best, allow teaching
to continue as an isolating activity:
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Anne Martin, Newton
Centre, MA; Jackie
Martin, Fairbanks, AK;
Mark Miller, Portland,
ME; Carol Newman,
Charlotte, NC; Carol
Quimette, Mimneapolis,
MV; Nancy Place, Escon-
dido, CA; Karla Smart,
Fargo, ND; Carol
Griggs Travis, Inter-
locken, NY; Dorothy
Welch, Framingham, MA;

Karen Woolf, Wenham, MA.

I was finally placed in a kindergarten with a
very traditional teacher who had taught in that room
for several years. ''I've heard you're quite good,"
the principal said to me when I arrived. "I'd like
you to show her how to teach.'" I had no intention
of going into someone else's classroom without her
knowledge and telling her how to teach.

Darlene Johnson
When I entered teaching, I felt that I had to do
it all alone. Any question, any sign of weakness
might be considered an indication of failure.

Susan Shapiro

There is very little time in a school day or over

a school year for the conversation necessary for build-
ing community:
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There is not one opportunity for teachers to sit
down together and talk about those important things.
I could never imagine that kind of conversation hap-
pening in my school. We never have any time.
There's always a directive that has to be responded
to or I have to be preparing for what's happening in
the room with my 33 kids. There's always something
that takes priority and there's no time to talk.
Even when there is time set up for us, we're not
used to talking together; we haven't established
trust and so, it doesn't work.

Rhoda Kanevsky

That spring, however, it was announced that our
building would no longer be an elementary school,
and would instead become the new middle school for
the district. The community went into a tailspin.
Parents were upset at the loss of their town elemen-
tary school; teachers were bitter about the fact
that it was their school that had to be closed, and
were anxious about new teaching assignments. The
elementary school would become the new middle school
in the fall. . . The closing seemed even more dif-
ficult because our staff development meetings had
centered around the importance of relationships to
learning and how those relationships among individ-
uals build a community. We knew from our own expe-
rience that it took time and caring to enter into
relationships with one another as colleagues and
with our students. We would have to start all over
again. . . In the case of our district consolida-
tion, there was only one afternoon meeting to dis-



cuss room arrangement and distribution of materials,
nothing more. It was expected that teachers from
three different buildings with three very different
ways of doing things could come together and create
a new school instantly.

Karen Woolf

The organizational complexities of large schools
with many teachers and children, large classes, and un-
wieldy schedules make it difficult to find time to con-
verse and make communities difficult to establish.
Within any one school, many different styles, values,
and beliefs may be represented. People can separate
themselves from those with whom they do not agree. For
many teachers, this is a way of protecting themselves.
"You just close your door and do your thing."

Curriculum and expectations for classroom prac-
tice are formulated at the top level of administration,
and staff development is often used to enforce direc-
tives. Traditional methods of staff development effec-
tively keep people separated. Faculty meetings, which
are often believed to be the most effective places for
staff development, are usually held once a week and run
by administrators Or their designates. One person
talks to many, with very little discussion. Experts
from the outside, selected by the administration, are
frequently hired for longer in-service education ses-
sions. We are not only not responsible for our own
learning, but our considerable knowledge 1s unrecog-
nized or dismissed:

Often, staff development means telling teachers
what to do and how to do it. They are herded from
one end of town to the other, where they join with
colleagues from several other schools to listen to
"experts' tell them how to insure that all the items
listed on the scope and sequence charts for their
grade levels are ''covered.'" The teachers are del-
uged with materials and schemes that guarantee suc-
cess if properly "implemented.' Certainly, this ap-
proach undermines anyone's ability to trust in her
judgments.

Mary DiSchino

In an effort to sustain and encourage teacher
growth, many school systems initiate in-service
workshops. Usually, attendance is mandatory and for
important meetings, we are released early from our
classes so that we are more alert. A guest speaker,
or a specialist in the system makes a formal presen-
tation, followed by a period of questions and an-
swers. On the surface, there is nothing unusual
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about this. Presentations and workshops are given
in many.cccupations, and their existence is taken
for granted. It is rare, however, that one's heart
or mind is touched in a way that has any lasting
effect.

Karen Woolf

Last year, the Superintendent asked teachers to
make goals and plans for their schools for this
year. But, most of the school plans were rejected
by administrators in sub-district offices and sent
back to be revised according to their wishes. This
vear, when we were asked to do it again, teachers
fell silent, refusing to participate. No one ever
thought of asking us, what do you think is impor-
tant? What do you think about the curriculum? What
about pacing--does it work? Are the tests effec-
tive? They were most concerned about getting us to
cover the curriculum.

