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LANGUAGE FACE TO FACE

-- An EPIW Project --

This publication results from a project sponsored by the
U.S. Office of Education, Depariment of Health, Education, and
Welfare, under the Education Professions Develrpment Act. Syracuse
Wniversity Laboratosy for the Development of T achers, Supervisors,
and Teacher Trainers as Innovators of Languace Centered Curricula
(Grant No, OBG-0-9-420068-2173-721) ran fiom February, 1969, to Jine,
1970. The final report was filed with USCE July 31, 1970.

The opinions expressed herein do not nccessurily reflect the
position or policy of the U.S. Office of Education, and no official
endorsement by the U.S, Office of Education should be inferrea.
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PREFACE

In 1969-70, the staff of the Heman Street School in East
Syracuse, New York, co-operated with personnel from the Reading and
Language Arts Center of Syracuse University on an EPDA pmject to
introduce five prospective elementary teachers and five prospective
teacher trainers to the experience of initiating and developing a
language-centered curriculum. This collection of articles, written
by the doctoral and master's candidates in the program, represents
significant aspects of their ewperience.

The introductory article by the editor provides an overview
of the project and the schoo. setting. Tie several articles in
Part One not only suggest the philosophy of language developent
that nderlies the project but describe classroom practices and
curricular inmmovations that emerged during the year. The articles
in g:g Two report research studies developed by the doctoral
can tes.

Part One begins with an essay by Christine San Jose, who
is a candidate for a Ph.D. degree in English Education, in which
she thinks through the uses of langusge and constructs a framework
for teachers to use in planning and assessing language instruction.
Mrs. San Jose is a graduate of London Uhiversity Institute of
Education and has taught in English schools, At the end of the
1969-70 school year, she had the opportunity to visit schools in
Leicestershire and to view developments in primary edxation there
against the backgroind of her year in the Heman Street School.
Her observations, reported in the last article in Part One, "Lxnguage
Throughout the Integiated Day," clarify popular impressions of
British schools while offering insights to American teachers experimenting
with new curricular settings.

The five master's candidates worked in all the classrooms
wnder the guidance of the Heman Street teachers and the doctoral
candidates who were serving them as consultants. They assisted
in all vhe rescarch studies mtggrted in part Two, and they developed
many iniovmal experiments of their own. Same of their experiences
are indirectly reflected in the articles of the doctoral candidates,
and we have borrowed from their logs to describe activities in writing,
oral lansuage, and reading. Chris Paully stayed on at Heman Streot
in 1970-1 as’the 1ibrarian. Winanne Nelson, Sandra Sutor, Roberta
Brown, and April Rowland took wp teachinﬁegositions in New York
State uni elsewhere wpon completion of their master's degrees.
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Ted Mork, one of the five doctoral candidates, was particularly
interested in the teaching of reading and in the development of
children's voluntary reading. He has contributed two chapters,
one describing a first grade teacher's efforts to add indiv'dualized
reading to her basal program, the other describing free reading
periods in the upper grades. Mr. Mork continues in the program
in the current year.

The third, fourth, and fifth grade teachers at Heman Strect
wanted to bregk out of the traditional pattem of self-contained,
graded classrooms. They sought to do so at least for part of the
day by teaching mini courses cutting across grade lines and acros.
subject areas. At the end of the year they brought in a consultent,
John Dopyera,®to help them evaluate their efforts and decide on
new directions. Mr. Dopyera has contributed a part of his report
as 'Mini Courses: Evaluation of a Curricular Innovacion at Heman
Street School." To add detail and flavor to this evaluative
report, Chris Paully has recorded her experiences in '"A Mini Course
on Folk Songs," page 72.

Mrs. San Jose's outstanding contribution to the Heman Street
project was in creative drama and oral language dewelopment. Her
article on pages 31 to 3b gives one exanple of her work as she
sought to demonstrate in a second grade how social studies, music,
and art can become vehicies for language development. In the chanter
titled ""Language Face to Face' Mrs. San Jose has drawn together
excerpts fram papers by the teachers growing out of a workshop
s>signment. Mrs. San Jose is continuing to work with Heman Street
teachers and this year's master's candidates.

Part Two preseats research studies undertaken at Heman
Street by the doctoral candidates, not only in fulfillment of
degree requirements, but as part of thoir develonment as teacher
trainers. An exarple of this second purpose is the study of spelling
instruction designed and executed by Neil Mullen, a first-year
doctoral candidate, in cooperation with the second grade teachers
and the raster's candidates. This examle of classroom research
is on pages 121 to 136, *Action Research'on Spelling Mcthods in
Grade Two.'" Mr. Mullen continues in the project in 1970-71.

Two of the doctoral candidates were in their third vear of suudy
when the project Legan and so they were able to complete their doctoral
rescarch in the East Syracuse-Minoa Schools. Richard Brland’'s
study compares fifth graders' performances in listening and in
listening while following a printed text. He varied the rates
of presentation of the rccorded texts to assess these effects.

His study is reported on pages 137 to 155. Dr. Bruland is now
on the staff of the University of Wisconsin in Green Bay.

Robert thristina, the second doctoral candidate to camplete
his program during the first year of the project, was primarily
interested in developing readiness for reading among pre-school
and kindergarten children. Fis doctoral study emerged from this
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interest. He tested how well kindergarten children who had not

been taught to read would retain eight sight words when these

were presented in i/t/a and in traditional orthegraphy. He also
studied the effects of tracing the words in boch modes of presentation.
This study 1> summarized on pages 109 *o 114, Another study

growing out of his interests in beginning reading is reported as
"Replication Study: Word Bowndaries," on pages 115 to 119. Here

he studied first graders at Heman Strcet to see whether they knew
where printed words begin and end.

Dr. Christina i< aow on the staff of Daxland University,
Rochester, Michigan.

The idea for the leman Street Project originated with William
D. Sheldon, director of the Reading and Language Arts Center, who
has served for severai years as a consultant to the East Syracuse-
Minoa Shool district. laving studied this school closely, compariiig
it with others in the district, he recognized it as a common type
of disadvantaged school und one therefore particularly suited
to become a laboratory for developing a language-centered curriculum.
He recognized it, too, a2s a realistic setting in vhich to train future
teachers and trainers of teachers. Initially the project was directed
by william West, then associate prufessor of English Flucatiun at
Syracuse University, now at the University of South Florida. Much
of the later success of the program can be traced to his planning
and direction during the crucial period of getting off the ground.
lle was assisted in this first year by Beulah Kidson, now at the
University of Texas at D1 Paso, who concentrated her cfforts at
the pre-school, kindergarten, and primary grades. Fred Tuttle,
now at State University of New York, Brockport, served the project as
research assistant,

The contributions of several consultants car be acknowledged
only inadequately in this brief statement; their various influences
pemmcate the project. Our thanks therefore to the following consultants:
Margaret Lay, Syracuse tniversity; Priscilla Tyler, University of
Missouri, Kansas City; Donald Tuttle, Rasic Studies Branch of USJE,;
Ephraim H. Mizruchi, Syracuse University; Richard E. Pearson,

Syracuse !lni rersity; Ralgh Staiger, Intemational Reading Association;
Clilford Bush, Newark State College; James Moffett, University of
Califomia at Berkeley; and lielen Kyle, Rhode 1sland College of
Fducation.

In many ways the most important contributors to this project
and to this monograph are the teachers, who appear only indirectly
in these pages and whose names do not appear in the table of contents.
Although we would have welcomed their direct statements, they found
themselves too busy with teaching ard with the writing tasks entailed
in developing curricula and materials of instruction to write
reflectively for an audience of wnknown teachers. .hat their
names should appear in this list of acknowledgrents is slight thanks
for major help: Celine Smith, Mary lou Lovecchio, pre-school;
Rhoda Sikes, kindergarten; Winona Spahr, Arlene Aspell, Sheila
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&



O

ERIC

Aruitoxt provided by Eic:

Reback, first grade; Myledred Boylan, Alice Andrews, Virginia
Michael, Judith Parziale, second grade; Phillip Bova, Susan Fox,
third grade; Maureen McManus, Diane Seidenstein, James Mazza,
fourth grade; Bettie Raugh, Lawrence Maggi, Gil Smith, fifth
grade; Mary Kozlowski, reading specialist, Robert Galusha, physical
education; Tillie Teitelbaum, art; Kay Allen, music; Virginia
Kleinhans, library.

Dorothy Ward, principal of the Heman Street School, prcrided
essenti.. leadership in every aspect of the program. Grateful
thanks are due to j'er as well as to Carl Hess, superintendent
of schools, and Douglas Zoller, curriculum co-ordinator during
the 1969-70 school year, and to the Board of Education, whose
commitment to teacher education as well as to the improvement of
educatinnal opportunities for children made possible the Heman
Street Project.

Margaret Early

Syracuse University
December, 1970
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TOWARDS A LANGUAGE CENTERED CURRICULIM
by Margaret J. Farly

In the 70's many elementary schools like the Heman Street
School in East Syracuse will be moving towards a more open kind of
curriculum, one that permits more flexibility in scheduling, less
rigid adherence to timetables and required subject matter, one that
nourishes, and takes advantage of, children's natural curiosity.
Various labels are being attached to this trend; the open school,
the integrated day, the child-centered curriculum are a few.
Ve tied the label "language-centered curriculum™ to the EPDA
project at the Heman Street School because we wonted to emphasize
that growth in the arts and skills of language is vory nearly
syionymous with personal developrent and because we wanted to
estahlish the centrality of language to most kinds of leaming.

To the EPDA staff and to the teachers at Heman Stivet,
the idea of a "language centered cirriculum'’ pemitted varjous
interpretations. Certainly, most of us attached to the cancept
sure ideas about teaching and leaming that are not at all revoluticnary,
~ot even innovative. To some of us the concept meant simply to do
»vay with “'periods" for teaching reading, to stop viewing ""language’’ as
a separate subject in the curriculue, to realize that reading, writing,
speaking, and listering are inextricable, and to see to it that they
permeate every subject in the curriculum. Since language centered
reant more, tather than less, attention to the skil 5 of reading,
writing, speaking, and listening, and since the development of
skills in language is notoriously individual, we knew that more
individualized teaching and leaming would be required. Counter-
balancing this, since the uses of language are social as well as
personal and individual, we knew that interaction in groups from two
to twenty or more had to be an essential part of the program. Along
with the concepts of individualizing and grouwping came another very
familiar idea: the need for diagnostic teaching. The mure freedom
children have in leamin; the more sure teachers must be that studer.ts
acquire the tools of leaming; heice the greater is the nced for
carefully observing, measuring, and guiding growth in tkills.

The poals of indivicdualization, flexible grouping, and diag-
nostic teaching have had wide currency in educational theory, and it
would be hard to find an elementary school in vhich ttey are not
eamestly cought. Indeed, so earnes. is the search, that there is
a tendency for teachers and admnlstrators to try, sometimes in des-
peration, every id:a that is touted as innovative. S0 hardchoices

11
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must be made, sometimes resulting in preference for the o0l1d rather than
the new. In my interpretation of Iwiguage centered, for exarple,

is an old-fashioned belief in the thoroughne ¢ of skills development
and a conviction that this is best achieved in a self-contained
classroom, where one teacher can get to know as thoroughly as possible
the learming styles of twenty-five pupils. In fact, one major tenet

is that the classroom teacher should be his own specialist in language
skills, competent to diagnose and correct weaknessss in reading and
listening, capable of expanding children's fluency and control in
writing and speaking. In a school where language is the core, every
teacher must be a specialist in the language arts, and if he is that,
he can make good use of specialists in content areas. That is perhaps
the real innovation in language centeredness: thz idea that the
elemntary teacher should be a specialist in language, because

language is basic to personal and sccial and intetlectual development,
and should have less need of help from a reading specialist, for example,
than {rom a consultant in science or social studies or mathematics.

Although the ideas attached to the goal of the language-cen-
tered curriculum seemed familiar encugh, anything but earth-shaking, and
easily acceptable to elerentary teachers, we realized that no ane becomes
a language specialist merely on good intentions. Moreover, a* beman
Street in 1969-70 were sixteen classroom teachers and four “specials”
with hetervgeneous views of what a language specialist is and whether
they cared to be one, with varying degrees of commitment to the idca
that language arts and skills are central to the curriculum, with
their own ideas of how to reach common goals, some vith deeply
entrenched habits of classroom management, a few begirners with as
yet wndefined notions of what a teacher is. Joining with these teachers
in the common search for ways to center the curriculum on language were
five prospective teachers, who were master's candidates in Reading
Education, and five prospective trainers of teachers, coctoral can-
didates in Resling and in Fnglish Education. Al hough we werc agreed
upon a cormon goal, it was never our intention to standardize practices,
not for teachers nor for leamers. Indeed, the contiruing problem at
Heman Street, as in elementary education generally, is to achieve
cormen purposes while preserving diversity in tcaching styles. Diversity
in style on a high plane of quality: different ways of serving children
as leamers but all effective.

Some of what was achieved in tie first (and hardest) year of
the project is described in the rest of these pages. For these experiences
to be of use to other schools moving in a similar direction, it will be
necessary to describe the setting and how we got started. Finally, w
shall suymarize what we have leamed to this point abou' pupil and teacher
education in a particular school setting and indicate new directions
for the second year of the project.

The Sohcol Setting

fleman Street iz a very ordinary school., That is why it was
chosen as the site of this EFDA project aimed at preparing teachers and
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teacher educators to develop elementary school progrums that are
centered on tho language and personal growth of children. it is
typical of hundreds of schools in our expanding megalopolitan areas
throvghout the country.

