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In view of Bulletin readers’ interest in innovative teaching
and in learning materials to achieve liberation, we devote
this special issue to the Literacy Crusade in Nicaragua. This
historic campaign was launched a year ago, and its first

phase has just drawn to a close.

The Nicaraguan Crusade was based on the literacy work
of Paulo Freire, author of Pedagogy of the Oppressed. This
issue includes a review of Freire’s teaching methods, which
have been used with success in Brazil, Cuba, Guinea-

Bissau and Cape Verde.

Reports on the following pages are based in part on the
experiences last December of two CIBC officers who joined
the first U.S. tour group to Nicaragua since the Revolution.

(Another CIBC officer had visited Nicaragua last summer.)

issue.

Two members of the Bulletin’s editorial board who—like
many other U.S. educators—have been applying Freire’s
approaches to their own classrooms, also contributed to this

During the past year, 110,000 literacy teachers—many

of them high school and college students—taught
Nicaragua’s half million illiterates to read and write. This
Is an account of the campaign

Education for Change:
A Report on the Nicaraguan Literacy Crusade

Close on the heels of the Revolution
that in 1979 toppled 45 years of Som-
oza dictatorship in Nicaragua came a
second revolution. It was called the
“Second War of Liberation” and the
“cultural insurrection.”

As in other Latin American dicta-
torships, illiteracy had been used as a
tool to keep the campesinos docile,
unquestioning, unaware that there
are alternatives, that control of their
destiny is possible. Nicaragua’s sys-
tem of education had been geared to
the interests of the ruling elite, offer-
ing literacy and advancement to those
who would serve and uphold the sta-
tus quo.

The women and men who took up
arms against the Somoza regime had
as their goal not just the overthrow of
a government, but the liberation of a
people—and after victory in battle,
the next priority was literacy. At the
time of Somoza’s defeat, half of all
Nicaraguans could neither read nor
write. In rural areas the illiteracy rate
was estimated at 75 to 80 per cent,
and, for women in many villages, 100
per cent.

Plans for a Literacy Crusade, under
the direction of Fernando Cardenal,
began five weeks after the new gov-
ernment took control. The Literacy
Crusade’s goal was to bring func-
tional literacy—reading at the third
grade level—to 50 per cent of the
population, or as many as could be

reached. The Crusade organizers con-
ducted an extensive examination of
literacy programs in other Third
World nations—Cuba, Mozambique,
Guinea-Bissau, Cape Verde—and in-
vited the internationally renowned
expert Paulo Freire to Managua to
consult on methodology (a discussion
of Freire’s methods appears on page
12).

While method and content were
being planned (see page 10 for an
analysis of the primers and work-
books), a wvillage-by-village nation-
wide census was carried out to deter-
mine levels of literacy in each of
Nicaragua’s 16 provinces. Efforts
were also made to ascertain the avail-
ability of volunteer teachers.

Influenced by Freire’s methodology,
the planners hoped to provide one
literacy teacher for every four or five
campesinos (poor country people).
Teachers would be assigned to their
own province when possible, but tens
of thousands of teachers would have
to be transported from the cities to the
remote areas in the northern moun-
tains and the Atlantic Coast forest
regions where available teachers were
scarce.

A serious problem was how to mo-
bilize national resources for such a
large-scale campaign without inter-
fering with production. During the
Revolution, entire sections of Nicara-
gua’s cities had been destroyed by the

punitive bombings of the National
Guard. Before Somoza fled, he pil-
laged the national treasury and left
massive debts which the new govern-
ment pledged to honor. Money to pay

‘these debts had to be earned from

exports, which meant production of
goods had to be increased.

A clever solution was arrived at.
Those who volunteered to work in the
Literacy Crusade would be divided
into two groups. One would consist of
young people not yet actively engaged
in productive work, who would leave
the cities and live with the campe-
sinos in the rural areas and moun-
tains for a period of five months. They
would give classes in the evenings
and by day they would work in the
fields, planting crops, harvesting,
tending animals and helping to in-
crease the nation’s productive capac-
ity. These volunteers would comprise
the Popular Literacy Army (EPA),
better known as brigadistas. The se-
cond group would be factory workers,
government workers, housewives and
professionals who would remain at
their regular work in the cities and
teach in the urban barrios during non-
working hours. These were the Popu-
lar Literacy Teachers, called “popular
alphabetizers (AP).”

The volunteers for the brigadistas
were young people—high school and
college students primarily, although
some were as young as twelve. Sev-
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eral reasons account for the youthful-
ness of the brigadistas. For one thing,
many had fought in the Revolution
and were committed to its goals. (A
striking aspect of the Nicaraguan
Revolution had been the youth of the
liberation fighters—teenagers, or
younger.)

In addition, the government made
specific efforts to enlist young people
in order to raise their consciousness
about the realities of the poverty and
oppression of the campesinos in the
rural and mountain areas. (Most of
the brigadistas were from urban
areas, and while illiteracy was high
there, it was far, far higher in the
country.)

The brigadistas were the political
descendants of the “Choir of An-
gels”—children who had formed part
of Augusto César Sandino’s guerrilla
army during the struggle to oust the
occupying U.S. Marines in the 1930’s.
The “Choir” worked to “alphabetize”
the campesinos in the mountainous
provinces of Matagalpa, Jinotega and
Nueva Segovia, so that they could
read Sandino’s literature. In the
1960’s this same area became the base
for the Sandinista forces—
nationalists who derived their names
and inspiration from Sandino.

Parental Permission Required

Parental permission was a requisite
for minors who wished to join the
brigadistas. The Crusade organizers
found that they faced opposition from
some middle-class parents who were
not supportive of the Revolution and
who, in addition, had traditional par-
ental worries about their children,
particularly their daughters. (Working
class parents were not, in general,
antagonistic.)

Parent hostility was met by wide-
spread discussions about their con-
cerns. Campaign representatives held
weekly meetings in the schools with
parents and students. Posters, news-
paper articles and TV and radio pro-
grams addressed the issues. To allay
some of the parents’ fears, it was
decided to organize single-sex bri-
gades, and young girls would be ac-
companied by their teachers and live
in dormitories, farmhouses, public
buildings or schoolrooms. Boys and
older girls would live in the homes of
the campesinos. It is worth noting
that children from middle-class
homes—who joined the Crusade for a
variety of reasons—usually became
committed to the goals of the new
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society Nicaragua is trying to build.

Initial preparations lasted six
months. The Literacy Crusade first
launched a pilot project in the same
northern provinces where the Sandi-
nistas had originally made their base.
Undertaken by the 80-member Patria
Libre brigade, its objective was to test
a training design and gain practical
experience that would later be trans-
mitted to the other brigadistas. The
group members also underwent physi-
cal training to prepare them for the
arduous tasks ahead.

After completing the pilot project,
each of the 80 members of the Patria
Libre conducted workshops and
trained 560 more teachers. These, in
turn, trained 7,000 teachers. For the
final phase, which ended in March,
1980, schools and colleges were closed
early, releasing thousands of volun-
teer students for additional training.
By the conclusion of the last phase of
training, a grand total of 95,000 “al-
phabetizers” were prepared for the
campaign. Of these, 60,000 were the
young brigadistas who would work
and teach in the countryside. The
other 35,000 were the “popular alpha-
betizers,” adults for the most part,
who remained in the cities to work in
the barrios.

Groups Support Crusade

The Nicaraguan Revolution had
been successful in large part because
of the involvement of people’s organi-
zations that had formed in the years
preceding 1978. Some of these were
the National Union of Teachers, the
Sandinista Trade Union Federation,
the Organization of Nicaraguan
Women, the block- and street-based
Sandinista Defense Committee and
the Association of Rural Workers. The
same groups now provided the Liter-
acy Crusade with massive logistical
support, transporting 60,000 brigadis-
tas from the cities to the countryside,
supplying them with food, medical
care, textbooks, etc. They also pro-
vided protection; security was a major
concern, because remnants of Somo-
za’s National Guard, which had fled
into the mountains on the Honduras
border, threatened that the brigadis-
tas would be killed.

On March 24 of last year, truck
convoys by the thousands left the
cities of Managua, Esteli, Léon, Gre-
nada and Matagalpa and fanned out
to all of Nicaragua’s provinces. Be-
cause of the terrain, thousands of
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brigadistas had to march by foot.
Some traveled by boat, some by heli-
copter. Each brigadista was eventu-
ally outfitted with jeans, a gray tunic,
a mosquito net, a hammock, a lantern
by which to teach at night and a
portable blackboard. On brigadista
arrival day, a special service was held
in every church of every denomina-
tion to greet the brigadistas and to
launch the Crusade.

From the end of March until mid-
August, the brigadistas followed
roughly this pattern: by day, work in
the fields with the campesinos they
lived with or chores around the house;
by night, two hours of instruction
with from five to seven campesinos
huddled around a gas lamp. On Satur-
day, there were workshops with other
brigadistas—usually 30 in number
from the same village or a village
nearby—to evaluate the week’s work,
discuss common problems and plan
the week ahead. For those brigadistas
who could not meet together because
of distance, all-day Saturday radio
programs informed them of news of
the campaign and offered advice and
encouragement. In the cities, the pop-
ular alphabetizers worked at their
regular jobs and, in addition, gave
two hours of instruction at night; they
also had Saturday workshops. Within
this general pattern, there were wide
variations, as indicated by the expe-
riences of individual brigadistas re-
counted on the accompanying pages.

The campaign took its toll: 56 briga-
distas died during the Crusade. Six
were murdered by the National
Guard, the rest were killed by acci-

The campaign brought Nicaragua's
illiteracy rate from 52 per cent to 13
per cent. Reading and writing were
only part of the campaign’s total im-
pact.
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130,000 portable ckboards, like
one above, were donated to the cam-

paign by the nation of Colombia.

dents and illness. Today, the mur-
dered youth are hailed by Nicara-
guans as martyred heros, and their
faces are enshrined on posters and
paintings hung everywhere.

The campaign itself was extremely
successful. At its end, some 500,000
campesinos were no longer illiterate,
and the rate of illiteracy was down
from a national average of 52 per cent
to just under 13 per cent. Confirming
the statistics are the documented ex-
ams and the simple sentences that all
campesinos had to write at the end of
the fiveemonth learning period. As
important as the literacy they gained,
however, was their new awareness of
themselves and of their significance
to the nation. Prior to the Revolution,
campesinos had been considered of
little or no consequence; but this cam-
paign, a major indication of positive
governmental concern, contributed to
a new sense of dignity and self worth.