Lynne Strieb

As these excerpts show (and as Anne Martin de-
scribed in chapter 5), schools frequently run the risk
of being collections of individuals connected primarily
by top-down communications systems. However, the na-
ture of schools can be otherwise, their possibilities
otherwise. Schools are not made up of random collec-
tions of individuals. People within a school share
broad purpose, and they share space. There are many
natural places within schools which can support connec-
tion: talks over coffee, in hallways, in lounges, at
meetings. In these places and in these ways, teachers
come together to discuss shared issues, to commiserate,
to rejoice.

On the other hand, much of the talk which natur-
ally occurs in schools seems to have very particular
qualities--of being on-the-run, of short-term encoun-
ters. It lacks continuity over time. It is polite,
sometimes distant, and generally lacks intimacy. Cir-
cumstances allows teachers' talk to turn to gossip or
complaint. Because it can be difficult to get beyond
these qualities, talk does not always lead to the kind
of conversation needed for strong collegiality. Yet,
because school talk may contain the germ of possible
conversation and is important for day-to-day survival
in a schoecl, it should not be discounted:

I made a contact with another eighth-grade
teacher who teaches my section of Social Studies.
He was abusive to students last year, swearing at
them, and I asked him to stop. But now I approached
him, trying to appeal to what I sensed was his in-
terest in kids. 1 talked to him about the kids, to
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see if I can get materials for them, praise him when
the kids say they've enjoyed what they do in his
class. Also I have found that some teachers need
time to be able to work with other teachers before
they can trust others.

Barbara Montoya

I try to be supportive, be specific. One teacher
even said she'd gone to a psychiatrist to learn new
ways of reaching children. But she was then unhappy
because that isn't the way she is. She feels that
way in her head, but it isn't comfortable for her.

I told her how I get my class excited about books,
and I lent her books. Time goes by and she doesn't
use them, but still, a person like that is closer
than one who isn't interested.

Peggy Perimutter

I can't tell you how important the little daily
contacts we have in passing are to me. It's espe-
¢ially important on days when my kids are restless
and wild to discover in talking with other teachers
that it's been the same throughout the school. Be-
lieve it or not, it makes me feel better when I
learn that they've been having problems with their
kids, too. I also learn so much about how other
people do things, about curriculum, zbout my chil-
dren's siblings. I get suggestions about how to
solve problems--all in passing in the hall.

Lynne Strieb

When I taught second grade, one schoeol had a
10-year celebration and teachers were asked to make
some display of kids' work. I displayed the kids'
stories and books they'd made. There were many com-
ments from other kids and teachers, how very special
the books were, how they'd never thought of doing
that.

David Carroll

I went downstairs to lunch, stopping by my main
classroom to leave things and get my lunch. The
group of people I eat lunch with in the staff lunch-
room are a friendly, joking bunch, not too gossipy,
and sometimes there are interesting discussions, al-
though they are never too serious. Today, because
it is Friday when lesson plans for the following
week are to be completed, I began talking about them
to another ESOL teacher, a person I admire for his
love of the students, dedication, and fairness. We
told each other how we do our plans while another
teacher listened. I remarked that a teachers' group
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I belong to recently dedicated an entire meeting to
lesson plans, and that I had been amazed at all the
different ways people do them. . . . We both need to
revise our lesson plans daily and . . . We also
write comments concerning our students in them. . . .
Later, on my way out, another teacher stopped me and
asked about a teacher aide we both work with, saying
that he really did not find much for her to do. I
told him some ways I work with her, and how impor-
tant clear directions are for her. I was glad that
we could talk about the aide without being critical
of her. These are moments of positive communica-
tion.

Barbara Montoya

The vision of the school and teaching community
being described here is one built through conversation,
sharing, and long-term engagement with ideas with a
group of people. This is more than an idealized pic-
ture. In a variety of places and ways we have nurtured
talk into real conversation. This change has enabled
us to learn from colleagues, has enabled staffs to
build cohesive relationships within schools, and has
enabled us to establish professional groups and commu-
nities outside of schools. In short, we have learned
how to come together, to become colleagues, and to de-
velop communities. We realized that we needed colle-
gial action for survival and that it would be helpful
to articulate for each other our knowledge and under-
standings. What follows are examples of resulting con-
versations. Some span generations of teachers; some
took place in schools or teacher centers; still other
conversations cut across particular school faculties.
They are as much about the sharing of words, as the
sharing of materials and knowledge. The purpose of in-
cluding them here is to hold up the possibility of
meaningful talk among educators and not to prescribe
"how to'':