East Syracuse was a thriving railroad tow: when ;. New York
Central was the vital link between New York City and the Middle West.
Today it is a small city of diversified industrics -- an 1ir-conditioning
plant, a pharmaceuticals laboratory, a division of General Motors,
and the railroad still. As it merges with Syracuse on one of its
boundaries, it is indistinguishable from its neighbar, the fuurth
largest city in New York State, but going east, houses and factories
diminish into a semi-rural ‘andscape. The Last Syracuse-Minoa
School District encaipasses this whole area of merging urban,
suburban, nd rural reighborhoods.

The Heman Street School is located in the originat
centval village und draws its population from its immediate neighborhood
of older one-family and two-farily frame houses and from an outlying
area of rural peverty. Tre children, caming from working class
parents whose formal education has generally stopped short of high
school graduation, enter school with limited language experience.
Usually there is little reading material in the home and few opportimities
for experiences that stimelate vocabulary and cencept develospmeat.
In many c3ses, the mothers work; in some cases, welfare supports ihe
family.

Extensive testing data accuwmlated aver the past several
years showed that the Heman Street pcpulation compared unfavorably
with every other school in the district, as well as with average
populations in Onondaga County and New York State as a whole. For
example, in 1567-68, 26 per cent of the children entering llemar Street
scored below minimal corpetence on the New York Sta'e Tests of Readiness,
corpared with 15 per cent for the district. In the same jcar, 41
per cent of Hem~n Street third graders we: below minimal competence
an the New York State Tests of Reading, compared with 24 per cent for
the district. From 1963 to 1967, [.Q. data from the Califomia
Test of Mental Maturity showed a progressive declinc as children
moved from first to fourth grade.

The educational disadvantages of the Hean Street children
arc accentuated by the fact that they must corpete with children
fron more advanvaged sections of the school district as they are all
funneled into two middle schools aid one high schooi. Their chief
handicap to academic success is language deprivation, Entering school
less "'ready’' for reading than other children, deprived at home of the
stimulation of books and acadenmically .riented conversation, they fail
to acquire facility with tools of leaming, such as reading and listening,
talking and writing, and consequently their conceptual backgiound
remains deprived.

The fact that beman Street children generally score lower
on achievement tests than pwpils from other schools in the district has

3
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weighed heavily on their teach is’ consciences. Of course, twenty
teachers with individuat personalities, different teaching styles,
tclerance levels, and standards of achievement for themselves and

for their pupils were bound to react in different ways to Heman Street’s
being at the botiom in district-wide testing. Some tended to accept

as normal the generally low aspirations of most pupils and parents and
to view the test resaclts as truly indicative of potential. Dthers
blamed the tests, calling them inappropriate and misleading. Still
others were determined to ‘'beat the tests" by the most direct methods.

Those who chose the latter course, and they were probably
the mejority of the staff in most years, concentrated on skills and
facts, often to the detriment ot broader, process-oriented studies.
They tended to rely heavily, though not happily, on textbooks, not
only for reading but the other lenguage arts and for the content
subjects as well. This dpproach, putting a still higher premium
on reading skills, resulted in less learning, rather than more,
for the children continued to fall short of the demands made by
tests and texts. In the face of repeated failures, they lost interest
in learning, and increa ingly their teachers shared their apathy
and frustration.

The foregoing details suggest something of the affective
climate of the school in years up to and including the present.
More needs to be said, for it is difficult to describe briefly
without disterting. Some observers would have found in Heman Street
the joyless wasteland that the romantic critics of education beliewve
characteristic of American schools. (And I have characterized Heman
Street at "typical,” "ordinary.') But I doubt that many teachers or
parents or even children would have been so flatly rejecting of
either the school's intentions or achievements. No, in the affective
climate of Heman Street, there were sunny spots. One of these certainly
was the teachers' dissatisfaction with current methods and the genuine
enthusiasm with which they welcomed the EPDA project. (Teachers who
did not wait to participate in the project were permi‘ted to transfer
i0 other schools in the district.) Another was their ability to specify
problems, not just the big obvious ores, but the nagging day-to-day
incdaquacies that a’d wp to failure. Sunniest of all. perhaps, was
the teachers' wam acceptance of the childen. They knew ~hem well,
iheir background and families. They had a sympathetic understanding
of the problems the children face and a personal as well as professional
desire to help them.

3ut it would be ridiculous to inmply that the climate was
tniformly sunny. when children fail, their teachers feel defeated,
too.

The physical setting for the project offered pluses and
minuses. The school plant wes old-fashioned dbut comfortable. Built
in 1938, its two stories contain well-lighted, attractive, fair-~vopor-
tioned, mcstly formal classrooms. A modem wing to house the kinder-
garten and first grade classes was added in 1968, The school has on
wp-to-date cafeteria, shich can also be used as an additional auditorium,

&
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a gymasium, and an older, more formal auditorium, adequate storercoms
and teachers' rooms, a health center, an office und testing room

for the reading specialist, and a rencvated library. The latter is
well fumished and fairly well supplied, but it was not, early in

the year, the center of busy activity that it should have been.
Indeed, there and elsewhere throughout the building, there were

too few signs that leamning was its principal business. The corridors
were generzlly bare and quiet; the walls unadomned with children's
wotk. The classrooms generally revealed more clues to the teachers!
personalities than to the children's.

Heman Street housed two kindergarten classes (one in the
moming, one in the aftemoon), three first grades, four,second gracdes,
two third, three fourth, and three fifth grades. The reading
specialist, librarian, art teacher, and physical education teacher
were full-i¢ime staff. A music teacher and speech therapist served
Heren Street and other elementary schools in the district. In
September, 1969, of the twenty full-time teachers, five were in-
experienced, four others were new to the school, the reading teacher
had been zppointed in the preceding year.

The First Year of the Project
»

Because of the children's poor showing on achievement tests,
tle teachers' and administrators' first concem was for the improvement
of reading. In the face of that persistent worry, when they wanted
more than anything else an immediate, dramatic upswing ¢ test
results, it was not easy for them to consider plans which might
not begin to show improvements for several years. Yet careful Study
of the ‘'reading problem' suggested two basic causes that could be
ameliorated only over the long haul. One inhibiting factor was
that Heman Street children entered first grade with'language handi-
caps and never made \p for these deficiencies. So a first step
toward future improvement would be to set up a pre-schoal for four-
year-olds and to work for a continuous developrent of concepts and
language through kindergarten and into first and secund grades, assuring
the best opportunities for successful acquisition of beginning
meading skills., The second factor seemed to be the failure of sce
children, whose basic skills were adequate, to develop sufficient
powers of corprehension eitaer to match their potential on standar-
dized tests or to stretch and girow as students in the content fields.
These children needed the conviction, cmtinuously reinforced,
that reading is the best way of leeming and that leaming itself
is wortimwhile. Helping them to arrive at this conviction might
mean taking the emphasis off reading (or at least off uumotivated
reading lessons) and placing it on thinking, talking, raising questions,
exploring idess, solving problems -- activities, in short, that
would lead to genuine reasons for icading.

Taking off in the first direction, that is, strengthening

pre-reading languapge dc\velmncnt, was relatively easy since it
required more adding than changing, Two momning classes for four-

5
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year-olds were housed in the primary wing and two competent new
teachers were added to the staff. Working toward the second goal

of making leaming important and enjoyable called for deep-down
reexaminations on the part of ewry teacher of what he was doing

and why. It called for changes, not simply in attitudes and testimo-
nies, but in daily, hourly hebits and routines. It required energy and
the courage of one's confusions. And, of course, willingness, even
desire, to change on the part of teachers is only the beginning.
Between that happy stage of teacher readiness and the point where
children whe were once apathetic and indifferent become equally
energized and stimulated to leam lies a whole .lot of on-the-jcb,
trial-and-error leaming of technique. w®hat is surprising is not
that the first year was hard but that nearly all the teachers, in
very individual ways and at different times and impulses, did indeed
take off in new dire:tions. You can read details of what happened
in subsequent chapters. But here let us sunmarize the outward

signs of change, the more visible events in the school generally,

The August Workshop. Aside fron orientztion and planning
sessions in the spring, involving wniversity and school personnel
and outside (onsultants, the first full opportunity for teachers
and participaits to interact came in the four-week workshop «hich
preceded school's opening. The first half of each day was spent
in rather formal study of such topics as language development in
pre-school children, linguistic theories, surveys of language arts
programs and materials, developmental and correctiwve reading instruc-
tion, and the construction and use of informal reading tests.

In the aftemoons, the Heman Street teachers worked individually

on self-selected projects, with wniversity personnel serving as
consultants. Since at that time the teachers' first concemn was

with reading instruction, the lion's share of time and empha.is

probably went in that dircction, but many other interests were developed.
For example, there was time to observe in the pre-school classes for

the three- and four-year-olds which were getting underway at the

same time as the workshop.

Miss Elizabeth Felly, principal in Prince George's County,
Maryland, spent a day at the workshop, describing innovations at
3aywood and Candlewood Schools, such as non-grading, cross-age growping,
team planning, lcaming centers and independent study, flexible time
schedules, continuous individual diagnosis and consequent multi-
level instruction in all subj.cts. Miss Anne Ward, Instiuctional
Spccialist at the Porter School in Syracuse, demonstrated and discussed
Individually Prescribed Instruction as it has been implemented at
forter to teach beginning reading, particularly decoding skills.
Siegtried Fnglemann demonstrated the Rereiter-Fnglemani system of early
language training for the disadvantoged, using children from the pre-
kindergarten sumner classcs. In addition, several of the lleman Street
teachers and visiting teachers made special presentations.

Orientation to tte commmnity and to the school district
was an important phase of the workshop. Participants studied the

6
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cultural and political forces in the comwmity, the tas structure,
occupational pattems, the industries, commercial enterprises,

streets and homes of the city, as well as demographic information

on the area's residents. They visited the instructional materials
ceitter of the sthool district and toured the new Woodland Elementary
School, which would open in the fall and would be usad for comparative
studies of the Heman Street population.

A Leng, Slow Start. Although considerable nomentum had
been gained in the August workshop, the opening of school in Sep-
tember brought with it a diffusion of interests and a consequent
lack of focus on the main goals of the project. Under the pressure
of day-to-day demands, experienced teachers tended to fall back
into familiar routines. For the novices, the main efiort was to
establish routines, to get to low their pupils, to 'raintain
order,” and to win respect as a teacher. It was not surprising
that the implementation of a language-centered curriculum should
slip further and farther down on the list of '"things to be done.”

The workshop had offered lots of cpportunities to hear about
new ideas, to read about them and discuss then, and somctimes even
to sce them demonstrated. But there had not been sufficient time
to absorb them, nor structure them, nor to tum theorics into prac-
tices. Any extensive classroom implementation called for unremitting
hours of planning, of furiher dJdelving into theory, of search for
materials, and the construction of new materi:i)s where none could
be fowrnd. In the rush hours of Scptember and October, implementation
could not be both imwdiate and extensive.

S0 there was a good deal of furbling and miswnderstanding in those
first fev months. When teachers were invited to help shape a new curri-
culun, they held back, perhaps waitiry for stronger diracticn from the
EPDA personnel. khen it became apparent that the teach:rs were not going
to b> told what to do, their initial reacticn was to qurstion the com-
petence of the EPLA staff and the value of the project. Kesponding to
this reacticn:, the EPDA staff, too, teverted to behaviors they had used
before and spent most of their time helping with small projects and
worrying sbout lack of an overall design. “hese activities were largely
productive; {vaching methods weie improved asd new materials were in-
troduced, but major innovations were postpenad,

khile it was not chvious at the tim:, progress was being made
during this period of seemi.g uncertainty and regression to familiar
pattemns of betravior The EPDA personnel and the Heman Strect toachers
were leaming to werk iogether and were estatilishing peisonal relation-
ships bated on mutual vespect and interests. Individually and in grogps,
m-mEers of both staffs were leaming more abcut team teaching, open
schoois, non-graded designs, and parent involvenent in the curriculum.
Of especial valuwe at this time were trips to near-by schools to obsenv
soe of these practices. Through reading, disaissing, chserving, teachers
and LPIA personnel began to identify and accept as their own those
elements of a language-centered curricuolum which they could adapt

7
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to their gradually changing situations.

Cooperative endeavors during the first semester included the
reorganization of the Mothers' Ciub into the Parent Teacher Crganiza-
tion, planning for parent discussion groups and work with parents as
volunteer aides, tt production of two assembly programs involving
the whole school, e desvelopment of many small units of study in
which speaking, role playing, and creative dramatics were emphasized,
and the introduction of other language arts activitics in which children
were given frecdom of choice and responsibility for carrying out
their own ideas. Gradually, the number and variety of such ac-
tivities increased, and when school reopened after the Christmas
holidays, the whole staff were ready to undertake projects which
came to fruition in the second semester.

Mini Courses. Perhaps the most dramatic and far-veaching
innovation was initiated by the teachers themselves, as a result
of first-hand observations, viewing films, and studying 1eports
of experimental schools. What came to be known to the staff as
‘mini courses' was a scheme for cross-grade electives for pwils
in grades three, fcur, and five, designed to reet children's and
teachers' interests and to introduce experimentally a plan for
greater flexibility and variety in instruction. As originally set wp,
every teacher plamed two mini courses each to be offered daily for
4S minutes. Descriptions of the week's plans were presented to
children the week before, and they indicated their first, second,
and third choices. Only the sftemoon sessions were devoted to
mni courses. Around such topics as oce:nography, coin collecting,
the Civil War, simple machines, skits and dramas, the teachers
organized instrnuction to allow for a maximum of experimenting,
problem solving, “'researching,' the pursuit of individual reading interests,
and the verbulizing of experience through talking and writing. The
mini courses were viewed as wholly experimental, were modified
considerably during the spring semester, and evaluated very in-
formally. For a fuller report, see pages 65 to 78.

