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INTRODUCTION

Supporting Community Learning: A Staff Development and Resource
Guide for After-school Youth-education Programs was written to support
people who provide educational services for children and adolescents in
community youth programs. The Guide focuses on the critical role of staff
development in effective service provision and provides practical guidance
about organizing in-service education sessions for youth practitioners in
order to strengthen literacy programming.

The Guide also includes the history of the Bowne Foundation Profes-
sional Development Group. Since 1988, these teachers and program
managers have offered staff development workshops in literacy education
for staff of New York City after-school programs. A process for designing
and implementing professional growth experiences is described through
the Group’s story which can serve as a model for other youth educators
to emulate. The Guide features five of the best workshops on literacy
education and student assessment to evolve out of the Group’s ongoing
dialogue with practitioners about the kinds of professional education
experiences they need. These workshops should be adapted to the needs
and interests of individual programs. Suggestions for evaluating staff
development sessions and information about additional staff develop-

ment resources are also available in this book.

WHo 1s THE GUIDE FOR?

This Guide is for anyone who cares about or works in after-school
youth education. You may be a staff member in the youth agency you
attended as a child or teenager. You may be a parent, a volunteer, a
student, or an educator who has chosen the out-of-school venue in which
to work with youth. You may be an educational coordinator or adminis-
trator who wants to help a staff with diverse work experiences become
skilled educators. You may be an activist or a youth advocate, a
policymaker or a technical assistance specialist, a researcher or a trainer.
Even though you come from a wide variety of backgrounds and interests,

you have a common interest in providing excellence in education during

non-school hours.




THE IMPORTANCE OF STAFF DEVELOPMENT

Consistent and appropriate staff development is essential for design-
ing and sustaining quality programming, yet it is often neglected. Funding
for after-school programs is limited, with priority given to direct services.
As a result, there are few models of professional development in youth-
education programs. Youth workers are rarely given time to learn about
teaching or to examine their assumptions about education. These
circumstances point to the need for creating in-house opportunities for
practitioners' on-going education.

Effective professional development enables staff to work together on
developing a cohesive program that uses resources wisely. A well-
conceived in-service education program allows practitioners to:

sread professional literature about education theory and practice;

swrite about, reflect on, and analyze their educational experiences,
practices, and understandings of how children learn;

suse observation and inquiry to explore various approaches to
education,;

s confer with colleagues about instructional methods and the beliefs
underlying them;

sexamine and then create a shared understanding of the program’s
educational philosophy, vision, and goals; and

» pool expertise in order to address some of the challenges inherent in
youth work.

These kinds of opportunities support youth workers’ becoming ex-
perts in structuring learning experiences that reflect a more informed
understanding of how children learn best. Staff development experiences
also create a community of educators—a cohesive group of professional
learners who support each other and take risks to stretch to new learning.

AFrTER-sCHOOL PROGRAMS As EDUCATION PROVIDERS

Historically, after-school youth programs excelled in offering social
services and recreation. Now they are increasingly called upon to address
young people’s educational needs. Consequently, in many programs staff
must provide education services with little in-house expertise and limited
access to knowledge about after-school education. Because they are
usually not teachers or members of professional networks, youth practi-
tioners are often isolated from current know-how in the fields of education
and community-based youth services. Furthermore, they cannot look to




most professional education institutions to provide courses specifically

geared to youth practitioners. And, since many staff members work part-
time, they are preoccupied with delivering services and find few chances
to concentrate on improving programming.

For all these reasons, while youth programs are deeply committed to
the young people they serve, too frequently their educational activities rely
heavily on completing decontextualized skills-based workbooks, ditto~
sheets, or computer exercises. For too many children, this approach to
skill-building is similar to limited approaches often used in their class-
rooms. Although this situation is changing, youth practitioners’ cite their
lack of expertise in education as keeping them from drawing upon a
wealth of innovative and successful educational methods offering a viable
alternative to workbooks.

Youth agencies often offer young people opportunities they might not
otherwise have: investigating careers with mentors, contributing to
community projects such as gardening and recycling, and taking classes
with professionals and artists. These experiences can provide a context for
rich reading, writing, and oral language learning. More often than not,
however, these literacy connections are not made.

While many programs are expected to help children with homework
and traditional school subjects, few programs provide this help in
engaging and effective ways. Youth programs need assistance in order to
capitalize on their strengths as educating institutions.

The Bowne Professional Development Group was formed to address
youth programs’ need for assistance in creating high—quality education
services. The Group's in-service education enables youth workers to
enlarge their educational vision and extend their expertise in educational

programming. The Guide's first section tells the Group's story.

OTHER SECTIONS oF THE GUIDE

In the second section (pages 11-12), we examine what constitutes
effective staff development. In section three (pages 13-14), we consider
how you might assess your program's staff development needs. In the
fourth section (pages 15-16), we outline the essential elements of one
particularly useful format for professional development—the workshop.

In section five (pages 17-40), we explain how you can organize and lead

five popular and effective workshops in literacy education and student
assessment. In the sixth section (page 41), we offer suggestions for how




to structure participants’ evaluating each workshop session. Eight
appendices (pages 43-96) include copies of materials you will need in
conducting the workshops featured here. Appendix 9 (pages 89-96) offers
a list of additional sources of information. In the last section (pages 97-
101), we describe ourselves, the five authors of this book.
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Our STORY: THE PROFESSIONAL DEVELOPMENT GROUP

In 1988, with a grant from the Robert Bowne Foundation, the Institute
for Literacy Studies at Lehman College, the Literacy Assistance Center,
and the American Reading Council began to provide technical assistance,
including staff development, to after-school youth-education agencies.
Through this work, staff from the three organizations recognized that they
needed to learn more about youth education programs, and they con-
vened a group of literacy specialists and after-school practitioners to
explore the issues. This group evolved into the Professional Development
Group which today consists of youth educators and literacy practitioners
from a wide variety of experiences and programs. What we have in
common is a commitment to providing quality educational experiences for
young people and adults.

A primary purpose of the Group is to enhance members’ professional
development as educators, youth programming experts, and staff devel-
opment specialists. We have found participation in the Group to be such
a positive experience for our own professional growth thatwe believe it can
provide a model for staff at youth programs.

Another purpose of the Group is to support and teach youth agencies’
staff members to strengthen their skills as service providers and educa-
tors. We meet once a month to discuss our work and determine what
workshops we want to offer. We gather information about programs’
needs through surveys, site visits, and discussions with practitioners.
Once we determine workshop topics, we form working committees whose
members are responsible for developing and facilitating the workshops.
To inform this phase of our work, we read and discuss professional
literature, and we share staff development and instructional techniques.

We are a community of learners. Our meetings are a comfortable, non-
judgmental environment inwhich to discuss critical issues. We talk about
the day-to-day struggles in running programs and teaching. We support
each other by offering suggestions, strategies, or just shoulders to cry on.
We investigate our own learning by reading, writing, and reflecting on our
experiences. This process of learning together leads us to re-examine our
educational values, philosophies, and goals which in turn influences our
teaching and staff development work.

Anne Lawrence, an early member of the Group, recalls it fondly,

saying:
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I got to meet with a group of professionals who were working
in literacy programs, sometimes in settings different than my
own. Developing workshops, reading articles together, and
hearing different perspectives were significant because Idon’t
always find time to read on my own and this forced me to do
it. As I'm more involved in staff development, I see that it's
essential to be talking about what you do on an on-going
basis; it puts experiences in a new light and helps you apply
new ideas to your own classroom or prograni.

Over the years, the Group has had ongoing discussions about a
variety of issues—some of them controversial—that come up in youth
work: making the most of cultural differences, evaluating competing
instructional approaches, handling parents’ expectations, and working
with gay youth. These discussions helped us explore some of our own
personal assumptions and spurred us to clarify our beliefs. For these
conversations to take place, our sense of community was critical, for we

could not have talked unless we felt safe and able to let our guards down.

Our BELIEFs ABOUT LITERACY EDUCATION

In the course of meeting, we have articulated and refined our beliefs
about how people learn. Through our readings and discussions, we have
extended our inquiry into how these beliefs might shape our work as
literacy educators. We have formulated these beliefs into the following set
of literacy education principles.

Literacy education has a purpose. People who successfully learn to
read and write, both inside and outside formal educational settings, read
purposefully, even when the purpose is entertainment. Thus, reading and
writing instruction should be meaningful, enabling learners to grasp
something new, get something done, or engage in a pleasurable experi-
ence. Reading and writing ought to be connected to the learner’s goals,
needs, and life interests.

Reading and writing can enhance and define one’s identity. We
often use reading or writing to find out who we are and envision the person
we hope to become. Think of why Anne Frank wrote her diary and young
people still read it. Literacy activities can enlarge learners’ self-knowledge
and help them rmake connections between themselves and larger issues
in the world arcund them.

Reading and writing are social activities. Literacy is about
communicating. To support optimal learning, students need to be able to
talk and collaborate with peers and teachers.

B



Authentic materials are powerful tools for learning. Authentic
learning materials are underutilized for teaching purposes. Such mate-
rials are found in, or relate appropriately to, a program’s focus. They
might include the sheet music, choreography charts, and biographical
sketches of performers in a program’s dance component. Or they could be
the letters children write about a community problem. Use of such
materials ought to be complemented by multicultural and multilingual
literature as well as informational texts. Worksheet-type materials for
skill-drill are limiting (even when they are computer-based) and should
be avoided.

Skills instruction is contextualized. Young people need many
opportunities to read all kinds of genres and produce various types of
writing. These opportunities ought to be organized to increase children’s
pleasure from and satisfaction with reading and writing, and to serve as
the context in which children learn fundamental reading strategies and
writing skills. Rather than relying on drills and rote memorization,
teachers should use young people’s writing, for example, as the basis for
lessons on language rules and grammar conventions.

Learners’ personal and cultural experiences are valued. We help
children increase their self- confidence as learners by designing educa-
tional activities that allow them to explore their histories and languages
or examine issues in their communities. These activities can serve as a
springboard for exploring other people’s cultures and experiences. Inthis
way, we can help young learners broaden their understandings.

Various modes for learning are offered. Field trips, guest speak-
ers, simulation games, role playing, internships, job-shadowing, and
interactive computer programs can serve as exciting and effective educa-

tional experiences for youth.
How THESE LiTERACY EpUCATION PRINCIPLES GUIDE OUR WORK As EDUCATORS

Our principles inform our practice as teachers and staff development
specialists. Staff development must model good teaching. Therefore, our
literacy education principles guide our decisionmaking as to how we will
design and lead professional development sessions. In our workshops,
activities are learner-centered and purposeful. They address
practitioners’ needs as identified through surveys and discussions. They

encourage youth workers to regard themselves as literacy educators and
specialists in teaching and learning. They ask programs’ staff members to




examine how their own education experiences affect their work. Partici-
pants are actively engaged in the subject to be learned: they actually do
the activities rather than hear about them from a lecturer. Sociallearning
is encouraged because activities are designed so that participants can
share, learn from each other, and work cooperatively. Authentic materials
are used: social history articles, short stories, poems, and student writing.
And, finally, our workshops aim to be inclusive: we try to explore and be
sensitive to issues of ethnicity, race, gender, sexual orientation, class, and

special needs.




EFFECTIVE STAFF DEVELOPMENT

Since the primary purpose of staff development is to enhance the
quality of services, appropriate staff development must be an intrinsic
part of an organization’s life. Staff at alllevels, including administrators
and program managers, should participate in regular staff development
experiences, and management should place a high priority on making
opportunities for staff to learn with colleagues through discussing their
work, talking about program issues, planning, and developing curricula.
These conversations require a supportive environment so that staff can
try new ideas and take risks, both essential parts of the learning process.
When educators have had these kinds of learning experiences, it is more
likely that they will encourage the young people they work with to try new
ideas and take risks too.

Staff development activities become models for staff to use when
determining how to structure learning experiences for program partici-
pants. In other words, there should be no distinction between the kinds
of activities offered for a staff development session and lessons organized
foryouth. It is important, however, to keep in mind that staff development
workshops take place in an artificial environment, in a restricted time
frame. Learning activities with youth can be extended over much longer
periods of time, depending on the depth of the topic and the interest of the
young people. Finally, staff development can be delivered in a variety of
formats such as workshops, special topic meetings, teacher-shares,
seminars, inquiry or study groups, and professional exchanges in which
practitioners take turns observing each other.

The following characteristics of effective staff development should
Serve as criteria to guide you in organizing an agency-wide staff develop-
ment plan as well as individual sessions. Appropriate staff development:

Is experiential. In talking about our workshops, youth practitioners
often say, “The thing I like best about your workshops is that they're
hands-on; I always take something back that I can use the same day.”
Staff development needs to mirror activities that teachers can do with
learners. For example, if teachers are learning about reading processes,
they need to be reading themselves in the workshop and reflecting on their
reading strategies. People learn especially effectively by focusing on what
they have learned through real-life or concrete experiences.

T




Makes connections between practice and theory. Staff develop-

ment choices need to be informed by theory as well asvalues, experiences,
and research-based findings about learning. Unless teachers under-
stand the theory behind the practice, they will not be able to plan
educational experiences that consistently demonstrate a coherent belief
system about teaching and learning. In our workshops, we explain our
theoretical orientation and point out how the activities fit with our beliefs.
In addition, we create opportunities for participants to articulate and
question their own beliefs about teaching and learning, and challenge
ours.

Involves staff in meeting their own professional development
needs. Quality programs are the result of staff members’ working together
to create program offerings, identify what kinds of staff development
experiences will strengthen their capacity to provide excellent services,
and determine how they might meet their professional development
needs. Staff who work this way will be more invested in the program and
the young people with whom they work.

Provides time _for staff to meet regularly. Staff members need to
meet routinely to engage in activities and discussions that facilitate their
developing a shared approach to meeting the changing needs and
interests of their students. To evolve this shared understanding of how to
work with youth, staff must talk about their educational philosophies,
values, standards, and goals. There is often a great deal of latent expertise
in organizations. When staff are given the opportunity to share their
perspectives, inquire into the sticky issues that are generated by real-life
teaching, and work on problems collectively, they become more of a
learning community and the organization becomes more educationally

coherent.




ASSESSING STAFF DEVELOPMENT NEEDS

In order to develop a staff development plan for your agency or
organize individual staff development sessions, you must assess your
organization’s approach to educating young people, staff development
needs, and support for staff growth. We suggest that you start your
assessment by examining and analyzing your program’s educational
design as it currently exists and then envisioning how you would like it
to be. Investigate various after-school youth-education models and
evaluate how successful they are in attracting and serving young people.
Discuss what works in your program and the changes you would like to
make. Consider what kinds of staff development opportunities your
agency presently offers. Identify the types of staff development experi-
ences you will need in order to pursue the changes you envision.

In conducting your assessment, the following questions can launch
your inquiry. You may want to select a few of the questions, write about

them, and share your responses in a whole group discussion.

Education Services

What services do you offer? What is your educational
philosophy? What does a typical educational activity look
like? Does it reflect your educational philosophy? If so, how?
How do you plan your educational programming? Does
planning include all program staff as well as young people,
community members, and parents? How are your education
goals carried out in other program components—recreation
and social services, for instance.

Staffing and Staff Meetings

What is the balance between part-time or full-time staff? How
does this affect the program? Do you have an educational
coordinator? If so, what is the coordinator’s role? Do staff
understand this role? If not, how does that affect your
program? How often does staff meet? If you meet seldomly,
why is meeting not a priority? When you meet, what is the
purpose of the meeting? Who determines the agenda? Who
facilitates the meeting? What gets discussed? Do you ever
learn something new together or share your approaches to
helping children learn?




Learning Environment and Resources

What does your program space look like? Is it inviting? Is it
literacy-rich with posters, bulletin boards full of student
writing, book displays, and comfortable reading nooks? What
kinds of literacy materials can young people use: books,
magazines, films, books-on-tape, computer software?

Literacy Focus

How are reading, writing, and discussion woven into activities
in all your program components?

Once you have determined your staff development needs, you will be
ready to consider how you will meet them. The remainder of this Guide
can help you use a workshop format for organizing pertinent staff
development sessions. Included are precise instructions for how to run
five workshops that have been successfully offered many times to support

youth practitioners’ growth as literacy educators.




WELL-DESIGNED WORKSHOPS

Workshops are a highly effective format for offering participants
specific training combined with opportunities for more open-ended

exploration. The following elements are found in workshops whenever the
workshop format is used to its greatest advantage. An effective workshop:
Has a purpose related to what participants need in order to work
more effectively in their programs.

Is experiential, putting participants in the role of learners. If a
workshop is on teaching writing, for example, participants should write
in the workshop.

Is flexible, in that participants' needs can determine how workshop
tirne is alloted.

Is interactive. There should be a lot of time for discussion, as well as
asking and answering questions, among all the participants and the
facilitator(s).

Has been designed by drawing upon a range of input _from staff.
The best and most professionally responsible staff development comes
from collaborative planning. Staff know a great deal about what they need
and should be involved in decisionmaking about the focus of staff
development sessions and the process for pursuing that focus.

Has variety. Participants should be engaged in activities ranging
from the physical to the reflective.

Focuses on a meaningful topic that meets real professional and
organizational needs.

Offers appropriate reading materials that are engaging and not
too abstract.

Uses presenters who are familiar with the needs of their
audience. Presentations should be pertinent to the context—particular
programs—in which workshop participants work.

Makes use of in-house staff expertise as much as possible to share
exemplary practices.

Has management support. Agency leaders must back staff develop-
ment in all its dimensions. Staff will need time to contribute to staff
development plans, and to participate in workshop sessions. Also, staff
will need to feel that they can communicate openly about what program-

ming or administrative changes would improve services to youth. If
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administrators are committed to the best care for young people, they must
welcome and support this kind of exchange and continuous program

adjustiment.

Is evaluated by participants. Careful evaluation is critical to
effective staff development because participants’ feedback provides a
valuable perspective that should inform future staff development plan-

ning.
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LiTEracY EbpucaTioN WORKSHOPS

During the past sevenyears, the Professional Development Group has
designed over fifteen staff development workshops, continually revising
and refining them. We selected four workshops to provide a base for
understanding experiential approaches to teaching practitioners about
literacy education for youth. Taken together, these workshops demon-
strate a range of approaches to literacy programming that integrate many
of the traditional academic disciplines. In addition, we included a
workshop on student assessment because looking closely at young
people, their work, and their growth is a key, but under-represented,
professional development activity.

All of our workshops support participants’ learning how they can
strengthen their skills as educators of children and adolescents. In our
workshops, we try to make the best use of what is known about the
process of learning. Recent research has shown that language is integral
to learning. Consequently, each of our workshops includes a variety of
activities that require participants to read, write, speak, and listen.

Since writing-to~learn activities help students understand their own
thinking and knowledge, we use these kinds of activities frequently to
encourage youth providers to adapt them to their prorgrams. We suggest
that workshop facilitators provide participants with lined paper and
folders to hold their various writing pieces. Then they can create their own
“writing folders” so that, from time to time, they can review their work to
see how their ideas and writing have developed. Creating writing folders
is the kind of activity workshop participants can use with young people.
In each of our workshops, we model activities that practitioners can take
back to their programs.