The influence of the crusade on the
brigadistas and other “alphabetizers”
was also dramatic. They gained a new
understanding and respect for the
rural poor—and often, as noted, a new
commitment to the goals of the Revo-
lution. Participants also learned a
variety of skills—life skills as well as
teaching skills. All gained a more
profound understanding of their na-
tion—and learned that they could
play a role in creating a new so-
ciety. [

A report on the Literacy Crusade in
the Bluefields region—and information
about the area—begins on the next

page.
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The Literacy Crusade followed a different schedule in
Nicaragua’s Atlantic Coast region, where the nation’s
Black and Indian peoples live. The Crusade is providing

Blacks and Indians instruction in their native languages

for the first time

English: An Oppressed Language

A gigantic billboard seen through-
out Nicaragua depicts the sun rising
over the black silhouette of moun-
tains. It reads, “The Atlantic Coast:
The Awakening Giant.”

The Atlantic Coast region is iso-
lated from the rest of Nicaragua by
mountains and dense forests—and by
a very different history. Taking up
nearly half the area of Nicaragua, it
has only about 12 per cent of the
population, but it contains most of the
nation’s racial minorities—Blacks
and Miskito, Rama and Suma Indi-
ans. The official language of the
region is Spanish—it is the language
of instruction in the schools, for exam-
ple—but the indigenous languages are
English and several Indian lan-
guages, plus a number of dialects; the
area is, in effect, bilingual. (While
some parochial schools used to teach
English-speaking children in their
native tongue, Somoza outlawed that
practice ten years ago and decreed
that Spanish be used exclusively.)
Spanish is considered the dominant
culture, and Spanish influences from
the Pacific Coast have long been seen
as oppressive.

The major seaport on Nicaragua’s
Atlantic Coast is Bluefields. Its stores
are owned by Spanish-speaking
settlers from the relatively wealthier
Pacific Coast region, but the town is
60 per cent English-speaking and 50
per cent poor Black. The widespread
use of English is due to Britain’s
having annexed the region in the
16th century when attempts were
made to establish British settlements
there. The British were unsuccessful
in their colonizing attempt, but Eng-
lish is still spoken in the area. (The
British also made alliances with the
Indians in the area and encouraged
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A Request from Bluefields

“Before the revolution, the library
had a handful of books; the librarian
had no training at all; and if you
wanted to borrow a book, you had to
leave a deposit of the value of the
book. Only the elite of Bluefields
could afford that!

“After the Revolution, | applied to
the Minister of Culture to start an art
school in Bluefields. They said, why
not become the librarian and run the
art school as part of the library? The
condition was that | take a course at
the University in Nicaragua in library
science, and | did.

“The library pays no rent or taxes,
and there is no charge to borrow
books now. My salary is 3,000 cor-
dovas ($300 U.S.) a month. Of that,
the federal government pays 1,200
cordovas ($120), the rest Bluefields
pays. But | have no budget to buy
books, so | take whatever books |
can get. In a year and a half | have
collected 5,000 books, all donated.

“We don't have any books for the

Black children here. Can you help
us get children’s books that | hear
have been published in your coun-
try? They are so necessary.”—June
Beer, Librarian.
NOTE: Irving and Evelyn Wolfe at 26
Dogwood Ave., Pomona, N.Y. 10970
have volunteered to ship books to
the Bluefields Library. Persons wil-
ling to donate books on any subject,
but particularly non-racist, non-
sexist children’s books, are asked to
send them to the Wolfes at the
above address, or send books di-
rectly to June Beer, Public Library,
Bluefields, Nicaragua.

them to fight the Spaniards. This
Indian-Spanish hostility remains to
this day.)

There are conflicting accounts as to
how Blacks came to the area. One
account tells of the British coming in
1630 with a shipload of Black slaves
to set up cane and indigo plantations.
Another tells of a British slave ship
bound for Jamaica shipwrecked on
the Nicaraguan coast, and the slaves
escaping along the coast. Just how

‘the Blacks came is uncertain, but there

was considerable mixing between
them and the Indians—and it was
their descendants who became the
Miskitos of today.

The people of the Atlantic Coast
region are mostly Catholic, but there
is a substantial population of Moravi-
ans and Baptists and other funda-
mentalists, missions for the most part
from the U.S. Most of the Catholic
missionaries are Franciscans and Ca-
puchins, who have been strong sup-
porters of the Revolution.

The Atlantic Coast region did not
become part of Nicaragua until 1895,
and that occurred without consulta-
tion with the region’s indigenous peo-
ples. Ensuing governments, run by
Spanish-speaking peoples from the
Pacific Coast region, followed the
classic pattern of ethnocentrism and
cultural domination. There is a grow-
ing recognition that the new govern-
ment of Nicaragua is showing con-
cern for the people on the Atlantic
Coast. But there are discontents, and
the region’s history of abuse is readily
exploitable by interests unsympa-
thetic to a new Nicaragua.

The Somoza dictatorship followed a
deliberate policy of underdeveloping
the Atlantic Coast. From the more



industrialized Pacific Coast region—
with all the principal urban centers—
to Bluefields, there was only one road
that reached only partway; the rest of
the journey had to be done by river
boat through dense forests. Many
believe that the Somoza policy of
limiting communication was done to
isolate Nicaragua’s racial minori-
ties—and to keep the area as a private
preserve for his own financial inter-
ests. (His family company held a
monopoly on the fishing and shrimp
industry there.)

The history of the region is encased
in mystery, because available records
are scarce, and there has been a
conscious apathy about making ar-
cheological and historical explora-
tions. Prior to the Revolution, no
census had ever been taken here; the
census taken for the Literacy Cru-
sade, which only scratched the sur-
face, provided conflicting data. How-
ever, the Reconstruction Government
is committed to making up for past
neglect. In the year and a half since
the overthrow of Somoza, more pro-
jects to aid the region have been
undertaken than were attempted in
the previous half century. For the first
time, for example, telephone, TV and
a new road now under construction
are bringing the Atlantic and Pacific
Coast regions closer together.

All of the brigadistas of the Liter-
acy Crusade (see page 3) had a
secondary function: to search for arti-
facts, to record legends, songs and
folklore of different areas, to collect
samples of local flora and fauna and
to mount preventative health pro-
grams. On the Atlantic Coast these
subsidiary activities—still in progress
at this writing—have taken on special
significance since the introduction of
telephones, radio and TV—and the
fact that new roads are being built
from the Atlantic to the Pacific
coasts—will undoubtedly bring rapid
change to the region.

Religious groups in the area have
been very supportive of the Literacy
Crusade. While an ecumenical drive
in 1979 collected funds to support the
Atlantic Coast Literacy Crusade, the
Catholic priests have done the most to
follow it up. A Jesuit priest in Blue-
fields, for example, has launched a
program to collect and distribute
basic library packets—each consist-
ing of 12 books and 25 pamphlets (all
subjects)—to 400 villages in the region
as catalysts for community libraries.
The same priest, who is writing the

first history of the Atlantic Coast
region, is also developing a project for
publishing simple books that will help
prepare children for a new society.
The policy of the Reconstruction
Government is to respect racial and
linguistic diversity; of special signifi-
cance is the Bilingual and Bicultural
Act, which officially recognizes Eng-
lish and the Miskito and Suma lan-
guages. Literacy crusades in these
languages followed a different timeta-
ble from the Spanish Crusade in the
Central and Pacific Coast regions.
Programs with English and Miskito
adaptations of the primers and work-

"Larry Boyd/LNS

books (see page 10) were launched on
the Atlantic Coast last November and
are now in progress. The primers and
workbooks are just now being trans-
lated into the Suma language. The
new government policy also seeks to
involve Blacks and Indians in the
decision-making process. MISURA-
SATA—an acronym meaning Mis-
kito, Suma, Rama, Sandinista All To-
gether—is the first association in
modern history of indigenous peoples
on the Atlantic Coast region. It makes
all the more important decisions for
the Literacy Crusade affecting Indian
peoples. [J

What Next?

Sustenimiento is the follow-up program designed to continue the aduit
education initiated by the Literacy Crusade. (New schools are being built for
the education of children—see page 15.) This program, initiated before the
Crusade actually ended and now in progress, is to insure that the campesinos
would not slip back into illiteracy once the five-month Crusade was over. The
program is carried out by the Popular Education Collectives (CEPs).

Brigadistas selected the most advanced adult in each Crusade literacy class
as CEP coordinator. Specially prepared workbooks and easy-reading booklets
had been prepared for the Sustenimiento, and the brigadistas were able to
prepare the coordinators by instructing them in the use of these materials.
Flexibility would be a key to the success of the CEPs, and classes were
designed to allow participants to enter and leave because of work and family
commitments. Once a week the CEP coordinator meets with a regional teacher
to evaluate the week's work and to plan for the next week. Each regional
coordinator is responsible to five families.

Two radio programs, one at five in the morning and one at six in the evening,
serve as further teaching aids. Three times a week these programs broadcast
reviews of lessons appearing in the cartilla, or literacy manual, and two
programs a week offer math lessons.

BULLETIN 9



The basic tool of the Literacy Crusade—the cartilla or
primer-workbook—is examined

A Look at the Primer-Workbooks

The basic tool of the Nicaraguan
Literacy Crusade is the cartilla, a
primer-workbook, and it is approp-
riately titled, “The Sunrise of the
People.” One million copies were used
during the Crusade.

The cartilla contains 23 lessons,
each one on a theme related to the
Reconstruction and its implementa-
tion. Each lesson is introduced by a
photograph selected on the basis of
two criteria: first, that it depict a real
life situation familiar to the learners
and, second, that it lend itself to a
wide ranging discussion on the theme
of the lesson. This discussion, or
“dialog” as it is called in the cartilla,
is critically important to the instruc-
tion process, and a chief function of
the teacher is to engage learners in
this dialog. Indeed, strategies to gen-
erate discussion were an all-important
part of the training programs that
preceded the Crusade.

The following is taken directly from
the English edition of the teacher’s
guide for the Atlantic Coast region,
pages 26 and 27, that accompanies
the cartilla:

1. Try to establish a dialog which will

permit us to

a. Discover the experiences of the
learners about the theme represented by
the picture.

b. Clarify the way people are thinking.

c. Encourage the learners to talk, to
participate as much as possible.