Continuoue In-Service. The Tregular Wednesday aftemcon
faculty meeiings werc tumed into in-service sessions. On most
days, the teathers in grades three to five worked on plans for
the mini courses while the pre-school, kindergarten, first and
secand grade teachers, under Dr. Kidson's guidance, prepared mater.als
and exchanged ideas. From time to time, at the teachers' request,
consultants were invited to speak to the whole group on topics
such as growping plans and evaluating pupil progress, and in the
spring four afternoon workshops wers devoted to (1) teaching basic
reading skills; (2) oral language activities; (3} langucge the
science curriculum; (4) educating the imagination. From each workshop
partlcipating teachers developed a related classroom activity, and
with the assistance of the EPDA staff tried it out and described
it in written ieports for their colleagues. (For examples of these
reports, sec pages 39 to 50.) Demonstration lessons by outside

8
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consultants were always welcomed by the teachers and contributed
significantly to their understandings of the dynamics of language
in the classroam,

The best of the in-service work, however, generally toock
place in the classrooms as teachers and EPDA staff members sought
solutions to specific problems, and sometimes it the coffee room
vhen articulate people got together to probe each other's attitudes,
theories, conviction., or simply to pick each uther's brains for
‘2aching ideas.

The Fre-schocl. In many ways the pre-school classes
proved one of the most effective elements of the program. Staffed
by two young teachers who were confident, relaxed, and organized,
the classes demonstrated daily opportunities for active oral language
development through games, role playing, arts and crafts, exploring
the environment, dance, miming, and the like. More than any other
classes, the pre-school recruited and made good use of wvolunteer
parent aides. At the beginning of each month a calendar was sent
home and mothers were requested to sign wp in advance to work one
or more ddys in the classes. Parents have contributed genercusly
to equipping the pre-school, helping with field trips, and supplying
treats for special occasic .. In evening sessions, fathers constructed
children's cubbies and clothes closets.

Coffee momings with parents were also very constructive,
About once a month, when the children went on field trips, mothers
and some fathers would gather in the canfortable pre-schocl roams
as the children left. Meetings would begin very informally, with
parents exchanging social chat, getting to know each other and the
children's school surroundings. They would inspect the children's
work on display, investigate the toys and leaming materials and
variow, projects. Then they would settle down to a film or a talk
conceming educational issues or aspects of child development,
contributed by the EPDA staff or a visiting specialist. These
sessions would always be followed by discussions through which the
parents were able to relate to their own thoughts and problems
the issues that had been raised Then they would welcome the children
and teachers as they re.umed fram the field trip and talk with them
about the moming's excitements, thus building a bridge between school
ard home.

Parent Involvement. Above the pre-school, parents were
also graduaily abscrbed into more of the school’s activities.
Volunteer parent aides have already been mentioned. The new Parent
Teacher Organization examined a different phasc of the curriculum
at each of its monthly meetings. In addition, a plan for parent
discussion groups was initiated by the first grade teachers.
Attendance was excellent at these meetings which featured informal
coffee periods, classroom visits, demonstrations of special materials
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for teaching reading, on one occasion a talk by the school psychologist,
and en another discussion with the school social worker.

Uee of the Lfbrary. The school has an attractive library,
with fai.ly adequate resources including popular contenporary authors,
magazines, reference works, filmstrips, and some recordings.

During the first half of the year, voluntary use of the librery

was insignificant. There were many problems surround.ng the librarian's
definition of her role and whether or rot she should share teachers'
extra-class responsibilities. She resigned in late winter, abcut

the time that the mini courses were getting into full swing.

Some of the effects of the mini courses and of individualizcd

reading prograns in the classrooms began to be seen in the increased
volwntary use of the library. By spring children were usirg the

library for their own purposes, oftsn for "rcsearch” but also to

pursue individual interests and "just to read” for plcasure.

Fetrcspect aid Prespect

This LPLA project was designed for a three-yeur period in
which two related goals are to be acomplished. This 1.port is chiefly
on progress toward the first goal: to develop a language-centered
curriculum in which children from culturally disadvantaged backgrownds
are given the test possible opportunities to master the tools
of leaming while at the same time they are growing in the arts of
living. Put arother way: the philosophy of the language-centered
curriculum as interpreted by the Heman Street project staff is
that skills acquisition contritutes to personzl growth and that instruc-
tion in skills need not irpede the education of the imagination or
the deve.opment of feelings.

less is saiu in this report about the second goal: to
prepare inexperienced master’s candidates to become competent, sensitiie
teachers for similarly disadvant:ged children in the schools of
megalopolis; and to give leadersh'p training to doctoral candidates
who will hecome teachers of teacheis. The chapters that fellcw are
written ty these students and in themselves arc evidence of how these
candidites fared. There scems little reason to doubt that the prospec-
tive tcachers' daily experiences with pupils and teachers in the Heman
Strect School greatly strergthened the leamings which they acquired
in their university courses cven though the language-centered curri-
culin was ermerging slowly, even painfully, during their apprentice:hip.
As for the doctoral candidates, they could not have had a better
laboratory in which to leamn how to work with teuchers to bring about
changes.  Sowthing of what they leimed is included in the following
paragraphs.,

While our experiences at lemin Strcet confirm the values
of on-the-job training, of "leaming by doing' for teachcrs as well
as pipils, they also reveal the limitations of this phase of teacher
edivation. To "leam by doing” teachers necd either a deep wnderstanding
of the thcoretical bases for what they are doing or they need models
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they can emulate. Of course, the presence of both theoretical bases
and practical modets would change behavior faster and more permanently
than erphasizing either one, but we found it impossible to achicve
both on all fronts of lunguage development du-ing a single school
year. Because the Heman Street teachers had more background in reading
pedagogy und theory than in any of the other language arts, though
much of this cere from basal reader manuals and was insufficient,

they were rore nearly midy to initiate change in reading instruction
than in the other aress.” Even so, they needed time tc study

rcading theory further so that they could make fundamental rather

than superficial changes in their approaches to rcading instruction,

Aside fron their largely self-induced knowledge of reading
skills instruction, these teachers had had very little pre-scrvice
training in, or lnowledge of, language development. FEven with
limited backgrownds in oral language, children's literature, drima,
listening, and writing, teacher< can leam to improve specific
practices, uspecially if they have models to go by, but they need
thorouph knowledge of theoretical hases if they are to forge these
practices into a wnified, wholistic experience for children from
kindergarten through grad> five.

The mod21s which consultants and demonstration teachers
can provide are piecemeal. In their struggle to understand the idea
of a language-centered curriculum, the Heoan Street teachers wanted
to ouserve a wiwle school thus orizated. Of course, the pnpose of
this project is to provide eventually such a model becausc they
ae rare. Tleachers who are charged with creating a new design,
vithout being al'le to observe a whole-school model, have even
greater needs for a theoretical framesork to which they can attach
individual practices which they may observe or read ebout or devise.

Where are on-the-job teachers to find the time for this broad
study of theory which e telieve must support consultant-assisted
on-ihe-job training? For this project, the best answer secemcd
to lic in sumer workshops, and in 1970 a second August workshop extended
the experiences discussed carlier in this report. But in other situa-
tions, and in this enc as well, additional solutins must be found.

For one thing, tire for study during the school year, within the
teacher's working day, must be supported by any admini:tration that
hopes for irportant change.

Because of the foregoing considerations, the three-year schedule
proposed for this projcct seems, if enything, optimistic. Rut the
progress of the first vear scems to be in the right direction,

T he phrase "Heman Street teachers' ip ihese geaeralizations refers,
of course, to a mythical average. ne really cannet generalize aboat
a greup of twenty teachers whose wide differences are indicated by
the fact that five were beginners, nine were new to the :che.ol, cne
was in her 70th year, and several wore candidates for advanced dJegrees
with many years of successful teaching to their credit.
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Since our goal is not a “paper curricvlum,” we expect teachers to
experiment as they can, making real changes in specific practices,
gradually accumulating these and welding them into a total curriculun
in which language growth is the central force.

As we enter the second and third years of the project, we
are strengthening the partnership between EPDA participants and cluss-
room teachers. In some of the teams, direction will come from
the latter; in those inwolving expecrienced doctoral candidates, the
relationship is that of censultant and teacher sharing equally the
task of irproving services to pupils. In all the teams, members
altemate between demonstrating and observing.

O modification of tie project in 1970-77 is the expansion
of the pre-school to include three-year-olds a- - .. train paraprofession-
als drawn from the cormunity. '

as childre: have more opportinities for talking, role playing, drama-
tizing, questioning, discussing, cbserving, researching, reporting,
organizing, expressing ideas and feelings in writing of various
| kinds, we shall attempt to record and anzlyze what is happening
i to individuals in all of the language arts and skills. We believe,
! however, that teachers must be free to try new ideas, succeed or
. fail with them, discard or retain them, in a pericd of fiee experimentation
: precedirg the time vhen the practices they select must be subjected
. to the controls of evaluative research. We cannot expect that
growth in language development will be so rapid and dramatic that
it will be picked wp immediately by standardized tests (as in reading)
that measi.re only a part of our objectives.

]
i As *he whole school moves toward expansion of language,

One word more. Accomtability is as much on our minds
these days as openness and freedom. We do 1.0t belicve that the
concepts are incorpatible. But having seen the effects on teachers
and children of a narrow accounting of skills acquisiticn in just
one phase of language development, we would urge a concept of account-
ability that neasures not only leaming but zest for leaming.
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ONE FiRSON'S VIIW OF LANGUAGE
IN THE FLIMENTARY SCHOOL

by Christine San Jose

Elementary schools are such public places. There are people
everywhere, of one size or another. You pack the mob off to a
special, case into the peace of an empty corridor, and "Hi Miss/Mrs./Mr.
Khatever-name -you-answer-to-in-that-situation! Can you come to our
puppet show? Me and Danny . . . ctc., ctc.” "Sounds tervific! I'l1
have to see if 1 . . . etc., etc."” You slip into the coffee roca
(tuning out the hocdown from tke gym and the film comentary from up-
stairs and Mrs. Y's spelling review next door and the pair of second-
graders whispering and giggling psst on their way to the office),
pick up the moming paper - "Hey there, Whatever-your-coffee-room-name -
is, howyadoin? - Got a minute? My class was wondering if . . . etc.,
ctc.” You're involved. Th2 ideas fly back and forth, coalesce, collapse,
reform. In fact it'd be nice if you cculd expend all your mental energices
on what's being said, and didn't have tc reserve some for watching his
reactions and responding in tunc. You can never be quite sure how far
he wants your honest views and how far he's really just asking for
support, Still, it's usually worth the effort to sce what he's getting
at. Must remember to jot same of this down and mull it over. Rt by
now your free period's almost down the drain and you haven't had a
minute te yourself., "Wwe'll have to get together again on this {edging
to the door), work out the details. Cot to run off some dittos.
(Fscaping) Tt's a terrifi~ idea -~ you're a marvel --"

You poke around the mess of dittawastess next to the machine
where there's everything but the one you want and by the time vou've
spotted it over the other side of the storeroom your oaths are getting
rep- titious. There are words to describe people vho dur,. things like
that (racketting off the copies) and you use them. So by the time
you've finished you're almost civilized encugh to enjoy the quiet.

Your eye falls an a language bock you hadn't noticed lLefore. Attractive
malern binding, cheery iliustraticns, not entirely mnrealistic stories.
Bit of poctry here and there. And, necacly set out, the Rules. FEnu-
merated, unlerlined, italicized, framed even, cross-referenced for yourr
convenience: you can'” niss them. Capital letters, periods, remember
to indent . . . Useful enough, have to be learmed sometime. So why -
and here perhaps 1 am embarking upon a personal probien and should drep
the assunption that the experience is shared - why du 1 feel uncasy,
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apprehensive? 1 am legitimately enjoying ¢ few mimutes alcne, quietly
furthering my professional growth with this apparently attractive,
competent book: and it has set stirring in me that sort of deep,
uncomfortable uncertainty you wake up with on bad days. ''1. Did you
start your story with an interesting first sentence® 2. Did you use
rich, exciting words®' . . . '‘Now in this chapter you rust leam to
write descriptions, first by using phrases and then by using sentences."
Is the book making me uncomfortable because I don't know all the rules?
The ones abou* punctuation and the like don't worry me, I know where I
am with them. But all this exhortation te watch cut for every word 1
speak or write, this implication coming through loud and clear that if I
do s the book says then, and only then, will T be using language
properly . . . Or perhaps then and only then will I be using language?
I don't now. It doesn't say, this book, nor many many others, what
language is. But they kxw, those people who write the books; they must,
they hand out the rules. And talking and writing isn't samething you can
take cor leave. You might get through life with only a shaky notion of
geography or history or meth even. But the better you talk and write
the better you get on all around, everyuody knows that. Or at least
talking; you've got to talk; it isn't you if you can't talk. So you've
just got to learn The Rules.

By the time I've leafed through a couple more language books in
<he storercom I'm beginnirg to feel like a character in Kafkaland:
lost, threatensd, eager tc obey and yet all the time in my ignorance
offending. ‘lIdiot!"™ says camonsense. ‘You've got through okay all
these years, haven't you? If you'd been really hopeless, surely
somebody would have spotted ic and they'd never have let yei in here
to teach. And you've got friemd. who scem to understand vou; let alone
your family. And you get along with your colleacues, wurking things out
together . . . " So with my private self somevhat relieved I quickly
put tack the bocks where they came from and walk out to my public being.