Once, in my first year of teaching, I let a child
kick me and spit at me and I did nothing about it.
When I told people what I'd done, Susan was indig-
nant. 'You let him do that?" That opened the door
to many important and enlightening discussions. I
learned about anger, and other strong feelings and
how to deal with them, including my own anger. Ini-
tially Susan gave me the words to use. They worked
and I felt confident. Susan told me later that they
weren't her words originally, but Lynne's-- . .
only Lynne got the words from Peggy!

Lee Quinby

98



When my oldest child was four and a half he went
to the parent cooperative nursery where Peggy was
the teacher. It was so hard for me to get three
children dressed in order to take one child to
school, but once I got him (them) there, I was so
interested in what was going on that it was hard for
me to leave. I learned a lot from watching Peggy,
about the range of activities that children need,
about specific activities which work across ages
(and which I still use in my first- and second-grade
classroom). I was intrigued, in general, by the way
Peggy spoke to the children--how she gave them words
when she needed them--and in particular by the kinds
of questions she asked. They were simply phrases or
questions. Not, "Why did you do that?", but "What
did you do that made her angry?" '"You may not hit.
Use words.'" "What should you say if you don't like
what she's doing? Say, 'Stop it. I don't like it!'
And say it loudly, like you mean it."

Lynne Strieb

There is something in the unbroken chain of
these "words used by teachers' that seems really im-
portant. Not only do they launch the novice, they
reflect a deep knowledge of children and children's
need for personal safety and for a school setting
they can trust. . . . This is a kind of teacher
knowledge that needs to be more visible to teachers
and to others.

Pat Carini, November 1984

We come together within schools to work on issues
that we have in common, e.g., Halloween parties, disci-
pline issues, the lunchroom. More critically we come
together to further our understanding of children. In-
formal contacts grow and the staff begins to work to-
gether to make school life better for the children and
ourselves. In some instances, the school administra-
tion recognizes the value of these activities and car-
ries out the suggestions we have or turns time usually
devoted to administrative agenda over to us. What can
happen in these circumstances is that energy is given
to changing talk into genuine conversation:

I began teaching in the 1960s in a small dis-
trict. . . . During this time in education, there
was a lot of focus on change. Teachers were consid-
ered a powerful resource. Consultants visited
weekly and talked with teachers about how their
classrooms worked and about what we were doing with
kids. They were interested in what teachers thought
and how they saw things. Teachers' voices were im-
portant at this time and we were valued. This was a
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*Given at The Workshop
Center of the City Col-
lege (New York) School
of Education, these
workshops provide ele-
mentary school teach-
ers with experiences
in "sustained investi-
gative engagement with
common phenomenon. '
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time of growth and change for me. Much of my direc-
tion and knowledge of learning theory came from
these educators. They suggested books for us to
read that focused on questions we had. We read con-
stantly and asked them questions about better ways
to teach.

Darlene Johnson

At a school where I worked, 80 percent of the
staff was new, and in oxrder to get to know one
another, each week one person had to talk about his/
her strengths as a teacher. This really helped to
pull the staff together, despite all the differences.

I came in late and had no way of connecting with
the other teachers. I was in a tough spot as a
teacher, and the others wanted to help me. They
agreed to do this at staff development meetings.
They saw themselves meeting together to serve this
need. The first few times were difficult. After
that it became easier. They gave particular exam-
ples of what they know and do well. This gave me an
idea of who to go to when I needed help in a partic-
ular area.

Carol Quimette

Some of the teachers in the school where I teach
have informal classes while some are traditional
teachers. It's been important over the years for us
to find times when we can work together. We have
come together on important events--Halloween, school
anniversaries, arts projects, other holiday celebra-
tions. We have worked together on a schoolwide pro-
motion policy, lunchroom, and discipline issues.

Lynne Strieb

There is a good feel among staff. There was a
lunchtime meeting on Halloween and all staff were
preparing to dress up. That happened last year.