These workshops are designed to serve up to 25 participants. How-
ever, a more optimal number would be 16. Each workshop should fit in

a three~hour time block.

Supporting Literacy Development: What Helps Us Learn?, our
first workshop (see page 19), enables participants to make connections
between their own development as readers and writers and some of the
basic principles for supporting young people’s literacy development.

Reading should be integrated into all aspects of youth programming
through innovative approaches that support both in-school and out-of-




school learning. Reading: Expanding the Possibilities, our second
workshop (see page 22), offers two activities that are pertinent to this goal

and, also, are fun.

Active Learning Strategies: Tools for Learning, our third work-
shop (see page 25), tackles study skills, a challenge that after-school
program staff grapple with on an ongoing basis.

Stories of Light: Celebrating Winter, our fourth workshop (see
page 31), is a special seasonal workshop which draws upon reading,
writing, and art. However, the activities in this workshop need not be
saved for the holidays; they can be modified and enjoyed throughout the
year.

Once youngsters are reading and writing regularly as part of their
after-school experiences, you will want to know more about how their
proficiency has changed over time. What are our Children Learning?,
our last workshop (see page 34), will help you observe, track, and assess
students’ growth in learning,.

We describe how to give each of these workshops in the hope that
community educators will use them as a springboard for staff discussions
and planning related to after-school programming. We have included
introductory remarks to help you understand the workshop’s goals and
usefulness, a workshop plan with specific information about how to
proceed, a schedule for how you should budget your time, and a list of
materials you will need in conducting the workshop. (One copy of the
reading materials you will need for some of the workshops can be found
in the appendices cited in the instructions for that workshop.) '

Each of these workshops is just a beginning and not meant to stand
alone. Each one invites participants to continue experimenting, observ-
ing, raising questions, seeking additional information, or pursuing other
experiences that can help them augment their skills and improve their
programs.
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WoRrksHOP
SurPORTING LiTERACY DEVELOPMENT: WHAT HELPS Us LEARN?

INTRODUCTION FOR FACILITATORS

In order to explore engaging and effective educational activities for
children, we begin by examining with participants our responses to
learning, beliefs about teaching, and feelings about reading and writing.
In this workshop, as in all of our workshops, we think about ourselves as
learners, as well as educators, because we want to be able to accurately
gauge other learners’ experiences and struggles. We consider what
supported our growth as readers and writers and what supports young
people’s literacy development in after-school programs. And finally, we
invite participants to assess their programs’ literacy activities and envi-
sion new directions for literacy programming. What is especially useful
about this workshop is that participants are able to articulate abstract
concepts about literacy development when asked to draw from their own

particular experiences.

WoRrksHoOP PLAN

Part I: Experiences with Reading and Writing
Activity 1: Reflective Writing

Ask participants to take a few minutes to write about an experience
they have had with reading or writing that was significant in some way for
them. This experience may have: occurred when they were adults,

children, or adolescents; been positive or negative; and happened at
home, at school, or in another setting.

Activity 2: Pair Shares (of Personal Stories)

After people write, ask participants to share their stories with partners
by reading aloud or telling about what they have written. When each
participant has shared his or her story and the partner-talk is completed,
ask for volunteers to read their stories to the whole group. (Try to get at

least five stories shared.)
Activity 3: Group Share

Now give participants up to five minutes to identify one element in
their stories that either supported or created obstacles to their being

e




comfortable and proficient with reading and writing. Ask people to share
with the group one of these elements and make a list of the elements

people name for everyone to see, using a two-column chart drawn on a flip
chart orboard. (See the chart on the next page for an example of the kinds
of participant observations we have elicited when we have conducted this
workshop.) Discuss why the elements that supported literacy develop-
ment did so and why the other elements did not.

Part II: Program Applications

Ask participants to write about the reading and writing activities used
in their programs. Then have them underline those activities they
described that support literacy development and put an x next to any
activities they described that hinder children’s progress as readers and
writers. Finally, ask them to make a list of the ways they would like to
improve their programs’ literacy activities. After participants have
finished writing, solicit volunteers to share their reflections with the whole
group. Post a list of participants’ suggestions for improvements and

discuss how to go about making such improvements.
SCHEDULE

15 minutes Facilitators’ Introductory Comments
30 minutes Reflective Writing

30 minutes Pair Shares

60 minutes Group Share

45 minutes Programn Applications

MateriaLs CHECKLIST

Paper for participants’ writing—{lip chart—markers.




FACTORS SUPPORTING
READING /WRITING

an opportunity to do a lot of
reading and writing

someone with whom you can
discuss writing or books

being read to
good books are available

choice in assigned reading and
writing

having a purpose for reading and
writing

Facrors LimiTing
READING /WRITING

limited opportunity to read or write
no audience for writing
no feedback about writing
never having been read to

writing and reading errors
over-corrected

never heard talk about what makes
writing clear, interesting, and strong

little choice in assigned writing
reading and writing activities that are

rote, meaningless, and unconnected to
children's lives




WORKSHOP
REeaDING: EXPANDING THE POSSIBILITIES

INTRODUCTION FOR FACILITATORS

This workshop encourages youth practitioners to think about new
approaches to teaching reading in non-school settings. The first part of
the workshop is intended to raise participants’ awareness of struggling
readers’ experiences and feelings. In the second part, an everyday
experience—cooking—is mined for its potential in helping children
strengthen their reading skills.

WoRksHOP PLAN

Part I: The Experience of Reading

Activity 1: Partner Reading

Ask participants to pair up and read The Doctor’s Office. (A copy of this
story is available in Appendix 1, on page 43) Most of the story is written
with symbols representing the alphabet. Trying to read this story allows
participants to re-experience what struggling with unfamiliar text is like.

Activity 2: Group Share

Reconvene the group to discuss the following questions: What was
this story about? How did you feel while you were trying to read it? What
made it easier for you to read? What made it harder? What was it like to
read with a partner? What strategies did you use to figure out the text?
List the answers to the last question on newsprint and post it in full view
for all participants. (See chart on the next page for some examples of the
strategies participants often mention using.)

Now, ask participants to think about what connections they can make
between their experiences with the story and young people’s experiences
(in their programs) with reading. Discuss the following questions: What
strategies do young people use to read difficult material? Are they similar

to or different from your strategies? How can young people be supported

when they encounter new and difficult reading material?




READING STRATEGIES
using the illustrations
building on sight vocabulary
predicting
guessing
using the story's meaning or context
using symbol/sound relationships

asking someone

Part II. Real-life Reading

Food is essential to communities. Consequently, in students’ every-
day lives with their families and in their neighborhoods, cooking with
others, sharing recipes, and telling stories about food are common
occurrences. The next activity—food preparation——models for partici-
pants how real-life experiences can be simulated and used in program
settings. This activity also allows participants to consider the many social,
organizational, literacy, and mathematical skills involved in daily, famil-
iar tasks like cooking. By using this kind of educational activity, youth
workers can offer young people experiences that are fun and supportive
of their understanding traditional academic subjects.

Activity 3: Cooking (Making Guacamole)

Divide participants into four groups of four to six people at a table.
Give each table the ingredients and recipe for making guacamole, an
avocado-based dip. (Arecipe is provided in Appendix 2, on page 50). Also,
distribute cooking tools. Ask participants to spend 30 minutes following
the recipe to make guacamole and cleaning up. Do not give further
instructions. The groups will have to decide how to divide up the work and
assign roles and responsibilities.

Activity 4: Activities that Reinforce and Extend Learning

When each group has finished making its bowl of guacamole, gather
everyone around a few tables, distribute tortilla chips, and, as partici-




SCHEDULE

pants dip chips into guacamole and munch, brainstorm together about
what skills students would use in a cooking activity. Make a list of the
skills you discuss and post it for all of the participants to see. Concentrate
on the reading skills discussed earlier in the workshop. Ask practitoners
to share their ideas as to how they might reinforce some of these skills
through other relevant educational activities.

Introduce one such activity: reading children’s literature with food
themes! (See Appendix 3, on page 51, for a list of books.) Give participants
a few minutes to look through the books you have and then ask them to
choose one book to read. After ten minutes, ask participants to talk to a
partner about the book they chose: why they chose it, its plot, and their
responses to it. (This partner-talk allows participants to articulate the
process readers go through when selecting reading material and to give
mini-book reviews. Partner-talk is also a wonderful pre-writing activity
allowing learners to think about their ideas before trying to express them

in writing.
Part III: Program Applications

As a wrap up, ask participants to share their answers to these
questions: What have you learned in this workshop that you will try out
in your programs? Which of the books with food-themes seem most
appealing for the children in your programs? How would you modify the
cooking activity to accommodate the children you serve?

10 minutes Facilitators’ Introductory Comments

25 minutes Partner Reading

30 minutes Group Share

40 minutes Cooking

45 minutes Activities that Reinforce and Extend Learning

30 minutes Program Applications

MaTteriaLs CHECKLIST

The Doctor’s Office(Appendix 1}—flip chart—markers—recipe for guacamole
(Appendix 2)— cooking utensils (cutting boards, knives, garlic presses,
spoons, forks, and a large bowl)—ingredients for guacamole—corn
chips—cleanup materials (sponges, water, and a large garbage bagl—
children’s literature in which food is a theme (See list in Appendix 3).
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WOoORKSHOP
AcTIVE LEARNING STRATEGIES: TooLs ForR LEARNING

INTRODUCTION FOR FACILITATORS

Helping youngsters become more proficient at traditional academic
subjectsis a big concern for programs, so staff often struggle to help young
people strengthen their study skills. In the first part of this workshop, we
ask participants to examine their own learning strategies, compare them
with young people’s strategies, and determine how they would like to
strengthen the learning strategies used by young people in their pro-
grams. The next parts of this workshop—entitled Mind Maps and Re-
searching from Multiple Sources—offer two innovative ways to help stu-
dents learn to be learners. You will not be able to cover both parts in what
remains of the usual three-hour time block needed for our workshops. So
you may want to offer these two parts concurrently (with participants’
choosing one of them to attend) or sequentially (with participants attend-
ing on different days or weeks to give them the opportunity to be present
for both parts and try out the demonstrated approaches with children
between sessions). In this workshop, as in all of our workshops, set aside
time for staff to assess and discuss how the new approaches they are

trying with students are working.

WOoORKSHOP PLAN

Part I: Learning Strategies

Activity 1: The Learning Strategies Survey

Distribute the Survey (in Appendix 4, on page 53) and have each
participant complete one. This Survey helps participants identify what
strategies they use when trying to learn something, and it is a segue into
exploring students’ learning strategies. When participants have com-
pleted the Survey, ask them as a group to consider how their personal
responses are similar to and different from those used by students in their
programs. List these comparisons on newsprint for everyone to see. Put
a star next to those strategies on the list that participants feel their
programs should help young people adopt or strengthen. Discuss how
programs might support students’ growth in using the strategies partici-

pants have starred.




Part II: Mind Maps for Reading Comprehension

Mind-maps are tools for teachers to use in helping students stick with
challenging reading and understand that reading. Mind-maps (also called
semantic maps or graphic organizers) developed out of schema theory,
which proposes that every time someone learns something new he or she
builds on prior knowledge. This theory suggests that in formal learning
situations, teachers should devise ways of helping students articulate
what they know already. Then the teachers can choose educational
activities that will enable students to add to the foundation of information
and understandings they possess. And students can see more clearly how
new learning connects with old learning.

One way of helping students identify what they know about a subject
is to ask them to brainstorm (through writing, drawing, or discussing)
everything they associate with that subject. With these bits of knowledge
in hand, they will be ready to make a mind-map for themselves. Inthe next
activity, we ask workshop participants to create mind-maps through a

process that they can then use with students.
Activity 2: Pre-reading Brainstorm

Ask participants to spend five minutes brainstorming in writing or by
drawing a list of everything they can recall about the United States in the
19th century. (Participants can focus on any topic that is relevant to a
challenging piece of reading they will be undertaking.)

When participants are ready to share their information, use a go-
around or round-robin process in which everybody takes a turn talking.
As people begin to speak, draw a simple mind-map (on newsprint or a
chalk board) that reflects participants’ information and understandings.

Here is an example of a mind-map we made in one of our workshops.

elders were treated
with respect

clean slavery/Jim Crow

19th Century

America

religious orientation

concern for
morality
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Activity 3: Connecting Prior Knowledge to New Learning

Distribute an American Heritage magazine article entitled “The Secret
Life of a Developing Country. (Ours).” (For a copy, turn to Appendix 5 on
page 55) This article describes life in the United States during the last
century. Ask participants to read the entire article silently. After they
have read it, ask them to write a response to the question: What did you
learn about 19th century America that you didn’t know before? After
about ten minutes, participants should participate in a round-robin
sharing of what they wrote. Now ask participants to consider how to use
the mind-map they made about 19th century America to help them
understand and retain the new information and concepts they have just
encountered in the article.

Based on this discussion ask participants to modify their original
mind-map by incorporating new information and concepts from the
article they read. Here is an example of what the new mind-map might
look like.

street
African Americans had fights and public
difficult lives disorder

19th Century
America

alcoholism dirty streets
beginning of no public sanitation
prohibition

movement

As participants can see, trying to incorporate new information forces
the mind-map maker to devise a much more complex organization for the
mind-map by using larger categories and then sub-categories to summa-
rize what is known. In this way, mind-maps force us to begin identifying
more abstract descriptions of data, and the process of categorizing is a
wonderful thinking skill for children to practice.

Mind-maps are not only useful for identifying what we know and are
learning. They also help us identify questions and areas for further study.
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Part III: Researching from Multiple Sources

Many students are at a loss when asked to collect information about
a topic and write a research paper. This part of our workshop models how
students can conduct an investigation into any subject by (1) gathering
information and perspectives from various sources and (2) using writing
to help them understand what they are learning. When we lead this
workshop, we choose a topic that is popular with kids and can be explored
through arich array of learning materials: dinosaurs! We supply our room
with all kinds of materials (at different reading levels and in as many
different languages as we can find) on dinosaurs: books, wall charts,
maps, stencils, children’s literature, good-quality videos, games, and
drawings.

Activity 4: Pre-research Brainstorm

Have participants sit in a circle and give them each a little notebook
to use as a learning log. Next ask each participant to select one plastic
dinosaur out of a shoe box. (For this activity, the kind of dinosaur he or
she chooses becomes “my dinosaur.”) Tell participants: If you can recall
the correct name for your dinosaur, record the name in your learning log.
Then allow participants to spend ten minutes writing their first log entries
on everything they can remember about “my dinosaur” and all other
dinosaurs.

Now have participants make a list together (on newsprint) of their
collective knowledge about dinosaurs. (Group members may correct each
other’s misinformation, but you may need to help people speak tactfully.)

Activity 5: I-Search

Now participants are ready to begin their own investigations into their
dinosaurs’ lives—the plastic dinosaurs they picked earlier. (A few partici-
pants may prefer to investigate a related topic.) Emphasize that this kind
of research is an “I-Search process” (as developed by Ken Macrorie: see
page 89 for further information on how to conduct I-Search research).
Participants should be looking into aspects of dinosaurs lives that interest
them or seem useful to understand for their work with children.

In the next section of their learning logs, participants should take
notes in the course of their research. Ask them to record these notes on
the left pages of their logs and use the right pages for writing questions and

personal responses to the material they are learning. To launch partici-




pants’ conducting research on their plastic dinosaurs, ask them to take
their dinosaurs to the introduction-to-dinosaurs wall-chart you have
posted, match their dinosaurs with the appropriate pictures, and copy
information about their dinosaurs into the notes section of their learning

logs.
During this period, participants can work on their own, or confer with

others while investigating their dinosaurs (or related-topics). Give them
about 50 minutes to use the learning materials in your workshop space,
and then add an additional ten minutes so they can sift through their
notes to determine how they will introduce their dinosaurs (or topic) and
answer two questions for the whole group of workshop participants: What
did you learn in your research that interested you the most?
What would you want to investigate further?

Spend 45 minutes in a round-robin process for the group share. (If
you have a lot of participants, you may have to divide into two or three
smaller groups for this sharing.) Compare what participants learned with
the information they generated through their initial brainstorming. List
what else people would like to study. (When we have conducted this
workshop, participants have mentioned prehistoric weather and vegeta-
tion; the conflicting theories about the extinction of dinosaurs; and
children’s fascination with dinosaurs.) Consider the various points of view
participants encountered in the sources they consulted.

Activity 6: Program Applications

As awrap-up, ask participants to think about how they might support
children’s research at their programs. Many participants have noted that
they could organize trips to places that young people can use for research:
libraries, museums, the local historical society, or a bookstore, Also, they
have pointed out that in their programs they could organize a similar
research project, extended over at least a week to allow students time to
complete each piece of research well. And, they have speculated about
how they might help students use learning logs as a tool for organizing and

understanding research.
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10 minutes Facilitators’ Introductory Comments

40 minutes Learning Strategies Survey

Part II

10 minutes Facilitators’ Introductory Comments

30 minutes Pre-reading Brainstorm

60 minutes Connecting Prior Knowledge to New Learning

Part III

10 minutes Facilitators’ Introductory Comments
30 minutes Pre-research Brainstorm

90 minutes I-Search

30 minutes Program Applications
MaTteRriaALs CHECKLIST

Learning Strategies Survey (Appendix 4)—paper—pencils—markers—flip
chart— American Heritage magazine article (Appendix 5}—notebooks—
box to store dinosaurs—small, anatomically correct plastic models of
dinosaurs (available at places such as the American Museum of Natural
History in New York City and children’s museums)—a rich array of
learning materials about dinosaurs in Spanish and English (or other
languages, depending on your audience)—Dinosaur Panoramawall chart
(available for purchase from the American Museum of Natural History; if
this item is not accessible, try to find another chart that shows dinosaurs
through the ages)—maps showing where dinosaurs bones have been

discovered—dinosaur stencils—small notebooks.




WORKSHOP
SToRIES OF LiGHT: CELEBRATING WINTER

INTRODUCTION FOR FACILITATORS

This workshop helps practitioners prepare for the winter holiday
celebrations. The workshop evolved from our working with youth-
program staff to develop appropriate ways of celebrating holidays when
serving young people from diverse backgrounds and communities. We
wanted holiday activities that would enable youth and adults to see what
we gain from differences and what we have in common despite differences.
We also wanted to identify a unifying theme for the various winter holiday
traditions, and we concluded that light is a central image and concern.
Finally, we wanted to emphasize the uniqueness of each family as well as
each culture, so we decided to ask participants to come to the workshop
with an object from their winter celebrations at home or a personal story
about those celebrations.

This workshop was the first one in which we used art, and we were so
pleased with the results that subsequently integrating all of the arts—
language arts, music, dance, visual arts, and crafts— and, later, math and
science—became an important goal for us in our staff development work.