2. To carry on the dialog try to follow

these steps.

a. Ask the learners to describe the
picture.

b. Help them analyze the picture. For
this purpose we must ask questions
which increase their interest in the
theme and which allow a deeper under-
standing of the issue being discussed.

10 VOLUME 12, NUMBER 2

The cartilla or primer-workbook is
shown here in its three editions: Span-
ish, English and Miskito Indian. A
comparison of their content shows a
deliberate attempt to make primers
relevant to the interests and needs of
the different racial groups.

The questions should lead the learners to
a discussion of their own experiences
with the issues raised by the picture and
the theme. It is all right to explain
something (“social salary,” for example),
but immediately get the learners talking
about the subject again through ques-
tions or by encouraging them to break
into your explanation.

3. Summarize the ideas and conclusions

which have come out in the dialog.

NOTE: Carry out the dialog using the
three stages described above, using be-
tween 15 and 30 minutes.

This preliminary dialog reaffirms
the oral tradition of the people; it also
encourages them to express what they
understand their reality to be and to
consider alternatives to that reality.

Immediately following the dialog,
the structured part of the lesson beg-
ins. A “topic sentence’” which relates
to the discussion theme is introduced.

The key sentence of each lesson, in
synthesising the political message of the
photograph, is tremendously important
from a teaching point of view. If the
illiterate learner recognises the letters
and words and associates them clearly
with the discussion themes the words
will cease to be meaningless arrange-
ments of shapes and take on instead a
direct association with concepts which
the learner feels strongly committed to.
Each of the sentences contains a key
word—what Freire calls the “generative”
word. But where Freire builds a sentence
from his generative word, the Nicara-
guans extract the generative word from
an already formulated sentence. Sylla-
bles are extracted from the word; and
from the sounds which are learnt, the
five vowels are combined, the sound and
form of each becomes familiar to the
learner, and the syllabic families are
built up. Once the word has been broken
down into its constituent syllables, these
are built into new words, and from the



new words the learner constructs simple
sentences.*

Built into the lessons are provisions
for practice, reinforcement and appli-
cation. Each of the sentences is
rewritten, dictated and discussed in
different contexts. All elements of the
lesson and the actual learning mate-
rials are relevant to the learners’ life
and the Revolution. For example, the
vowel unit ee is taught in the word
“free.” The apostrophe is taught in
the word “people’s.” At no time is the
pedagogy divorced from the learner’s
life experience or the experience of the
Revolution.

In practice, the lesson works like
this. The teacher reads the topic sent-
ence and the learners repeat it several
times. Next the teacher writes a “key
word” from the topic sentence on the
blackboard (all brigadistas were given
a portable blackboard), then repeats it
several times, with the learners also
repeating it.

Now the teacher says the word at a
slower and slower pace, emphasizing
a syllable or a special part of the word
called the “learning unit.” Next the
teacher presents on the blackboard a
set of new words containing the same
learning unit and repeats these sev-
eral times. One learner is asked to go
to the blackboard and select a word;
she or he then circles the part of the
word that is the same as the learning
unit and underlines that part that is
different. The other students observe
and perform the same operation in
their cartilla with that one word. They
go on to do the same with the rest of
the words. (They had been prepared
for the writing by learning to write
the alphabet, the word “Carlos”—the
first name of a major Nicaraguan
hero, Carlos Fonseca—and their own
names.)

The new words containing the
learning unit are also presented in the
cartilla in dotted lines. Learners are
asked to write the words following the
dotted lines, then to practice writing
the new words on their own, without
the aid of the dotted lines. This is
done in the workbook.

Several of the words studied are
presented within the context of short
sentences. These sentences address
concerns within the learner’s environ-
ment (see accompanying sample
page). The teacher reads the sentences
several times, first slowly, then at a

*From The Loss of Fear by George Black
and John Bevon, World University Ser-
vice, London.

1.- Let's read the sentences.

our country.

rebom
remove

renew
recover

which are different.
renew reborn
recover remove

lines,

Work is a right and duty. By work, we will rebuild

2.- Let's read the underlined word several times. Then, read part of the word.
rebuild
rebuild

3.- Listen to these words. Then, read the words with the teacher.

4.- Let’s look at these words more carefully. Circle the parts which are the same. Underline the parts

6.- Let's write thess words following the dotted lines. Then, practice writing them without the dotted

replant
replace

return
reform

retum
reform

replant
replace

2
-
-

T eaER T [ Tea sl

o
4
Leved
o
L

=
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A sample page from the English primer, “Sunrise of the People.”

normal pace. Again the sentences are
read, this time with the learners re-
peating them. The learners can now
write the sentences in their workbook.

The first lesson centers on “San-
dino, guide of the Revolution.” Suc-
ceeding lessons deal with contempor-
ary history of the people or with
subjects that are important to the
development of a new society. Exam-
ples are “Work is a right and duty of
all our people,” “Our democracy is the
power of the people organized,” “Nica-

raguan women have traditionally
been exploited, and the Revolution
now makes their liberation possible,”
“By spending less, saving resources,
and increasing production, we consoli-
date the Revolution” and “With eve-
ryone’s help we will build play-
grounds for our children.”

A two- or three-page simply written
essay on each theme appears in the
teacher’s manual, together with sug-
gested questions for use as discussion
starters. [J
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The work of Paulo Freire, author of Pedagogy of the
Oppressed, was the basis of the Nicaraguan Literacy
Crusade; here is an explanation of his methodology

Two decades have passed since
Paulo Freire perfected his 40-hour
method for teaching literacy to Brazi-
lian peasants. Despite his spectacular
success, he was jailed and then exiled
by the Brazilian government because
learners were politicized as they be-
came literate. Freire worked in Chile
for five years before going on to
Harvard; he is now special consultant
in’ education to the World Council of
Churches in Geneva. From that base
he has directed the use of his method
in literacy campaigns for adults in
Latin America and Africa. Most re-
cently, he has helped shape Nicara-
gua’s 1980 literacy campaign and was
involved in developing the cartillas or
primers there (see page 10).

The following information about
Freire’s methodology is excerpted and
adapted from “Conscientization:
Paulo Freire’s Alternative to Teach-
ing” by the Institute of Cultural Ac-
tion, Geneva, for the Methodist Mis-
sionary Society, London.

We often assume that if we teach
people, they will “learn”; that if we
explain the concepts of writing, they
will be able to “read.” We also assume
that if poor and oppressed people are
“taught” to “read,” they will have
taken the first major step towards
throwing off their poverty and oppres-
sion.

In Latin America, despite a century
of educational programs and despite
many adult literacy campaigns, the
vast numbers of ignorant and illiter-
ate people are growing, and in most
cases they are as oppressed as ever.
And many who do learn to “read”
remain oppressed as well. There must
be a better way.

Professor Paulo Freire, the son of a
Brazilian peasant, believes that there
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About Freire

Part of the Literacy Crusade w
teach basic mathematical skills.

is. Now widely respected for his the-
ory of political education, his reputa-
tion is due to the success of a program
for adult literacy tried out and per-
fected in the early 1960s among some
poor Brazilian peasant communities.

As a teacher, Freire found that the
inability of illiterate peasants to learn
was related to their feelings of fatal-
ism and helplessness. They saw them-
selves as powerless, as worthless ob-
jects. Their only real ambition, remote
as it seemed, was to obtain the posses-
sions which to them symbolized suc-
cess and achievement.

Freire set about creating a process
to help the peasants free themselves
from this state of powerlessness. The
result was his concept of “conscienti-
zation,” which is somewhat similar to
consciousness-raising as it is under-
stood in the U.S.

Freire believed that the first step

was to create self-confidence. He felt
that only then would people see their
misery as the result of historical fac-
tors and the way society is organ-
ized—as something they could set
about altering.

A basic principle of Freire’s metho-
dology is that people learn best as a
group, from one another, without the
formal “teacher-pupil” relationship.
He has tried to create a situation in
which people stop being passive ob-
jects crammed with information by
their teacher. Instead they begin to
look critically at their environment
and the influence it has on them, and
to make their own decisions.

Peasants gather in the presence of a
coordinator who shows pictures of
everyday scenes or objects for discus-
sion. Every new discussion helps
those taking part to stand back from
their own situation until finally they
see it more critically. For people who
have always accepted that the factors
affecting their lives are beyond their
control, this is an important step
forward. Drought, hunger, hard labor
and debt to remote employers—all
part of a way of life they have be-
lieved to be inevitable—now become
problems to be studied and reflected
upon.

This reflection is the “reading” of
reality. And then, according to Freire,
comes the will to “write” or create.
The construction of a well yielding
water where it is needed or the build-
ing of a wooden house are conscious
acts through which the peasants dis-
cover their effectiveness. Having
proved that they have the power to
change nature, what is to prevent
them from transforming other aspects
of their life? One of Freire’s basic
tenets is that there is no neutral edu-



cation—only education to ‘“domesti-
cate” or liberate people. Education is
either conditioning to accept the sta-
tus quo or deconditioning to question
and change it. For Freire, education is
conscientization—a process of making
people aware, through which they
learn to “read” (i.e., understand) true
reality and to “write” it, which means
taking it into their own control. To
interpret conscientization as merely a
progressive literacy program for peas-
ants is to completely miss the point. It
is a totally new alternative to tradi-
tional education, where change and
learning and experience take on si-
multaneous and equal roles.

The critical capacity of the pupils
grows out of dialogue about meaning-
ful situations in their lives, on which
they have insights to contribute. Both
teacher and pupils join in seeking
truth about relevant problems, while
respecting each other’s opinions. The
teacher serves as the coordinator of a
discussion, while the pupils become
participants in a group trying to
understand existence in a changing
society.

As a basis for the discussions, Freire
isolates a minimal core vocabulary
touching on life situations of the
pupils. The crucial criteria is that
words are chosen for their potential
capacity to confront the social, cultu-
ral and political reality. The words
should provide mental and emotional
stimulation—that is, they should sug-
gest and mean something important.

Carefully prepared pictures show-
ing familiar scenes of life and work
are often used as teaching aids. These
pictures include objects of nature,
such as a tree, and of culture, such as
an ax. Thus, vocabulary is built on
items that have meaning to the stu-
dents. Flexibility of the teacher in
following the ideas triggered by the
pictures is essential.