F. didn't but is game this year. . . . There's a co-
hesiveness about the staff. Due to lots of things,
I think. The "Know Your Body" meeting, having con-
cretely accomplished things; the refrigerator in the
Teachers' Room, the purchase of the copying machine.
There's an ownership about the school. That's very
special. Other possibilities of gathering that
staff are the District early childhood woman every
other Friday, doing Prospect staff review (better to
start with children’'s work). The CCNY Noyes Science
workshops.® So things are coming together. I guess
we know we're all here, a family, so it's best to
work together, for something, for good. And that's

happening. Diane Mullins



*Other sets of conver-
sation have grown out
of the work done by
teachers' centers.
Teachers' centers were
established in the
United States during
the late 1960s and
early 1970s. Though
few developed fully--
few states were willing
teo make the investment
needed after initial
start-up funding--some
made a significant dif-
ference for teachers
who participated. They
are places where teach-
ers come together to
create materials for
their classrooms,
study, attend work-
shops on curriculum.
Most -important, teach-
ers find them places
where they are encour-
aged to carry out on-
going conrversations.
Those whe Tun the cen-
ters created environ-
ments which foster con-
versation. They listen
to what teachers say,

During those years, our staff held bimonthly
meetings. QOur discussions foecused on the work of
individual students, as well as issues in our teach-
ing that were of interest. After several years of
meeting regularly we were much more attuned to each
others' strengths as teachers and were more comfor-
table supperting one another. That sense of commu-
nity was certainly apparent to the students, and
they enjoyed knowing that we were meeting to discuss
their work. Parents were also involved in helping
to run programs, and were appreciative of the
changes that were happening in the school. 1In my
old school people became upset with the math pro-
gram. So we got together and decided on a format
for a staff meeting, one in which we would share our
experience with the math programs in our classrooms.
It was such a moving meeting, it is hard to even
summarize it. People thought back to their own
childheood experiences with math. The result of the
meeting was that people asked for different materi-
als and ways of doing things. The meeting brought
us together; we shared our feelings and alse our
feelings of inadequacy.

Karen Weoolf

As teachers, we have much knowledge about chil-
dren, materiazls, learning, and teaching, knowledge
which is often unarticulated, frequently ignored, or
thought not to exist by others in schools or in teacher
education programs.* Part of the wonder of conversa-
tion among teachers is its capacity to draw out this
knowledge, to make it public enough to share and de-
velop, to enable it to become more obviously useful and
powerful. The previous examples of teachers' conversa-
tion and community in this chapter illustrate this ca-
pacity. The teacher groups described below, however,
recognize more explicitly their power to communicate
knowledge about teaching and children.

Some of them, such as the Philadelphia Teachers'
Learning Cooperative (PTLC) and the Boston Laboratory
for Teachers (BLT), are collaborative, all responsi-
bilities shared and rotated, Other groups have been
established by persons who act as facilitators, with
teachers deciding on topics to be discussed. In the
Boston area alone, Bill and Sara Hull established the
Children's Thinking Seminars; Eleanor Duckworth started
the Moon Group at a seminar she taught at M.I.T., a
group which has continued over a half dozen years;
Claryce Evans began the Boston Teacher as Researcher
Group, which later became the Educators' Forum.

These groups also have another potential. When
institutions seem oblivious to what teachers want and
need; when conversation between the institution and

101



teachers seems impossible; when the tradition of top-
down management is so strong that teachers' voices are
not heard, teachers can nonetheless take some control
of their professional lives in establishing communities
which support their growth.

Individual teachers can't know everything, and
the group offers support for trying out new things.

Judith Buchanan (PTLC)

We can't imagine telling others, "This is what
you should do.'" It must come from the inside. You
can't impose it from the top down, from the adminis-
tration. There can't be a requirement for a group.
It wouldn't work. We are the owners of this group.

Peggy Perlmutter (PTLC)

I have felt like I was coming home when I came
to TLC. I didn't have family and friends in Phila-
delphia. I felt like I was different. But in TLC
I found the support for my teaching and the recogni-
tion that I was competent as a teacher. I learned
that it's 0.K. to take some years to get better at
teaching. There's a lot of depth in what people
say. There are no easy answers. People listen to
each other. The processes evolved so that people
who (were) are willing to share their knowledge and
build knowledge, do so. I don't have to hold or
take credit for every idea. Many come from the com-
munity.

Our philosophy is to work from children's
strengths and we also believe this in our relations
to each other. At first I was afraid to present a
child in staff review, but the process of doing so
and the people in the group allow me to tap things
in myself I didn't know were there. It allows me to
realize I do know a lot about children, and this
helps me.