In preparing for this workshop, facilitators may want to decorate the
workshop space with children’s materials pertinent to the holiday focus
and theme of light. Once when we gave this workshop, we displayed paper
maché pinatas that young people at one of our programs had made to
celebrate the Puerto Rican holiday of Three Kings.

WoRKsHOP PLAN

Part I: Winter Celebrations

Activity 1: Guided Meditation

Start with a guided meditation to get people into the spirit of the winter
season. In Appendix 6 (page 73), you will find directions for reading four
selections from Gloria Naylor's novel Mama Day. These selections
describe the winter-time “candle walk” of African Americans on the Sea
Islands off the coasts of Georgia and South Carolina. After the reading,
discuss the memories or thoughts of the winter season that came to

listeners during the story. Also discuss the theme of light.




Activity 2: Sharing Holiday Traditions

Have participants gather in groups with three to four members. Now
give participants the following directions for their task: Spend the next 15
minutes telling your colleagues about the objects you brought to repre-
sent your winter holiday celebrations at home or share with them a story
or memory from your celebrations.

After the small-group sharing, ask participants to spend another 15
minutes writing a short reflection about their objects, stories, or memo-
ries. Let participants know that these are not private reflections—their
colleagues are the audience for these pieces of writing in this activity and
the next two activities.

After participants have finished their reflections, regroup and solicit
a few volunteers to read their pieces for the whole group. Then ask
participants to discuss: What do we gain from cross—cultural experi-
ences? How might holiday sharing be structured in youth programs?

Part II: Using the Theme of Light
Activity 3: Charcoal Erase

We chose this particular art activity to show how teachers can use
activities from various disciplines to explore a theme such as light. Inthis
activity participants illustrate the reflections they wrote (in the last
activity) by using a technique called charcoal erase. The goal of this
technique is to bring light out of dark. (This technique is very messy, so
participants will need smocks or plastic bags to protect their clothing.)

Ask participants to cover a blank piece of paper with charcoal strokes,
thus making a completely dark surface. Indeed, the surface should look
as dark as possible. Now, have participants create an image by erasing
charcoal as needed. An image will emerge from the dark background.

Activity 4: Creating a Mini-museum

Hang participants’ charcoal art on a wall next to the written reflection
it illustrates. Presto: you have created your own mini-museum display!
Have participants walk around and examine their colleagues’ art and
memories/stories. Reconvene the group. Ask if anyone has questions for
an author or artist. Describe one or two pieces of work (written or visual)
in depth. Consider how this activity, combined with the last one, would

work in participants’ programs.
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Activity 5: Extending Learning through Literature

Children’s literature offers wonderful opportunities to explore themes.
For this workshop, read Leo Lionni's Frederick aloud to the group. Discuss
the book’s use of light as an image. What are the many meanings light
conveys?

Give participants an opportunity to examine other books, a multi-
cultural collection, where light is a theme.

Part III: Program Applications

As a wrap-up, lead a group discussion. Consider what light means in
its many dimensions: its lifegiving properties, its spiritual power (signify-
ing birth and renewal), and its symbolic importance in religious obser-
vances—in Christianity, Christmas celebrates the birth of Jesus, the light
for the world, and in Judaism, Chanukah celebrates, in part, the miracle
of the menorah’s continuing to give light long after its oil should have run
out. Identify less commonly known winter holidays that have light as a
theme: the Indian holiday of Diwali, for instance. Pool ideas about other
activities participants might undertake to help children learn to respect
different cultural traditions and explore the theme of light. Finally, ask
participants if they can think of other images or metaphors that work as
a unifying theme for winter or other holidays.

10 minutes Facilitators’ Introductory Comments
20 minutes Guided Meditation

40 minutes Sharing Holiday Traditions

30 minutes Charcoal Erase

20 minutes Creating a Mini-museum

30 minutes Extending Learning through Literature
30 minutes Program Applications

MaTeERIALS CHECKLIST

Selection from Gloria Naylor's Mama Day (Appendix 6)—candles and
holders—matches—a small flashlight—charcoal— smocks or plastic bags
to protect clothing—white art paper—writing paper—gum erasers—
tape—Leo Lionni's Frederick—a multicultural collection of children’s
books in which light is a theme.



WoRrksHOP
WHAT ARE OoUR CHILDREN LEARNING?

INTRODUCTION FOR FACILITATORS

This workshop is about student assessment. By assessment we mean
using methods other than standardized tests to note, track, and evaluate
changes over time inyoung people’s learning. New approaches to student
assessment rely on looking carefully at children’s behavior and work. An
in-depth understanding of children and how they are progressing enables
students, staff, and families to identify and build on students’ strengths
and provide support and instructionwhenneeded. Teachers and caregivers
should focus more on what youngsters can do, and place less emphasis
on what they cannot do.

Assessment data can be used for different purposes and audiences.
The information practitioners’ derive from using student—centered, per-
formance-based assessment methods is meant to guide their decisions
about what and how to teach, interactions with the young people
themselves, conversations with children’sfamilies, and reports forfunders.
Students also can use this information to determine what they are
learning, how they learn most easily, which skills need strengthening, and
what special interests they would like to pursue.

The three parts of this workshop will require more time than the three
hours we usually use for our workshops, so you will need to schedule your

staff development time accordingly.

WOoRKsHOP PLAN

Part I: The Role of Assessment in the Learning Process
Activity 1: Participants’ Understandings of Student Assessment.

Ask participants to put the day’s date at the top of a piece of paper and
then respond in writing to the question, What does student assessment
mean to you? (Allow ten minutes for this writing.) Next, have participants
share what they have written with partners for another five minutes.
Then, ask participants to put their writing in their writing folders, for
review at the end of the workshop. Participants can assess at this time,
and on later occasions, how their thinking about student assessment has

changed as a result of their participating in this workshop.




Wrap up this first exploration of what participants think about
student assessment by asking them to discuss the methods their pro-

grams use to assess young people’s learning and their views of these

methods.
Activity 2: Participants’ Experiences with Assessment

Ask participants to take another piece of paper. Read the following
facilitators’ directions to them:
We all have areas of knowledge and skills in which we feel
confident and competent. For the next three minutes, make
a list of your areas of expertise: maybe these areas include
fishing, driving, murder mysteries, parenting, a sport, art,

music, a particular hobby, cooking, sewing, car mechanics,
friendship, or something else.

After three minutes, continue your directions to participants:

It takes time to become proficient at anything, and the road
to mastery is smooth sometimes and rocky at other times.
However difficult the learning may be, when we want or need
to become good at something, we persevere. Choose one area
inwhich you have expertise and skills, and describe in writing
how you became an expert. And why: was it deliberate, did it
just happen because you were so interested in a particular
topic, or was there another reason?

Allow ten minutes for this writing. Now, ask participants to spend
another five minutes making a timeline that describes their development
in acquiring this expertise.

Next, ask participants to identify a few turning points (highlights or
difficult moments) showing change or growth in the learning they have
just described in their writing and timelines. Give each participant a
manila folder and ask them to spend five minutes representing these
turning points through drawings on the inside of the folder. These
drawings may be in the form of symbols or stick figures! (For examnple, in
one workshop we conducted, a participant wrote about her ten-year
apprenticeship learning to play the flute. On her folder, she represented
this experience by drawing a simple figure of herself playing the flute, and
by drawing a rectangle, as the stage where she had performed in public
for the first time—a milestone in her life.)

Give participants another five minutes to write a reflection describing
how formal or informal assessment hindered or advanced their learning.
Let participants know that when they have completed this reflection, they
should put the three pieces of writing that they have just produced into

their folders which will become “assessment folders.”




For the next 15 minutes, have participants meet in groups of three to

four people. The task for each group is to examine members’ assessment
folders and contents—the writing pieces, timelines, and reflections—and
thenfocus on how assessment affects learning. Ask the group to designate
one member as a recorder/reporter who can take notes on members’
insights and conclusions about the role of assessment in their learning,
and then summarize these views for the whole group when it reconvenes.

After the whole group gathers, ask participants to focus on the role of
assessment in learning. Outline the highlights of this discussion, as it
unfolds, on newsprint for everyone to see.

Wrap up by talking about assessment folders. This activity simulates
how participants can teach young people at their programs to make
assessment folders. These folders can hold all kinds of work: writing,
drawing, photographs, tapes of presentations, adults’ attestations as to
the work a student has accomplished (for instance, in mentoring a
younger program participant), and young people’s statements about their
own growth, development, and achievements. What is placed in the folder
can represent young people’s first, best, favorite, or latest work.

For example, a young person studying photography might place in her
folder: the first photo she shot in the program, a copy of a professional
photograph that influenced her along with a copy of a photo she made that
shows this influence, a reflective piece of writing about a favorite photo
along with a copy of that photo, an attestation from a photography mentor,
a strip of film she developed on her own, a flier from the youth program'’s
annual art exhibit in which she contributed one photo, and a picture of
that photo hanging on the wall!

Assessment folders give students a chance to amass arecord over time
of what they are learning and accomplishing. By reviewing these folders
with teachers, friends, parents, or other adults, young people can
determine what they want or need to concentrate on next.

Part II: Assessing Learning with Journals

Joumnals, like assessment folders, are tools that teachers and learners
can use to learn about students’ progress. Young people can use journals
to track and reflect on learning or to conduct a dialogue with a teacher.
Teachers can use journals as a window into children’s thinking and skills.

In the second part of this workshop, participants will assume the role

of students by starting their own journals, using them to reflect on a story

that is read to them and to examine their own reading comprehension.




Then, as educators, participants will examine how journals can be used
to assess learning. Participants will analyze one child’s journal entry
(written in response to the same story they listened to) in order to learn

about that child’s reading comprehension.
Activity 3: Tapping Prior Knowledge about Journal-keeping

Give each participant a small, spiral-bound notebook to use as a
journal. Ask participants to write for five minutes about previous
experiences with journal writing, or if they have not kept journals, what
they know about journal writing. (In starting this way, we are tapping
participants’ prior knowledge.) Then ask participants to share their
information, and as they do so, list major points on newsprint. You can
refer to this list at the end of the workshop to assist participants’
integrating their former and current ideas about how journals can be

used.
Activity 4: Pre-reading Activities

Pre-reading activities are designed to support children’s reading
comprehension by making reading more satisfying and understandable.
For instance, children who have the opportunity to visit the seashore will
find books that are set by the sea easier to comprehend. While site-visits
are one highly effective pre-reading activity, other, less time~consuming,
alternatives can be used: films, songs, clothing, and pictures can help
young people understand a new piece of reading. Or talking about a text
before reading it—making predictions and asking questions—can help
readers engage with the text, as they will want to see if their predictions
are accurate and to learn the answers to their questions.

Now participants will do one type of pre-reading activity together.
Have them look at the picture on the cover of Roald Dahl's James and the
Giant Peach and then read the title. Ask them to write in their Jjournals
any questions or predictions they have about the book (if they have not
read it already).

Activity 5: Using Journals for Supporting and Assessing Reading Compre-
hension

Phase 1: Participants as Learners

Ask participants to read the first two chapters from Roald Dahl's
_ James and The Giant Peach. (A copy of the cover and these chapters are
available in Appendix 7, on page 77.) If copies of this selection are not




available for everyone, read the selection out loud. Both silent reading and

reading aloud are useful in assessing comprehension. If, for example, a
child does not understand a story when he reads it silently but does show
evidence of understanding it when it is read aloud, it may indicate that the
difficultly is in decoding the text. With instruction in word attack
strategies, he may, inthe future, be able to go ontoread the story. Reading
aloud is also a strategy for helping children read and understand books
they might otherwise avoid or abandon.

After the reading, ask participants to write their reactions to the
reading in their journals, and then share their journal entries with a
partner. Participants should jot afew notes to themselves about the kinds
of responses their partners made to the reading. Reconvene the whole
group and ask for volunteers to read their journal entries. After several
entries have been shared with the whole group, discuss what participants
learned about reading comprehension from the journal entries and
partner-talks.

On one occasion when we led this workshop, a participant said that
her partner’s journal entry had summarized the reading extremely well
and thus she was confident that he understood the story. Another
participant talked about focusing in her journal entry on her feelings
about being read to and how these feelings had gotten in the way of
listening as carefully as she wished to. Yet another participant noted that
he and his partner had used theirjournal entries torecord some questions
they had about the reading, and then they used their partner-talk to help
each other understand the reading.

Wrap up this discussion by considering what participants learned
about using silent reading or reading aloud, journals, and partner-talk to
support reading comprehension. Then concentrate on how journals can

be used to assess reading comprehension.

Phase 2: Participants as Educators

In this phase, participants will analyze the journal entry a child made
in response to the book, James and the Giant Peach. Ask participants to
read the journal entry (available in Appendix 8, on page 83) with a partner
and talk about what they notice about the child as a reader. Then
reconvene the whole group and ask participants to share their responses,
which should be summarized on newsprint and posted for everyone to see.

When we have had this discussion in workshops we have led, the
participants said that the child:
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¢ is able to put herself in the part of the main character.

¢ asks questions.
is able to notice details.
¢ understands directions.

¢ gives her opinions.

¢ makes predictions.

To wrap up, review the list participants made, in the beginning of Part
11, on how they used or understood journals. Ask participants to discuss
new ways they can use journals to assess learning. In a workshop we led,
a participant said she wanted to use dialogue journals (an ongoing
conversation between two or more people written within a journal) with
her high school tutors to learn more about their observations, concerns,

and questions!
Part III: Program Applications

Have participants retrieve their responses to the question posed at the
beginning of this workshop—What does student assessment mean to
you?—and ask them to rethink their responses by answering two ques-
tions: Has your view of student assessment changed? How?

Finally, focus again on the student assessment methods that partici-
pants’ programs use and how participants want to add to or modify those

methods.
Part I
10 minutes Facilitators’ Introductory Comments
45 minutes Participants’ Understandings of Student Assessment
60 minutes Participants’ Experiences with Assessment
Part II
10 minutes Facilitators’ Introductory Comments
20 minutes Tapping Prior Knowledge about Journal-keeping
10 minutes Pre-reading Activities
60 minutes Participants as Learners
30 minutes Participants as Educators
Part III
30 minutes Program Applications



MateriaLs CHECKLIST

Folders— paper— pencils— a copy of Roald Dahl's James and the Giant
Peach, or a copy of the cover and the first two chapters (Appendix 7)—
small spiral notebooks —a copy of a child’s journal entry about James and
the Giant Peach (Appendix 8).




EvVALUATING WORKSHOPS

Evaluating staff development sessions is extremely important. As
part of our evaluation, we always ask workshop participants to assess
their experiences with us because their perceptions help us gauge
whether our design and facilitation were successful and useful.

We vary our questions for participants to fit each workshop’s goals.
For instance, one of our goals for our Stories of Light workshop was to
encourage youth workers to consider alternative ways of celebrating the

“winter holidays, ways that would be inclusive for children and staff who
celebrate Christmas and Chanukah in a traditional fashion, celebrate
these holidays in less traditional fashions, or celebrate other holidays
around the same time of the year. The first question on our assessment
form for this workshop was: How did the workshop help you re-think the
way you approach winter holiday activities at your program? Partici-
pants’ responses helped us understand some of the changes in their
thinking that had occurred because of their experiences in the workshop.

The following questions are among those we usually ask on an
assessment form at the end of each workshop. Use them, and modify them
as needed, when you conduct a workshop.

1. Has our workshop provided you with strategies for thinking about
and addressing an educational issue?

2. What were some additional ideas or activities that came to mind as
you participated in this workshop?

3. What in this workshop will you take back and use in your own
program?

4. What were your general impressions of the workshop? What
worked well? What changes or suggestions would you make?

Participants’ responses to our workshop assessment questions en-
able us to keep our fingers on the pulse of the youth practitioner
community. By deepening our understanding of practitioners’ interests
and challenges, we have placed ourselves in a better position to craft

professional development experiences that truly meet their needs. When

used appropriately, participant assessment helps to keep staff develop-
ment specialists like us attentive to our mission: to increase the likelihood
that program directors and staff will provide young people with the
support and opportunities they need during after-school hours.
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APPENDIX 1
ForR READING: EXPANDING THE POSSIBILITIES

A copy of The Doctor’s Office begins on the next page.

R R ottt Pttt




¢ (10300p) VM
ey eOV (o L+A BunEm)UeNVN+<o oF2 BL+

COPB)CONT (nohlo-F2 (V) BL+

uImpooD Apnf Aq suoneENIl

P ragy

- e e
sabVerinsl Ry

JINIIdAdd TVIODAdS V




CLFVOFM @OV LA WINVN+o o2 ®L+

CCONT %2 BL+

‘(reyow) LOVES

tmojl_o-F L *A WINVN+o BL+ &<
‘TONT GowVE? @L+ (m)®=

7
R SNTE
e m@ﬂ.,s..;\am
(B
J o, \D
) N..,,yJﬁ,‘\a.mm@.
AR
KT g

1t

(10

o e

&
S

7l
4 ,5 X
AT
.: i \




0t
i

LeOVEs (ummOVNe ¢CONT LeOVES (moh)lo-F2 (DTN
(youn)Pfe-A LFED WINVN+< BL+ @< ‘L+V0i+MN OV L%A E.ﬁ«:ﬁw m+:m
‘CONT v TN LOAVFS LoF Co &+ (1

(O AN
Nl
Ol S Jo
RA)

L




T Le-? @OV V9 TN LOOVHS Lok
¢(esu)@TLe-? @OV LeOV#Fs L2 TN

sl
A.,\,\.m?z

Mz
R
OIS

iz
23

T LV @OV (wen LeOV*s
L2 L+A WINVN+e o2 ®L+

(dym)2 O«
SCUNT VXY TN LOOVES Lo *x2

d

'w\wwh}.h.ﬁ»mmnm
=g S EX LN
e
)
~ rf.)\ﬂ"m \'.- &5\‘»
X ﬂr..fwm uvm. F. o

o LS,
\.u.a.»‘uﬂn-\w‘t.s i




‘LEVIEM @OV TN LeOvFs Lo+

"POAIISDI SIS [V
‘Auedwo) uignA uoiygnoy jo uorssturrad Aq pajuradsoy
‘Auedwio) wigNIA uoiyBnoH £q 9861 © WSkdoD
"99ON [ned Aq %2}
‘SINTUVd ¥OJ ¥INWRId Wwol ‘upmpoon Apnp Aq suopensn([|

R
avaNIZZY
AU

A

N




2o A

S T —

APPENDIX 2
For ReADING: EXPANDING THE POSSIBILITIES

A recipe for Guacamole is on the next page.
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APPENDIX 3
For ReADING: EXPANDING THE POSSIBILITIES

A List oF CHILDREN’s Books wiTH Foop THEMES

Aesop’s Fables

Ahlberg, Janet and Allan

Barrett, Judi
Carle, Eric
Dahl, Roald

dePaola, Tomi

Dr. Seuss

Druker, Malka
Editors of Klutz Press
Grimm Brothers
Health, Amy

Lenski, Lois
McCloskey, Robert
Milne, A A.