Though Freire originally built a
reading vocabulary from the Brazi-
lian peasants’ own language in each
village, the Nicaraguans—in order to
pre-package a program to be carried
out nation-wide—predetermined the
vocabulary for their literacy cam-
paign based upon knowledge of their
country and their own revolution.

For Freire, the ability to master a
language in no way guarantees effec-
tive control of one’s environment and
life. “We are all illiterate!” Paulo
Freire told his astonished students at
Harvard years after leaving Brazil.

As far as he was concerned, his stu-
dents—who were unable to see
through the aims of those who manip-
ulate the U.S. consumer society—had
fundamentally no more control over
the course of their lives than had
Brazilian peasants.

Freire recalls an old peasant, illiter-
ate in the conventional sense, who
asked: “If God made the sun for all
people and lets the rain fall, why
should the earth, which God also
created, belong only to the rich?”
According to Freire, people with suffi-
cient understanding to ask that type
of question have the potential to con-
trol the course of their own lives.

Even Freire’s severest critics, such
as Peter L. Berger of Rutgers Univer-
sity who questions Freire’s philo-
sophy, concede that his method is
very successful. (Berger argues that

the concept of consciousness-raising
in itself presupposes that someone’s
consciousness—the teacher’s—is
higher than others—the learners’—
and thus imposes one person’s infor-
mation and values upon another.)
Readers interested in reading
Freire’s works are referred to Cultural
Action for Freedom (Center for the
Study of Development and Social
Change, Cambridge, Mass., 1970), Ed-
ucation for Critical Consciousness
(Seabury, 1974) and Pedagogy of the
Oppressed (Herder and Herder, 1970).
Many people find Freire’s theories
difficult to understand. A highly read-
able 64-page pamphlet by Cynthia
Brown explaining Freire’s ideas and
describing his work in Brazil is avail-
able for $2.50 from the Alternate
Schools Network, 1105 W. Lawrence,
Room 210, Chicago, Ill. 60640. (I

Liberation and Literacy: A Feminist Concern

It is interesting to note that feminists have found a route to understanding
the conditions of their lives that compares to the programs that Freire and his
followers have evolved to achieve literacy in Third World nations.

Basic to both the Third World literacy campaigns inspired by Freire and to
the feminist movement are “consciousness-raising” and “liberation.” These two
words reflect the central questions of oppressed people: What are the realities
of our lives? What can | do to change these realities?

An examination of the methodologies practiced in many “feminist class-
rooms” reveals educational practices that are similar to those developed by
Freire.! The guiding principle of both systems is anti-authoritarianism. Both
methods encourage students to believe in the authenticity, validity and
importance of their own experiences, which become the focal point of the
educational process. In both cases, the classroom environment is informal and
there is peer teaching with meaningful interactions between teachers and
learners.

Freire insists that the basic materials and vocabulary of an effective literacy
program must be keyed to representations of the students’ daily lives, which is
similar to the emphasis on “life materials” in a feminist classroom. Through
discussion, students become conscious of how their lives have been controlled
by society. The objective is to bring about the awareness they need to control
their own lives and, further, to change society.

Essential to feminist education, moreover, is analysis leading to a new
interpretation of existing learning materials. Students are encouraged to
analyze and criticize the contents of materials by understanding the conditions
and culture that shaped the lives of the writers.

In contrast to traditional education, which both Freire and feminist educators
believe results in domestication rather than liberation, these new methodolo-
gies stress the importance of developing a critical analysis of the realities of
one’s life. This is the first step to positive actions that can reshape those
realities and result in eventual liberation.—Ruth S. Meyers

1Readers wishing to learn more about the “feminist classroom” will be interested in the
findings of the meetings held this past summer in Copenhagen, Denmark, where 500
feminist scholars and educators met to discuss women’s studies. A report on the
conference will be published in the Spring, 1981 issue of Women’s Studies Quarterly,
available after April 1 from The Feminist Press, Box 334, Old Westbury, New York 11568
for $3.50 per copy plus $1. postage and handling.
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Creative teaching linked to social change has achieved
marked success in national literacy campaigns. When

teachers in the U.S. attempt to use these same techniques,

problems and paradoxes emerge

A U.S. Teacher’s Dilemma

It has always amazed me that when
gifted teachers speak to us about how
they engage and excite learners, they
speak with one tongue. Although
vastly different in formal training,
cultural background, class and politi-
cal point of view, their techniques
bear a startling resemblance.

Three books that highlight this
paradox for me are Teacher by Sylvia
Ashton Warner, Letter to a Teacher
by the School Boys of Barbiani and
Pedagogy of the Oppressed by Paulo
Freire.* Warner, the prim English
school mistress in the New Zealand
jungle, the anonymous Italian priest
of the town of Barbiani and Paulo
Freire, the brilliant revolutionary and
teacher, all say that the only teaching
thkat has any meaning to people—and
that in fact works—is that which
speaks to the inner secrets, hopes,
yearnings and aspirations of the
learners. All three of these gifted
teachers recognize that education en-
compasses the learner’s whole life and
must speak to his/her particular si-
tuation.

So Warner had her Maori children
writing down their secrets on precious
bits of paper to be shared or withheld
as they chose. The Italian priest

*Although it is unlikely that any of these
three have met or even read each others’
work, their ideas, if not identical, are within
a similar vein. Of the three, only Freire’s
work is part of an articulated political
philosophy of social change. The other two
teachers decry social injustice but speak
little about how it can be overcome.
Clearly, this limits their utility to us as
change agents, but not as educators.
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gathered up all the rejected school
dropouts of the town and then set
them to the task of writing to their
former teachers to tell them of the
indignities and humiliations they suf-
fered at their hands. Freire, by getting
to know the daily lives and aspira-
tions of the peasants he worked with,
helped develop generative themes, key
words that sparked their emotions
and imaginations; the resulting dis-
cussions helped them understand the
oppression of their ignorance and
poverty and were the building blocks
for learners to read and write.

Energized as well as overwhelmed
by these gifted teachers, I have tried
to use their example and techniques
in my own classroom teaching at a
large urban university. Since I teach
human services, my subject is particu-
larly amenable to the introduction of
Warner’s organic ideas or Freire’s
generative themes. I teach students
about the nature of help, how and
why we need it, what kind makes
sense and the barriers of stigma and
privilege that lie in our path as we
seek it out. The first assignment of the
term is the “Helpee Paper,” in which
students are asked to reconstruct a
time in their lives when they badly
needed help to cope with an over-
whelming personal situation. I ask
them to talk about the episode and
analyze the help they received, telling
why it worked or didn’t work for
them. These papers, and the emo-
tional intensity of the memories of
gratitude and rage the episode engen-
dered, become the basis for much of
the rest of the term’s curriculum.

This device works with checkered
success. Most of my students have
been taught or programmed to separ-
ate intellect from emotion, defining
intellectual activity as taking down
notes on a professor’s lectures or
books. They find it hard to take their
own or their peers’ experiences very
seriously—or to read a book that they
know they will not be tested on. They
enjoy the process of writing the paper
and the discussions that flow out of
their shared experiences with the
human services system. Often, how-
ever, they will put studying for a
Spanish or math test much higher on
their agenda than preparing for a
human services class, skipping an
occasional session if something really
important must be done for a “real”
course. There is a vague sense that if
they are interested and engaged in
learning then something must be
wrong. Some students are intimidated
by the request to share pieces of their
lives and pain or to expose their
opinions and frustrations about abor-
tion or capital punishment. They see
their opinions as personal or as irrele-
vant to the education process. Few
have been taught to argue a position
and few are prepared to take on an
adversary point of view.

My classes pose an interesting set
of dilemmas for everyone. My stu-
dents are caught between the sense
that what we are doing really matters
to them and the vague suspicion that
none of this will really help them get
the job they so badly want. My col-

Continued on page 16



United States intervention in Nicara-
gua has a long history. In the mid-
1800's Cornelius Vanderbilt's transit
company operated a route across the
isthmus with a license from the Nicara-
guan government. It was a highly prof-
itable undertaking, and a group of
Vanderbilt's competitors attempted to
take over the route. Striking a deal with
some Nicaraguan supporters of their
scheme, they arranged private U.S.
support that would help stage a revolu-
tion and be repaid with a license to
operate the route that would replace
Vanderbilt's.

In 1855, William Walker, a California
politician, led a group of U.S. mercen-
aries to Nicaragua, and in the ensuing
struggle, Walker wound up as president.
He demanded that everyone in Nicara-
gua learn English and the country join
the U.S. as a slave state. (Slavery had
been abolished in Nicaragua when the
country won its independence from
Spain in 1821.) A combined Central
American army finally drove Walker
and his band of U.S. mercenaries out.

The U.S. then moved to achieve its
ends by treaty, seeking to build a canal
connecting the Atlantic and Pacific
Oceans along the Vanderbilt route that
it would own in perpetuity—plus the
right in perpetuity to a naval base on
the Gulf of Fonseca, which Nicaragua
shares with Honduras and E| Salvador.
(It is this gulf to which Reagan recently
sent U.S. Navy advisors to help the
repressive government of El Salvador
patrol it against “subversion.”)

In the late 19th and early 20th cen-
tury the U.S. and the British tried a
variety of schemes to secure control
over Nicaragua because of its strategic
location and attractiveness as a possi-
ble site for the inter-ocean canal. In
1912, when all else had failed, U.S.
Marines landed.

It was during the occupation of the
Marines that Augusto César Sandino
led a popular guerrilla fight against the
U.S. troops. For approximately six
years he successfully resisted the U.S.
Navy and Marines. (It was during this
period that U.S. forces in Nicaragua
carried out the first mass bombing air
attack on a large town in this hemis-
phere.)

Anticipating Nixon’s Vietnamization
policy by 30 odd years, the U.S. while
fighting Sandino created the Nicara-

Nicaragua in Brief

guan National Guard, a combined army
and national police initially com-
manded by U.S. military personnel
while its officer corps was chosen and
trained. When the National Guard was
considered ready, the U.S. turned
peace-keeping duties over to it and
pulled out its troops. The guard’s first
Nicaraguan commander, chosen and
installed by the U.S., was Anastasio
“Tacho” Somoza Garcia, who had been
a meter-reader for the U.S.-owned
electric company and had gained favor
by learning English and entertaining
Americans.

In 1934, Somoza ordered the assassi-
nation of Sandino and in 1936 he
became president. Various members of
the Somoza family ruled the nation
through the next 45 years. Although
the presidency has been in the hands
of other men for very brief periods, the
Somozas maintained power by contin-
uing to hold commanding posts of the
National Guard.