Judith Mintier (PTLC)

The Moon Group so-called started as a class, one
activity of which was to observe and report cbserva-
tions of the moon. The resulting conversations, though
not clearly about teaching, were about learning (the
participant's own learning). Mary DiSchino describes
its work and significance:

We met. We talked. We tried different kinds of

things. I participated, mostly by listening; I
spoke little. It became more and more important as

102



time passed for me somehow to figure out what on
earth the seminar meant in relationship to my work
in the classroom. I did not recognize, at that
point, the value of the time spent listening to one
another and how that might affect what I did at
work, or accept the process itself as a direct link
needed for the growth I sought.

The time we spent at seminar listening to one
another articulate our theories helped me focus on
the meaning of what was being said. As time passed,
the value of trying to make sense of what someone
else was saying came increasingly to the forefront.
Assumptions were readily held to close scrutiny.
Eventually the need to examine what the children
said more closely became imperative. . . .We invested
hours in providing each of us the opportunity to try
out various ways of communicating our hunches. Com-
parable attention needed to be given to the chil-
dren's speculations.

The growth we experienced in Moon Group did not
result from concentrated focus on the problems we
were having in teaching. Actually, it was quite the
opposite. We spent just about no time on those is-
sues at all, at least not in the traditional sense.
We did get together every week, initially, and every
other week the second year, to do brain exercises,
of a sort. We used our minds to think about a vari-
ety of issues, including classroom events, and looked
into our own assumptions and understandings for ex-
planations. Beyond that each of us had to then work
at communicating these explanations in a way that
others would be able to understand. These, then,
seem to be the very basic components of our intel-
lectual fitness program: seeing, examining, re-
flecting, and articulating.

Two members of the Educators' Forum describe their ex-
perience with their group:

The most important thing I've learned is that
teachers can be resources for one another. I didn't
realize it before. We found we could talk to each
other, not just chatty talk. We could focus on a
specific thing and keep at it until we were satis-
fied. TIt's like putting a frame around a special
kind of experience and looking at that. You could
bring the experiences you had in other areas to bear
on this experience. We didn't need experts. When
we started I was teaching kindergarten and I had a
child who had leukemia. His mom wanted him to have
a regular kindergarten experience. I wondered: How
will I deal with death with five-year-olds? I knew
I didn't want to pretend he would move away. I



wanted us to experiemce it in its full intensity. I
brought it up in the group. How do I deal with the
death of an animal? The death of a child is simi-
lar. You wait for the children, you answer their
questions, you find appropriate books. The group
reminded me that I could do that. I was able to
deal with it in a way that was very rich. The fam-
ily was supportive too. Being in the group has made
me want to speak out more. I've become more aware
of being controlled by administration. For example,
if someone isn't on a committee that is going to af-
fect the classroom, I complain. Teachers haven't
been asked because we haven't said we want to be a
part of things.

Rose Marie Madsen

When I started in the group I began to write
about one student who puzzled me. I wrote lengthy
descriptions of her and gave them to the group every
two weeks. I presented her twice. I kept doing the
writing. I scheduled time to reflect on her. That
gave me a better sense of how I was handling her.

It helped me to see her strengths. The questions of
the group provided a close look at my teaching.

It's not a support group. It's more an intellec-
tual, responding group. My colleagues ask questions
and get the presenter to ask herself questions.

It was fun to describe the student. The more I
described her, the more I knew her. It was largely
because I had a group who would read what I wrote.

Over time you get to know other teachers' themes
and ways of approaching things. That familiarity
helps build collegiality. One thing that has been
nice is for me to get to know public school teachers
better, since I teach in an independent school. We
have common experiences and problems in teaching.
I'm glad to find that out.

The group has also helped to build collegiality
within my school. I've shared my writing with the
staff.

Claire Neely

To illustrate the kind of conversation which can
occur in a teachers' group, we have made a selection
from one group's notes. In the fall of 1985, the mem-
bers of the Philadelphia Teachers' Learning Coopera-
tive, aware of the influx of new teachers into local
school systems, set aside two of their fall meetings
for "reflective conversations' about how to support
them. They began the first meeting with each partici-
pant (experienced and new teachers) describing how they
were treated as beginners. The chairperson summarized
the themes common to all the descriptions. Partici-
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pants then made suggestions about ways in which new
teachers might be helped. The recommendations were
later presented at a union conference and included in
a letter to administrators in the Philadelphia School
District. Following is an excerpt from that -conversa-
tion, one which shows particularly how peoples' ideas
can build on those of others:

Letta: Specialist jobs such as supervisors, reading
specialists, math collaborators should include help-
ing others, especially new teachers.