The question that zomes into my mind as I step into the corridor --
"Hi Bob, how's it zoing?"
"Oh we'll survive [ guecss."

-- i3, of course: what happens to the third grader when he opens up
his language book? Or the tourth c¢ fifth or sixth grader? His public
telf will most probshly priceed as directed. FEverybod’ else docs.

You can see it all around you. That's school. His public seif will
work his way through Building his I'nglish and Mastering his language.
He'll iident and work on vivid phrases and stam out cliches., And
he'11 work on something care books call organizational skills where you
try to sort out a bunca of stuff you probably never understood in the
first place (according to yet more beok-decreed Rules) and couldn't
care less about.

And his private self? khat has this 'language' te do with hin?
If he recogrizes enough of it tn mzke his way through, knowing that if
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he plays along with this manner of doing things he's likely to end im
with a good job, it probably won't cause nuch trouble. (One suspects
there's more than one of our prominent citizens wround who hasn't

heard so much as a squeak from anything like his private self in years.)
But what if his private self is lost in this world where it doesn't know
the rules, and what it's learnsd of language so far seems to be more
hindrance than help? How long before out of bewilderment, frustration,
boredom, or just plain commonsense, he opens the book as directed but
keeps his mind fimly shut?

Mrs. L. bears down on me.
""There you are! Your kids are screaming their heads off."

"0h - oh I didn't think I was late - they must have come back
early --"

"I thought you mist be sick or samething."

Please, Mrs. L. Plcase don't look at me with quita that distaste.
I heard you're having a worrying time with your son and I'm truly sorry,
but please don't fight me all the time like this, it doesn't help. bhat
can I say to you, a personal message from me to you? Perhaps if I could
find an exciting first sentence, fashion a vivid, original, creative
phrase . . .

"Okay kids! That's enough! Cool it! Is this the way you . . .
etc., etc."

And so on and on and on, all day, day after day, in school and
out. Our public selves, our private selves, greeting, thinking, reading,
feeling, noting, wondering, listening, trying to sort out in our minds,
trying to sort out with each other . . . And through it all, an inseparable,
quintessential part of our being: language. In just this very simplified
account of a typical person's typical half hour in a typical day: how
many different uses of J:nguage are there? where and how do the different
uses blend? and separate and blend again in varying combinations? how
many recognizably different types of language are there? can we sort
nut any malin categories of usage? main categories of type? can we discem
any use or typc as more valuable than any other? what is the part playcd
by nonverbal thought or signals? the relationship between the nonverbal
and the sebal? to what extent is the language used predetemined by
context? does the question of "accepted usage' arise is this accoumt?

And to wind up this little mental exercise, perheps the two biggest
questions of all: can we separate the denotative language from the
connctative? can we separate langiage and personatity? This is not a
programed languese course; you are not absolutely required to carry out
the exercise above and determine your answers before you can proceed!

But I think each of the questions is worth a little thought. And I think

they're worth it in this context rot because of the particular answers

any of us might come up with; but because in this way we are likely

to find ourselves gruppling with the very nature of language, and with

how we use language to live. And while we're grappling, we might begin
17
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to consider: how many of thesc aspects of language do we take into account
in school? How many should we? How many could we? And if there is

, much we leave out even of the language in this very simplistic accownt,

: how much more are we leaving out of the language in the children’s lives

i as they are living them in all their depth and complexity? These are

not rhetorical questions, but rather thosc we must genuinely, persorally
ask ourselves if we are ever to implement a language curriculum that will
serve the whole child and not just a fragment of his social role. Well,
that's nothing new. Helping the child to language to live by, serving

the whole child: one is embarrassed ‘o be discovered reiterating something
said so often before. But perhaps my small concrete example ard exercise
have at least raised doubts as to whether we are in fact in matters of
language serving the whole child. And if, in addition, the exarple and
exercise have made seem huge and wnwicldy the questions of what and hLow

we should and could be teaching, I can only plead malice aforethought,
Anybody thinking for one moment that *'language' is a biddable beast eads
wp eaten by his words,

So much for indicating the particular neck of the educational
woods that I think we should be in.

I

i Now, 1 suppose, it behocats me to try to nrovide sore sort

of map. Before I venture on even the first presurption, however, let

me make one thing clear. What follows chviously camnot pretend t- be

. more than one person's preliminary sketch. All additions and disagreerents
i welcome, It was preciscely in the hope of eliciting them that [ have

‘ taken so long to get to this point.

A cheering place to begin is on cormon grownd. So we might
as well say, first, that lenguage is a system of learned arbitrary vocal
symbols *wsed by human beings. ¥e had bkctter net add ''for cormunication,”
as many books do. Commmication, as we have scen already, is anly one
of its rultitudinous uses. Som reservations might be mude about "wocal’;
1 have some myself; but we'll cross that bridge when we come to it. So
thus far we probably all agree. Right here, howewver, comes a parting
of the ways,

It wouldn't ruch serve our present purposes to try to distinguish
exactly which prestigious langusge scholar, past or preseat, folloews
exactly which path, since the branch paths intemingle and crossherrowings
abcind.  But we van make out the main divergence.

On the onc hand are the people concemed priratily with nder-
lying characteristics. They don't so much poke arownd in language as we
speak it and listen t> it and read and write it, as 11y to work out what
holds gowd for language in general. In the nast, this wasn't too nervewrack-
ing an occupation. You studied the grarrmar of classical Greeh: and latin,
vhich everyone knew were wonderfutly superior languages, treasure-“ouses of
huran thought,  Then you worked out a grammar for Taglizh along they same
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lines, Not surprisingly, living Frglish didn't always [it the static
classical pattern. But the way out of that one wasn't hard te find,

Where the English didn't fit it was due vo unfortunate irregularities that
should never have been there anyway; so cither you squeezed and stretched
and doctored the English until it did fit, or you just left out the
recalcitrants as beneath your notice, It reminds one of the man who

went back to his tailor in his new suit to show him how the left sleeve
didn't fit too well and the tailor said, '"Well just droop your shoulder

a bit and, sce, it looks fine." So the man did but then he noticed the
right leg was 3 bit longer than the left so he went back to the tailor
and the tailor said, '"Well just bend your knce a bit like this and, sec,
you couldn't ask for a finer fit,'” And then it was back with the shoulders
and the tailor had him hunch his back a little; and so on and on until one
day the man was limping, hunching, buncting his way down the strect and
soncbody came up to him and begged for the name of his tailor. ''You want
the name of ry tailor? I sure do. If he can fit a cripple like you he
can fit anybody."

This appreoach was still very ruch the order of the day even into
this century, And the shiewd reader will have surmised that 1 woulda't
have indulged in an absurd story to make the point if T thought it was
totally a thing of the past, totally banished from today's enlightened
world. Anvway, back to th: turn of the ceatury. Scholars were discovering
more about the carly foms of our language, delving into Anglo-Saxen
manuscripts, studying its Gemuanic relations, finding patterms oven
within th2 supposed irregularities, and Fnglish was acquiring more prestige.
But still the hasic idea wis that there was this language to leam and it
came with a whole lot of nles; and vou had better leam to use them, as
set down, if you wanted to use the language properly.

Obviously this approach has considerable attractions, It's
reassuring to be told that :omething you have to leam is thus and so and
be handed the book of rules. You might be irked by them sometimes, but
at least you hnow where you are. it's cven nmore reassuring when vou have
to teach that something to sancbady else. The task may te hard and long
and carry a heavy respensibility but it's not overwhelming. When you
know where you are with someshing, you have a good idea where to begin
teaching it and vhere you wart to get to.

The scholars, however, the rescarchers, the peeple in the ficld,
found it less and less valid to view lunguage as sore static eatity lving
down quictly mnder rules. e were getting further fiom Athens @l Rore, we
rcalized that we had lots of rood things that in fact the Grecks didn't
have a word fer, and if Ingli:zh didn't fit the old pattern then maybe the
patiemn was wrong, And by nov the anthropologists were bringing hame for
irspection all sorts of langurges we'd never seen before. Plenty of
interesting otd manuscripts hid come to light, stone inscriptions had heen
uncarthed ard decoded.  Rut tlese were the relics of cultures long gone.
The anthropologists were bringing them back alive. And it was clear
beyond all dispute that no matter how ‘primitive’ we night dub the civiliza-
tions they came from, these living languages were of a rich complexity
that showed up any language rules so far as hopelessly inadequate. The
anthropologists’ prehlen when they tried to translate into Inglish was
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not just that fov several things in the native culture our culture, not
Faving them,had no word. It was, much rore significantly, that to convey
the full meaning of the native word:, phrases, structures, they had to
describe whole situations. Sometimes a word would have this force,
sometimes in another situation it would ave that. Sometimes its meanirg
would change according to who used it, to whom. Sometimes an object
would be called one thing, sometimes another, zccording to the context in
which it was found. This bit of language was used to convey such-and-such
a thought, that bit functioned (in Malinowski's words) '"as a link in
concerted human activity, as a piece of human tehavior . . . a mode of
action and not an instrument ol reflection.™

Language, simply, is part and parcel of human lives. And it
can no more be neatly packaged and labeled than can our human existence.
I am not for one moment saying, either of anguage or life, that there are
no discetnible pattems, no pointers and guides. Of course there are,
and not the least of them are the fruits of twentieth century scholarship.
Once you can dizgnose your insuffereble neighbor as a bad case of in-
feriority complex it's not quite so hard cm your blood pressure. It is
just that hovever :cholarly, ingenious, sound, imaginative, complex --
and more! -- may be the guidelines we dra~ up, once you're dealing with the
human element you're always stuck with a bit more than you'd bargained
for. Computer dating will never be one hundred per cent successful
until they're arranging dates for computers. Aad language studies have
a long way to go before they can tell me what to say to Mrs. L. when
I'm sorry she's having a worrying time with her son but I wish for both
of us that she wouldn't take it out on me.

Those concerned with underlying characteristics, then, realized
that they had to work at a tevel much deeper thin they'd found themselves
at before. Some of them todzy are excavating wity down into the fundamental
characteristic, man's innate capacity to produce language. Psycholinguists
are hunting the fundamenta) mechanisms; philosophers are investigating
man as the only creature capable of symbolism; grammarians are laboring
with theories that they hope will, ir their final form, stand fimm in the
light of all the seeming irregularities, as well as the regularities,
not only of English but of all languages. Insofar as tie layman can sce
what's going on in this rultiplicity o7 research, it looks as if
eventuaily it's going to provide us with significant clues about our
human nature.

The serious scholars are obviously not coming up with "rules”
to apply to the language we actually speak, hear, read and write. Just
the opposite: they must record the realities of that language if their
underlying theories are ever going to prove valid. They most adamantly
eschew any value judgmeats such as citing one country's ianguage as
"better'’ than another's, or one dialect as more linguistically “correct."

Unfortunately, there are plenty of brard new textbooks around that
give quite a different impression. You can find late conyright books with
rigid models and dizgrams in them and flat assertions that English sen-
tences are nade thus and so. You'd better read the preface, which piomises
you the joye of nodem scholarship, because otherwise you just might think
you're in the temple of the old gads of gramar, not the new. And that
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vould be disastrous for the author’s image, because he knows the accumulation
of evidence that proves irrefutably how rapidly formal grammar is forgotten,
and how much less than nothing it contributes to children‘s improvement

in language usage. These new beoks are only to be expected, I suppaose.
Rules, we've already said, are comforting to tesclers if not to pupils.

And it's a temptation to authors and publishers to try to translate the
latest fruits of research into exercises and classroom practices, The
results are popular. And why not? The teachers are assured they're

doing a great job. Of course, the children nay be short-changed, but one

i gathers from the preface to cne of the most prpular of these books that we

i don't need to worry much about that. It is unfortumate, the author admits,
i that the children have already mastered complex structures in their everyday
lajiguage whereas they wiil be able to understand the gramai of only very
simple ones. Never mind. Ke'2l just give them the very simple ones. And
we'll give them the forms of written English, he says, becauce the grammar
works best with literary foms. So a large part of the book is given ovar
to drill in tedious language patterns cf the sort the child rarely uses,
and the highlights are blew-by-hlow analyses of less than stunning nine-
teenth century poetry. It's rather teaching the child to cross a quiet
camtry lane, with the odd horse clipclopping oy, when Lis everyday route
lies through city rush-hour interscctions.

Please dun't dismiss this as an inapposite tirade. It seems to e

! a prime responsibility of both scholars and publishers to provide the

teacher with informaticn and toois of the highest quality. And by quality,

: need I add, T don't mean multicolor illustrations; I mean intellectual

; integrity. This would by no means excludc the exciting new hypotheses
ahout underlying characteristics of language. But the material that did

! justice to these hypotheses would show them to be more akin to mathematics,

i Say, or physics than to language as we use it. And we would see that where

] they do approach our language it is in the realn of logic. That's an

¢ important realm, obviously. But. equally obviously, it's very far From

; being the wheole of ocur lives or the whole of our language.