Moxley, Susan Gardner

Potter, Beatrix
Sandberg, Carl
Silverstein, Shel

Westcott, Nadine Bernard

The Ant and the Grasshopper

The Fox and the Grapes

Each Peach Pearl Plurn

Cloudy with a Chance of Meatballs
The Very Hungry Caterpillar

The Twits

Charlie and the Chocolate Factory
Strega Nona

Green Eggs and Hamn

Grandma’s Latkes

KidsCooking: A Very Slightly Messy Manual
Goldilocks and the Three Bears
Sofie’s Role

Strawberry Girl

Blueberries for Sal

Winnie the Pooh (“IN WHICH Pooh
goes Visiting and Gets into a Tight
Place”)

Gardner George Goes to Town

The Tale of Peter Rabbit
Rootabaga Stories

Where the Sidewalk Ends (see the
poems entitled Pancake,

Sleeping Sardines, Peanut Butter
Sandwich, Spaghetti, Me-Stew,
Hungry Mungry)

The Giant Vegetable Garden
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APPENDIX 4
For AcTivE LEARNING STRATEGIES: TOOLS FOR LEARNING

LEARNING STRATEGIES SURVEY

Think of a time when you had to learn something new.
1. What were you trying to learn?

2. Why were you trying to learn it? Was it for fun, a required course, your mother, a hobby, work-related

training, a license, an event in your religious community, or what?

3. How did you go about trying to learn it? What learning strategies did you use—consulting someone else,

reading, practicing, taking lessons, memorizing, or what?

4. What difficulties did you encounter in trying to learn it?

5. How did you handle these difficulties?
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VOLUME 39/NUMBER 6

Anerican

SPONSORS: THE AMERICAN ASSOCIATION
ﬁHERI l FOR STATE AND LOCAL HISTORY; THE SOCIETY
OF AMERICAN HISTORIANS

THE COVER: 1. C. Leyendecker’s spirited 1906 view
of a U. Penn. player belies the fact that football was
in big trouble. The story starts on page 102.

GOFFMAN FINE ART, NEW YORK CITY

5 LETTER FROM THE EDITOR
& CORRESPONDENCE

12 THE LIFE AND TIMES
by Geoffrey C. Ward. Of John L.
Sullivan.

16 THE BUSINESS OF AMERICA
by Peter Baida. Rockefeller
remembers.

20 AMERICAN MADE
by Olivier Bernier. The Tiffany
screen.

24 HISTORY HAPPENED HERE
by the editors. View from the train.

28 THE TIME MACHINE

34 HOW MEDIA POLITICS WAS
BORN

by Greg Mitchell. To keep Upton
Sinclair from becoming governor of
California in 1934, his opponents
invented a new kind of campaign,

the kind you know all too well.

44 THE SECRET LIFE OF A
DEVELOPING COUNTRY (OURS)

by Jack Larkin. In the first half of the
nineteenth century, we were not at
all the straitlaced, white-picket-
fence nation we imagine ourselves
to have been. By looking at the
patterns of everyday life and by
asking the questions that historians
often don't think to ask—what were
people really like? how did they
greet one another in the street? how
did they occupy their leisure time?
what did they eat? —Jack Larkin
brings us a portrait of another
America, an America that was so
different from both our conception
of its past life and from its present-
day reality as to seem a foreign
country.

69 THE DINNER PARTY

by A. R. Gurney, Jr. For generations
it was regarded as the mainspring,
the reward, and the proof of a

civilized social life.

86 A LAST HURRAH: PORTRAITS
BY WILES

by Gary A. Reynolds. He was the
best society portraitist of his day.
But that day came to an end.

94 1S AMERICA FALLING
BEHIND?

An interview with Paul Kennedy by
Robert Heilbroner. It's never a bad
thing to question how you're doing.

102 INVENTING MODERN
FOOTBALL

by John S. Watterson. SMU isn't
playing this season; men on the
team were accepting money from
alumni. That's bad, of course; but
today's game grew out of even
greater scandal.

114 THEN AND NOW
In pictures.

119 EDITORS' BOOKSHELF

SEPTEMBER/OCTOBER 1988 - AMERICAN HERITAGE 3



APPENDIX B
For AcTIVE LEARNING STRATEGIES: TOOLS FOR LEARNING

A copy of “The Secret Life of a Developing Country. (Ours).” from American Heritage magazine begins on
the next page. We thank the author, Jack Larkin, Director of Research, Collections and Library at Old
Sturbridge Village, for permission to use this piece.




sufficiency of meat and bread for their
families; they paid relatively little atten-
tion to foodstuffs other than these two
“staffs of life,” but since that time the
daily fare of many households had
grown substantially more diverse.

COMING 10
THE TABLE

emembering his turn-of-the-

century Kentucky boyhood,

Daniel Drake could still see
the mealtime scene at the house of a
neighbor, “Old Billy,” who “with his
sons” would “frequently breakfast in
common on mush and milk out of a
huge buckeye bowl, each one dipping
in a spoon.” “Old Billy” and his family
were less frontier savages than tradi-
tionalists; in the same decade Gov.
Caleb Strong of Massachusetts stopped
for the night with a country family who
ate in the same way, where “each had
a spoon and dipped from the same
dish.” These households ate as almost
all American families once had, com-
munally partaking of food from the
same dish and passing around a single
vessel to drink from. Such meals were
often surprisingly haphazard affairs,
with household members moving in
and out, eating quickly and going on to
‘other tasks.

But by 1800 they were already in a
small and diminishing minority. Over
the eighteenth century dining “in com-
mon” had given way to individualized
yet social eating; as families acquired
chairs and dining utensils, they were
able to make mealtimes more impor-
tant social occasions. Most Americans
expected to eaft individual portions
of food at a table set with person-
al knives, forks, glasses, bowls, and
plates. Anything that smacked of the
old communal ways was increasingly
likely to be treated as a sin against do-
mestic decency. The clergyman Peter
Cartwright was shocked at the table
manners of a “backward” family who
ate off a “wooden trencher,” impro-
vised forks with “sharp pieces of cane,”

FROE HORARY OF PHILADCLPHIA

and used a single knife, which they

passed around the table.
“One and all, male and female,” the

observant Margaret Hall took note,
even in New York's best society, ate “in-
variably and indefatigably with their
knives.” As a legacy of the fork’s late ar-
rival in the colonies, Americans were
peculiar in using their “great lumber-
ing, long, two-pronged forks,” not to
convey food to the mouth, as their Eng-
lish and French contemporaries did,
but merely to keep their meat from slip-

Families began to sit down at mealtime.

ping off the plate while cutting it. “Feed-
ing yourself with your right hand,
armed with a steel blade,” was the
prevalent American custom, acknowl-
edged Eliza Farrar's elaborate Young
Lady's Friend of 1836. She added that it
was perfectly proper, despite English
visitors' discomfort at the sight of a
“prettily dressed, nice-looking young
woman ladling rice pudding into her
mouth with the point of a great knife”
or a domestic helper “feeding an infant
of seventeen months in the same way.”

Mrs. Farrar acknowledged that there
were stirrings of change among the
sophisticated in the 1830s, conceding
that some of her readers might now

rimitive
manners succumbed to
campaigns for
temperance and

gentility.

want “to imitate the French or English

. and put every mouthful into your
mouth with your fork.” Later in the nine-
teenth century the American habit of
eating with the knife completely lost
its claims to gentility, and it became
another relic of “primitive manners.”
Americans gradually learned to use
forks more dexterously, although to
this day they hold them in the wrong
hand and “upside down” from an Eng-
lishman’s point of view.

The old ways, so startlingly unfamil-
iar .to the modern reader, gradually
fell away. Americans changed their
assumptions about what was proper, de-
cent, and normal in everyday life in
directions that would have greatly sur-
prised most of the men and women of
the early republic. Some aspects of
their “primitive manners” succumbed
to campaigns for temperance and gen-
tility, while others evaporated with the
later growth of mass merchandising
and mass communications.

Important patterns of regional, class,
and ethnic distinctiveness remain in
American everyday life. But they are
far less powerful, and less central to
understanding American experience,
than they once were. Through the rest
of the nineteenth century and into the
twentieth, the United States became
ever more diverse, with new waves of
Eastern and Southern European immi-
grants joining the older Americans of
Northern European stock. Yet the new
arrivals—and even more, their descen-
dants — have experienced the attractive-
ness and reshaping power of a national
culture formed by department stores,
newspapers, radios, movies, and uni-
versal public education. America, the
developing nation, developed into us.
And perhaps our manners and morals,
to some future observer, will seem as
idiosyncratic and astonishing as this
portrait of our earlier self. *

Jack Larkin is Chief Historian at Old
Sturbridge Village. This article is
adapted from his new book The Re-
shaping of Everyday Life in the United
States, 1790 -1840, published by Harper
& Row.
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breeding. He found instead that he had
to “go on shaking hands here, there
and everywhere, and with everybody.”
Americans were not blind to inequali-
ties of economic and social power, but
they less and less gave them overt
physical expression. Bred in a society
where such distinctions were far more
clearly spelled out, Marryat was some-
what disoriented in the United States;
“it is impossible to know who is who,”
he claimed, “in this land of equality.”

Well-born British travelers encoun-
tered not just confusion but conflict
when they failed to receive the signs of
respect they expected. Margaret Hall's
letters home during her Southern trav-
els outlined a true comedy of manners.
At every stage stop in the Carolinas,
Georgia, and Alabama, she demanded
that country tavernkeepers and their
households give her deferential service
and well-prepared meals; she received
instead rancid bacon and “such an ab-
sence of all kindness of feeling, such
unbending frigid heartlessness.” But
she and her family had a far greater
share than they realized in creating
this chilly reception. Squeezed be-
tween the pride and poise of the great
planters and the social debasement
of the slaves, small Southern farmers
often displayed a prickly insolence, a
considered lack of response, to those
who too obviously considered them-
selves their betters. Greatly to their dis-
comfort and incomprehension, the
Halls were experiencing what a British
traveler more sympathetic to American
ways, Patrick Shirreff, called “the demo-
cratic rudeness which assumed or pre-
sumptuous superiority seldom fails to
experience.”

LAND OF
ABUNDANCE

LT ]

n the seventeenth century white
American colonials were no taller

than their European counter--

parts, but by the time of the Revolution
they were close to their late-twentieth-
century average height for men of

ericans
were better nourished
than the
great majority
of the world’s peoples.

slightly over five feet eight inches. The
citizens of the early republic towered
over most Europeans. Americans’ early
achievement of modern stature—by a
full century and more—was a striking
consequence of American abundance.
Americans were taller because they
were better nourished than the great
majority of the world's peoples.

Yet not all Americans participated
equally in the nation’s abundance.

AMERICAN ANTIQUARIAN SOCIETY

Possum and other game were dietary staples.

Differences in stature between whites
and blacks, and between city and coun-
try dwellers, echoed those between
Europeans and Americans. Enslaved
blacks were a full inch shorter than
whites. But they remained a full inch
taller than European peasants and la-
borers and were taller still than their
fellow slaves eating the scanty diets
afforded by the more savagely oppres-
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sive plantation system of the West In-
dies. And by 1820 those who lived in
the expanding cities of the United
States—even excluding immigrants,
whose heights would have reflected
European, not American, conditions—
were noticeably shorter than the peo-
ple of the countryside, suggesting an in-
creasing concentration of poverty and
poorer diets in urban places.

Across the United States almost all
country households ate the two great
American staples: corn and “the eter-
nal pork,” as one surfeited traveler
called it, “which makes its appearance
on every American table, high and low,
rich and poor.” Families in the cattle-
raising, dairying country of New Eng-
land, New York, and northern Ohio ate
butter, cheese, and salted beef as well
as pork and made their bread from
wheat flour or rye and Indian corn. In
Pennsylvania, as well as Maryland, De-
laware, and Virginia, Americans ate the
same breadstuffs as their Northern
neighbors, but their consumption of
cheese and beef declined every mile
southward in favor of pork.

Farther to the south, and in the
West, corn and corn-fed pork were
truly “eternal”; where reliance on them
reached its peak in the Southern up-
lands, they were still the only crops
many small farmers raised. Most South-
ern and Western families built their
diets around smoked and salted ba-
con, rather than the Northerners’ salt
pork, and, instead of wheat or rye
bread, made cornpone or hoecake, a
coarse, strong bread, and hominy,
pounded Indian corn boiled together
with milk.

Before 1800, game—venison, pos-
sum, raccoon, and wild fowl—was for
many American households “a substan-
tial portion of the suppiy of food at cer-
tain seasons of the year,” although only
on the frontier was it a regular part of
the diet. In the West and South this con-
tinued to be true, but in the Northeast
game became increasingly rare as for-
ests gave way to open farmland, where
wild animals could not live.

Through the first half of the eight-
eenth century, Americans had been
primarily concerned with obtaining a



ally; from the early seventeenth to the
late eighteenth century, pipe stems be-
came steadily longer and narrower, in-
creasingly distancing smokers from
their burning tobacco.

In the 1790s cigars, or “segars,” were
introduced from the Caribbean. Prosper-
ous men widely took them up; they
were the most expensive way to con-
sume tobacco, and it was a sign of fi-
nancial security to puff away on “long-
nines” or “principe cigars at three
cents each” while the poor used clay
pipes and much cheaper “cut plug” to-
bacco. After 1800 in American streets,
barrooms, stores, public conveyances,
and even private homes it became
nearly impossible to avoid tobacco
chewers. Chewing extended tobacco
use, particularly into workplaces; men
who smoked pipes at home or in the
tavern barroom could chew while work-
ing in barns or workshops where smok-
ing carried the danger of fire.

“In all the public places of America,”
wrote Charles Dickens, multitudes of
men engaged in “the odious practice of
chewing and expectorating,” a recrea-
tion practiced by all ranks of American
society. Chewing stimulated salivation
and gave rise to a public environment
of frequent and copious spitting, where
men every few minutes were “squirting
a mouthful of saliva through the room.”

Spittoons were provided in the more
meticulous establishments, but men
often ignored them. The floors of Ameri-
can public buildings were not pleasant
to contemplate. A courtroom in New
York City in 1833 was decorated by a
“mass of abomination” contributed to
by “judges, counsel, jury, witnesses, of-
ficers, and audience.” The floor of the
Virginia House of Burgesses in 1827
was “actually flooded with their horri-
ble spitting,” and even the aisle of a Con-
necticut meetinghouse was black with
the “ejection after ejection, incessant
from twenty mouths,” of the men sing-
ing in the choir. In order to drink, an
American man might remove his quid,
put it in a pocket or hold it in his hand,
take his glassful, and then restore it to
his mouth. Women’'s dresses might
even be in danger at fashionable balls.
“One night as | was walking upstairs to

Yonkea Notions (NEW YORK, 1852)

valse,” reported Margaret Hall of a
dance in Washington in 1828, “my part-
ner began clearing his throat. This |
thought ominous. However, I said to my-
self, ‘surely he will turn his head to the
other side.” The gentleman, however,
had no such thought but deliberate-
ly shot across me. | had not courage
enough to examine whether the result
landed in the flounce of my dress.”

The segar and the quid were almost
entirely male appurtenances, but as
the nineteenth century began, many ru-
ral and lower-class urban women were
smoking pipes or dipping snuff. Dur-
ing his boyhood in New Hampshire,
Horace Greeley remembered, “it was
often my filial duty to fill and light my
mother’s pipe.”

After 1820 or so tobacco use among
women in the North began to decline.
Northern women remembered or de-
picted with pipe or snuffbox were al-
most all elderly. More and more Ameri-
cans adopted a genteel standard that
saw tobacco use and womanliness—
delicate and nurturing-—as antitheti-
cal, and young women avoided it as
a pollutant. For them, tobacco use

iter
1800, in public and
private it became
nearly impossible to
avoid tobacco chewers.
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marked off male from female territory
with increasing sharpness.

In the households of small Southern
and Western farmers, however, smok-
ing and snuff taking remained com-
mon. When women visited “among the
country people” of North Carolina,
Frances Kemble Butler reported in
1837, the “proffer of the snuffbox, and
its passing from hand to hand, is the
usual civility.” By the late 1830s visit-
ing New Englanders were profoundly
shocked when they saw the women of
Methodist congregations in Illinois,
including nursing mothers, taking out
their pipes for a smoke between wor-
ship services.

FROM DEFERENCE
TO KQUALITY

he Americans of 1820 would

have been more recognizable

to us in the informal and egali-
tarian way they treated one another.
The traditional signs of deference be-
fore social superiors—the deep bow,
the “courtesy,” the doffed cap, lowered
head, and averted eyes—had been a
part of social relationships in colonial
America. In the 1780s, wrote the Ameri-
can poetess Lydia Huntley Sigourney in
1824, there were still “individuals . .. in
every grade of society” who had grown
up “when a bow was not an offense to
fashion nor . . . a relic of monarchy.”
But in the early nineteenth century
such signals of subordination rapidly
fell away. It was a natural consequence
of the Revolution, she maintained,
which, “in giving us liberty, obliterated
almost every vestige of politeness of
the ‘old school.” Shaking hands be-
came the accustomed American greet-
ing between men, a gesture whose sym-
metry and mutuality signified equality.
Frederick Marryat found in 1835 that it
was “invariably the custom to shake
hands” when he was introduced to
Americans and that he could not care-
fully grade the acknowledgment he
would give to new acquaintances ac-
cording to their signs of wealth and




birth control. They could read reason-
ably inexpensive editions of the first
works on contraception published
in the United States: Robert Dale Ow-
en's Moral Physiology of 1831 and Dr.
Charles Knowlton’s The Fruits of Phi-
losophy of 1832. Both authors frankly
described the full range of contracep-
tive techniques, although they sol-
emnly rejected physical intervention in
the sexual act and recommended only
douching after intercourse and coi-
tus interruptus. Official opinion, legal
and religious, was deeply hostile.
Knowlton, who had trained as a physi-
cian in rural Massachusetts, was prose-
cuted in three different counties for
obscenity, convicted once, and impris-
oned for three months.

But both works found substantial
numbers of Americans eager to read
them. By 1839 each book had gone
through nine editions, putting a com-
bined total of twenty to thirty thousand
copies in circulation. An American phy-
sician could write in 1850 that contra-
ception had “been of late years so
much talked of.” Greater knowledge
about contraception surely played a
part in the continuing decline of the
American birthrate after 1830.

New ways of thinking about sexuality
emerged that stressed control and chan-
neling of the passions. Into the 1820s
almost all Americans would have sub-
scribed to the commonplace notion
that sex, within proper social confines,
was enjoyable and healthy and that pro-
longed sexual abstinence could be in-
jurious to health. They also would
have assumed that women had power-
ful sexual drives.