Digne: Someone in the school should be in charge of
how children are placed in homeroom groups so that
new teachers don't get taken advantage of.

Tamar: Don't dump the hardest kids on the new
teachers. [ find that reading and math specialists
don't help new teachers because they have too many
problems. They come to us new teachers last, with
the guides, schedules, and textbooks.

Jeszie: Perhaps one teacher could volunteer to be a
buddy for a new teacher.

Lynnez: The principal should do more than see that
things run smoothly. The principal should also make
sure that other people such as the reading and math
collaborators do their jobs. I've heard about some
schools in which they get no supervision. The prin-
cipal must not abdicate authority.

Judy B.: 1 heard people say that 15 years ago they

had supervisors who helped them. Now the new teach-
ers don't. Has the administration cut out supervi-

sory jobs? Are supervisors doing something else?

Lynne: 1 remember that before we had too many
teachers, in the early sixties, say, the math and
reading specialists and collaborators used to come
into the classroom. Now they do staff development
at faculty meetings. It might be good to find out
exactly what they used to do when some of us felt
there was support, and get back to that.

Tamay: Every school should have a list of basic
supplies for each teacher (scissors, paper, a clock,
pencil sharpener). New teachers should get these on
the first day of school and shouldn't have to ask
for them.

This year there was a new form in which princi-
pals were to list the needs of new teachers in my
school. Such a form might be helpful if it went
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directly to the new teacher, not to the principal.
The principal shouldn't be the one to judge what I
need.

Jesste: The principal should be responsible for
seeing that the old teacher leaves supplies and ma-
terials in the room for the new teacher, and that
other teachers don't take things from that room.
Usually the room is stripped before a new teacher
comes.

Kate: 1It's important to look at what is possible,
what will work. New teachers should have time to
get together to compare what's happening, to give
and get support from each other. What doesn't work
is to demand of principals that they do their jobs
differently from the way they've been doing them.

Letta: 1 wish we could recommend that new teachers
be treated with RESPECT. Last week's accounts
brought up so many times when they were demeaned.

Rhoda: We should reaffirm that the whole school has
a joint goal, that everyone is working together.
The principal's goal is not to get the teacher or

the kids. . . . It takes so much energy to undo the
culture of "you're on your own and we don't care
about you.”" 1In 1961 at least I felt that the prin-

cipal was there on my side; that we had a joint re-
sponsibility. From what I hear from you new teach-
ers, that's not true now. Maybe principals and
teachers need to be in the same union bargaining
unit so people aren't at each others' throats.

Jessie: What Letta said gets to the heart of the
problem. Teachers aren't treated with RESPECT. It
was refreshing to go to [the scheool where I'm work-
ing now] because I'm treated as a responsible adult,
a thinking human being. In my new school, teachers
can set up curriculum and decide such mundane things
as when the children may take recess.

Rhoda: Maybe there could be a system for teachers
to evaluate principals. One criterion for rating
the principal would be "How does he/she treat new
teachers?V

Jesgie: 1 think that every administrator--princi-
pals, supervisors--all should be required to teach
a class every few years so that they can remember
what it's like.
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Judy Buchanan, a member of PTLC, won the Univer-

sity of Pennsylvania Educational Leadership Award in

November 1984. In her acceptance speech, she captured
much of the feeling members of genuine teaching commu-
nities have about teaching and about their colleagues:

Teaching can be an isolating profession, but it
has not been that way for me. I have been privi-
leged to work with colleagues who have shared their
knowledge, caring, and commitment with me. My stu-
dents have taught me a great deal over the years,
especially about curiosity and persistence.

This fall we had a monarch caterpillar in our
classroom. It was my first real experience with the
metamorphosis of a caterpillar. Our caterpillar had
many problems and I would have given up on the whole
process several times, but my students wouldn't
give up.

First, the caterpillar made its chrysalis laying
flat on the jar 1id, instead of hanging from the
carefully placed twig in the jar. A teacher who
knows a lot about insects came into the classroom
and said, "Well--let's try to make it hang.'" And so
she gently moved the still-wet chrysalis to a hang-
ing position. We placed a net underneath it and
left it on my desk.

About a week later we noticed that the chrysalis
had fallen into the net. So I thought to myself--
well, that's the end of the caterpillar, but at
least we can look at it under a magnifying glass.
And we did. Then the teacher I team with suggested
we glue it back onto the 1lid.

At lunch several of us glued the chrysalis back
to the jar 1id with the rubber cement.