The Guard turned Nicaragua into a
virtual police state and maintained its
power by unrestrained brutality and
repression. Growing numbers of young
people fought them, and the National
Guard resorted to such measures as
kidnapping all the children in various
villages—between the ages of twelve
and seventeen in one village, between
nine and eleven in another—and killing
them as a warning to other villages.
They did the same in the neighbor-
hoods of some principal cities, and in
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Nicaragua’s population is 2,300,000._ Its
land area is 50,000 square m.«le_s,
roughly equivalent to the size of Wis-
consin (which many Nicaraguans call
their ‘“sister state”). Agriculture ac-
counts for 75 per cent of the nation’s

economy.

some mountain villages they annihi-
lated the entire population.

The roots of the revolution which
recently toppled President Tachito
Somoza date back to Sandino’s efforts
in the 1920s and 30s. Sandino came to
be revered as the national hero of
liberation and he was the inspiration
for the popular movement—the Sandi-
nista Popular Liberation Front
(FSLN)—which became the central
force of the revolution. The revolution
matured and gained popular support
during the 1960s; in the 1970s, it escal-
ated into a mass uprising that finally
succeeded in ousting Somoza on July
19, 1979. In the two years of open
armed combat during 1978 and 1979,
40,000 Nicaraguans were killed.

Nicaragua is presently governed by a
coalition of the country’s major fac-
tions led by the FSLN. The first major
task of the National Reconstruction
Government—its correct name—was
the Literacy Crusade (see page 3).

Education
Pre-Revolution

Of slightly more than 400,000 child-
ren of primary school age, 272,000
were registered for school in 1976. Half
of all those who registered dropped out
by the end of the first year. For every
20 students who entered primary
school in the countryside, only one
completed all six grades. In urban
areas, 50 per cent graduated from
primary school. Among children ten to
fourteen, the illiteracy rate in rural
areas was between 74-92 per cent.

Of the total secondary school age
population, classrooms were available
for only 18 per cent, and half of these
were in private schools.

Post-Revolution

At the beginning of 1981, primary
school enrollment was 515,000. Stu-
dents in secondary schools numbered
121,637. A total of 1,100 schools are
either rebuilt, having been destroyed or
damaged during the two years of fight-
ing, are newly constructed or under
construction.

The positions of 1,000 “ghost
teachers” were filled after the fighting,
and at the beginning of 1981, there
were 2,250 new teaching positions.

The only cost for education at Nicara-
gua’s two universities is now a minimal
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$6.50 registration charge. University en-
rollment has increased from 10,000 to
23,000.

Libraries

The Somoza National Guard was
particularly contemptuous of school
libraries, and during the two years of
combat, Guardsmen occupied all
school buildings in the rebellious cities
and deliberately destroyed the libraries.
Eighteen months after the Revolution,
all schools had been rebuilt and the
school libraries restored.

In addition to school libraries, 23
major public libraries are scheduled for
construction, of which 14 are in pro-
gress. At least one major library is
planned for each of Nicaragua's 16
provinces.

Forty librarians are currently under-
going professional training. Additional
applicants are to receive their training
in foreign countries, principally in
schools of library science in Venezuela.

State of Health

An official government study of the
decade between 1966 and 1975 found
that 83 per cent of Nicaraguan children
suffered from malnutrition at some
point in their lives. Only 17 per cent
were of normal height and weight for
their age.

Prior to 1979, the official figure for
life expectancy in Nicaragua was 52.
This was computed by counting deaths
from two years of age on instead of in
the usual way, from day of birth. Actual
life expectancy, computed correctly,
was 32 years. The very high incidence
of infant deaths was the result of
widespread malnutrition, disease and
lack of hygiene. The conviction among
many campesinos was that the death of
infants was out of their control, being
an expression of God's will. This is still
the prevalent attitude in impoverished
areas of Latin America.

In a very real sense, the literacy
campaign is introducing the realization
that these deaths are not inevitable.
During the 1980 Literacy Crusade, all
literacy workers and special health
brigades compiled statistics on the
diseases, sanitary conditions, health
needs, etc. in their area in preparation
for a major 1981 health campaign.

In Brief

Women: The Association of Nicara-
guan women—AMNLAE—is named af-
ter Luisa Amanda Espinosa, the first
woman to die in the civil war. She was
killed by the National Guard in 1970.
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The Association has developed a popu-
lar street theater that portrays women's
roles and experience in society. . . .
Women presently comprise 30 per cent
of the army, 50 per cent of the police
force. . . . Advertising that exploits the
female body in a sexist fashion to sell
products is prohibited.

Prison: The death penalty has been
abolished. The maximum prison sent-
ence is now 30 years.

Christmas: To ‘“redeem” Christmas
festivities from increasing commercial-
ism and materialism, legislation prohib-
its advertisements on the radio, busi-
ness media, or any other publication
which use Christmas to promote sales
of articles or services. Any business or
media agency which violates this law
will be subject to a fine of four times
the value of the advertisement. Funds
collected from these fines will be
turned over to the Ministry of Social
Well-Being for use in children’s pro-
grams. . . . Seen in cities and villages
of Nicaragua at Christmastime, 1980:
police and military personnel making
pifiatas and distributing them in trucks
to children.

Child Development Centers: A group
of U.S. tourists in December, 1980,
visited a pre-school center in Esteli, the
city in Nicaragua that underwent the
severest destruction from bombings by
the National Guard. A tourist remarked

that the facilities compared favorably |
_with the day-care centers in the U.S.

The remark drew this pained reply from
a center worker: “Oh, but this is not a
day-care center. This is a child devel-
opment center.”

Miscellany on the Crusade: Nicara-
gua’s match box industry traditionally
employs sight impaired workers. In
addition to providing a contingent for
literacy training in braille, the workers
printed matchbox labels to promote the
campaign. Literacy motifs were also on
the tickets issued by the National Lot-
tery. Even soda bottle caps were im-
printed with letters to teach the al-
phabet.

Financing: Governmental and non-
governmental groups from 35 nations
contributed to the Literacy Crusade.
The World Council of Churches gave
$1.5 million, the U.S. National Council
of Churches, $60,000. Trade union
workers in Sweden donated 50,000 gas
lamps for teaching at night in the many
areas without electricity. The govern-
ments of the U.S., U.S.S.R. and China
gave nothing.

Boxing: Professional
been outlawed as a sport.

boxing has

Continued from page 14

leagues are concerned, on the one
hand, that too much relevance may be
pandering to non-academic matters
and, on the other hand, they too decry
the deadly effects of student apathy in
education. I am caught in the per-
sonal and political bind of wanting to
share all I know about the nature of
oppression in a scant 12 weeks and
vet I also know that organic learning
is consuming of time and emotion.

You Cannot Push Students

You cannot push students into a
heightened consciousness of the world
around them; it is a highly personal
process and must proceed for each
person at his/her own unique pace. It
is also, frankly, much more demand-
ing work to teach this way. I struggle
against the limits of my creativity
and my impatience at the often un-
comprehending fagade that has been
so well programmed through years of
high school. Is the extra work and
frustration worth it? Does organic or
generative teaching lead to an in-
crease in humanistic and political
awareness? My answer is a resound-
ing yes and no. Yes, it is enormously
supportive for those young adults
already grappling with hard ques-
tions about why some people have so
much and others so little. My class
methods often give them a role model
of a process of dialectic struggle, and I
hope I hold out for them a vision of a
world in which you can fight City
Hall and Nestlé and may even win
sometimes. For most of the other
students much of what we do is proba-
bly irrelevant. For a few others it is
perhaps a small spot of light in what
is often a very dull academic day. But
one continues to try to provoke learn-
ing that leads to social change be-
cause there is no other way. To protect
students from contradictions and dis-
comfort is to forge another link in the
circle of silence that imprisons us as
human service workers in the dual
role of oppressed and oppressor. I get
very tired, turned off and over-
whelmed as all progressive people do
in this country. But after a bout of
burnout one returns to dialoging with
renewed energy. [

About the Author

BARBARA SCHRAM teaches in the
School of Education, Northeastern Univer-
sity.



Resources on Nicaragua

Solidarity Groups

The source of information about the
approximately 50 Nicaragua solidar-
ity groups in different parts of the
U.S. is the National Network for
Solidarity with the People of Nicara-
gua (NNSPN). For the address of the
solidarity group nearest you, for
speakers, information, etc., write the
National Network Office, NNSPN,
1322 18th St., N.W., Washington, D.C.
20036.

Casa Nicaragua

There are three organizations called
Casa Nicaragua which relate primar-
ily to Nicaraguan communities in the
U.S. and provide cultural activities,
discussions and information. These
are: Casa Nicaragua, 2121 W. Pico
Blvd., Los Angeles, Cal. 90006; Casa
Nicaragua, 3015 24 St., San Fran-
cisco, Cal. 94110; and Casa Nicara-
gua, 151 W. 19 St., 11th Floor, New
York, N.Y. 10011.

Periodicals

NACLA Report on the Americas is
the bimonthly magazine of the North
American Congress on Latin Amer-
ica. This organization has an interna-
tional reputation for outstanding re-
search and reporting on social and
economic issues in Latin America,
especially as they are influenced by
U.S. economic interests. In addition to
the two excellent issues noted under
“Books, Pamphlets, Articles” below,
the magazine carries updates on the
situation in Nicaragua. Annual sub-
scriptions are $13. for individuals, $24.
for institutions. Write NACLA, 151
West 19 St., New York, N.Y. 10011.

National Network Newsletter is the
monthly publication of the NNSPN
mentioned above. It provides informa-
tion about current developments in
Nicaragua, news of Nicaragua soli-
darity groups in U.S., dates of meet-
ings, etc.; it also contains information
about El Salvador and Guatemala
either omitted or distorted in U.S.
media. Annual subscriptions are $5.
in the U.S., $8. in Canada, $10. in
other countries. See NNSPN address
above.

Books, Pamphlets, Articles

“Crisis in Nicaragua” is an issue of
NACLA Report on the Americas writ-
ten at the height of the civil war. This

special issue analyzes (1) how the
Somozas retained absolute political
power for 45 -years; (2) why Nicara-
gua’s private business sector joined
the struggle against Somoza; (3) the
role of the Sandinista National Liber-
ation Front; and (4) the history of U.S.
involvement in Nicaragua and the
alternatives it faced at the time. Very
exciting reading. The November-
December 1978 issue is $2.50; see
address above.