Starting with his “Lecture to Young
Men on Chastity” in 1832, Sylvester Gra-
ham articulated very different counsels

he sexual
lives of Americans began
to change, reshaped
by a new emphasis on
self-control.

about health and sex. Sexual indul-
gence, he argued, was not only morally
suspect but psychologically and physi-
ologically risky. The sexual overstimu-
lation involved in young men's lives pro-
duced anxiety and nervous disorders,
“a shocking state of debility and ex-
cessive irritability.” The remedy was
diet, exercise, and a regular routine
that pulled the mind away from animal
lusts. Medical writings that discussed
the evils of masturbation, or “solitary
vice,” began to appear. Popular books
of advice, like William Alcott’s Young
Man’s Guide, gave similar warnings.
They tried to persuade young men that
their health could be ruined, and their
prospects for success darkened, by con-
sorting with prostitutes or becoming
sexually entangled before marriage.

A new belief about women's sexual
nature appeared, one that elevated
them above “carnal passion.” Many
American men and women came to be-
lieve during the nineteenth century
that in their true and proper nature as

mothers and guardians of the home, -

women were far less interested in sex
than men were. Women who defined
themseives as passionless were in a
strong position to control or deny
men’s sexual demands either during
courtship or in limiting their childbear-
ing within marriage.

Graham went considerably farther
than this, advising restraint not only in
early life and courtship but in marriage
itself. It was far healthier, he main-
tained, for couples to have sexual rela-
tions “very seldom.”

Neither contraception nor the new
style of courtship had become any-
thing like universal by 1840. Prenuptial
pregnancy rates had fallen, but they re-
mained high enough to indicate that
many couples simply continued in fa-
miliar ways. American husbands and
wives in the cities and the Northern
countryside were limiting the number
of their children, but it was clear that
those living on the farms of the West or
in the slave quarters had not yet begun
to. There is strong evidence that many
American women felt far from passion-
less, although others restrained or re-
nounced their sexuality. For many peo-
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American Comic Almona

ple in the United States, there had been
a profound change. Reining in the pas-
sions had become part of everyday life.

SOKING
AND SPITTING

veryone smokes and some
chew in America,” wrote
Isaac Weld in 1795. Ameri-
cans turned tobacco, a new and contro-
versial stimulant at the time of colonial
settlement, into a crucially important
staple crop and made its heavy use a
commonplace~—-and a never-ending
source of surprise and indignation to

On the home front: a smoker indulges.

visitors. Tobacco use spread in the
United States because it was compara-
tively cheap, a homegrown product
free from the heavy import duties lev-
ied on it by European governments. A
number of slave rations described in
plantation documents included “one
hand of tobacco per month.” Through
the eighteenth century most American
smokers used clay pipes, which are
abundant in colonial archeological
sites, although some men and women
dipped snuff or inhaled powdered to-
bacco.

Where the smokers of early colonial
America “drank” or gulped smoake
through the short, thick stems of their
seventeenth-century pipes, those of
1800 inhaled it more slowly and gradu-



chimney collapsed around them; the ap-
prentices and young journeymen-—
many of whom had surely been previ-
ous customers—were treated by local
officials “to wine, for the good work.”

From medium-sized towns like Au-
gusta and York to great cities, poor
American women were sometimes
pulled into a darker, harsher sexual
world, one of vulnerability, exploita-
tion, and commerce. Many prostitutes
took up their trade out of poverty and
domestic disaster. A young widow or
a country girl arrived in the city and,
thrown on her own resources, often
faced desperate economic choices be-
cause most women’s work paid too
poorly to provide decent food, cloth-
ing, and shelter, while other women
sought excitement and independence
from their families.

As cities grew, and changes In trans-
portation involved more men in long-
distance travel, prostitution became
more visible. Men of all ages, married
and unmarried, from city lawyers to vis-
iting country storekeepers to sailors on
the docks, turned to brothels for sex-
ual release, but most of the customers
were young men, living away from
home and unlikely to marry until their
late twenties. Sexual commerce in New
York City was elaborately graded by
price and the economic status of cli-
ents, from the “parlor houses” situated
not far from the city’'s best hotels on
Broadway to the more numerous and
moderately priced houses that drew
artisans and clerks, and finally to the
broken and dissipated women who
haunted dockside grogshops in the
Five Points neighborhood.

From New Orleans to Boston, city
theaters were important sexual market-
places. Men often bought tickets less
to see the performance than to make as-
signations with the prostitutes, who
sat by custom in the topmost gallery of
seats. The women usually received free
admission from theater managers, who
claimed that they could not stay in busi-
ness without the male theatergoers
drawn by the “guilty third tier.”

Most Americans —and the American
common law — still did not regard abor-
tion as a crime until the fetus had

“quickened” or began to move percep-
tibly in the womb. Books of medical ad-
vice actually contained prescriptions
for bringing on delayed menstrual peri-
ods, which would also produce an abor-
tion if the woman happened to be preg-
nant. They suggested heavy doses of
purgatives that created violent cramps,
powerful douches, or extreme kinds of
physical activity, like the “violent ex-
ercise, raising great weights . . . strokes
on the belly . . . [and] falls” noted in Wil-
liam Buchan’s Domestic Medicine, a
manual read widely through the 1820s.
Women's folklore echoed most of these
prescriptions and added others, particu-
larly the use of two American herbal
preparations—savin, or the extract of
juniper berries, and Seneca snake-
root—as abortion-producing drugs.
They were dangerous procedures but
sometimes effective.

REINING IN
THE PASSIONS

tarting at the turn of the nine-

teenth century, the sexual

lives of many Americans be-
gan to change, shaped by a growing in-
sistence on control: reining in the pas-
sions in courtship, limiting family size,
and even redefining male and female
sexual desire.

Bundling was already on the wane
in rural America before 1800; by the
1820s it was written about as a rare
and antique custom. It had ceased,
thought an elderly man from East Had-
dam, Connecticut, “as a consequence
of education and refinement.” Decade
by decade the proportion of young
women who had conceived a child be-
fore marriage declined. In most of the
towns of New England the rate had
dropped from nearly one pregnant
bride in three to one in five or six by
1840; in some places prenuptial preg-
nancy dropped to 5 percent. For many
young Americans this marked the ac-
ceptance of new limits on sexual behav-
ior, imposed not by their parents or
other authorities in their communities
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Just say no: Quaker lovers hold back.

but by themselves.

These young men and women were
not more closely supervised by their
parents than earlier generations had
been; in fact, they had more mobility
and greater freedom. The couples that
courted in the new style put a far
greater emphasis on control of the pas-
sions. For some of them—young North-
ern merchants and professional men
and their intended brides —revealing
love letters have survived for the years
after 1820. Their intimate correspon-
dence reveals that they did not give up
sexual expression but gave it new
boundaries, reserving sexual inter-
course for marriage. Many of them
were marrying later than their parents,
often living through long engagements
while the husband-to-be strove to estab-
lish his place in the world. They chose
not to risk a pregnancy that would pre-
cipitate them into an early marriage.

Many American husbands and wives
were also breaking with tradition as
they began to limit the size of their fami-
lies. Clearly, married couples were re-
negotiating the terms of their sexual
lives together, but they remained reso-
lutely silent about how they did it. In
the first two decades of the nineteenth
century, they almost certainly set
about avoiding childbirth through absti-
nence; coitus interruptus, or male with-
drawal; and perhaps sometimes abor-
tion. These contraceptive techniques
had long been traditional in preindus-
trial Europe, although previously little
used in America.

As they entered the 1830s, Ameri-
cans had their first opportunity to
learn, at least in print, about more ef-
fective or less self-denying forms of
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and Harriet’s tryst with Charles was a
commonplace event in early-nine-
teenth-century America. It escaped
historical oblivion because she was un-
lucky, less in becoming pregrant than
in Charles’s refusal to marry her. Asa
Lincoln did not approve of Sabbath eve-
ning indiscretions, but he was not pur-
suing Harriet for immorality. He was
concerned instead with economic re-
sponsibility for the child. Thus he inter-
rogated Harriet about the baby's fa-
ther—while she was in labor, as was
the long-customary practice—in order
to force Charles to contribute to the
maintenance of the child, who was go-
ing to be “born a bastard and charge-
abie to the town.”

Some foreign travelers found that
the Americans they met were reluctant
to admit that such things happened in
the United States. They were remark-
ably straitlaced about sexual matters
in public and eager to insist upon the
“purity” of their manners. But to take
‘such protestations at face value, the un-
usually candid Englishman Frederick
Marryat thought, would be “to suppose
that human nature is not the same
everywhere.”

The well-organized birth and mar-
riage records of a number of American
communities reveal that in late-eight-
eenth-century America pregnancy was
frequently the prelude to marriage.
The proportion of brides who were preg-
nant at the time of their weddings had
been rising since the late seventeenth
century and peaked in the turbulent
decades during and after the Revolu-
tion. In the 1780s and 1790s nearly one-
third of rural New England's brides
were already with child. The frequency
of sexual intercourse before marriage
was surely higher, since some couples
would have escaped early pregnancy.
For many couples sexual relations
were part of serious courtship. Premari-
tal pregnancies in late-eighteenth-cen-
tury Dedham, Massachusetts, observed
the local historian Erastus Worthing-
ton in 1828, were occasioned by “the
custom then prevalent of females ad-
mitting young men to their beds, who
sought their company in marriage.”

Pregnancies usually simply acceler-
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ated a marriage that would have taken
place in any case, but community and
parental pressure worked strongly to as-
sure it. Most rural communities simply
accepted the “early” pregnancies that
marked so many marriages, although
in Hingham, Massachusetts, tax re-
cords suggest that the families of well-
to-do brides were considerably less gen-
erous to couples who had had “early
babies” than to those who had avoided
pregnancy.

“Bundling very much abounds,”
wrote the anonymous author of “A New
Bundling Song,” still circulating in Bos-
ton in 1812, “in many parts in country
towns.” Noah Webster's first Dictionary
of the American Language defined it
as the custom that allowed couples
“to sleep on the same bed without
undressing”—with, a later commen-
tator added, “the shared understand-
ing that innocent endearments should
not be exceeded.” Folklore and local

tradition, from Maine south to New
York, had American mothers tucking

bundling couples into bed with spe-

cial chastity-protecting garments for
the young woman or a “bundling

arly-
nineteenth-century
Americans were more
licentious than we
imagine them to be.
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board” to separate them.

In actuality, if bundling had been
intended to allow courting couples pri-
vacy and emotional intimacy but not
sexual contact, it clearly failed. Cou-
ples may have begun with bundling,
but as courtship advanced, they clearly
pushed beyond its restraints, like the
“bundling maid” in “A New Bundling
Song” who would “sometimes say when
she lies down/She can’t be cumbered
with a gown.”

Young black men and women shared
American whites’ freedom in courtship
and sexuality and sometimes exceeded
it. Echoing the cultural traditions of
West Africa, and reflecting the fact that
their marriages were not given legal
status and security, slave communities
were somewhat more tolerant and ac-
cepting of sex before marriage.

Gradations of color and facial fea-
tures among the slaves were testimony
that “thousands,” as the abolitionist
and former slave Frederick Douglass
wrote, were “ushered into the world
annually, who, like myself, owe their
existence to white fathers, and those
fathers most frequently their own mas-
ters.” Sex crossed the boundaries of
race and servitude more often than slav-
ery’s defenders wanted to admit, if less
frequently than the most outspoken
abolitionists claimed. Slave women
had little protection from whatever sex-
ual demands masters or overseers
might make, so that rapes, short liai-
sons, and long-term “concubinage” all
were part of plantation life.

As Nathaniel Hawthorne stood talk-
ing with a group of men on the porch
of a tavern in Augusta, Maine, in 1836,
a young man “in a laborer’s dress”
came up and asked if anyone knew the
whereabouts of Mary Ann Russell. “Do
you want to use her?” asked one of the
bystanders. Mary Ann was, in fact, the
young laborer’s wife, but she had ieft
him and their child in Portland to be-
come “one of a knot of whores.” A few
years earlier the young men of York,
Pennsylvania, made up a party for “over-
turning and pulling to the ground” Eve
Geese's “shameful house” of prostitu-
tion in Queen Street. The frightened
women fled out the back door as the
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A popular temperance print of 1826 shows a drunkard’s progress from a morning dram to loss of his home.

Elsewhere the rude life of the tavern
and “cruelamusements” remained wide-
spread, but some of their excesses of
“sin and shame” did diminish gradu-
ally.

Over the first four decades of the
nineteenth century the American peo-
ple increasingly made churchgoing an
obligatory ritual. The proportion of
families affiliated with a local church
or Methodist circuit rose dramatically,
particularly after 1820, and there were
fewer stretches of the wholly pagan,
unchurched territory that travelers had
noted around 1800. “Since 1830,” main-
tained Emerson Davis in his retrospect
of America, The Half Century, “. . . the
friends of the Sabbath have been gain-
ing ground. . .. In 1800, good men slum-
bered over the desecration of the Sab-
bath. They have since awoke. . . .” The
number of Sunday mails declined, and
the campaign to eliminate the delivery
of mail on the Sabbath entirely grew
stronger. “In the smaller cities and
towns,” wrote Mrs. Trollope in 1832,
worship and “prayer meetings” had
come to “take the place of almost all
other amusements.” There were still
communities near the edge of settle-
ment where a traveler would “rarely
find either churches or chapels, prayer
or preacher,” but it was the working-
class neighborhoods of America's
larger cities that were increasingly the
chief strongholds of “Sunday dissipa-
tion” and “Sabbath-breaking.”

Whipping and the pillory, with their
attentive audiences, began to disap-

pear from the statute book, to be re-
placed by terms of imprisonment in an-
other new American institution, the
state penitentiary. Beginning with Penn-
sylvania’s abolition of flogging in 1790
and Massachusetts's elimination of mu-
tilating punishments in 1805, several
American states gradually accepted
John Hancock’s view of 1796 that “mu-
tilating or lacerating the body"” was less
an effective punishment than “an in-
dignity to human nature.” Connecti-
cut's town constables whipped petty
criminals for the last time in 1828.

Slaveholding states were far slower
to change their provisions for public
punishment. The whipping and mutila-
tion of blacks may have become a little
less ferocious over the decades, but
the whip remained the essential instru-
ment of punishment and discipline.
“The secret of our success,” thought a
slave owner, looking back after eman-
cipation, had been “the great motive
power contained in that little instru-
ment.” Delaware achieved notoriety by
keeping flogging on the books for
whites and blacks alike through most
of the twentieth century.

Although there were important stir-
rings of sentiment against capital pun-
ishment, all American states continued
to execute convicted murders before
the mid-1840s. Public hangings never
lost their drawing power. But a number
of American public officials began to
abandon the long-standing view of exe-
cutions as instructive communal ritu-
als. They saw the crowd's holiday

mood and eager participation as shar-
ing too much in the condemned killer’s
own brutality. Starting with Pennsyl-
vania, New York, and Massachusetts
in the mid-1830s, several state leg-
islatures voted to take executions
away from the crowd, out of the pub-
lic realm. Sheriffs began to carry out
death sentences behind the walls of
the jailyard, before a small assembly of
representative onlookers. Other states
clung much longer to tradition and
continued public executions into the
twentieth century.
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arly-nineteenth-century
gJAmericans were more licen-
tious than we ordinarily imag-
ine them to be.

“On the 20th day of July” in 1830, Har-
riet Winter, a young woman working as
a domestic in Joseph Dunham’s house-
hold in Brimfield, Massachusetts, “was
gathering raspberries” in a field west
of the house. “Near the close of day,”
Charles Phelps, a farm laborer then liv-
ing in the town, “came to the field
where she was,” and in the gathering
dusk they made love—and, Justice of
the Peace Asa Lincoln added in his ac-
count, “it was the Sabbath.” American
communities did not usually document
their inhabitants’ amorous rendezvous,
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ocks awaits a flogging.

A man in the

around to watch petty criminals re-
ceive “five or ten lashes . . . with a raw-
hide whip.”

Throughout the United States public
hangings brought enormous crowds to
the seats of justice and sometimes
seemed like brutal festivals. Thou-
sands of spectators arrived to pack the
streets of courthouse towns. On the
day of a hanging near Mount Holly,
New Jersey, in the 1820s, the scene was
that of a holiday: “around the place in
every direction were the assembled
multitudes —some in tents, and by-
wagons, engaged in gambling and
other vices of the sort, in open day.” In
order to accommodate the throngs,
hangings were-usually held not in the
public square but on the outskirts of
town. The gallows erected on a hill or
set up at the bottom of a natural amphi-
theater allowed onlookers an unob-
structed view. A reprieve or stay of exe-
cution might disappoint a crowd intent
on witnessing the deadly drama and
provoke a riot, as it did in Pembroke,
New Hampshire, in 1834.

RISE OF
RESPECTABILITY

t a drunkard's funeral in

Enfield, Massachusetts, in

the 1830s—the man had
strayed out of the road while walking
home and fallen over a cliff, “his stiff-
ened fingers still grasping the handle of
the jug”—Rev. Sumner G. Clapp, the
Congregationalist minister of Enfield,
mounted a log by the woodpile and
preached the town's {irst temperance
sermon before a crowd full of hard-
ened drinkers. In this way Clapp began

a campaign to “civilize” the manners of
his parishioners, and “before many
years there was a great change in the
town; the incorrigible were removed
by death, and others took warning.”
Drinking declined sharply, and along

with it went “a general reform in con- -

duct.”

Although it remained a powerful
force in many parts of the United
States, the American way of drunken-
ness began to lose ground as early as
the mid-1820s. The powerful upsurge
in liquor consumption had provoked a
powerful reaction, an unprecedented at-
tack on all forms of drink that gathered
momentum in the Northeast. Some
New England clergymen had been cam-
paigning in their own communities
as early as 1810, but their concerns
took on organized impetus with the

iquor
consumption provoked a
powerful reaction: an
unprecedented attack on
drinking.

founding of the American Temperance
Society in 1826. Energized in part by a
concern for social order, in part by
evangelical piety, temperance reform-
ers popularized a radically new way of
looking at alcohol. The “good creature”
became “demon rum”; prominent phy-
sicians and writers on physiology, like
Benjamin Rush, told Americans that al-
cohol, traditionally considered healthy
and fortifying, was actually a physical
and moral poison. National and state
societies distributed anti-liquor tracts,
at first calling for moderation in drink
but increasingly demanding total ab-
stinence from alcohol..

To a surprising degree these aggres-
sive temperance campaigns worked.
By 1840 the consumption of alcohol
had declined by more than two-thirds,
from close to four gallons per person
each year to less than one and one-
half. Country storekeepers gave up the
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sale of spirits, local authorities limited
the number of tavern licenses, and farm-
ers even abandoned hard cider and cut
down their apple orchards. The shift to
temperance was a striking transforma-
tion in the everyday habits of an enor-
mous number of Americans. “A great,
though silent change,” in Horace
Greeley's words, had been “wrought in
public sentiment.”

. But although the “great change” af-
fected some Americans everywhere, it
had a very uneven impact. Organized
temperance reform was sharply delim-
ited by geography. Temperance socie-
ties were enormously powerful in New
England and western New York and nu-
merous in eastern New York, New Jer-
sey, and Pennsylvania. More than three-
fourths of all recorded temperance
pledges came from these states. In the
South and West, and in the laborers’
and artisans’ neighborhoods of the cit-
jes, the campaign against drink was
much weaker. In many places drinking
ways survived and even flourished, but
as individuals and families came under
the influence of militant evangelical pi-
ety, their “men of business and sobri-
ety” increased gradually in number. As
liquor grew “unfashionable in the coun-
try,” Greeley noted, Americans who
wanted to drink and carouse turned in-
creasingly to the cities, “where no
one’s deeds or ways are observed or
much regarded.”