The children were wonderful throughout this proc-
ess. They observed the chrysalis very carefully and
asked many, many questions about monarchs. We read
a lot about monarchs--but of course the books say
nothing about saving a fallen chrysalis.

Another week passed--and then miraculously we had
a butterfly!

After several days of sugar water, we gathered
outside in the sunshine to let her go.

As she left the cage the children clapped--it was
a wonderful moment.

Alone, I never would have been able to get that
caterpillar through its life cycle.

It was the caring, the persistence, and the curi-
osity of my students and colleagues that made it
happen.

When, for example, we can engage in collegial

thought about shared interests; when we can support
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Lotte, NC; Carol OQui-
mette, Northfield, MN;
Nancy Place, Escondido,
CA; Letta Schatz, Nor-
ristown, PA; Ellen
Schwartz, Putrney, VI,
Dorothy Welch, Framing-
ham, MA; Karen Woolf,

Wenham, MA.

each other in creating new understandings of children,
classrooms, learning; when we trust each other enough
to reach out for help in cur efforts to learn and
change and to offer support te cothers--we are on the
way to making teaching a profession of a high order.
It is, in large measure, from others that we gain a
fuller understanding of our own potentials as teachers
and of the possibilities teaching holds. The support
of a trusting community c¢an give us, as individuals,
the freedom and the strength to grow and become.
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ception (Colin Smith,
Trans.) (London & Hen-
ley: Routledge & Kegan
Paul, 1962).

7

Epilogue: Teaching as Art
Cecelia Traugh

This epilogue is philosophical and somewhat different
in tone from much of the rest of this monograph. We
acknowledge this difference but also affirm the rela-
tionship we have experienced between our teaching lives
and the ideas discussed herein. This relationship can
be described in several different ways: as reciprocal,
as one grounding the other, or as running parallel. In
any case, our experience affirms a strong relationship
between these ideas and teaching. Each gives the other
a fuller, deeper meaning. We understand our experience
more fully as we come to understand some of these phil-
osophical ideas; the ideas gain substance from the par-
ticulars we bring to them; what we do is informed, in
part, by the ideas.

Teaching as art is concerned with wholeness and
relationship. People are whole and continuous. Class-
rooms are whole and organic in their relationships.
Knowledge is whole; it is essentially an act of human
expression. In seeing wholeness, however, the parts
must be kept in view. Classrooms, for example, are
filled with individuals with their own purposes; how-
ever, they must also have some measure of unity of pur-
pose, a larger context of meaning made up of the rela-
tionships between and among people and ideas.

Maurice Merleau-Ponty found art a valuable meta-
phor when discussing the human body. If we substitute
elassroom for body his statement helps clarify the
idea of wholeness and relationship. '"It is in this
sense that our body is comparable to a work of art.

It is a nexus of living meanings, not the law for a
certain number of co-variant terms."

A. N. Whitehead helps us extend this idea a bit
further. The part to whole relationship in which so
much of art's meaning resides is found in the relation-
ship a finite piece of work has to the infinite back-
ground of possibilities (the world, nature) out of
which the piece is drawn by creative, human effort.
"The work of Art is a fragment of nature with the mark
on it of a finite creative effort, so that it stands
alone, an individual thing detailed from the vague in-
finity of the background. Thus Art heightens the sense
of humanity." This relationship is also found within
the piece of work itself. Details, particulars, indi-
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Alfred North Whitehead,
Adventures of Ideas
(New York: The Free
Press, Macmillan Pub-
lishing Co., 1933).

vidualities--all are contained within a piece as a
whole. They exist in their own right; they appeal to
deep recesses of feeling in their own right. They are
the backbone of the whole. They are necessary for its
understanding. The wheole contains meaning in and of
itself and confers meaning to its parts:

The very details of its Igreat Art's] composi-
tions live supremely in their own right. They make
their own claim to individuzlity, and yet contribute
to the whole. Each detail received an zccess of
grandeur from the whole, and yet manifests an indi-
viduality claiming attention in its own right.

Within this view, teaching and learning come to
be about meaning, and the tasks of teaching become more
open-ended: holding the vision of the whole, of what
could be; being the memory, the storyteller; finding
the relationships and discovering the wholeness in
seemingly disconnected pieces; describing a classroom
so that its individual members and what they are about
and its unity of purpose are both included.

In teaching as art, teaching becomes a statement
of value. Choosing, preferring, and caring are at its
heart. What is worthwhile is critical to teachers'
thought and action. As valuing is an exclusively human
ability, this possibility underscores the essentially
human qualities which can be enacted by teaching.