Grammar is one path, then, of language imvestigation.

l, The other is more concerned with language on the level at which

i we use it. Some of the most stimulating work here stems from inquiry

I 7.to the problems posed by the anthropolegists. 1t was in fact an anthro-
' pologist, Malinowski, who first used the phrase "context cf situation™,
vhich crops up tepeatedly in one fonm or another in subseguent linguistic
research, He made the point that different situations dictate not just
different forms of language, but quite different kinds of language. We
have seen earlier how he distinguished, for example, between language as a
"mode of action' and language as a '"reflcction of thaught. Another kind
of language he temmed "phatic comumion'', by which he meant "a type of
speech in which ties of union are created by a mere exchange of words",
vhere language again “'does not fuaction as a means of transmission of
thought', 5S¢ when you're asked in the corridor 'Howyadoin?', an answer in
Cherokee wouldn't be much further from the language required for that
situation than would an account of how, as a matter of fact, you are truly
doing. Then again there's the language of poetry. That takes a bit of
practice before yui get the best results, whether you're speaking, reading,
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writing or listening to it, whether you're concerned primarily with poetry
yoi produce yourself or with soncbody else's. And what about che language
they write your income tax foim instructions in? That locks like double
Dutch the first time through. So here we are, back again at '"language to
live by, "serving the whole child”. But perhaps this time around, in

this context, we can begin to sec these phrases as more than humanistic
wishful thinking. For cne thing, we are leaming more and more ubout these
different kinds of language. We have far more cquipment for recording them
than we ever had before, and increasingly more sophisticated methods of
analysis are being devised. In the past, of course, we had plenty of writing
to study, especially literary genres. We had verbatin accounts of great
speeches, Cicero's included. We had a good idea of the general lines of
attack o1 successful raconteurs. We kuew the fornmlac of polite conversation.
But knowledge of this kind didn‘t help much «ith the lapguage questions

we were asking back at the beginning, questions relating to language as we
all know it end use it. 1In fact, knowledge of uses of language was

limited -- but sufficiert for some people to produce another kind of text-
book following this language path. Textbooks like these were in abundance
in the storeroom, toc. These are the books that decrce we have to begin
with a vivid first sentence, tum our backs 2n cliche, construct novel
phrases. They added a zillion other Rules. But now we have better reswurces
for studyine language than textbooks of either kind  Children can study

on tane, o in transcription, lots and lots of different stories, accounts,
anecdotes, from lets and lots of different sources, told by real people to
rcal people in their ovn natural confext. One might conclude from listening
to real peeple that rany of the most successful speakers rnever went near the
rulebook. Think how even better they would have performed if they had! --
or think how much worse. We can cavesdrop electronically now, pick up how
children really talk with cach other when grown-ups aren’t around. We can
categorize their vocabulary, analyze their sentences for length, complexity
of structure, plot sane sert of general scquential development -- which we
sce varies trerondously according to which of their languages they are
usirg. We can catch the infant's bhabbling, and amass the babbling of *his
infant and many more, then compare and contrast. “We can check our hy-
potheses coicerning, for example, whether the young child is apparently
verbalizing his thought processes or not. ‘'vem more, we can record a
picture of what's roing on:  and now we find a contrapuntal meaning to what
is being said in the raised and lowcred cycbrows, the incipient stretch or
hunch!

Onc hears a question in the air: So what?! What's the point cf
Anowing, say, just how children throw their repetitious ard inane insults
around at each other, or giggle their way through taboo werd sharings? Or
stppose we take it on trust that it's of some use to the researchers, what
possible connection have these areas of lanpiage with school? The answer
to these very wnderstandable questions contains (1 happen to believe) ex-
citing implications for all of us vorking in education -- and that includes
the children!

The way into the answer begins somewhere here.  Mter decades of
painstaking fieldwork and ingenious experimental research we are finally
beginning to get sase picture of human perceptions and thought procezscs.
We have always known that different people see things differently, hut the
facts and figures far surpass what we would have predicted. We fladly
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disbelieve what we see tefore us if it doesn't fit in with our scheme

oi things. Observers in the experiment built around a trapezoidal window,
for example, are so unused to anything other than rectangular windows
that they interpret what they see as an ordinary window 1n perspective.
They will believe that thcy sce one piece uf solid matter passing through
another, that all kinds of black magic are going on, rather than relinquish
this interpretation. Sc many experiments have confirmed this, and so much
of the clinical psycholegists’ ex;erience, that perhaps we should amend the
comnon phrase to "I saw it with my own mind”. It is hardly surprising,
then, to find that children who have the language for, say, a certain
shape, can pick out that shape atong others much'more accurately than
children who have not. In other words, our growing ability to sort cut
what's what in our ervironment is inextricably bound up with our langusge
developnent.  One step on from this is evidence of the strong comnection
between being able to talk about the principle of perfoming a task (i.e.,
a task requiring mental organization rather then special physical endow-
ments) and being able to do one like it. So language is clarifying cach
cxperience as it is met; and is an integral part of the pattems of
experience building up in the mind. 7hus,as the growing human being faces
increasingly complex cxperiences, his ability to cope with them, and then
to usc these experiences to help him cope with others that follow, will
depend to no small extent on whether he has the language to maintain an
cfficient filing system in his head.

let's stick with the analogy of the filing system for a while
because in addition to being an image that helps us grasp what's going
on up there in our heads it is in fact appropriate to the ncuro-psycho-
logical system; it rcally does work rather like a filing system. So
we can sce that if we are to bring te bear our previous leaming on new
situations -- whether they involve mastering new informmation or assessing
the trustworthiness of a new acquaintance or a new car -- we stand the best
chance of procceding wisely if we can in fact refer to velevant issves in
our entire past experience, compare and contrast cross-references over
the vhole ficld. Our filing system, in other wonls, should contain
r2ferc -es to our whole lives as prceice and as corpavlhensive as possible.
T hope this doesn't sound like putting the tcacher in the position of
the nother with a new baby who's freed from qrandma’s tyranny only te
hold the modern baby book in sich awe that she Jdaren't take a step for
fear of warping the delicate little psyihe! But seriously, I think we
have to consider in depth the possible consequences of exiling from schea)
ihe various aspects of the children's lives, with their concomitant
language, that we usually do  For exarple, in the preface of one of the
bocks referred to carlier, the author says that naturally he isn't going
to deal with the child’s chatting with his comrades, which he can Jdo
without aur assistance. 1 would suggest that this point-of-view neglects
two important points. The first is that the more preciscly and corpre-
hensively the child chats with his comrad+s the more efficiently he is
building up his filing system, storing for futurc use irpressions of
people and relationships and himself anong them. Second, it is on this
comad of Ianguage that mere complex masteries are subsequently built.
I Any building that does -at pay great attention to the fandations, and
: that inscparably means to the land beneath as well, is a risky proposition.
¢ Therefore, we night very well provide in class, not teo infreguently, the
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context for absorbing chat; and ruild on it accordingly.

Perhaps this example also helps clarify the difference between
the forms often taken by the older humanistic advice to teach language
that would serve the whole <hild and what is advocated here. Before,
the idea was to introduce the child to some preferred model of performance
and encourage practice to emulate the model. This leaves the door wide
open both to prescription in teaching and to cuter-directed areas of
concem. It leads, that is to say, to an emphasis on the specifically
social uses of language, and often, with that, to corsiderable predccupa-
tion with socially accepted forms. Here, the erphasis is alway. on taking
into account the child's already complex language masteries, being
appreciative of his especially robust languages of magic, for example,
and of ritual, of excoriation, of self-asserticn, of symbolized fear.

It becames obvious, doesn't it, that there's small place here for pre-
scription; that there is, rather, constant enrizhrent of the classrocm
from the child's own living; that living and leaming in school and out
are a spiral of wtual enrichment. There are certain mechanical conven-
tions to get straight; but for the rest, language sessions should surely
be as much a time of learning for the teacher as for the class.

1 won't pursuz this point (this fervent hope!) further here,
as I think it will be clearer in the following section of this paper,
where I suggest more concretely how this view of language might be
implemented. But it does become clear that the classroom teacher is in
fact in the vanguard of research. 1 said earlier that we are beginning
to amass for analy: is recerds of the different kinds of language in use,
in their context ot situation. We nced all the perceptive observers in
the field that we can get. Much of the most significaat language research
in recent years, of vital importance to education, has sprung out of
analysis of what children have actually said. We are breaking through
to an understanding of how children can start out with equal abilities,
yet some will go from strength to strength in school while others will
fal1l further and further behind wntil, defeated, they drop cut. There is
strong evidence that this is all tied in vith their ability -- or lack
of it -- to use their understanding of their own kinds of language to arrive
at an understanding of the abstract languges of leaming in the uper grades.

It would be of trememduus value nac only te tivmselves but to
the whole profession if teachers cousd fumish detailed linguistic
dowrrntation of lessons where they reully got a comtept across, nr lessons
vhere for all their preparaticon they just didn't. Such documentaiion
would analyze the teacher's language, and the children's, the language of
the teacher's questions and the language of the respoases that the questions
elicit. To what arcas of his life does it appear frca his language that
the child is referring? Are you trying 1o get across the principles of
the wheard alam clock rirging in the vacuumized bell jar while he's
still hung up on trying to tell about the time his Dad didn't hcar the
alam and all that that entailed? Ts it your subject matter he isn't
getting? Your sentence structure? Your vocabulary? Are you maybe
missing something relevant that he's saying becausc he isn't eapressing
it in the usuzl language of your experimmt? And then you might well
analyze what you can of the child's hore language. Uocs this ina'cate
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areas of language that the school could be burilding on? Or areas of
language that the - kool cannot take for granted in the home, and should
therefore be teaching?

Ir the first section, as I said, I indicated what part of the
forest 1 think we're in. In this second section 1 have tried to explain
what sort of map I think we need. In the fallowing, final section I shall
suggest a few lires we might sketch i on that map.

111

Our aim i5 to help the child develop the most precise and
comprehensive language of which he is capable. New we have to sbdivide
that aim into specific areas in the hope of perceiving just what we should
be covering, step by step. This is a tall order; and before offering any
suggestions T must stress that much of what follows is necessarily tenta-
tive, with great gaps in the thinking. But with linguistic research on
the one hand furnishing increasing proof of the inseparability of linguage
development aid persanal growth, and educational surveys on the other
revealing the gross inadequacies in current language arts practices, surely
it is time we tried to Arav an inclusive, practical map.

It has been emphasized from the beginning that language work is
irrelevant if it does not develop out of the child's osn self., let us
lock, 1hen, at what this child, as he sits in our class, is made up of.
We can hardly miss his physical existence: if he hasn't been moving
arond for a while he's probably wriggling or drooping or tuming or
yawning; his ears are oper to the airplane outside, to his neighbor’s
whisper; his eye is suddenly distracted by some passing semething or
other. The sensory-motor child in his probably unnatural habitat. Then
there are his emotions: how he feels in general, how he feels about him-
self today, this particular minute; how he feels in conrnection with the
world of people (singly and in groups and in masses) around him. And
then there's his mind, trying to make sense of it all: the crowding
concrete evidence, puzzles, obstacles, and the glirpse of an abstract idea.
Of course, as we have considered already, these three elements are in
constant interaction. But as long as we bear this in mind, they may
prove useful demarcations of areas of concem. And what are the main
properties of language, of that which we are hoping to help hin develop as
an indispensable adjunct to developient of himself? Our thinking thus far
leads to an intriguing parallel. language has a physical e» stence: it
has souds and often gestures of sone Xind, It has an emotive elerent,
vhich may concemn mainly ourselves, that is, the expression of some inner
feeling, or may mainly concem the feelings of others, to be evoked or
invoched or even manipulated. /nd thirdly there is the cognitive elemcnt
of language, that with which we label the perticles of our existence and
organize them into relatienships and puzzle over them and extend theia
significance by rearrasging them in new pattems.

Since our cunceim as language teachers is the bringing together
of the child's varicus properties with the properties of language, let us
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take these as axes in a double-entry table, as below.
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if our thinking so far is correct, the resultant cells should

cover every aspect of parson-language relationships. Let us now try out
their practicability as indicators of specific areas of corcern. Otviously,
the cells won't be watertight. There's leakage, sccpage, csmosis, capil-
lary attraction, flooding --. But for now, let us see if we can determine,
by looking at the axes of a cell, what language use mainly fits in there;
and conversely, let us sce if we can find the appropriate cell for whatever
Ianguage use we think of.

Looking first at axes, let us begin with something that looks
straightforward--for example, the cell determined by THOUGHT, CONCRETE on
the PERSON axis and by OOGNITIVE, DENOTE uin the LANGUAGE axis. That
surely is naming, labeling, of the concrete world around us. At kinder-
garten level it's "Does anyone know what this is?'' as the more esoteric
treasures of show and tell are presented. It's putting the nam to
objects you know, and lcarning the name of new objects as you come across
them. This one of the most obvious examples of aiding perception by
clarifying what you're looking for. It's leaming the names of different
trees and flowers and birds. Higher up the school it's increasingly the
specialized vocabulary of geology or chemistry or whatever. It's record-
ing information for your own use, or that of others, either by oral
recitation of the facts or by writing down. This cell contains also
Tistening to denotations--informatica--and reading it.