Closely linked as they were to drink,
such diversions as gambling, racing,
and blood sports also fell to the same
forces of change. In the central Massa-
chusetts region that George Davis, a
lawyer in Sturbridge, knew well, until
1820 or so gaming had “continued to
prevail, more and more extensively.”
After that “a blessed change had suc-
ceeded,” overturning the scenes of
high-stakes dice and card games that
he knew in his young manhood. Im-
pelled by a new perception of its “per-
nicious effects,” local leaders gave it up
and placed “men of respectable stand-
ing” firmly in opposition. Racecourses
were abandoned and “planted to corn.”
Likewise, “bear-baiting, cock-fighting,
and other cruel amusements” began to
dwindle in the Northern countryside.
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stealing apples in their yard and pun-
ished him by “throwing him over the
fence,” injuring him painfully. Over the
years hostilities broke out periodically.
Lewis Miller remembered walking
down the street as a teenaged boy and
meeting Mrs. Weaver, who drenched
him with the bucket of water she was
carrying. He retaliated by “turning
about and giving her a kick, laughing at
her, this is for your politeness.” Other
York households had their quarrels
too; in “a general fight on Beaver
Street,” Mistress Hess and Mistress
Forsch tore each other’s caps from
their heads. Their husbands and then
the neighbors interfered, and “all of
them had a knock down.”

When Peter Lung's wife, Abigail, re-
fused “to get up and dig some pota-
toes” for supper from the yard of their

n
isolated areas 1t was
not uncommon to
meet men who had lost
an eye in a fight.

small house, the Hartford, Connecticut,
laborer recalled in his confession, he
“kicked her on the side . . . then gave
her a violent push” and went out to dig
the potatoes himself. He returned and
“again kicked her against the shoul-
der and neck.” Both had been drink-
ing, and loud arguments and blows$
within the Lung household, as in many
others, were routine. But this time
the outcome was not. Alice Lung was
dead the next day, and Peter Lung was
arrested, tried, and hanged for murder
in 1815.

In the most isolated, least liter-
ate and commercialized parts of the
United States, it was “by no means
uncommon,” wrote Isaac Weld, “to
meet with those who have lost an eye
in a combat, and there are men who
pride themselves upon the dexterity
with which they can scoop one out.
This is called gouging.”

¢ SLAVE'S LOT

laves wrestled among them-

selves, sometimes fought one

another bitterly over quarrels
in the quarters, and even at times
stood up to the vastly superior force of
masters and overseers. They rarely, if
ever, reduced themselves to the feroc-
ity of eye gouging. White Southerners
lived with a pervasive fear of the vio-
lent potential of their slaves, and the
Nat Turner uprising in Virginia in 1831,
when a party of slaves rebelled and
killed whites before being overcome,
gave rise to tighter and harsher con-
trols. But in daily reality slaves had far
more to fear from their masters.

Margaret Hall was no proponent of
abolition and had little sympathy for
black Americans. Yet in her travels
south she confronted incidents of what
she ironically called the “good treat-
ment of slaves” that were impossible to
ignore. At a country tavern in Georgia,
she summoned the slave chamber-
maid, but “she could not come” be-
cause “the mistress had been whipping
her and she was not fit to be seen. Next
morning she made her appearance
with her face marked in several places
by the cuts of the cowskin and her
neck handkerchief covered with spots
of blood.”

Southern stores were very much like
Northern ones, Francis Kemble Butler
observed, except that they stocked
“negro-whips” and “mantraps” on their
shelves. A few slaves were never
beaten at all, and for most, whippings
were not a daily or weekly occurrence.
But they were, of all Americans, by far
the most vulnerable to violence. All

T_

A white master takes a baby from its mother.
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slaves had, as William Wells Brown, an
ex-slave himself, said, often “heard the
crack of the whip, and the screams of
the slave” and knew that they were
never more than a white man's or
woman's whim away from a beating.
With masters’ unchecked power came
worse than whipping: the mutilating
punishments of the old penal law in-
cluding branding, ear cropping, and
even occasionally castration and burn-
ing alive as penalties for severe of-
fenses. In public places or along the
road blacks were also subject to casual
kicks, shoves, and cuffs, for which they
could retaliate only at great peril. “Six
or seven feet in length, made of cow-
hide, with a platted wire on the end of
it,” as Brown recalled it, the negro-
whip, for sale in most stores and bran-
dished by masters and overseers in the
fields, stood for a pervasive climate of
force and intimidation.

PUBLIC
PUNINHME
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he penal codes of the Ameri-

can states were far less blood-

thirsty than those of Eng-
land. Capital punishment was not often
imposed on whites for crimes other
than murder. Yet at the beginning of
the nineteenth century many criminal
offenses were punished by the public
infliction of pain and suffering. “The
whipping post and stocks stood on the
green near the meetinghouse” in most
of the towns of New England and near
courthouses everywhere. In Massachu-
setts before 1805 a counterfeiter was li-
able to have an ear cut off, and a forger
to have one cropped or partially ampu-
tated, after spending an hour in the pil-
lory. A criminal convicted of manslaugh-
ter was set up on the gallows to have
his forehead branded with a letter M.
In most jurisdictions town officials
flogged petty thieves as punishment for
their crime. In New Haven, Connecti-
cut, around 1810, Charles Fowler, a lo-
cal historian, recalled seeing the “admir-
ing students of [Yale] college” gathered

Legion of Liberty (ALBANY, 1845), NEW YORK PUBLIC LIBRARY
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Backwoodsmen have a “knock down” in this 1841 woodcut from Crockett’s Almanack.

highways often specialized in team-
sters or stage pass=ngers, while coun-
try inns took their patrons as they
came.

Taverns accommodated women as
travelers, but their barroom clienteles
were almost exclusively male. Apart
from the dockside dives frequented
by prostitutes, or the liquor-selling
groceries of poor city neighborhoods,
women rarely drank in public.

Gambling was a substantial preoccu-
pation for many male citizens of the
early republic. Men played billiards at
tavern tables for money stakes. They
threw dice in “hazard,” slamming the
dice boxes down so hard and so often
that tavern tables wore the characteris-
tic scars of their play. Even more often
Americans sat down to cards, playing
brag, similar to modern-day poker, or
an elaborate table game called faro.
Outdoors they wagered with each
other on horse races or bet on cock-
fights and wrestling matches.

Drink permeated and propelled
the social world of early-nineteenth-
century America— first as an unques-
tioned presence and later as a serious
and divisive problem. “Liquor at that
time,” recalled the builder and archi-
tect Elbridge Boyden, “was used as
commonly as the food we ate.” Before
1820 the vast majority of Americans
considered alcohol an essential stimu-
lant to exertion as well as a symbol of
hospitality and fellowship. Like the Ken-
tuckians with whom Daniel Drake grew

up, they “regarded it as-a duty to their
families and visitors . . . to keep the bot-
tle well replenished.” Weddings, funer-
als, frolics, even a casual “gathering of
two or three neighbors for an evening’s
social chat” required the obligatory
“spirituous liquor”—rum, whiskey, or
gin—“at all seasons and on all occa-
sions.”

Northern householders drank hard
cider as their common table beverage,
and all ages drank it freely. Dram-
ming — taking a fortifying glass in the

~ forenoon and again in the afternoon—

was part of the daily regimen of many
men. Clergymen took sustaining liba-
tions between services, lawyers before
going to court, and physicians at their
patients’ bedsides. To raise a barn or
get through a long day’s haying with-
out fortifying drink seemed a virtual
impossibility. Slavesenjoyed hard drink-
ing at festival times and at Saturday-
night barbecues as much as any of
their countrymen. But of all Americans
they probably drank the least on a
daily basis because their masters could

0 get
through a long day’s
haying without drink

seemed an
impossibility.

usually control their access to liquor.

In Parma, Ohio, in the mid-1820s,
Lyndon Freeman, a farmer, and his
brothers were used to seeing men “in
their cups” and passed them by with-
out comment. But one dark and rainy
night they discovered something far
more shocking, “nothing less than a
woman beastly drunk . . . with a flask
of whiskey by her side.” American
women drank as well as men, but usu-
ally much less heavily. They were more
likely to make themselves “tipsy” with
hard cider and alcohol-containing pat-
ent medicines than to become inebri-
ated with rum or whiskey. Temperance
advocates in the late 1820s estimated
that men consumed fifteen times the
volume of distilled spirits that women
did; this may have been a considerable
exaggeration, but there was a great dif-
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ference in drinking habits between the
sexes. Americans traditionally found
drunkenness tolerable and forgivable
in men but deeply shameful in women.

By almost any standard, Americans
drank not only nearly universally but
in large quantities. Their yearly con-
sumption at the time of the Revolution
has been estimated at the equivalent of
three and one-half gallons of pure two-
hundred-proof alcohol for each per-
son. After 1790 American men began to
drink even more. By the late 1820s
their imbibing had risen to an all-time
high of almost four gallons per capita.

Along with drinking went fighting.
Americans fought often and with great
relish. York, Pennsylvania, for exam-
ple, was a peaceable place as American
communities went, but the Miller and
Weaver families had a long-running
quarrel. It had-begun in 1800 when the
Millers found young George Weaver
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and wash themselves completely. The
daughters of the Larcom family, living
in Lowell, Massachusetts, in the late
1830s, began to bathe in a bedchamber
in this way; Lucy Larcom described
how her oldest sister started to take “a
full cold bath every morning before she
went to her work . . . in a room without
a fire,” and the other young Larcoms
“did the same whenever we could be
resolute enough.” By the 1830s better
city hotels and even some country tav-
erns were providing individual basins
‘and pitchers in their rooms.

At a far remove from “primitive man-
ners” and “bad practices” was the gen-
teel ideal of domestic sanitation embod-
ied in the “chamber sets” —matching
basin and ewer for private bathing, a
cup for brushing the teeth, and a cham-
ber pot with cover to minimize odor
and spillage—that American stores
were beginning to stock. By 1840 a
significant minority of American house-
holds owned chamber sets and wash-
stands to hold them in their bedcham-
bers. For a handful there was the very
faint dawning of an entirely new age of
sanitary arrangements. In 1829 the new
Tremont House hotel in Boston offered
its patrons indoor plumbing: eight
chambers with bathtubs and eight
“water closets.” In New York City and
Philadeiphia, which had developed
rudimentary public water systems, a
few wealthy households had water taps
and, more rarely, water closets by the
1830s. For all others flush toilets and

bathtubs remained far in the future.

The American people moved very
slowly toward cleanliness. In *“the
backcountry at the present day,” com-
mented the fastidious author of the
Lady’s Book in 1836, custom still “re-
quires that everyone should wash at
the pump in the yard, or at the sink in
the kitchen.” Writing in 1846, the physi-
cian and health reformer William Al-
cott rejoiced that to “wash the surface
of the whole body in water daily” had
now been accepted as a genteel stan-
dard of personal cleanliness. But, he
added, there were “multitudes who
pass for models of neatness and clean-
liness, who do not perform this work
for themselves half a dozen times— nay
once—a year.” As the better-off be-
came cleaner than ever before, the
poor stayed dirty.

WE DRANKAND
FOUGHT WHENEVER
WE COULD

n the early part of the century
America was a bawdy, hard-
edged, and violent land. We
drank more than we ever had before or
ever would again. We smoked and
chewed tobacco like addicts and
fought and quarreled on the flimsiest
pretexts. The tavern was the most im-
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portant gateway to the primarily male
world of drink and disorder: in sight of
the village church in most American
cominunities, observed Daniel Drake, a
Cincinnati physician who wrote a remi-
niscence of his Kentucky boyhood,
stood the village tavern, and the two
structures “did in fact represent two
great opposing principles.”

The great majority of American men
in every region were taverngoers. The
printed street directories of American
cities listed tavernkeepers in stag-
gering numbers, and even the best-
churched parts of New England could
showmore “licensed houses” than meet-
inghouses. In 1827 the fast-growing
city of Rochester, New York, with a
population of approximately eight thou-
sand, had nearly one hundred establish-
ments licensed to sell liquor, or one for
every eighty inhabitants.

America’s most important centers of
male sociability, taverns were often the
scene of excited gaming and vicious
fights and always of hard drinking,
heavy smoking, and an enormous
amount of alcohol-stimulated talk.
City men came to their neighborhood
taverns daily, and “tavern haunting,
tippling, and gaming,” as Samuel
Goodrich, a New England historian and
publisher, remembered, “were the
chief resources of men in the dead and
dreary winter months” in the country-
side.

City taverns catered to clienteles of
different classes: sordid sailors’ grog-
shops near the waterfront were rife
with brawling and prostitution; neigh-
borhood taverns and liquor-selling gro-
ceries were visited by craftsmen and
clerks; well-appointed and relatively
decorous places were favored by sub-
stantial merchants. Taverns on busy

n the
1820s America was
a bawdy and violent land.
We drank more
than we ever would again.
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| e were
not “clean and
decent” by today’s
standards;
washing was difficult.

without one. “Without a pot to piss in”
was a vulgar tag of long standing for
extreme poverty; those poorest house-
holds without one, perhaps more com-
mon in the warm South, used the out-
doors at all times and seasons.

The most decorous way for house-
holders to deal with chamber-pot
wastes accumulated during the night
was to throw them down the privy
hole. But more casual and unsavory
methods of disposal were still in wide
use. Farm families often dumped their
chamber pots out the most convenient
door or window. Indensely settled com-
munities like York, Pennsylvania, the re-
sults could be more serious. In 1801,
the York diarist Lewis Miller drew and
then described an event in North
George Street when “Mr. Day an Eng-
lish man [as the German-American
Miller was quick to point out] had a
bad practice by pouring out of the up-
per window his filthiness . . . one day
came the discharge . . . on a man and
wife going to a wedding, her silk dress
was fouled.”

LETTING THE
BEDBUGS BITE

T R N R
leeping accommodations in
American country taverns
were often dirty and insect-
ridden. The eighteenth-century ob-
server of American life Isaac Weld saw
“filthy beds swarming with bugs” in
1794; in 1840 Charles Dickens noted “a
sort of game not on the bill of fare.”
Complaints increased in intensity as
travelers went south or west. Tavern
beds were uniquely vulnerable to in-
festation by whatever insect guests trav-

elers brought with them. The bedding
of most American households was
surely less foul. Yet it was dirty
enough. New England farmers were
still too often “tormented all night by
bed bugs,” complained The Farmer’s Al-
manack in 1837, and books of domestic
advice contained extensive instruc-
tions on removing them from feather
beds and straw ticks.

Journeying between Washington and
New Orleans in 1828, Margaret Hall,
a well-to-do and cultivated Scottish
woman, became far more familiar with
intimate insect life than she had ever
been in the genteel houses of London
or Edinburgh. Her letters home, never
intended for publication, gave a
graphic and unsparing account of
American sanitary conditions. After
sleeping in a succession of beds with
the “usual complement of fleas and
bugs,” she and her party had them-
selves become infested: “We bring

Insects infested many American beds.

them along with us in our clothes and
when I undress | find them crawling on
my skin, nasty wretches.” New and dis-
tasteful to her, such discoveries were
commonplace among the ordinary folk
with whom she lodged. The American
children she saw on her Southern jour-
ney were “kept in such a state of filth,”
with clothes “dirty and slovenly to a de-
gree,” but this was “nothing in compari-
son with their heads . . . [which] are ab-
solutely crawling!” In New Orleans she
observed women picking through chil-
dren’s heads for lice, “catching them
according to the method depicted in
an engraving of a similar proceeding in
the streets of Naples.”
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BIRTH OF
THE BATH

R

mericans were not “clean

and decent” by today’s stan-

dards, and it was virtually
impossible that they should be. The fur-
nishings and use of rooms in most
American houses made more than the
most elementary washing difficult. In a
New England farmer's household,
wrote Underwood, each household
member would “go down to the ‘sink’
in the lean-to, next to the kitchen, for-
tunate if he had not to break ice in or-
der to wash his face and hands, or
more fortunate if a little warm water
was poured into his basin from the ket-
tle swung over the kitchen fire.” Even
in the comfortable household of the
prominent minister Lyman Beecher in
Litchfield, Connecticut, around 1815,
all family members washed in the
kitchen, using a stone sink and “a cou-
ple of basins.”

Southerners washed in their de-
tached kitchens or, like Westerners in
warm weather, washed outside, “at the
doors . . . or at the wells” of their
houses. Using basins and sinks out-
doors or in full view of others, most
Americans found anything more than
“washing the face and hands once
a-day,” usually in cold water, difficult,
even unthinkable. Most men and
women also washed without soap, re-
serving it for laundering clothes; in-
stead they used a brisk rubbing with a
coarse towel to scrub the dirt off their
skins.

Gradually the practice of complete
bathing spread beyond the topmost
levels of American society and into
smaller towns and villages. This be-
came possible as families moved wash-
ing equipment out of kitchens and into
bedchambers, from shared space to
space that could be made private. As
more prosperous households fur-
nished one or two of their chambers
with washing equipment— a wash-
stand, a basin, and a ewer, or large-
mouthed pitcher—family members
could shut the chamber door, undress,

BETTMANN ARCHIVE



more {rankness and spontaneous geni-
ality” than did the city or country peo-
ple of the New England and Middle At-
lantic states, as did the “odd mortals
that wander in from the western bor-
der,” that Martineau observed in Wash-
ington’s political population.

WEWERE DIRTY
AND SMELLY

arly-nineteenth-century
Americans lived in a world
of dirt, insects, and pungent
smells. Farmyards were strewn with
animal wastes, and farmers wore
manure-spattered boots and trousers
everywhere. Men's and women's work-
ing clothes alike were often stiff with

Freely moving pigs fed on the city’s trash.

dirt and dried sweat, and men’s shirts
were often stained with “yellow rivu-
lets” of tobacco juice. The locations of
privies were all too obvious on warm
or windy days. Unemptied chamber
pots advertised their presence. Wet
baby “napkins,” today's diapers, were
not immediately washed but simply
put by the fire to dry. Vats of “chamber
lye” —highly concentrated urine used
for cleaning type or degreasing wool—
perfumed all printing offices and many
households. “The breath of that fiery
bar-room,” as Underwood described
a country tavern, “was overpowering.
The odors of the hostlers’ boots, redo-
lent of fish-oil and tallow, and of buf-
falo-robes and horse-blankets, the lat-
ter reminiscent of equine ammonia,
almost got the better of the all-pervad-
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ing fumes of spirits and tobacco.”