Whitehead helps us think about what valuing can
be. Described in the context of art it is the pulling
out of a set of finite particulars from the infinite
background: a work of art contains an individual’s
taste, style, and preference.

These ideas remind us that as a mode of expres-
sion, teaching is a series of acts of selection. When
teaching is thought of in this way, classrooms can be
recognized as being arenas for thought and the creation
of knowledge.

Conceiving of teaching as art has room for imag-
ining; it allows the possibility for acknowledging the
power of humans to reach beyond themselves. Learning
can then be envisioned as an adventure, an active proc-
ess, taking the adventurous beyond the "safeties of the
past.” For Whitehead, "One incidental service of art
to society is its adventurousness.' Adventure is
thought which has "run ahead of realization.” It is a
dream of things to come, but it '‘rarely reaches its
predetermined end.” Sometimes adventure acts within
limits, but "sconer or later the leap of imagination
reaches beyond the safe limits of the epoch, and beyond
the safe limits of learned rules of taste. . . ." It
creates a "real contrast between what has been and what
may be."
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Jamake Highwater, The
Primal-Mind: Vision
and Reality in Indian
America (New York: New

American Library, 1981}.

Another way of thinking about Whitehead's idea of
the role of art is to say that knowing can occur
through the process of becoming. Talking about the
body as an organ of perception and art as a way of see-
ing, Jamake Highwater describes a way of knowing avail-
gble to American Indians who 'look at reality in a way
that makes it possible for them to know something by
temporarily turning into it." He calls this "transfor-
mation,' and goes on to say that it is a valuable way
of "making realities."™ In Western culture, this vi-
sionary capacity is kept zlive by children and by art-
ists. "Implicit in that painterly vision,'" Highwater
writes, "is the metaphor, if not the mystic reality, of
knowing things by turning intoc them." A bit later he
adds:

The simultaneous point of view of primal art
deals not with the "eye as a camera," 50 to speak,
but with the "mind's eye'" that consummates every-
thing we know, imagine, feel, conceive, perceive,
and dream about an object we are painting. Trans-
formation lets us take our bodies with us into the
visionary realm. Transformation relinquishes the
point of view of the camera and provides us with the
direct, physical contact with the orendas [life
forces] which appear to us as visions, inspirations,
intuitional insights.

What is known through transformation, for example, is
not merely the appearance, nature, movement, and habits
of an animal. What is known is the animal's essence.

Making art as a way of knowing works to discover
and maintain the connection between the knower and the
known. Aesthetic knowledge is based neither on the
distance needed for objective knowledge nor on the use
of objects to prove or disprove hypotheses. Instead it
results from relatedness, from perceiving the object of
attention from as many sides as possible, from center-
ing attention on an object or person fully, from let-
ting the object of attention speak for itself.

Recognizing imagining and becoming as ways to
learn, teachers can allow them to children and perhaps
recapture a bit of these modes for themselves. We can
become dissatisfied with only knowing the outsides of
children: their behaviors, and seek to understand
children's thought, and to value the particular per- -
spectives on life and the world that children provide.
Teachers can alsc come to see children as totalities,
not predicting how they will "turn out," but imagining
them as the adults they will be, knowing that they will
grow and change.
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Martin Heidegger, What
Is Called Thinking?

(J. Glenn Gray, Trans.)
(New York: Harper Colo-
phon Books, 1954).

Teaching as art can make teachers craftspersons.
Craft is discipline; it is the command of a medium
which demands and grows out of skill. It requires
practice, patience, and time. And, it is much more.
Heidegger adds to our thinking about craft when he de-
scribes the craft in cabinetmaking. If the apprentice
is to "become a true cabinetmaker, he makes himself an-
swer and respond above all to the different kinds of
wood and to the shapes slumbering within wood . .
this relatedness to wood is what maintains the whole
craft."  Additionally, Heidegger says that '''Craft’
literally means the strength and skill in the hands."
Hands are the signs of our otherness, of our mutuality
with others. '". . . the hand extends itself, and re-
ceives its own welcome in the hands of others.'" In the
hand, and the thought sustaining its every gesture,
there is the conversation with one's self and with
others that craft requires.

Teaching as a craft is about all these things.
It is about "letting learn" and allowing slumbering
shapes to come forward. It is about the converse you
have with others and the converse you have with your-
self--reaching out, looking within. It is about the
recognition of human mutuality.
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