Now from where we are at the intersection of PERSON:  THOUGHT,
QNCRETE with IANGAGE: COGNITIVE, TENOTE, let us glance to the top of
this samc language colum, the intersection of FFRSON: PINSICAL/LANQUAGK:
COGNITIVE, DENOTE.  That is surely the labelling of sensations and nove-
rents, denotative, not emotionally expressive. This is where, for exammle,
kindergarten children vork at objective statements acut their senses,
where the teacher may veli feel she is lavirg the comerstones of scienti-
fic investigation. In this x2» language colum, next personal row devn,
we would place the objective description of feclings. And at the betom
of this same language colum we are at the objective statement ¢f a
concept. let's go back 7o the top of the language colwm again, and this
time trace back horizentally; that is, staying this time in the sanc
personal category--the sensory-motor--but changing language piopertics.
Irmediately to the left is LANQUAGL: IMOTIVE, OTYERS; this cell is con-
cemed with coveving to others not just the name of a sensation but a
language rccreation of the sensation itself. This is where you make our
friends wince with a vivid account of the knife-sharp, blc~d-spurting pain
of your skinned knee. {lescribe the abrasion in the textbook language of
QOGNTINE, DENOTE and you wouldn't get mxh syrpathy). Immediately to the
left of this, PERSON: PIYSICAL/IANGUAGE: IMUTIVE, SELF is where vou might
jot the catastrophe down in your own diary. You want it to be expressive
cnough to feel you've done yeurself justice in putting down the nasty pain
vou felt, but after all vou're not playving it for tears,

1he ¢e11 to the left again is porhops at first sight something of
a tecaser: the interaction of the phyvsical elerent of language with the
physical elerent of the person.  Surely tlis is where we find onomatopeia
and gestures, where we chant in chorus, or vell "It hurts!" PRasic mime is
here, too, the beginnings of drara.
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Let's leave this top lefthand cormmer fnr the minute and just see
what happens if we explore its opposite number, the bottom right. We were
on the bottom row already, in LANGUAGE: COGNITIVE, DENOTE with statement
of concept. Next cell to the right we're still in PERSON: THOUGHT, ABSTRACT,
but have moved to LANQUAGE: COGNITIVE, ORGANIZE, This is presumably where
we are organizing our abstract ideas. Next cell to the right we are analyz-
ing or questioning these concepts ant their alignments in hyrctheses. And
in the final righthand, lowest box, these have been rearranged into new
hyoptheses, that is, extending into more complex concepts.

Suppose the children in your class are apparently just not able
to build thelr arguments in pursuing some abstract decision one way or the
other. They can't write them, noy talk about them, and they don't seem to
wnderstand the written and oral models you're giving them either. Maybe
they can lcam off pat the pro's and con's of some particular topic, but
they ca't line wp and assess new material. It would seem pretty clear
that they just haven't yet reached the requisite stage of mental growth.
The table indicates related arcas leading to this stage. In tye same
language colum, one personal row wup, for example, we find PERSONAL:
THUGHT, (ONCRETE/LANGUAGE: COGNITIVE, FXTEND. This suggests that we
right assess their cormetence in, say, their science experirents. Surely
we would have to find this area pretty well consolidated before we could
hope for any success in a parallel activity conceming abstractions. And
if they're shaky here, we might trace that row back to the left, see how
they're doing in yuestioning their concrete conclusions, or before that,
in PERSONAL: [HOUGHHT, CONCRETE/LANGUAC:: QOGNITIVE, QRGAXIZE, how well
can they sequence concrete operations. Or in the cell to the 1eft before
ti:at, how vell can they clearly denote the concrete anywav? In some sub-
jects we nught find the trouble had started right here . that they were
gettirg into fearful confusions with their chemistry  ause they'd never
rcally mistered the specialized vocabulary. Or to go back to the bottom
| righthand cell zgain, the one conceming the cxtension of abstract thought,
{ we could tia e back along the buttom row and see if the children cowld

even denote abstractions in a way that really meant somcthing to them.

! Since we haven't looked into the emotive arcas yet, lect's take

b just onc more exaple from there. Suppose you decide you want to do sore-
i thing about poetry. Maybe you read the children poems now and then, maybe
! you «\vn have them write them from time to tire; but vou don't have them
truly at hone in this area, enjoying and creating as you wish they could.
You have the children bring thei. favorite poems and you all read them and
that's that, You have then write and they manage a bit of doggerel.
Nothing is catching fire. Let's sce where Poetry would come in on the
table. Ouviously PERSONAl: IMOTIONS, probebly SEIF/LANGIAGE: IMOTIVE,

' SHLF and/or (M1ERS. Again, let us look at the cells above and before this
; one. Talirg the one above, PFRS(NAL: PHYSICAL/LANGUAGE: BOIIVE, SFIF:

! have you done mixch talking and writing lately that comveys sensations?
Listened ¢o, or read, any language ¢f this kind? TFoilaw the same PIESONAL:
PIYSICAL and trace the language back into FHYSICAL also. MHave you teen
mimirg sensations lately? Stretching and crouching and generally fesling
in your blood and mustles who and where ycu are? Dancing? Ilave vou been
enjoyirg tegether any choral speech with a ztrong rhythm?
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Now fill in that gap there to the left of the poetry cell, and
below the PHYSICAL/IMYSICAL we have just been discussing. That lands us
in PERSONAL: EMOTTONS/LANGUAGE: PHYSICAL. That must include mimed drama,
non-verbal improvisation. Did you try any of that before you sta-ted your
poetry? Moving to emotiocnal music would seem one good place to .tart. The
cadences of grief, say, are unmistakably akin, whether expressed through
movement, or music, or a human cry, or through poctiy that seeks to give
words to it,

This example has been mainly in the SELF area of the emotional.
Looking at relationships here to the areas of OTHERS, we find PERSONAL:
EMOTIONS SELF/LANGUAGE: EMOTIVE, OTHERS. That must be expressing our
feclings not just to record them adequately for ourselves, or perhaps for
friends who ¥now us very well and twne in deeply to us, but so that we can
convey the very emotion to others, recreate the experience ewen for people
who do not Jnow us. This obviously is a stage we shall hope to reach in
poelry sessicns with some of the children, though perhaps only with the
older, more verbal cnes.

Or there's PERSONAI: IMOTIONS, OTHERS. In LANGUACE: PHYSICAL, I
think this interaction is, say, the language of ritual, where the physical
fact of the string of words means more than any emotional or cognitive
meaning.  This is where phatic commmion comes in, where wa exchange 'Mi"
or weather chat or often quite complicated sequen.es whose mcaning never-
theless resides almost solely in the tone of voice and smiles exchanged.

1 think it's also where the standard/nonstandard dialect battle often
rages, where we include by means of ccrtain “'accepted” physical sounds
those whom our emotion. have us feel to be une of us or exclude those we
fear or envy or resent for whatever reason.

In PERSONAL: IMOTIONS, OTHERS/LANGIAGE: EMUTIVE, OTMERS I think
we have story-telling--a direction we might like to follow related to a
poctry session. 1 think exploring the SEILF and OTHER areas in the table,
in both PERSON and LANRIAGE, could be most revealing, raising some basic
questions about language as commmication, symbolic expiession, persuasion,
manipulaticn, the inner- and outer-dire-ted characteristics of language.
(ne last word on FERSON: IMOTIONS. Following it across horizontally to
LANGUAGE: TOGNITIVE, we surely come to literary criticism. That would secem
to indicate that there's not muxh point in engaging our pupils in literary
criticism intil they know their way around in the areas this example has
been discussing, poetry and other literature.

The teaching examples that we have been looking at do seem to
indicate that at each grade level ihe table could be a useful guide. There
is, however, one great danger in it that should be fully recognized. Iven
insofar as the format helps clarify this very complex subject, by the same
token it also implies a compartrentalization ror: real than is actu ily <o,
It has already been strecsed that the cells arte not watertight. BRutl sore
than that, in any language going on at any tirme there arv lilely to bhe
elerents from several different arcas. Just as enotions and thoughts inter-
twine--and knot!--in the por<on, so language is frequently both cognitive
and erotive sirmultancously, and moreover a speaker will te sending out
rhysically so mny mrssages about himself that we ray well find ourselyves
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disposed to agree or disagree Jong before we have considered what he has
actually said! This table serves merely for a rrude, vastly simplified
classification of the language elerents in wse; and though i.s tabular form
wav imply thiet we are dealing with sazething static, fixed, we are obviously
vorv well avere that this is not so,

Thus we conclude with our original thought: reeting all the
child's laaguige needs means taking into accownt all of the child. He
comes to school already richly experienced in the power of lanjuage: from
his earliest ears he bas known the magic of a souid to indica e kis wants--
and get them reen to; he has learred the tones that mean appro-al or im-
patience or a himdred other human crotions, for that is what he lives by;
he has chartec the shapes of taunts and insults, by himself or with his
friends, to rcut the enemy; he has in some Geep region perceived the
puzzles and terors of his existence and sometimes brought ther up into
the "1ght in a word picture, his dragons and nonsters and mice; his end-
lese questions about his surroundings have set hinmon tie road to discciv:y,
In language he is ,etting <o know hirse’f and his world, definiwg himself,
cresting out o himself pattems of sowd that confim his evister » to
hircell and to others. This inquiry has tried to irdicate wher: hus reeds
and corpetencics fit into an overall view, because it is on the.e that we
hawe to build,  Anu in considering how to help him to corprehen: ivness,
ve have touched on precision too, for the surest foundatien of ) wmguage
work is the rhitld's stiuggling to articulate just what he inherewly necds
to cone to temms with., Procision begins in releviace. And then the
develeprent of precision as a constaat in lungu.ge use, the cnsuring thot
nlevanee doisn't peter out in sterile ropetition, is attained by continual
follow-throuth into arcas related as we have seen them in the tab'e,
pressing the lancuage activities wider and doecper, extending the trcritery
to be explored.
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A UNIT O NFIGHBORIIOODS
GRADLE W0

by Christine San Jose

This set of lessons was designed for 3 sccond grade at fieman
Street. I hadn't worked with this particular ciass before, but had
sufficient experience with other prinary grades in the school to be
fairly sure that 1 would face the following appdarent problems in the
children's approach to leaming: (1) little inteivst in acquiring infor-
nmation for its own sake; (2) little piopensity to the curiosity that
prorpts interest in acquiring specific information; (3) no rcady joy
in the pursuit of ideas, cven those clothed as materially as possible;
(4) no recady joy in sustained attention to one there; (5) little
interest in playing with imaginative ideas cither, for example, story
telling.

That's the negative aspect. Two tmmussable positive aspects
qualify the view., The first is the children's affectionate acceptance
of any teacher who cven halfway treats them like haman beings and wnaes-
stands their willingness to cooperate. fihe sccund, obviously <¢losely re-
lated, is the children's lack of self-assertion of themselwes as indi-
viduals within the school. They just don't take up much space; they
keep themselves narrowly circunscribed and avoid uinecessary displacement
of the stmosphere, both physically and mentally. This makes for a tran-
quil classroom, but that's not why I call it positive. On the contrary:
for tranquility in the classrcom is teo often a cuwphemi-m for lethargy.
Its positiveness lies in its indication that emphasis should be placed
on apparent in consideration of “apparent problems.'" Are these childien
really wninterested, incurious, wninaginative? 1'm not saving here, "ihey'd
be interested cnough if we'd only pay sure attention to whit they»c inter-
ested in.' That message I preswre we all have by now. And 1'm not saying
simply that they don't regard sdhool as the place to concem themselwes with
their rcal interests, though that looms large in the problem. I'm saying
that their lack of self-assertion in scheol nay well indicate a lack of
sclf-cencer therein, so that the childien-as-leammers ceffectively do not
h've ¢ny strong intersests, other than day-to-day suivival within the syster,
(hildren of this kind arc often descrihed as cpathetic, but perhaps acqui-
cscent gives a truer picture, They he v erased whatever intervsts they
my have beforc they got to school, probahly with the first realization
on waking that this was a scheol-day; and now they offer us a srmdged lut
coeparatively blank slate on which *o inscribe what we will,

With other classes I had dane some work aiming for recognition
of sensations and to a certain extent of enctions, finding language to
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discuss them. Usually I start with the fun of exploring one's own sensa-
tions there and then within what the classroon has to offer. We observe,
try to define, refine. The basic objective is to encourage the children's
self-awureness in what they themselves are experiencing. The lenguage they
use then celebrates the experience and reinforces the self-awareness. On
this basis of shared, but fundamer.taily personal, awareness we can build
comparisons, or branch out into more imaginative experiences. Obviously
this is so true of what one is irying to do in any kind of education that
1t virtually goes without saying. What 1 an drawing atteniion to here 3s,
first, what seems to me a good place to begin, and spend plenty of time at,
with these children; and second, that in these circumstances the inter-
relation of language as a tool of thought, personal and shared, with the
children's self-awareness, self-concept, and self-confidence should never
be lost sight /.

Parenthetically I might add that so far I hae found very limited
use for audiovisual aids. Some music, because sometimes .: helps get the
children moving (I think kinaesthetic and spatial work should crme in eai .y
and prominently) -- and because it's a delight. But the crux o this
approach to teaching, surely, of getting from the sensations and feelings
of humanity to thought, ideas, abstractions, is the generation of mental
excitement within the individual with his own resources.

An aniable third grade had extended these initial exercises to
the creation of a market in Italy, with same rudimentary rele-playing and
songs and artwork., For second grade I had bigger ambitions: developing
a concept. The teacher had given carte blarche, but to fit in with tra-
ditional second grode iare I opted for Neighiborhoods. Tn our few lessons
together the children might just as well be themselves and make up their
own neighborhoods, anything they tiked, wnd make models of them in Art;
especially as the school is blessed with an extraordirarily talented and
enthusiastic art teacher, who has intuitively been putting into practice
in art for years much ¢f what language should be doing for children.
Ideally, of course, th-* is what all art an! music teachers are doing.

First the children had an art lesson ‘n which they drew pictures
of a room in their own house. The art tcacher had them think about the
physical features of the room, themselves in it, its relation to the rest
of the house, the view from the window. A very noticeable characteristic
of these drawings was their individuality. Usually an attractive idea
spreads across an art room like crown fire. One lucky youmgster hits on
pretty curtains aroumd a big window, and by seemingly instantaneous
conbustion half the drawings in the room have pretty curtains aroung big
windows. But this time the artists were obviously working from nictures
(ijn their own minds, 1o one else's, and with painstaking attention to tiue

etail.