Densely populated, but poorly
cleaned and drained, America's cities
were often far more noisome than its
farmyards. Horse manure thickly cov-
ered city streets, and few neighbor-
hoods were free from the spreading
stench of tanneries and slaughter-
houses. New York City accumulated so
much refuse that it was generally be-
lieved the actual surfaces of the streets
had not been seen for decades. During
her stay in Cincinnati, the English
writer Frances Trollope followed the
practice of the vast majority of Ameri-
can city housewives when she threw
her household “slops”—refuse food
and dirty dishwater—out into the
street. An irate neighbor soon in-
formed her that municipal ordinances
forbade “throwing such things at the
sides of the streets” as she had done;
“they must just all be cast right into the
middle and the pigs soon takes them
off.” In most cities hundreds, some-
times thousands, of free-roaming pigs
scavenged the garbage; one exception
was Charleston, South Carolina, where
buzzards patrolled the streets. By con-
verting garbage into pork, pigs kept
city streets cleaner than they would oth-
erwise have been, but the pigs them-
selves befouled the streets and those
who ate their meat— primarily poor fa-
milies—ran greater than usual risks of
infection.

PRIVY MATTERN

he most visible symbols of

early American sanitation

were privies or “necessary
houses.” But Americans did not always
use them; many rural householders sim-
ply took to the closest available patch
of woods or brush. However, in more
densely settled communities and in re-
gions with cold winters, privies were in
widespread use. They were not usually
put in out-of-the-way locations. The
fashion of some Northern farm fami-
lies, according to Robert B. Thomas's
Farmer’s Almanack in 1826, had long
been to have their “necessary planted

Chamber pots were dumped in the streets.

in a garden or other conspicuous
place.” Other countryfolk went even
further in turning human wastes to
agricultural account and built their out-
houses “within the territory of a hog
yard, that the swine may root and ru-
minate and devour the nastiness
thereof.” Thomas was a long-standing
critic of primitive manners in the coun-
tryside and roundly condemned these
traditional sanitary arrangements as
demonstrating a “want of taste, de-
cency, and propriety.” The better-
arranged necessaries of the prosper-
ous emptied into vaults that could be
opened and cleaned out. The dripping
horse-drawn carts of the “nocturnal
goldfinders,” who emptied the vaults
and took their loads out for burial or
water disposal— “night soil” was al-
most never used as manure-— Were a
familiar part of nighttime traffic on
city streets.

The humblest pieces of American
household furniture were the chamber
pots that allowed people to avoid dark
and often cold nighttime journeys out-
doors. Kept under beds or in corners of
rooms, “chambers” were used primar-
ily upon retiring and arising. Collect-
ing, emptying, and cleaning them re-
mained an unspoken, daily part of
every housewife’s routine.

Nineteenth-century inventory takers
became considerably more reticent
about naming chamber pots than their
predecessors, usually lumping them
with miscellaneous “crockery,” but
most households probably had a cou-
ple of chamber pots; genteel families
reached the optimum of one for each
bedchamber. English-made ceramic
pots had become cheap enough by
1820 that few American families within
the reach of commerce needed to go
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-and marriage, countrymen and women
were equally constrained, with couples
“wearing all unconsciously the masks
which custom had prescribed; and the
onlookers who did not know the secret
would think them cold and indifferent.”

Underwood noted a pervasive physi-
cal as well as emotional constraint
among the people of Enfield; it was
rooted, he thought, not only in the self-
denying ethic of their Calvinist tradi-
tion but in the nature of their work.
The great physical demands of un-
mechanized agriculture gave New Eng-
land men, like other rural Americans, a
distinctively ponderous gait and pos-
ture. Despite their strength and endur-
ance, farmers were “heavy, awkward
and slouching in movement” and
walked with a “slow inclination from
side to side.”

Yankee visages were captured by itin-
erant New England portraitists during
the early nineteenth century, as rural
storekeepers, physicians, and master
craftsmen became the first more or
less ordinary Americans to have their
portraits done. The portraits caught
their caution and immobility of expres-
sion as well as recording their angular,
long-jawed features, thus creating
good collective likenesses of whole
communities.

The Yankees, however, were not the
stiffest Americans. Even by their own
impassive standards, New Englanders
found New York Dutchmen and Pennsyl-
vania German farmers “clumsy and
chill” or “dull and stolid.” But the “wild
Irish” stood out in America for pre-
cisely the opposite reason. They were
not “chill” or “stolid” enough, but foud
and expansive. Their expressiveness
made Anglo-Americans uncomfortable.

The seemingly uncontrolled physical
energy of American blacks left many
whites ill at ease. Of the slaves cel-
ebrating at a plantation ball, it was
“impossible to describe the things
these people did with their bodies,”
Frances Kemble Butler, an English-
born actress who married a Georgia
slave owner, observed, “and above all
with their faces. . . .” Blacks’ expres-
sions and gestures, their preference for
rhythmic rather than rigid bodily mo-

 Amencon Comic Almanac, 1834
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A dour face of the early 1800s.

tion, their alternations of energy and
rest made no cultural sense to observ-
ers who saw only “antics and frolics,”
“laziness,” or “savagery.” Sometimes
perceived as obsequious, childlike, and
dependent, or sullen and inexpressive,
slaves also wore masks-—not “all un-
consciously” as Northern farm folk did,
but as part of their self-protective strate-
gies for controlling what masters, mis-
tresses, and other whites could know
about their feelings and motivations.
American city dwellers, whose daily
routines were driven by the quicker
pace of commerce, were easy to dis-
tinguish from “heavy and slouching”
farmers attuned to slow seasonal
rhythms. New Yorkers, in particular,
had already acquired their own charac-
teristic body language. The clerks and
commercial men who crowded Broad-
way, intent on their business, had a uni-
versal “contraction of the brow, knit-
ting of the eyebrows, and compression
of the lips . . . and a hurried walk.” [t
was a popular American saying in the

n
marriage, couples wore
“all unconsciously the
masks which custom had
prescribed.”

1830s, reported Frederick Marryat, an
Englishman who traveled extensively
in the period, that “a New York mer-
chant always walks as if he had a good
dinner before him, and a bailiff behind
him.”

Northern and Southern farmers and
city merchants alike, to say nothing of
Irishmen and blacks, fell well short of
the standard of genteel “bodily car-
riage” enshrined in both English and
American etiquette books and the in-
structions of dancing masters: “flexibil-
ity in the arms . . . erectness in the spi-
nal column . . . easy carriage of the
head.” It was the ideal of the British ar-
istocracy, and Southern planters came
closest to it, expressing the power of
their class in the way they stood and
moved. Slave owners accustomed to
command, imbued with an ethic of
honor and pride, at ease in the saddle,
carried themselves more gracefully
than men hardened by toil or preoccu-

-pied with commerce. Visiting Washing-

ton in 1835, the Englishwoman Harriet
Martineau contrasted not the politics
but the postures of Northern and South-
ern congressmen. She marked the con-
fident bearing, the “ease and frank cour-
tesy . . . with an occasional touch of
arrogance” of the slaveholders along-
side the “cautious . . . and too defer-
ential air of the members of the North.”
She could recognize a New Englander
“in the open air,” she claimed, “by his
deprecatory walk.”

Local inhabitants’ faces became
more open, travelers observed, as one
went west. Nathaniel Hawthorne found
a dramatic contrast in public appear-
ances only a few days’ travel west of
Boston. “The people out here,” in New
York State just west of the Berkshires,
he confided to his notebook in 1839,
“show out their character much more
strongly than they do with us,” in his na-
tive eastern Massachusetts. He com-
pared the “quiet, silent, dull decency

. in our public assemblages™ with
Westerners’ wider gamut of expressive-
ness, “mirth, anger, eccentricity, ail
showing themselves freely.” Western-
ers in general, the clergyman and pub-
licist Henry Ward Beecher observed,
had “far more freedom of manners, and
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WE LOOKED
DIFFERENT

ontemporary observers of
early-nineteenth-century
America left a fragmentary
but nonetheless fascinating and reveal-

ing picture of the manner in which rich
and poor, Southerner and Northerner,
farmer and city dweller, freeman and
slave presented themselves to the
world. To begin with, a wide variety of
characteristic facial expressions, ges-
tures, and ways of carrying the body re-
flected the extraordinary regional and
social diversity of the young republic.

When two farmers met in early-
nineteenth-century New England,
wrote Francis Underwood, of Enfield,
Massachusetts, the author of a pioneer-
ing 1893 study of small-town life, “their
greeting might seem to a stranger gruft
or surly, since the facial muscles were
so inexpressive, while, in fact, they
were on excellent terms.” Iy courtship
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BY JACK LARKIN

HE SECRET

LIFE OF A
EVELOPING

COUNTRY

(OURS)

orget your conventional picture of
America in 1810. In the first half of the
nineteenth century, we were not at all
the placid, straitlaced, white-picket-
fence nation we imagine ourselves to
have been. By looking at the patterns
of everyday life as recorded by con-
temporary foreign and native observers of the
young republic and by asking the questions that
historians often don’t think to ask of another
time—what were people really like? how did
they greet one another in the street? how did they
occupy their leisure time? what did they eat?
—Jack Larkin brings us a detailed portrait of
another America, an America that was so different
from both our conception of its past life and its
present-day reality as to seem a foreign country.
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A pig floors unwary
Philadelphians at a busy
interszction. This anony mous
mid-nineteenth-century
watercolor suggests the squalor
and chaos of street life in an
earlier America.



APPENDIX 6
For Srtories or LicHT: CELEBRATING WINTER

GuiDED MEDITATION USING SELECTIONS FROM
GLorIA NAavLoRr's Mama Day

Inthis guided meditation you will be reading four excerpts from Mama
Day (1988 Vintage paperback). You will need two facilitators to carry out
this activity: one facilitator should serve as narrator/reader and the other
facilitator should attend to lighting—electric and candle. You will need to
be extremely careful with lit candles and have a fire extinguisher on hand.

When you are ready to begin this activity, have participants assume
comfortable positions in your space. Then the narrator should introduce

the readings:

Iamgoing to read an excerpt from the novel Mama Day written
by Gloria Naylor. This excerpt is about a holiday celebration
in Willow Springs, a fictional island among Georgia’s coastal
Sea Islands. To experience this piece of writing with all your
senses, get into a comfortable position. Take a deep breath.
Relax. Take another deep breath. Let your imagination go.

Now read the first excerpt from Mamna Day.

First excerpt (pages 107-108)

Miranda's kitchen floor is strewn with pots and pans. There's only so
much space in them little trailers, and she's gotta clear her pantry ‘cause
it's only three weeks till Candle Walk—there'll be so much stuff she'll have
no place to put it.

“Ithink I'm gonna to have start storing my gifts out at the other place."
she tells Abigail, who's sitting at her table with a large bowl in her lap.
Abigail is making sweet orange rocks; she plans taking them out on
Candle Walk. She buys a large sack of fresh oranges around the first of
December, punches holes in the fruit, and studs them all over with cloves,
Sprinkling a few tablespoons of powdered orris root into her bowl, she rolls
her orange all around in it before dropping it in a paper bag that'll sit in
her cedar chest for the next few weeks to dry. She's gottamake a good three
dozen, 'cause folks been greeting her all week. "Come my way, Candle
Walk." They love them sweet orange rocks. One will keep a room or closet
smelling good all year. Hear they're called pomanders in other parts, but
that don't stop the folks in Willow Springs from calling them what they
want, just like the old Reverend Hooper couldn't stop Candle Walk night.
He ain't been the first to try—that's what happens when you get them
outside preachers who think they know more than they do. When you
open up your mouth too much, something stupid's bound to come out,
talking about folks should call it Christmas. Any fool knows Christmas is
December twenty-fifth—that ain't never caught on too much here. And
Candle Walk is always the night of the twenty-second. Been that way since
before Reverend Hooper and it'll be that way after him.



1st candle

2nd candle

I guess I could clear out the shed over there, but I'd hate to start on
that.” Miranda sighs.

For years Miranda ain't had to greet, "Come my way, Candle Walk.
Folks use that night to thank her. Bushels of cabbage, tomatoes, onions,
and beets. A mountain of jams, jellies, and pickled everything. Sides of
beef, barrels of fish, and enough elderberry wine to swim in. The ginger
cakes ain't worth mentioning—the ginger cookies, pudding, and drops.
And from the younger folks who don't quite understand, new hats, bolts
of cloth, even electric toasters.

Now the narrator should tell participants:

Now that you know a little about what a candle walk is, close
your eyes, if you wish, and try to imagine a cool dark winter
evening in the country. The stars are bright. Lots of friendly
people are out.

Turn the lights off and light candles at junctures marked in the
remaining text which you should continue to read to participants.

Second excerpt (page 110)

Candle Walk night. Looking over here from beyond the bridge you
might believe some of the more far-fetched stories about Willow Springs:
The island got spit out from the mouth of God, and when it fell to the earth
it brought along an army of stars. He tried to reach down and scoop them
back up, and found Himself shaking hands with the greatest conjure
woman on earth. “Leave ‘em here, Lord,” she said. “I ain’t got nothing but
these poor black hands to guide my people, but I can lead on with light.”
Nothing but a story, and if there’s an ounce of truth iniit, it can’t weigh even
that much. Over here nobody knows why every December twenty-second
folks take to the road—strolling, laughing, and talking—holding some
kind of light in their hands. It's been going on since before they were born,
and the ones born before them.

This year is gonna be a good one, ‘cause the weather’s held and there
ain't no rain. A lot of the older heads can bring out their real candles,
insisting that's the way it was done in the beginning. They often take
exception to the younger folks who will use kerosene lamps or sparklers,
rain or no rain. They say it's a lot more pleasant than worrying about hot
wax dropping on your hands. The younger ones done brought a few other
changes that don't sit too well with some. Used to be when Willow Springs
was mostly cotton and farming, by the end of the year it was common
knowledge who done turned a profit and who didn’t. And with a whole
heap of children to feed and clothe, winter could be mighty tight for some.
And them being short on cash and long on pride, Candle Walk was a way
of getting help without feeling obliged. Since everybody said, “Come my
way, Candle Walk,” sort of as a season’s greeting and expected a little
something, them that needed a little more got it quiet-like from their
neighbors. And it weren't no hardship giving something back—only had
to be any bit of something, as long as it came from the earth and the work
of your own hands. A bushel of potatoes and a cured side of meat could
be exchanged for a plate of ginger cookies, or even a cup of ginger toddy.
It all got accepted with the same grace, a lift of the candle and a parting
whisper, “Lead on with light.”




3rd candle

4th candle

5th candle

Third excerpt (pages 111-112)

There’s a disagreement every winter about whether these young
people spell the death of Candle Walk. You can't keep ‘em from going
beyond the bridge, and like them candles out on the main road, time does
march on. But Miranda, who is known to be far more wise than wicked,
says there’s nothing to worry about. In her young days Candle Walk was
different still. After going around and leaving what was needed, folks met
inthe mainroad and linked arms. They’d hum some lost and ancient song,
and then there’d be a string of lights moving through the east woods out
to the bluff over the ocean. They’d all raise them candles, facing east, and
say, “Lead on with light, Great Mother. Lead on with light.” Sayyou'd hear
talk then of a slave woman who came to Willow Springs, and when she left,
she left in a ball of fire to journey back home east over the ocean. And
Miranda says that her daddy, John-Paul, said that in his time Candle
Walk was different still. Said people kinda worshipped his grandmother,
a slave woman who took her freedom in 1823. Left behind seven sons and
a dead master as he walked down the main road, candle held high to light
her way to the east bluff over the ocean. Folks in John-Paul's time would
line the main road with candles, food, and slivers of ginger to help her
spirit along. And Miranda says that her daddy said his daddy said Candle
Walk was different still. But that’s where the recollections end—at least,
in the front part of the mind. And even the youngsters who've begun
complaining about having no Christmas instead of this “old 18 & 23 night”
don't upset Miranda. It'll take generations, she says, for Willow Springs
to stop doing it at all. And more generations again to stop talking about
the time “when there used to be some kinda 18 & 23 going-on near
December twenty-second.” By then, she figures, it won’t be the world as
we know of no way—and so no need for the memory.

But looking at Willow Springs tonight, it's impossible to imagine such
a day coming. The roads are all aglow, filled with young and old, laughter
ringing out into the chill evening air. Even them sanctimonious folks like
Pearl got their candles and shopping bags of gifts and food. Pearl wouldn't
miss Candle Walk no matter what Reverend Hooper preached.

Fourth excerpt (page 113)

It takes them a good two hours to make it halfway to the bridge road.
So many folks to exchange a word with, a new toddler to admire or hug,
Offin the distance a round, bright spot is zigzagging along the road. When
it gets a little closer, they see it’s Dr. Buzzzard with a huge flashlight.

"Now, ain't that nothing.” Miranda shakes her head.

Dr. Buzzard is dressed to kill for Candle Walk. He's got a new pair of
overalls, red flannel shirt, and even put strings in his sneakers. He's
surrounded by a horde of children, 'cause they know he keeps his pockets
filled for them tonight with his special honey ginger drops.

“Lead on with light! Lead on with light!” Dr. Buzzard, face flushed,
waves his Duracell at them.

Excerpts from Mama Day. Copyright ©1988 by Gloria Naylor. Reprinted
by permission of Ticknor & Fields/Houghton Mifflin Co. All rights
reserved.
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APPENDIX 7
For WHAT ARE OUR CHILDREN LEARNING?

A copy of the cover and the first two chapters of Roald Dahl's James and the Giant Peach begins on the

next page.
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ArPENDIX 8
For WHAT ARE OUR CHILDREN LEARNING?

A copy of a child's journal entry about James and the Giant Peach begins on the next page. This journal

entry was given to us by Laura Schwartzberg. We appreciate her sharing her students' writing about
James and the Giant Peach.
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APPENDIX O

YoutH EpucAaTioN IN COMMUNITY—-BASED PROGRAMS
AN ANNOTATED BIBLIOGRAPHY

Curriculum Development/Instructional Approaches

Goodman, K. (1986). What's Whole in Whole Language? Portsmouth:
Heinernann.

This book describes the essence of the whole language philosophy,
and what a whole language program might look like. Although written for
in-school education, explanation is applicable to out-of-school educa-

tion. Written in very simple, clear language.

Haas-Foletta,K. and Cogley, M. (1990). School-age Ideas and Activi-
ties for After School Programs. Nashville: School-Age NOTES.

Acompendium of projects and activities for children in an after-school
context. Contains guidelines on developing a multicultural curriculum,
Also includes tips for successful field trips, good teacher/ parent commu-
nication, conflict resolution and problem solving. Also contains a

resource and publications guide.

Hill, S. (1994). What is an Afterschool Curriculum? PASEsetter (A
newsletter of the Partnership for Afterschool Education). Issue #1, Fall.
This article describes some philosophical underpinnings of curricu-
lum development and points out some differences between commercial
developed curricula and curricula that are developed by community—

based afterschool programs.

Macrorie, K. (1988). The I-Search Paper. Portsmouth, NH: Boynton/
Cook, a division of Heinemann.

This book, written by a college professor for his students, provides
guidance for students to examine and reflect on their experiences and

experience writing as a way of thinking.

Singer, J.Y. (1992). People, parks and rainforests. Childhood
Education, 68:05.