Look! A New Thing in the Ameri-
cas! The Church and Revolution in
Nicaragua by Peter Hinde, Order of
Carmelites, edited by William Calla-
han, S.J., published by Quixote Cen-
ter, P.O. Box 651, Hyattesville, Md.
20782, 1981, $1. This describes the role
of Catholic and Protestant Churches
in the Revolution and their role today.
Numerous pictures and graphics.

The Loss of Fear: Education in
Nicaragua Before and After the Revo-
lution is an excellent booklet which
traces the educational system under
Somoza, the effects of the Revolution
on the schools, and the new curricula
and reorganization taking place to-
day. Published by the Nicaragua Soli-
darity Campaign of London, 1980.
Send $3.25 plus postage to 20-21
Compton Terrace, London N1 2UN,
England.

Nicaragua: A People’s Revolution,
112 pages, is an excellent introduction
to the social, economic and political
forces which overthrew the Somoza
dictatorship. Many fine photos. Pro-
duced by Ecumenical Program for
Inter-American Communication and
Action (EPICA) Task Force, 1980.
$1.25 plus 75¢ postage from EPICA,
1470 Irving St., N.W., Washington,
D.C. 20010.

Nicaragua in Revolution: The Poets
Speak is a 312-page bilingual anthol-
ogy of Nicaraguan poetry, including
historical and literary introductions,
a chronology of the Sandinista strug-
gle, notes on the poets, bibliography,
photos. Compiled and edited by the
Nicaragua Solidarity Committee of
Minnesota. $6.95 paper, $12.95 hard-
cover. Write Bill Rowe, 916 6 St., S.E.,
Minneapolis, Minn. 55414.

The Nicaraguan Revolution: A Per-
sonal Report by Richard R. Fagen,
Institute for Policy Studies, 1981. A
60-page primer on Nicaraguan politics
and economics by a Stanford Univer-

sity professor. Send $4. to the Insti-
tute at 1901 Q St., N.W., Washington
D.C. 20009.

Nicaraguan Women and the Revolu-
tion is a resource packet from the
Women’s International Exchange Ser-
vice (W.LR.E. Service). It contains
interviews, articles from the Nicara-
guan press during and after the Revo-
lution, poems by and about Nicara-
guan women and relevant documents.
Useful in high school -classes,
women’s groups, etc. Available in
either English or Spanish for $2.25
per packet plus 75¢ postage. Write
W.IR.E. Service, 2700 Broadway,
New York, N.Y. 10025.

“Nicaragua’s Revolution” is
another special issue of NACLA Re-
port on the Americas. It analyzes two
aspects of post-Revolution Nicaragua:
the alliance of the FSLN with the
private sector during Reconstruction
and the participation of the grass-
roots organizations. The May-June
1980 issue is $2.50; see address above.

Fact Sheets

Nicaragua Fact Sheets covers na-
tional reconstruction, agrarian re-
form, the Literacy Crusade, mass
organizations, trade unions, role of
the church, women in Nicaragua and
U.S. intervention. 50¢ per set; 30¢ per
set in orders more than 10. Available
from NNSPN (see U.S. solidarity
groups above).

Slide Show

“Nicaragua: The Challenge of Revo-
lution” is a 23-minute presentation
that describes the most important
developments in the revolutionary
process. 139 slides, cassette tape,
script. $60. purchase; $15. rental. Pro-
duced by NNSPN (see above).

We wish to thank the North American
Congress on Latin America (NACLA)
whose recent tour to Nicaragua made
this issue of the Bulletin possible. We
thank, too, the 38 members of the tour
who, each in a special way, also made
this issue possible.

For interested readers, a second
NACLA tour, celebrating the second
anniversary of the success of Nicara-
gua’s Revolution, is scheduled to leave
July 13 and return July 23. For details,
write NACLA at the address above.
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In the BOOKSHELF, a regular Bulletin
department, all books that relate to
minority themes are evaluated by

members of the
depicted.—Editors.

minority group

Ludell’s New York Time

by Brenda Wilkinson.
Harper & Row, 1980,
$8.95, 184 pages, grades 7-up

When I was a teenager, it would have
been nice—real nice —to have had an
author like Brenda Wilkinson shining
her spicy, authentic dialogue from the
pages of the books I read. We needed
some books where solid characters
struggled to solve the same problems
that other teenagers had and those
problems specific to Black teenagers
—solid characters in books written
from an African American perspec-
tive. Whew! It would have been nice.

The characters in Ludell’s New
York Time become known through
their words. The dialogue is full of the
rhythm, form, idioms, proverbs and
syntax of Ebonics (meaning Black
sounds and referring to the varied
language forms spoken by people of
African descent). The writing of Ebon-
ics is handled well and therefore,
“reads” the way many of us speak.
The text, in most instances, is free of
the quotation marks and apostrophes
that some publishers use to emphasize
the so-called dialect.

The book even conveys many of the
tonal inflections that we African
Americans have retained. “‘Pul-eze
take off those funeral shoes, chile,
she moaned” is really different from
“‘Please take off those funeral shoes,
child,” she said.” It truly is! It means,
Ain nobody died, so put those shoes a-
way til you need ’em, and put on a
pair that look like you been in New
York long enough to know how to
really dress! Wilkinson handles the
African-based English spoken by her
characters with finesse and always
with the dignity and respect it de-
serves. In so doing, she provides accu-
rate and much needed positive lin-
guistic feedback for Black teenagers.

In this, the third novel about Ludell,
the major character continues to grow.
She strides into young womanhood
with great resilience. In her journey
North after the death of her grand-

mother who reared her, Ludell learns
to manage loss, grief, homesickness,
her mother’s style of childrearing,
missing her boyfriend Willie and the
mechanics of surviving in New
York—Harlem, New York. We need
more books that describe—from the
perspective of teenagers—how those
transitions can be managed.

Ludell symbolizes all the Black
folks who have left the South, migrat-
ing North and West. The author des-
cribes the paternal, often brutal, pro-
cess by which rural and small town
people are put down as they learn city
ways. Wilkinson does a good job of
illustrating that kind of urban arro-
gance, and she skillfully reveals the
institutional support of that arro-
gance. (When we heard about Way-
cross, Georgia, when I was growing
up in Philly, we slapped our thighs
and giggled. We thought somebody
made up that “country name.” That's
how dumb we were.)

Ludell is a great example of the
time-honored Black practice of pas-
sive resistance. She is drawn as a
person with moral fiber and tough-
ness. Some of the temptations with
which she is confronted just don’t
“make sense” to her. Oh, she under-
stands them, but Ludell’s been taught
not to diminish herself by doing des-
tructive things just because “every-
body else” does them. Another aspect
of Black life illuminated in this book
is the way, very often, in Black fami-
lies, that significant family members
who've “passed on” are kept alive

through invocation (Mama said) and
the use of childrearing proverbs, Ly.
dell’s grandmother and her standards
are a living presence in the book and
continue as a force in Ludell’s life,
Her childrearing principles are put to
the test, through Ludell’s resistance,
in the contemporary and real situa-
tions created by the author.

In most situations in the book,
Ludell stands out sharply—sometimes
almost too sharply—as the SURVI-
VOR. She has good sense, and in
most instances she has good judgment.
Wilkinson draws the classic picture of
the evil, sinful big city, and she de-
picts the city as an appropriator and
diluter of rural and African American
values.

Many people think books for young
people should not be “didactic” or
convey explicit “moral” messages.
That might be OK if there weren’t lots
of teenage alcoholics (Black, white,
Latino, rich, middle-income and poor).
That might be fine if there weren’t
irresponsible, exploitative adults in-
volved in selling drugs and making
prostitutes of teenage boys and girls.
But Brenda Wilkinson is a responsible
writer who knows the African Ameri-
can story-telling tradition, and she
writes well within that tradition, part
of which has a direct teaching func-
tion. The lesson she wants to teach,
the messages she wants teenagers to
think about are conveyed without
boring the reader and that is a
strength of the book.

It would have strengthened the
book had there been some positive
response from Ludell about the var-
ious cultural groups that are so vi-
brantly visible in New York. The
rather strict and sometimes negative
portrayal of a few of the Black charac-
ters seems appropriate to the style of
the moral tale, but the technique
presents a problem when extended to
the two Jewish and the one Puerto
Rican characters. Writers for children
must continue to work to create multi-
dimensional characters, particularly
those whose cultural/racial identity
differ from the author’s. The Jewish
and Puerto Rican characters in this
book, unfortunately, do not depart
much from traditional negative ste-
reotypes.

The story is thoughtfully con-
structed, moving and moves well. By
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Ludell’s
New Ygrk '!‘

the end of the story you worry a little
about Ludell’s aloneness. You wish
she’d go see her friend Shirley more
often. You wish that Willie . . . well,
read it, keeping in mind that Ludell’s
decision to marry Willie does not
exclude the probability of work and
school for her, as is traditional to
women in the African American com-
munity. Let’s look forward to another
installment in the life of Ludell. [Ger-
aldine L. Wilson]

Like, Love, Lust

by John Langone.
Little, Brown, 1980,
$7.95, 175 pages, grades 7-up

Like, Love, Lust is an analytical,
theoretical discussion of human rela-
tionships intended for teenagers.
Many topics of interest to this age
group are included—friendship, love,
sex, jealousy, marriage, divorce, liv-
ing together, homosexuality, porno-
graphy and prostitution. However, the
book is written in such a condescend-
ing, disjointed, philosophical manner,
that I doubt it would appeal to many
readers. Further, it contains narrow-
minded, subtly judgmental state-
ments that create harmful and false
images of prostitutes and homosexu-
als.

" sexuality is wrong . . .

In each chapter, Langone draws
from a variety of perspectives—legal,
historical, psychological, anthropolog-
ical. Nowhere does he include the
opinions and thoughts of young
adults themselves. In addition, each
chapter is so poorly organized that it
is difficult to follow the author’s train
of thought or logic.

Perhaps the worst flaws are the
chapters on prostitution and homo-
sexuality. Langone presents the view
that most prostitutes are psychologi-
cally disturbed. He barely discusses
the economic motivation for prostitu-
tion, ignoring the fact that women
earn substantially less than men
across the board. Also, he spends
most of the chapter focussing on the
woman’s role in prostitution, practi-
cally ignoring the role of the male
customers and the pimps.