The next & “roach to the concept -- the individual within the
neighborhood -- was to have teen in the music lesson.  The young misic
teacher, eager to try out now ideas, liked the plan to do this thregh a
study of the orchestra. Each instiuwrent can male ruzic by itself in its
owil character. Or it can join with other instnuments, either in its cwn
family or outside. Families of irstruments can play together, ur can join
in the whole orchestra, the unique voices in polyphony. WHamony, counteipoirt,
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discord, rhythms -- how can anyone study neighborhrods without studying the
orchestra? And choirs. And the beauty of it is that the children can get
through to the concepts by themselves with the minimm of direction. They
can hear for themselves, and can themselves make Jdifferent sounds and
rhythms and combinations. We thought to have at least two, more prcbably
three, lessons along these lines. But the lot of the special teacher is
especially frustrating. 1It's bad enough that just when you're up and
flying high with one class there's another one waiting ut the door, and
always early, it seems, if you want the extra time with their predecessors --
or late, if you wanted to get going on something special with them. To
top that, you see each class just once a week, so if for any reason that
lesson doesn't come off, you've lost them for tiie time being. We had one
bad week after another in music during the neighborhood lessons. The
rusic teacher was absent, or there was a song to be leamed for Halloween
or Thanksgiving or Christmas, or there were too many abserices in the class,
or a film for all the scheol, or a holiday. But one fine Jay we shall
study the neighborhoods in the orchestra. Anyway, this first lesson, had
we had it, would have indicated the general direction of the unit (towards
the full orchestra), then concentrated on the individual instruments, their
distinguishing particularities. The children would also have listened to
their own voices speaking and singing, discemning distinguishing features.

The next lesson { had with the children in their owi. classroom
started off with a sense exploration. Close your eyes and open your ears
and just what exactly do you hear? 1 was so attuned to our railroad town
neighborhood that I heard all sorts of shuntings in the distance. Sur-
prisingly, the children heard nothing ef them. But then they'd all heard
the heating machine in the room puffing and blowing away; which I hadn't.
O1 didn*t think I had . . . Talking around that one led us into all soris
of intervesting ramifications, such as sounds near and far, tricks your mind
plays on your senses. They're a small class {only twenty-two) and seated
in 3 square, which nakes possible & fair amount of all-class give and take.
Then we tried '"Close your eyes and imagine you're down by the tracks™.
then samebody had us try what we heard in the backyand; somebody tock us
on to trying the backvard at night. Then somebody (it could have been me,
but 1 hope not) had us try what we heard on the moon. Then what did we
sce on the moon, smell, feel on our skin, and gradually we'd filled out a
sense image of being there. When we did the same with other places pre .ty
soon mensters began creeping in, until they threatened to take over the
show.

Then we thought about which of these places it would br fin to
live in, and why. Round about here we began seeing these different places
as differvnt iieighberhoods, and we linked this with what they'd read so
far about neighborhoods in their social studies test. This had them in the
position of experts; they'd done the reading, and were tclling me. They
also had to tell me sumething of their own ncighhothood, and how they fitted
in. Then it seemed like a good idea to make up our own neighborhoods, and
eventually make models of ther,  So we decided who wanted to work on what
sort of neighborhood and formed four das, ission groups accordingly. Tour
cheerful littlc girls and a stolid bey wanted to talk aboat what gocs on
in "Our Own Neighborhood™. Four Fiien little girls and a quiet bhoy wapted
to talk about a "Ferfect Neighborod', The boys who had teen rost vele-
vant and articulate in the preceding discussion wanted to talk about a
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Moon Neighburhood™; and the boys with the camarks of potential runavays
(if 1" any judge of little boys) were already capping cach other's horrors
in gccounts of a "Monster Neijghborhood'.

By this time we hed had three quarters of an hour or more together,
but fortunately the children were still enthusiastic and the teacher was
apparently in no hurry to return, so we had over fifteen minutes for
discussion in groups. This was not, as may he imagined, high-level exchange;
but the groups were lively, orderly and kept more or less to the point,
Shortly before our time was up, '"Our Own Neighborhood" decided they had come
to the end of uscful talk and asked {entircly their own idea) for paper to
draw what they'd been talking abuut. "Perfect Neighborhood' soon followed
suit. *™Moon' and 'Moasters” were still going strong when the teacher
returned and desks were restored to rightful positions.

Qur next neeting was in the art room. The art teacher gave them
the materials to make little houses, onc each, which next week they could
put tegether in the neighborhoods, The children were working at the four
art-room tables in their neighbertood groups, but there was no discussion
geing on.  Such talk as there was consisted of "sho's got the purple paint/
fat brush/stapler/etc.?” or "You're splashing/pushipg/copying me'," "o 1 an
not''; or, rarely, "GCee that's cool" (almost always referring to one's own
work) or "Look at this 1 Jid', with little or no response, at least spolen
respense, I was disappeinted, presuming that they were fed up with the
ncighvorhood notion and had nothing more to say.

As I went and sat with them at the different tables, . owcver, amd
sa7 then wrapped up in their houses, 1 vealized I'd fallen prey to that
particular crassness of the word-oriented, We're so cunscions of the
thought-language twining, and in addition so likely ourselves to choose
language as a medium of expression vhere cother people might choose sonething
else, that we don't always lcave others in the peace they prefer for getting
on with what they're doing. 1 thought back te kow well the children had
known, in the previous lesson, when they had finished with talk and
wanted to start drawing.  And 1 wondered how [ would have reacted had the
art teacher suggested, “They mignt as well be doing some art werk while
they're just talking, . ." bWher word-oriented people play about with the
idea of "How do I know what 1 want to say witil I've suid it?" they night
rencrher that there are also "Mow do 1 knew what T want to paint/dance/
sing/until 1've painted/dnced/s.ng it?" This consideration is obviously
of prime importance if we wish to concern ourselves with building through
the child's sensations und feclings to abstractions. If we wish to build
on a really fion basis, there are rove stages 1o be gone through than are
prescntly taken into account. Othciwise, there is a very real danger of
premature verbaliso,

[ know from expericnce that talk tefore w art lesson can inhrce
considerable energy wund divection during the arts and that in talk after
an art lesson insights and persenad convictions pep up at a greater rate
thar w aal, but talk lofv s an art Iesson is chaney. Fatohing fer what |
heped was the right roment, tentatively, not necessarily expecting a veply,
T did manage a fow exchonges,  Put T didn't spark any (hild-to-child
caverstion.  Aad of the answers T was favored with, 1 suspoct most of
taen were courtesy rejoinders,  I've been back to the art room since.
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It's a cheering place to be, anyway, with a great batting average of whole-
hearted process and lively product. But Ifve never managed to cxtend
verbal exchanges there very far. T werk at whatever project the class is
on, and as the children in the school get to know me I'm usually accepted
as one of the group at the table and they open up; that is, they ask me

for the purple paint and fat brush, or complain that I'm splashing or
getting in the way, or, very rarely, direct my attention to some cool thing
they've just done. (Even more rarely they say 'Gee, that's cool"” to same-
thing I've done. But that's usually out of kindness.) And when I'm busy
working that's about as much talk as ! can take. I'11 belicve the language
experts that I'm using language to think out what I want to do. PBut arc
the children? Perhaps they're not. Perhaps that's why their work is so
much fresher and livelier than mine?

After the art lesson with houses, a sccond { had we ever had the
first!) music lesson wonld have come in very well. This one would have
moved nearcr the full orchestra or choir by leooking at family groupings
of instrunents and voices. The children would experiment with comhinations
of the rhythm instruacnts, and would again consider their own voices as
well, and we could have done a little preliminary choral speaking.

Next lesson:  in the classroom. We did some warm-up cxercises,
getting more precise with the sense explorations than before, geing a
little faster. The reaction of these unimaginative children (as many
of the teachers charactorize them) was a little startling. My very
first ''Closc your cycs: what do you hear' -- a straightforward factual
listening excrcisc -- at once ¢licited "The wind in a forest!" A truck
crashing into a walll' ''--1 meant, what can you really hear? (Can you
really hear the truck?' “'Sure! 1 heard the glass smashing and somebody
screamed and --'". "And there was a dog barking!" fron the back of the room.
Fair cnough, I was pretty bored with the space heater riyself now 1 knew
it wasn't rushing onwards to mitwestern plains. So we played around with
building up imaginative scenes, and then went to the next logical step, to
what it felt like to be in those places, how we would react. Then we
wondered how other people would react, interact.

I thought we might be ready to do some reole-playving; but it
wasn’t successful. As I said at the beginning, these children don't take
possessien of space and move through it with confidence. Therefore,
hawever well they may think themselves into soneone clse's shees, and
siiggest how that perscn would move and what he would say, they are still
a long way from acting out that person, feeling from the inside the
moving and talking that thoy had suggested, building en it.  Once children
have had some expericnce with roving in this context one can make the
switch from talking to moving, but these childreii had hal none.  Anway
that ncighborheod moming we cvt our josses and got tack to talking ahont
the different peeple.

Unfortunately the ahertive acting-out had darpened the tirst fine
cireless rapture of (haracterization,  So by the tine we had core armmd
to talking thoot charoctey interactions in their chosen neighborhonds 1
wis feeling ‘meonfortably Tike that alter cgn of the strepgth-tbrongh-joy
teacher; that is, the relentless sociil-divecter en the good chip Hope.
Still, we had ascertained, for example, that there was trouble on the roon:
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Raymond was an astronaut working hard there, building & house, planting a
garden, trying to settle with his family, and the wandering moon creatures
were taking things off his house and eating his vegetables. The monsters,
we gathered, were all naughty and noisy with very unsettled work habits
and tended to bump into each other when they went for a walk rather than
exchange polite greetings. In the perfect neighborhood everyone was
working together to build beautiful swinming pools and a playground and
keeping it very clean and you hardly ever heard children crying because it
was so pretty there and everybody was so nice to cach other and there was
music all day. I had a mental image of the broken pavements and shabby
shopfronts of the main street down the road, the litter blown along by
the draft from the cars and trucks cutting through the town. But no

need to feel sorry for "Our Own Neighborhood'. Apparently it's full of
frienis going back and forth and amts and uncles swapping gossip and
grandparents and the truck drivers are great and sometimes people quarrel
and sometimes they fight and somebody's big sister isn't going to babysit
any more for whoever because they don't always pay but there are two of
the dads who go fishing together -- and so on and on. ke did some role-
playing conversations at the desks, but 1'm not sure t! v w. © worth much.

In the next art lesson the children put the houses together on
the neighborhoods, four very large piecces of thick carbe 1r]. They all
had paint and different materials to choose from, such . s swatches of
cloth, eggshells, sand in different sizes and colors, lolli}~p sticks, and
plasticine. 1 gave them plenty of time to glue their own hu.oses on, and
landscape around them; then as the activity became comwunal within the
neighborhood 1 essayed a little conversaticn. At "Our Ovn Neighhorhood"
table the talk quickly became general. Opinions were exchanged on both
playing and fighting. Gardens were discussed, what you could 1lant,
what was best. There was consideration of fathers going out of the
neighborhood to work during the daytime and other people fra: outside
coming in to work, such as gas men and TV repaimen and (. guvs that
chop down trees. They weren't aiming for realistic repic: tation, but
one verisimilitude was striking: the houses were neat and by .gh* sct on
diverse, devotedly tended plots, and the neighborhood facilities were nil.
I tried to get them talking about this, but they just weren't interested.

""Perfect Neighborhood" was the place to go for this, I thought.
But no., All those fine words beforchand about building tegether, and
then when it came to it, there they were: private swirtiing pools, play
cquipment in your own hackyard. The thickest, tushest swatihes ¢f green
had been chopped and patched to fit from edge to edge of each property
line -- around the swirring pools, naturally. (1 didn't haie the stormach
to ask which was lawn and whith was patio and poolside carpeting.) '™y
house is very nice, don't you think?' This was the little pctential
tentrum-thrower. 'My family's all inside. They're very happ, there, it's
such a nice huuse. And all the other houses here -- very nice." 'Tecple
are very happy in their cars,"” soreone else remarked.  "Leok we male lovely
wide roads." 1 thought there was going to be a parkh for the whele
neighborheed where the people would meet together and the swirming poal --"
(). "We don't need one. We've all got swirming poois.” "Phat if vou
didn't have enough noney to build one each --7" "We ke, Wo've all
g0t one." Am) they fimly directed attention to the various juy< of their
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individual properties.

Moon neighborhood did not enjoy this wnanimiiy, however.
Apparently they were agrced on the general ground covering: c¢nunchy. But
there was Raymond putting up a fence, while the irresponsible moon
creatures were sticking wild things on their houses, chutes and slides
for getting in and out through the roof. 'When they walk they walk in the
air. They're like feathers up there." 'A moon creature lives here but
he's out. He shot out the roof. He's out looking for food. He
eats dirt."” "This moonman's house is off on a star by itself. Look he's
a wizard, he's making a garden" (dabbing the paint flowers on). 'They
have fights for Christmas up there,' one of the smallest and quietest told
me with great confidence. 'They throw rocks." Then he added rather
apologetically, 'They do have tocks up there. I saw on TV." 1I°d thought
it was only old fogies like teachers who had difficulty squaring their
lunar landscapes with the now proven real ities, but it would seem they're
having troubie even as young as second gride.