An article that describes a project at a community based after-school
program in which the children researched rainforests, created a scale
model, and got involved in the ecology of their local park.




Program Design and Development

Ellowitch, A., Griswold, K., Hammer, M., Shelton, D., Townsend,
L.O. and Wolfe, M. (1991). Portraits of Youth Programs. Education After
School. New York: Institutefor Literacy Studies, Lehman College, CUNY.

Descriptions of exemplary after-school youth programs that incor-
porate literacy into their education activities.

Davidson, J. and Koppenhaver, D. (1988). Adolescent Literacy:
What Works and Why. New York: Garland Publishing, Inc.

Astudy of youth-education programs that incorporate language arts
instruction. Provides program descriptions and program planning
suggestions. Especially of note are suggestions for summer program-

ming.

Heath, S..B. and McLaughlin, M.W. (1991). Community organiza-
tions as family. Phi Delta Kappan, April.

An article that describes “what kinds of programs effectively address
adolescents’ developmental needs as they move from childhood to
adulthood in high-risk environments.” The authors found that for
young people, important elements include a sense of safety, a sense of
belonging to a group and the valuing of differing talents, ages, and

approaches.

Hill, S. & Walters, S. (1995). A perfect match: Whole language and
afterschool education programs. Literacy Harvest. A Journal of the
Literacy Assistance Center. 04:02, Summer.

This article lays down some of the theoretical and philosophical
bases of whole language, and then describes three after-school educa-
tion programs which implemented whole language in very different ways
at their programs.

Ingalls, S. (1993). The evolution of pigs in space. The Literacy
Harvest, 02:02. New York: The Literacy Assistance Center.

An article that portrays the evolution of a youth educator, and the
development of the Integrated Language Arts Package, a curriculum
project which integrates literacy and the arts.




Lefstein, L. and Lipsitz, J. (1986). 3:00 to 6:00 pm: Programs for Young
Adolescents. Center for Early Adolescence. University of North Carolina,

Chapel Hill.
The results of an extensive poll of parents, teachers and children as to

what they consider essential elements for effective youth programs. The
introductory chapter outlines some of these criteria in detail. The book
goes on to list programs serving youth which meet the criteria established
in the survey, and describes program activities. While the focus in this
book is not specifically on education, readers may be able to find some
useful information pertaining to programming, staffing and costs.

A Matter of Time: Risk and Opportunity in the Non-school Hours. (1992).
New York: The Carnegie Corporation.

A report from the Task Force on Youth Development and Community
Programs, this key policy document provides concrete suggestions for
program development. Provides evidence for the importance and value of

after-school programming for youth.

McLaughlin, M.W. and Heath, S.B. (1993). Casting the self: Frames
for identity and dilemmas for policy. In Identity and Inner City Youth:
Beyond Ethnicity and Gender. New York: Teachers College Press.

A chapter which describes the results of a five yearresearch project. An
analysis of the research identified key components of any successful
program serving youth out-of-school. Some of these components include
involving young people in program planning and curriculum development
and holding high standards and expectations in terms of behavior and

achievement.

McLaughlin, M.W., Irby, M.A., and Langman, J. (1994). Urban
Sanctuaries: Neighborhood Organizations in the Lives and Futures of Inner-
City Youth. San Francisco: Jossey-Bass Publishers.

This book “explores the strategies” that community leaders and their
organizations use to meet the challenges of creating and sustaining youth

programs in spite of enormous obstacles.

Youth Employment

Glover, R. and Marshall, R. (1993). Improving the school-to~work
transition of american adolescents. Teachers College Record. 94:03,

Spring.




Family Literacy

An article on the gap between high school and employment for

adolescents who do not attend college.

Mikulecky, L. (1982). Job literacy: The relationship between school
preparation and jobs. Reading Research Quarterly. 17:03.

This study examined the literacy demands, competencies, and strat-
egies present in the daily reading of students and workers in order to
determine the extent to which literacy as it is encountered in schoolsis a
preparation for various occupational literacy demands.

Weinbaum, S. (1992). Creating Educationally Effective and Engaging
Youth Employment Programs: Summary of the Youth Employment Program
Assistance Project. New York: Academy for Educational Development.

A project summary that describes how the Academy for Educational
Development worked with the New York City Department of Employment
to improve its programming for youth. Outcomes include changes in
“organization, pedagogy and curriculum of youth employment programs
in New York City.”

Auerbach, E. R. (1989). Toward a socio-contextual approach to family
literacy. Harvard Educational Review, 59(02), May.

This article critiques family literacy programs which emulate a school-
based model, and suggests that especially for immigrant families, children
do a great deal English language instruction for their parents, and
therefore a new model of teaching needs to be explored.

Gadsden, V. (1994). Understanding family literacy: Conceptual
issues facing the field. Teachers College Record. 96:01, Fall

This article identifies issues in the development of family literacy as an
area of research and practice, with a focus on historical, social and
cultural issues. The author recommends an integrative, interdisciplinary
approach, based on the family-support movement.

Taylor, Denny. (1983). Family Literacy: Young Children Learning to
Read and Write. Portsmouth: Heineman.
The stories of six families, each having a child considered to be

successfully learning to read and write.



Peer Tutoring

Research

Strickland, D. and Taylor, D. (1989). Family storybook reading:
Implications for children, families and curriculum. In D. Strickland and
L. Morrow (Eds.), Emerging Literacy:Young Children Learn to Read and
Write. Newark, Del.: International Reading Association.

This chapter describes the interaction between children and adults

when they share books at home and the implications of this for educa-
tional settings.

Leland, C. and Fitzpatrick, R. (1994). Cross-age interaction builds
enthusiasm for reading and writing. The Reading Teacher. 47(04),
December/January.

The description of a cross-age tutoring program in which sixth-grade
students were paired with kindergarten children. In the project, when
students were reading and writing collaboratively on a regular basis, both

age groups’ literacy skills were enhanced.

Rekrut, M.D. (1994). Peer and cross-age tutoring: The lessons of
research. Journal of Reading. 37(05), February.

A review of the history and research on peer and cross—age tutoring.
The article also provides some guidelines for program development based

on the research.

Halpern, R. (1992). The role of after-school programs in the lives of
Inner-city children: A study of the “Urban Youth Network.” Child Welfare.
71:03, May-June.

In a study of a large afters-chool program in the Chicago area, it was
found that the quality of the programming and the interest of the children
were high when staff had enough time to plan. In addition, children were
the best served developmentally at programs when there was a caring
adult available and when groups provided “clear values and expecta-

tions.”

Taylor, D. and Dorsey-Gaines, C. (1988). Growing Up Literate:
Learning from Inner-City Families. Portsmouth: Heinemann.

A study of the familial éontexts in which young African-American
children living in urban poverty are successfully growing up literate.



What Adolescents Want and Need From Out—of-School Programs: A
Focus Group Report. (1992). Washington, D.C.: Carnegie Council on

Adolescent Development.

The findings of a two-year project to assess non-school programs
offered by various community based youth organizations. The project
included focus group interviews with youth about their current activities
and preferences for after-school programming.

Staff Development and Training

Lawyer-Tarr, S. (1991). School-Age Child Care Professional Training
(A Workbook for Teaching Staff). Tulsa: The Clubhouse - Afterschool
Caring and Sharing, Inc. (Available from School-Age NOTES, Nashville).

A teaching manual for after-school staff, this guide provides useful
information on a range of issues including establishing ground rules and
discipline, rites of passage and other social development issues, and
homework help. While not addressing education per se, the manual
covers some extremely important areas that need to be considered with
any educational programming.

Literacy Development

Cullinan, B. E. (1989). Literature for youngchildren. InD. Strickland,
L. M. Morrow (Eds.), Emerging Literacy: Young Children Learn to Read and
Write. Newark, Del.: International Reading Association.

An article on books for children which provides criteria for selecting
literature and an annotated list of outstanding books for younger chil-

dren.

Duff, O. B. and Tongchinsub, H. J. (1990). Expanding the secondary
literature curriculum: Annotated bibliographies of American Indian,
Asian American, and Hispanic American Literature. English Education.
December.

An article that describes a rationale for including ‘multicultural
literature into the secondary school curriculum. Includes an extensive
annotated list of multi-ethnic books.

George, F. (1991). African-American Books for Children. New York:
The National Center for Service Learning in Early Adolescence, CUNY.

An annotated bibliography of outstanding African-American books
for children.




Reading and Your Adolescent. Urbana-Champaign: University of
Ilinois, The Center for the Study of Reading.
A guide for parents to help them encourage their adolescents to read.

Includes several suggested book lists. This pamphlet would be also good
for program staff to review.

Computers & Technology

Chaiklin, S., Hedegaard, M., Navarro, K., Pedraza, P. (1990). The
horse before the cart: A theory based approach to using computers in
education. Theory Into Practice. 29:04, Autumn.

An article that describes a computer project with children at a
community based organization in Spanish Harlem. The article talks
about some principles for using computers effectively in education.

Hill, S. (1994). Twists, turns and new configurations: Computers and
adult basic education. Literacy Update. The Newsletter of the Literacy
Assistance Center, New York, N.Y. 04:02.

An interview with Debbie Ruth Guerra from the Brooklyn Public
Library Literacy Program in which she describes the program’s shift from
workbook-like computer programs to using productivity tools such as
databases and word processing programs. Because of this move, the
students learning became more active, they read and wrote more, and the
program moved toward a more project-based curriculum.,

Schwartz, J. (1990). Using an electronic network to play the scales of
discourse. English Journal, March.

This articles describes the use of an electronic network to develop
writing with youth.

Sayers, D. (1993). Distance team teaching and compuzer learning
networks. TESOL Journal.

How an intercultural team teaching partnership was created using an
electronic mailbox. Students in these classes created “culture packages”
which helped establish links between the two communities in the form of
group self~portraits.

Evaluation/Assessment

Herman, J. L., Morris, L. L., Fitz-Gibbon, C. T. (1987). Evaluator’s
Handbook. Newbury Park, CA: Sage Publications.




While this book was specifically written for an outside program
evaluator, many of the activities can be used to assess programs inter-
nally. Includes activities tohelp establish parameters, generate questions
and clarify the distinction between summative and formative evaluations.

King, J. A., Mortis, L. L. and Fitz-Gibbon, C. T. (1987). How to Assess
Program Implementation. Newbury Park, CA: Sage Publications.

Part of a series of books that includes the Evaluator’s Handbook, this
book deals with a program’s implementation, that is, “how the program
looks in operation.” The book includes help in devising methods of

assessment such as interviews, questionnaires and observations.

Valencia, S. (1990). Portfolio approach to classroom reading assess-
ment. The Reading Teacher. January.

An article that gives a rationale for using portfolios to assess reading
and writing as an alternative to using standardized tests. In addition, the
article describes how to create and use portfolios.

Winograd, P. and Paris, S. (1991). Improving the assessment of
literacy. The Reading Teacher. 45:02, October.

An article that argues for the use of alternatives to the use of
standardized tests.

Additional Resources

School-Age Notes: The Newsletter for School-Age Care Professionals.
To Order subscription: School-Age Notes, PO Box 40205, Nashville, TN
37204.

A monthly newsletter that provides ideas, strategies, tips and tech-
niques for working with youth includes activities, conflict management,
administration, training, advocacy and resources. (1 year subscription/
12 issues $22.95)

This bibliography was prepared by Sara Hill with funding from the Robert

Bowne Foundation. Most of these listings can be borrowed from the
Literacy Assistance Center Clearinghouse: call (212) 803-3300.




ABOUT THE AUTHORS

Sara Loutsa Hno

I came to literacy education by a circuitous route, first studying
language and literacy in a college course on Paulo Freire, the adult
educator. It was a unique course in that the teachers actually had us
practicing the methodology, rather than just reading about it. Through
this enriching experience, I first learned what it was like to be in a
community of learners and how language and literacy can affect personal
and social change.

After college, I returned to literacy education as a volunteer and, as1
realized I had found my niche, went back to school for a Masters degree
in Education. It was the right path for me to travel. For the pasttenyears
I have been extremely happy performing a variety of jobs in the field, and
I'have spent the last seven years as a staff developer in literacy education.

As I think back over the lessons I have learned, one stands out in
particular for me. Iwas the site manager/teacher/tutor/trainer at the
Centers for Reading and Writing at the Fordham branch of the New York
Public Library in the Bronx. After unsuccessfully butting heads with
volunteers who refused to change their approaches to students, I realized
that the volunteers I was attempting to train were really beginning
teachers. Isaw that an important part of my job was to help them sort out
their beliefs about how people learn best, how they themselves learn, and
what kinds of instructional practices suit their needs and these of their
students.

Like many other people, I made a lot of mistakes in the course of my
learning about teacher education. However, the instructors who were
open to what I had to say (and, perhaps, anyone else who was singing a
different tune) became good, if not exemplary, teachers. Many of them are
now my colleagues and friends, a goal for all our students.

Lena O. Townsenp

One day in late December 1988 I received a phone call from Marcie
Wolfe, then Director of Adult Programs at the Institute for Literacy
Studies. She said something like, “You probably don’t know me but I've
heard about you from some people who know your work, and I'd like to

invite you to join the Bowne Group. I'll send you some articles we've been




reading and some other materials that will help you understand what the

Group does.” When I attended my first meeting, I realized how Marcie had

heard about me: Karen Griswold, Charlotte Marchant, and Azi Ellowitch,

alladult educators I'd worked with, were there. But the focus of this group

was not adult education; the focus was learning about how to present

workshops to youth practitioners. Well, I'd never developed and pre-

sented educational workshops, and I wasn't very familiar with youth

programs. I have a Bachelor of Science in Early Childhood and Elemen-

tary Education and a Master of Arts in Educational Psychology with an
emphasis in reading. Most of my teaching experience was in adult basic
education programs. My only experiences with youth programming was
as a participant when I was young and as a volunteer for several years with
a Cub Scout troop on the Upper West Side when I was in high school.

It's nearly seven years later and I've learned a tremendous amount

about the world of youth programs and their vast importance in the lives
of young people. Ican’t imagine New York City or any other area without
quality programs and much of my work is dedicated to sustaining and
supporting them. I've also learned a great deal about teaching and
learning as a result of sharing reading, writing, discussions and planning
with the Bowne Professional Development Group. The work I've done with
this community of teachers and learners is reflected in my work with
youth practitioners, adult educators, and adult basic education students.
My professional growth has been due, in large part, to the members of this
Group, many of whom are now my friends.

ANNE H. LAWRENCE

I began my career as an adult educator in 1977. I applied for a job
tutoring migrant children and was instead hired to teach adults because
someone concluded that I “might be good at it.” I was sent out to apple
orchards in New York's Ulster and Orange Counties. I had few materials,
butI “taught” adults how to read and write. Over the next five years, I was
a teacher with the Migrant Adult Education Program, and then in General
Education Degree and Adult Basic Education classes. During those years
I hardly ever went to meetings or workshops, and I barely got to talk to
other teachers or my supervisors. Althoughlhada teaching degree, when
Ilook back on how I taught, I realize that I did not have a clue about what
~ toteach and why. I grew little professionally. My first years in teaching
were typical of most educators’ first years.

In 1982, I was hired by Literacy Volunteers of New York City to




coordinate one of their volunteer sites. Over the next three years I
blossomed as a teacher. I had a chance to observe teachers teach and
others observed me teach. There were weekly meetings where we
discussed articles and innovations for the program. Iwas encouraged to
attend conferences and workshops. But, best of all, the program
coordinators shared an office where we could discuss what we were doing
onacasual basis. This is whenIbecame interested in training volunteers
and staff development.

I'have been lucky to work full time over the last ten years for programs
that believed staff development was the essential element in a quality
education program. I coordinated a site for the New York Public Library
Centers for Reading and Writing. Then I coordinated the Centers’ adult
education program and staff development. In 1992, I became the
Coordinator of Basic Education Staff Development for The City University
of New York.

Currently, I am a Program Coordinator for a two-year, DeWitt
Wallace-Readers Digest funded project at the Literacy Assistance Center.
In this project I am working with staff in five programs to develop and
implement project-based curriculum and authentic assessment,

Through all of these jobs, I have worked as a Bowne consultant. I
became a consultant in 1988 because I was interested in the challenge of
helping after-school programs develop a literacy component for youth. (I
hoped that I wouldn't see these same youth later in an adult literacy
program I worked at.) I wanted to apply what I knew about teaching
reading and writing in new settings. Although my jobs were full-time, I
made time for Bowne because I considered the consultant meetings
(where we discussed articles and educational issues and developed
workshops) my staff development. My work with Bowne has helped me
become a better teacher and staff developer.

JONATHAN SHEVIN

When I first entered teaching, I wanted to teach 4th and 5th graders.
I'had been an English major and thought that those middle years were the
“beginning of literature.” 1didn’t want to waste my time on the mechanical
skills of early literacy. My wise Bank Street College advisor who was
responsible for assigning teaching placements told me to start with
younger children: “You should really see where it begins.” He sent me to
kindergarten. WhenIbecame a head teacher, it was in apreschool. When
I began teaching adults, it was in an adult literacy program. Those early




skills in reading and writing aren’t mechanical. The beginning of literacy
is the beginning of literature.

I'went on to work with adult learners, student teachers, and volun-
teers. In 1987, I became Director of Education at the Pius XII Bronx
Family Service Center. Staff training became the central focus of my
teaching. I both learned and taught that you never know if you know
something until you teach it. My job was filled with little cartoon light
bulbs going off over people’s heads. Not only was everyone learning, but
we were a learning commmunity.

Education can be community building. This discovery led to my
establishing the Harlem River Restoration Project. (Ilive with my wife and
two children alongside the Harlem.) Now, as the Director of Education and
Employment for the Project, I will be expanding the definition of a learning
community. There is more to come. Stay in touch.

Susan IncaLLs

My life as a community educator began in 1967: after graduating from
college I decided to start a multi-media arts center for children. For two
decades, our organization, The Loft, ran theatre, film, writing, music, and
photography programs for children and youth living throughout southern
Westchester. These decades of work gave me the opportunity to create,
in collaboration with a gifted group of artist-educators, a singular
collection of plays for children and a new approach to using plays with
young people, called Language Theatre.

In 1987, I moved on to the East Harlem Tutorial Program. I
immediately envisioned filling the Program with bright colors, good books,
and challenging “new educational activities” that would be irresistible to
children. But when I looked for approaches that would enable my staffto
actually implement significant new curricula, I discovered that all the
educational resources available for teachers, paraprofessionals, or even
volunteers were written from a school-based perspective. During my
three and a half years at the Program, first as Executive Director and then
fortwoyears as Head of Education, I struggled with providing city children
with outstanding language arts activities during the non—school hours.
During this time I met an extraordinary group called the Bowne consult-
ants,

I'went on to further explore youth literacy programming: first as the

Literacy Assistance Center’s youth specialist and now as the founder and
Senior Consultant of the Foundation for Children and the Classics, a not-




for-profit youth service organization that combines Language Theatre

techniques with what I (and my colleagues) learned throu gh working with
city children.
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