Langone’s disapproving views on
homosexuality are presented more
subtly. Homosexuality is relegated to
one separate chapter, thus excluding
the gay lifestyle from the broader
discussions of sexual/emotional choi-
ces. Lesbian and gay male relation-
ships are presented as “abnormal,”
and homosexuality is continually re-
ferred to as a “condition,” “an excep-
tion to the universal attraction be-
tween males and females.”

Langone examines the causes of
homosexuality, though nowhere in his
book does he hypothesize as to what
causes heterosexuality. He describes
same-sex attraction during adoles-
cence as a “normal” stage that most
people outgrow, and implies that
those people who don’t “progress” to
later heterosexual attraction have
somehow failed to grow normally and
remain instead at an immature level
of relating.

Further, the author never differen-
tiates between the needs and lifestyles
of lesbians and gay males. He con-
cludes with the seemingly tolerant but
actually unsupportive remark that
“although we might argue that homo-
our criticism
ought to focus on the condition, not on
condemning the person who is caught
up in it.”

There are a few redeeming factors.
Pornography is condemned as an
objectification of women and an in-
citement of violence against women,
and readers are urged not to confuse

pornographic sex with meaningful
love. The author also notes, in the
chapter on prostitution, that “one
cannot overlook the fact that too
often, the more influence and money
one has, the easier it is to get away
with everything from murder to white
collar crime.”

The few redeeming features, how-
ever are obscured by Langone’s bor-
ing, meandering text, his opinionated
perspectives, and his lecturing writing
style. It is perhaps fortunate that
Langone has written such an unstim-
ulating book. It may keep people from
reading his condescending, sometimes
offensive, view on human relation-
ships! [Jay Meryl]

If It Weren'’t for
Benjamin (I'd Always Get
To Lick the Icing Spoon)

by Barbara Shook Hazen,
illustrated by Laura Hartman.
Human Sciences Press, 1979,
$6.95, unpaged, grades p.s.-1

This book is one of a series entitled
“Self-Awareness Books for Young
Readers.” Well, self-awareness is a
good description. The book dotes on
the self-concern, the preoccupation
with self, of young U.S. children grow-
ing up in a white, middle-class house-
hold. The main character in this book
has no name—he’s never referred to
by name and is either “me,” “I” or
“you” in the text. But, he has an older
brother named Benjamin, whom he
envies, gets hurt by, compares himself
to, and of course loves and respects
very much.

In the course of the book, our hero
discovers that he’s really not misun-
derstood or second-best. His mother,
father, grandmother and brother Ben-
jamin all love him for being himself.
They help him see that he has his
own special skills and talents, and
that he is even better at some things
than is Benjamin. He learns that it is
normal to feel envious of his older
brother and that there are benefits to
having an older brother: for protec-
tion from bullies, for companionship
and comradery, and for just having
fun together.

Benjamin’s mother is shown doing
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all the household functions—kitchen
chores, watering plants and dealing
with the children’s daily needs. His
father, on the other hand, takes the
boys out to the zoo, ballgames or
theater. All too often, children’s books
restrict father’s nurturing activities to
entertaining or playing and recrea-
tional functions. This encourages ac-
ceptance of a sexist division of labor
within the family.

Children with siblings will find
much to identify with in this book.
Parents will also find things to iden-
tify with, and they might find some
fashionable psychological advice
tucked into the thread of the story.
But for those of us who want to
encourage children to look beyond
their immediate egotistical needs, to
learn to appreciate that they live in a
larger world beyond the nuclear fam-
ily, that there are different kinds of
people in the world who need to work
together to cooperate to make the
world a better place in which to live,
this will not be a book for our book-
shelves. [The Multicultural Project for
Communication and Education]

She’s Not My Real
Mother

written and illustrated

by Judith Vigna.
Whitman, 1980,

$6.50, unpaged, grades 1-3

This is the story of a young child’s
learning to accept and become friends
with his new stepmother. The book
should be a good one, but it is not. It
is not that the book is overtly racist,
although it is very, very white, with
even the crowd scenes showing no
identifiable minority figures. It is not
that the book is very sexist, although
the stepmother is shown primarily in
stereotyped roles, serving dinner and
taking the child to the Ice Show
because Daddy is busy. The major
problem with this book is that it is

- . _boring. Throughout this short story of

a child who learns that to become
friends with a stepmother is not an
act of disloyalty to one’s own mother,
young and old readers kept thinking
and, in the case of the young reader,
verbalizing, “Isn’t it finished yet?”

The illustrations contribute to the
book’s general “blahness.” Color and
black-and-white drawings alternate—
as do the characters’ hair color and
appearance. Personalities and envir-

‘onments are not brought out, colors

are muted and expressions, with one
exception, are neutral.

In a society where so many parents
with small children divorce and re-
marry, books dealing with the child-
ren’s conflicting and often misplaced
feelings of loyalty to the old family
unit are needed. However, these books
should be interesting and entertain-
ing as well. She’s Not My Real Mother
concentrates on the moral to the ex-
clusion of the entertainment. [Patricia
B. Campbell]

My Friend Jacob

by Lucille Clifton,

illustrated by Thomas DiGrazia.
Harper & Row, 1980,

$7.95, unpaged, grades p.s.-2

My Friend Jacob is a special book
about a very special friendship. Sam,
an eight-year-old African American
boy, tells us about his best friend,
Jacob, a white teenager who is re-
tarded. The two boys have a strong
relationship filled with trust and af-
fection. The author depicts this rela-
tionship and their everyday adven-
tures in a way that is unmarred by
the mawkish sentimentality that

often characterizes tales of the men-
tally disabled.

Sam resists the gentle opposition of
both sets of parents, who feel he
spends too much time with Jacob.
Sam sees their friendship as mutu-
ally beneficial. As he says about their
errands to the store, “Jacob helps me
to carry, and I help Jacob to re
member.” There are some activities in
which Sam takes the leadership and
some in which Jacob leads.

This sensitive portrait of two engag-
ing young people should charm and
instruct young readers. African Amer-
ican children will certainly appreciate
Sam’s guiding and instructional role,

The illustrations by Thomas DiGra-
zia are subtle and delicate, blending
deftly with the gentle rhythm of this
story. [Ismat Abdal-Haqq]

At Grandmother’'s House

written and illustrated

by John Lim.

Tundra Books (51 Clinton St., P.O.
Box 1030,

Plattsburg, N.Y. 12901, 1977,
$9.95, unpaged, grades 3-5

Going to visit Grandmother is a uni-
versal theme for many children’s
books. John Lim’s story is special in
that Grandmother is Chinese and
lives in Singapore. Thus, it becomes
culturally informative to read his
reminiscences about his childhood
visits to his grandmother.

He starts by describing Grandmoth-
er’s sense of independence in choosing
to run her farm alone after Grand-
father dies. She is kind-hearted and
well-liked by her neighbors, workers
and her grandchildren. Lim then goes
on to describe Grandmother’s village,
work on the farm, and the games,
food, and festivities the children par-
ticipated in.

As expected, the story is told from a
boy’s perspective. Grandmother is the
only well-developed female character:
Both Grandmother and Mother are
usually depicted as housekeepers and
cooks, while the crew who work to
harvest the crops consist of able-
bodied men. But then, it is Grand-
mother who is the boss.

The story line is simply and inter-
estingly told. The illustrations are
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another matter. They are described as
“exotic, stylized paintings” on the
dust jacket. I found them to be stereo-
typic in that every face had the same
expression and hairdo, and sexist in
that every female character had the
same style of dress (a Chinese floor-
length gown) and appears in a static,
stand-still position. In contrast, the
male characters have more interest-
ing styles of clothing and are always
active—jumping, working or running.
Most puzzling are the positions of the
heads in the illustrations. For some
reason, a number of heads are tilted
at a strange 90-degree angle; one
wonders if children won’t come away
thinking that most Chinese people
walk around with a stiff neck! [Judy
Yung]

Only Love

by Susan Sallis.
Harper & Row, 1980,
$8.95, 250 pages, grades 7-up

A few years ago, Long Ago Tomorrow
hit the silver screen. It was about a
man who mysteriously becomes dis-
abled. This now very bitter man is
placed in a residential nursing home
where he meets and falls in love with
a disabled woman. The couple is
befriended by a caretaker and his
nurse-wife who take the couple out for
a weekend of guess what. The couple
returns to the nursing home. Woman
becomes ill and dies. Hearts, flowers,
violins—curtain. Hidden message: dis-
abilities are mysterious and never, no,
never fall in love with a disabled
person—they’ll only die and leave you
heartbroken.

Well, it’s now 1980 and although the
names have been changed (to protect
the innocent?) and the story line
slightly altered, Only Love succeeds
in resurrecting the same handicapis-
tic ghost with all its morbid, patroniz-
ing implications. Fran Adamson, a
paraplegic, arrives at Thornton Hall
and soon becomes the darling of the
crew, playing matchmaker, confi-

dante and bosom buddy to all. Enter
Lucas Hawkins, a bitter young man
who has lost both legs as a result of a
motorcycle accident. You guessed it!
Fran succeeds in “socializing” our

young hero and true to form, the two
fall in love. There’s even Fran’s
“adopted” aunt and uncle to help in
arranging a day out for the young
couple. But, like Long Ago Tomorrow,
just when things get exciting, Fran
catches pneumonia and up and dies,
leaving behind a mournful but
stronger-because-of-it Lucas. Moral:
don’t fall in love with a person with
disabilities—they’ll only die and leave
you heartbroken.

True, Ms. Sallis has succeeded in
writing some bright, witty and even
quite insightful narrative and dia-
logue. She also deserves commenda-
tion for her reasonably solid efforts in
combating ageist stereotypes, al-
though only at the cost of perpetuat-
ing disturbing stereotypes about peo-
ple with disabilities. Fran is the
abandoned child who only gets to
Thornton Hall, a rather exclusive
nursing home, because she was ex-
pected to die five years ago. (Fran is
frank about her disabilities but to a
naive twelve-year-old reader, some of
that openness will be scary and dis-
tancing.) Lucas, who is from the shel-
tered upper class, suddenly finds his
world ruined. Dr. Beamish, represent-
ing the enlightened medical profes-
sion, has a solid grip on his patients’
needs, although he neglects his own
until Fran intervenes! Fran is even
responsible for Lucas learning to walk
again (shades of Wonder Woman!).
The list could go on but it would only
be more of the same—some good
characterizations combined with a
damning handicapistic plot. [Emily
Strauss Watson]

First Grade Takes a Test

by Miriam Cohen,

illustrated by Lillian Hoban.
Greenwillow Books (Morrow), 1980,
$7.95, unpaged, grades k-2

A delicious story most adults and any
teacher will giggle at, though most
children under ten won’t grasp the
message or the humor,

When the first graders in this tale
are given an “intelligence” test, most
of the children answer the questions
sensibly—which any veteran test-
taker knows is not the correct way to
answer test questions. (When George,

for example, reads a question asking
what rabbits eat, he draws a carrot
because that isn’t among the answers
suggested.) The one girl in the class
who seems to know what the test-
takers had in mind is advanced into a
special class. The other children are
left feeling “dumb” and upset. Luck-
ily, they have a teacher who restores
their self-respect, and soon the
“smart” girl misses her good friends
and returns to her old class.

A good book to read and discuss
with a fourth or fifth grade class.
[Lyla Hoffman]

Just an Overnight Guest

by Eleanora E. Tate.
Dial Press, 1980,
$8.95, 182 pages, grades 59

This time around a new Black writer
is not a cause to rejoice. It’s been
many a year since Black people spent
time dividing themselves or rating
themselves based on gradations of
skin color or texture of hair. So a
novel set in the present day (even
though it takes place in a small south-
ern town) which presents Black char-
acters constantly putting one another
down by insulting remarks based on
color cannot aid in building self-
esteem for Black youngsters and can-
not aid in reducing notions of color
superiority in white children.

The author introduces a Black
mother who doesn’t want her daugh-
ter dating a boy whose family is on
welfare and who says, “I’'m not going
to allow my children to associate with
people who don’t want to uplift them-
selves and their race and lead proper,
productive lives!” This subject is then
dropped and never resolved or dealt
with again in the book. And consider
this: the only white in the book is
described as “white trash”—alcoholic,
a child neglecter-abuser, an unmar-
ried mother with a child fathered by a
Black man. What an interesting mes-
sage that may give to young readers—
that sleeping across the color line is in
some way related to being “white
trash.”

The author throws in a lot of con-
fused messages about color and
“proper”’ behavior. The one message
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that does come through clearly is that
a parent can share love with new
children without having less love for
the original children. But why this
message needs to have all the nega-
tive color messages attached remains
unclear. [Beryle Banfield ]

Darlene

by Eloise Greenfield,
illustrated by George Ford.
Methuen, 1980,

$7.95, 28 pages, grades p.s.-2

Darlene is beautiful. In this very
simple story about a young disabled
Black girl visiting her uncle and
cousin, Darlene is shown as an active
participant in her world—playing
games with her cousin, singing or
repeatedly questioning her uncle as to
when her mama will come to take her
back home. Sure enough, Mama re-
turns, but now Darlene is having so
much fun that she no longer wants to
go home! Darlene quite simply de-
clares (as any child might), “I want to
change my mind when I want to.”
Being disabled is not a phenomenon
solely restricted to white people, but
for far too long, writers have failed to
recognize and ameliorate this situa-
tion. Eloise Greenfield has admirably
succeeded in beginning to fill the need
for books for young readers whose
main characters are both Third World
and disabled. George Ford’s mono-
chromatic charcoal brown illustrations
are sensitive, well-done and interest-
ing, even though I have a personal
bias for brighter, colorful books for
young children. Darlene clearly de-
serves a big round of applause for a
job well done. [Emily Strauss Watson]

Girls Can Be
Anything They Want

by Patricia Foote.
Julian Messner, 1980,
$7.29, 96 pages, grades 4-up

Patricia Foote has compiled a diverse
biographical sample of 15 women who
have pursued careers traditionally
inaccessible to females. Her book is
inspiring and provides role models for

young women of a variety of racial
backgrounds including Black, white,
Latino, Native American and East
Indian. Each woman’s struggle to
achieve recognition and success in
male-dominated fields is realistically
presented, as the women talk frankly
about their difficulties in overcoming
discrimination because of sex, race,
religion and poverty.

The book is well-written and des-
cribes occupations in the fields of
medicine, government, law, engineer-
ing, space travel and television. In-
cluded are a fire fighter, a trucking
terminal manager, a karate instructor
and an airline pilot. A variety of
lifestyles is also presented since the
women are married, single, divorced
and widowed. Some of the women
raise children in addition to having a
career, and one woman is a single
parent with adopted children. Many
women discuss the difficulty of bal-
ancing a family and a career.

Foote makes a point of emphasizing
each woman’s ancestry and cultural
background, and this is very valuable.
Each woman also discusses the prepa-

rations a high school woman must
make if she is to pursue each occupa-
tion; such information is helpful.

The book is limited in that the
women included have primarily pro-
fessional, white-collar jobs. Not in-
cluded are the many blue-collar occu-
pations which are also inaccessible to
women, such as auto mechanie, con-
struction worker, carpenter, plumber
and electrician. Material about some
of these occupations should be utilized
in conjunction with this book in order
to provide a balanced discussion of
opportunities available to women. The
discussion should also include a re-
cognition of the more traditional work
women do as mothers, factory work-
ers, secretaries and teachers.

Nevertheless, this book is a valua-
ble resource for classrooms ranging
from middle elementary grades
through high school. Its strength lies
in the fact that it represents a true
variety of women and realistically
states that girls can be anything they
want, but it won’t be easy. [Jan M.
Goodman]

attention.)

this:

Characters
One-legged Indian
Heart-transplant patient
Lone Ranger

Locations
Center of Earth
Moon crater
Times Square

Hiss! Boo!

The following item, which appeared in Teaching Gifted Children, December,
1980, encourages racism and handicapism—and more than likely sexism too,
since most children will read the list of characters as male. Surely all children,
gifted ones included, deserve better. Boos to D.O.K. Publishers for first
publishing this suggestion—and to Teaching Gifted Children for thinking it
worth reprinting. (Our thanks to Jeanne L. Walton for bringing this item to our

One-Legged Indians on the Moon
Want to help students write stories with unusual associations? Try the
following technique. First, ask for a list of interesting characters, locations,
goals and obstacles. Write all responses on the board. Your list might look like

Then, have each student select one item from each column to write a short
story or play about. For example: A one-legged Indian lost in a crater on the
moon wants to hit a home run, but is faced with the obstacle of going blind.
This idea and more are found in Developing Creativity in Children: An
Ideabook for Teachers by Charles E. Schaefer, available from D.0.K. Publish-
ers, Inc., Buffalo, New York 14214 ($4.95). Ask for their catalog, too.

Goals Obstacles
Fina Fountain of Youth Going blind
Get married “Little people”
Hit a home run No water
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- TRAINN YOUR STUDENTS OR STAFF IN

“IDENTIFYING SEXISM AND RACISM
IN CHILDREN’S BOOKS”

These filmstrips demonstrate both the blatant and subtle ways in which
racist and sexist messages are transmitted to children through the books they
read. By offering useful criteria for identifying aspects of race and sex
stereotyping, the filmstrips can help to sensitize educators and parents and
increase their skills at selecting books with positive values and positive role
models.

Says Top of the News of the American Library Association:

. . . [T]hese excellent filmstrips . . .
point out that the important thing to
be aware of as we consider our
collections is that even sexist and

racist material still seems to be
showing up in the market place, this
sound filmstrip set should be of
great value to teachers, to librarians,

racist books can be teaching
tools. . . . [S]ince both sexist and

and especially to library media
specialists.

The sexism filmstrip analyzes fairy tales, animal stories, basal readers, prize-
winning picture books, old classics, new bestsellers and feminist books.

The racism filmstrip discusses stereotyping in a number of classics and
presents specific ways in which newer books stereotype and demean Asian
Americans, Blacks, Chicanos, Native Americans and Puerto Ricans.

The set consists of two filmstrips, two cassettes, the script for each filmstrip,

and copies of the Interracial Digest, Nos. One and Two.

Set of two sound-color filmstrips, 15 minutes each,
plus background readings $35 :

Send check or purchase order to
The CIBC Racism and Sexism Resource Center for Educators
1841 Broadway, New York, N.Y. 10023




SUBSCRIBERS—PLEASE NOTE!

Will you help us save the expense of renewal mailings? It is really very
easy. Unlike many periodicals which have long, puzzling codes on the
first line of your address label, ours is simple. The single number near
your name indicates both the volume (first two figures) and the issue
number (last figure) that ends your subscription. Thus, if the number is
121, your subscription ends with Volume 12, Number 1.

You are now reading Volume 12, Number 2. If your mailing label
shows 122, your subscription expires with this issue; please renew as
soon as possible to avoid missing any issues. If your mailing label
shows 123 or 124, renewing now will prevent interruption of service. (If
you renewed very recently, your present mailing label may not yet
reflect the change of expiration date. Please be patient; the next one
will.)

Please note that the Bulletin is not published monthly; if you write to
us about a particular issue, please indicate the relevant volume and
issue number.

SUBSCRIBE TO THE BULLETIN!
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Institutional subscriptions must be paid for with an institutional
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purchase order is enclosed or upon request.
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Please enclose payment; the cost of billing individual subscriptions
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Otherwise, please add §5 to the rates given above. Subscriptions outside the
U.S. will be sent via surface mail; if air mail is preferred add $5 to the
subscription cost and check the following box 0.
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WHAT IS THE COUNCIL ON"
INTERRACIAL BOOKS FOR CHILDREN?

CIBC is a non-profit organization founded by writers, librarians, teachers
and parents in 1966. It promotes anti-racist and anti-sexist children’s
literature and teaching materials in the following ways: 1) by publishing
the Bulletin, which regularly analyzes children’s books and other learning
materials for human and anti-human messages; 2) by operating the
Racism and Sexism Resource Center for Educators, which publishes
reference books, monographs, lesson plans and audio-visual material
designed to develop pluralism in schools and in society; 3) by conducting
workshops on racism and sexism for librarians, teachers and parents; and
4) by initiating programs that bring to public attention the unrecognized
talents of Third World writers and artists. For more information about
CIBC and a free catalog of its Resource Center publications, write us at
1841 Broadway, New York, N.Y. 10023.

T
iL

i
i
i

COOPERATIVE Gt



	Blank Page