As for the Monsters, they were delighted with their homeground.
Great stripes of paint swirled over the neighborhood from edge to edge.
They don't grow things, they paint them ™ "They go to work. They go
to school . . . They're big monsters and little monsters, But they’re
all fathers." 'They're all fathers." 'They're nice monsters.” ''Sometimes
thoy fight, but nut bad. They stab cach other but they don't die. %When
they want to stab hard, they go out and stab other people in other places."
"They make Christmas trces, they paint them.'" 'They smash houses, their
own houses, and build them over." 'They eat paint. They eat anything
they can find." Boy with fat paintbrush putting dabs of paint all over
neighborhood, "Those are the feet all over, the monsters' feet and ours.
The monster climbed alt over this house [plonk plonk with the paintbrush
on the roof} and this house.'" No one protested the dabs of paint on
his roof. They all loved cach cther's swathes of paint. The remarks
had come out on the heels of cach other, sparked by the neighborhood
enttusiasm. 1 don't think the monsters were producing art and I'm
not sure how improving the oral cormmication was, but there was surely
a winle lot of therapy guing on if only I'd knuwn what!

We had a little time to lock at each other's neighborhrods at
the end, but by now we were all too wrapped up in our own end too tired
to drum up mxch conversation about the similarities and dissimilarities.
Anyway, these were visualiy obvious.

This, 1'm afraid, is where the lessons ended. Not a satisfactory
conclusion. A full-orchestra music lesson -- different kinds of orchestras,
bards, combos -- would have been fine to inject just a little new material
to carry us through te a more constructive wind-up. I'd have liked a
final session with general discussion abcit the different models, It
vould hawe teen nice to have sae fifth graders transcribe what was said
and make wp bhooks. Put as it was 1 felt we'd ridden this particular
wave as .ar as we could. There's still a let of the year left. With
any luck we might do the music lessons and choral speaking and role playing
}1:ter, ceven refer back to our neighborhoods, even get fifth grade in to
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So to what extent did this series of lessons build through the
children's own sensations and feelings to thought? It seems ludicrous
to cvaluate a modest, ordinary cnough little project in such ambitious
terms; but after all an education is made up of years made up of weeks made
up of days made up lesson by lesson, so perhaps it's requisite. Seen
in this light the flaw is huge, glaring, basic: we never really got away
fron the concrete. It's expecting toe much that secord graders should
tussle with the issues of city planning, but more skillful preparation
and guidance of discussion might well have elicited more concern with
general elements detemining the character of a neighborhood, There should
have been more categorization, more chance for the children to sce clearly
how we could group together the various things they said and so compare
these elements in the different civcumstances. Insofar as 1 guided the
discussions it was along thesc lines, as that is the way €ducation has
taught me to think; but I didn't spell out to the children that this was
being done. We should have tried at some stage 23 we went along to make
notes, the children being guided to find some organization. 1t might
have been a fiasco: but we should have tried. T know that what 1 an
saying here means aiming to teach not just a concept but the concept of
a concept. Put this formally it looks like a formidable task for primary
grades. But translated into basics as I have indicated abeve -- grouping,
cemparing, knowing that these things are being dove, sceing hoo thay are
deve -- 1 think it's essential.

As for teaching the concept itself, giving sone idea what 'neighbor-
hood' means, the score is rather higher. I wanted the chilarer to recognize
themselves as essentially individuals interacting within a cormmity of
cther individuals., 1 think the detailed account here given indicates that
they did in fact do so. The ultimate fate of the artifact neighborhoods
was their being cut up into separate plots that could be taken home.

This ~as done by the children with attention not only to their cwn plot
but c1so to sensible and equitabie subdivision. (I hope that mecans
something!)  But those private swirming pools still kother me. We shouid
have -onsidered irdividual responsibility morc. 1 thought we had, in our
talks, but there wasn’t =uch indication that it went hone.

The score isn't too bad either on perscnal involvement, or on
defining un area of interest aad pursuing that interest, seeing it from
different aspects, developing it. On  the morc superficial level of
"irpiroving oral corramni.ation', we certainly managed a fair amount of
personally felt, relevant, articulete talk, and there was uwndoubtedly more
conviction, more constructive exchange, as we went along; but, of course,

a great deal of this apparent improvement was merely a result of our
getting to know cach other better,

Perhaps the Kindest cverall verdict would be: it wasn't teo bad
a trafvetng for a study of Neighborhood., It didn't go far, but as far os
it went it wasn't unsoumd,

,
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LANQUAGE FACE TO FACE

by Thristine San Jose

The EPDA project members knew what language problems to
expect at lleman Street before they started work in the school.
They had read and discussed current research on "language deprivation’;
they realized how important it was for the children to exXpress
in their own words the concepts being taught; they were committed
to involvement of the children's own feelings and thoughts in their
leaming. They knew that to accomplish many of their aims they
would work through the perscnal demands and immediacy of oral language.
I for one was eager to put into practice my ideas for bridging
the gap between "restricted code" and "elaborated code' (to use
Basil Bemnstein's temminology). 1 would help the children expand their
socio-centric speech (speech of narrow range relying heavily on
intonation, pitch, gesture and other nonverbal indications, useful
mainly for shared, comon, concrete referents) to include the verbal
precision necessary for reference to differenti-ted individual
experience, for discussion of more abstract matters, and for subtler
organization.

khen we started work in the school we talked a lot to the
teachers about these findings and goals, and were quite often
listened to. They had listed many of their problems for us,
hoping for our help. Writing problems, for exarple, included: 'How can
we create the interest and enthusiasm necessary for good creative
writing?' “How can we get children to rcally express their thoughts
and write them as if they were speaking?' Reading problems included:
"Many children can read, but don't. In testing situatioms, they
show up as retarded readers. This appears to be a problen of
attitudes. What steps need to be taken?” 'Many children can read
words but often cannot understand all they have read, How can
we be syre that a child is wnderstanding what he reads?' Listening
problems included: ™Mcw can 1 make every discussion lesson have
enough give-and-take so that everyone is listening?”' Wwhat we
were saying to the teachers scered very relevant €o these concems.
"Irvolvement of thoughts and feelings . . . " “Express in own words . . .
"Meet cach child where he is . . . . It pight be mentioned here
that, as a matter of fact, the teachers had made for us no list of problers
conceming speech.  In retrospect, T just can't imagine why we didn't
explore this omission at the tire.

1 was working mainly on the first stages of vreative drama-
tics, such as encouraging the childien to experience difforent

2
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kinds of movement, different uses of space; expanding sensory
awareness through simple cobservation and imagination, and building
the concomitant vocabulary. It wasn't going tzo badly. One

class put on a show for a parents meeting with a mimed scene largely
of their own devising, rising out of their work in secial studies.
At Christmas every child from kindergarten through grade 5 was
involved in an all-school program, with samething to show or a
line to speak, as well as singing. What we were feeling our way
towards, by this time, was visible expression of the children's
existence as people. It was basically important that they sense
themselves and each other, not in the passive role of pupil to

be taught, graded, and passed on to the next stage, but rather

as individual reactors and producers.

When we had thought we knew the problems we wculd be facing
as we discussed them in the terms of the opening paragraph, we
had been ignorant of the classroom actuality. *Meet the child
where he is."” It had been ny favorite phrase, reinforced by a
vivid mental image of walking with a group of children, perhaps
through a wood or along a beach or over tufted slopes, pointing
out to each other as we went the curious or beautiful or amusing
things around us, sidepaths that the quicker, stronger ones could
explore without getting lost and 1oft behind. Enough real walks
with real children had sharpened the image with a slight sense
of anxiety. You had to take headcounts fairly often, and keep
an eye open for lurking stings and potholes, and infinitely encourage
the weary and tack back and forth to maintain individual contact,
but on balance it was pood being with them. Now I found that
the image didn't bear wp. Many times in the classroom I couldn't
meet the child where he was. [t wasn't just a matter of keeping
an eye on front runners and stragglers and off-the-track explorers.
There were those who for all the really personal contact one could
make with them might as well be walking on the moon. The classroom
to them was not the place to be their real, rounded selves.
Somne of them had troubles at hame that made them this way; but the
majority of them were merely reacting to their perception of
school,

Helping one of these children, then, to expand his restricted
code to include elaborated was hardly a possibility since he wasn't
about to offer much of anything at all. Restricted code of its
very nature demands a situation of mutual personal awareness,
of common reference, if it is to be effective at all. Elaborated
code does not. It is, as we noted, the language of differentiation,
capable of impersonality. 1t is therefore possible to rake
intellrciual contact in elaborated code, even though there may be
mitus]l alienation between the spcakers. Thus a child who is
capable of elaborated code, as most middle class children are, can still
make intellectual contact with his teaclers, can still leam samething,
however great a personal distance he may maintain from school.

But the child who is limited to restricted code cannot. Ne must
speak in the language of common personal referents or not at all.
I think most of us came wp against this problem at one time or another.
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Dr. Kidson, for example, took it on in one of its extreme
forms -- some eight or sa kindergartners who were virtual nontalkers
in class. 5She finally had them responding with great enthusiasm;
and close attention to the recordings she made indicates that
this she accarplished not just by her very careful, experienced
language work, but also -- perhaps even mainly -- by the interest
she engendered with the little props she would make for the
children to fit each story. 'What's your favorite color? she
had gently repeated in one of the earlier sessions -- with no
zeaEly. But by the time they came to Caps fcr Sale, and she was
taking orders for the individual hats she would meke for them,
they were voicing their preferences very clearly! 1 also found
nonverbal work a useful invitation to nonparticipants, up to
and including fifth graders. Movement, use of space, mime --
these a virtual nontalker would often enjoy; and once we had hin
with us he was mxh nore likely to join in verbally also.

The reluctant talker, then, was a fairly comon, and obviously
basic, difficulty, for which we weren't prepared beforehand.
Its solution called for specific strategies. We had spent many
hours discussing phitosophy, but faced with classroom actuality
we needed a lot more than that.

In this light, let us look again at the exanples in the
second paragraph of the problems the teachers had listed. Let
us look at them as if we were attually facing them in the classroom.
It becores very obvious that philosophical generalitiecs are not
much Leip. 'How to create the interest and enthusiasm necessary
for good creative writing?" This obviously calls for talk in
class involving the child's own thoughts and feelings. But how
to set about it? How to meet the children where they are and
set them on same sort of path so that they can develop their
writing in self-renewing interest and enthusiasm? And basal readers --
how can we get the children to relate to them through talk?
By the time we arrived at the oral lunguage workshop for the teachers,
in the spring scmester, we knew that activities had to be very
specific. Further, there was obviously no point in attempting a
crash course on speaking and drama. Merely giving the recipes
for activities that we had ourselves found successful wasn't mach
use cither; if what the teachers had seen us doing hadn't caught
on already, there wasn't much point in rehashing it.

So in organizing the workshop we circulated a long list of
suggestions for spcech and drama activities a week or so before the
meeting, asked those who planned to attend to try scme of them out
teforehand so that we cculd discuss any difficulties that might
arise, and then after the wcrkshop participating teachers would develop
an activity over several lessons. Teachers would write full, candid
reports on these activities, which we would then distriite. The
remainder of this chapter is piven over to extracts from some of
these reports.
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Language Camcs and Miming in First Grade

Winona Spahr

I began by setting aside five to fifteen minutes a day for simple
oral language activities. T found that the class enjoyed a game which
[ call "I Wish I Were." Onc child described something and the others
mist guess what he is describing. At the beginning the children were
very limited in their description and also in what they described. For
example, "L wish T were something that flies" was a favorite and muny
children would use it. After a while some of the more vertal children
became more origiral and descriptive. lHawevar, it was necessary to give
them examples and ideas at first.

I then wanted to expand to some simple role playing, We began
to play “Let's Pretend," a game in which one child would pretend he
was doing something and the others must guess what it was. The child-
re love this game but it has followed the same pattem as "I Wish I
Were." The children found it difficult to think of rew ideas and so
they would do the same thing as the child before. (ne day the whole
gare consisted of children walking along and tripping. The first boy
to go up did this -- the class thought 1t was very finny -- and all
others did the sare thing.

To plant sore fresh ideas, [ usually begin the gare and the
<hils who guesses wkat I am goes first. They are beginning to do sore
original things and arc also becoming more expressive but it's a slaw
piocess.  And there are still sume children who don't want to get uwp
befoie the group, but the nunber is petting smaller.

[ would now 1ike to have two children work ocut somcthipn. 1
will start by giving them the situation wntil they are able to nake
their own.

wtoeps

sleo vt

Plecge ucte M
initial ehyreeces, I+

-m ik prtting I oo f wew £
oo S e el
children ame really cut ¢
to drmer g a loty proodi

T e 't e
Jivng @
rriginal ao-linatione,




O

ERIC

Aruitoxt provided by Eic:

Characterization in Role Playing in Third Grade

Susan Fox

I began with the idea of building up characters through
questioning, (hildren were all for role playing but were stumped
atcut how to develop their character.

In the beginning sessions, we attempted to hawve one child
W at u time, pretending to be somcone else. This person would
answer any @nd all questions thrown out to him from the class.
From the questions asked, the child was able to create a character.

From one character playing, we went to two characters.
The same questioning technique was used. The types of questions
the children asked were: who are you? what do you do? where
do you live? do you like your job? how much do you make? are
you married? have a family? are you happy?

The class, under my direction, discussed the types of
questions that were asked. We tatked about how these questions
helped build up a character. The children were able to recognize
what questions were more pertinent than others, and branched out
from questions about fact to questions about feelings, attitudes,
opinions.

After an nsuccessful try at writing a paragraph 2bout one
character based on questioning technique, I reverted to wural
routines which proved more valuablea.

bhen 1 felt the children were tiring of one or two character
playing with questioning, 1 then proceeded with two chavacter playin
involving a conflict. A third party came in to try to settle
the conflict. This is the point I'm wp toc now. T find this par-
ticular role playing idea workmg well. The childr:n have developed
some manvrlous ideas portraying conflict between two people, and
are remarkably articulate.

My next step will be, I think, to further this role playing
idea to rore than two or three charautcr: possibly a grow of
children portraying a group of characters imvolved in a similar
situation.

Rapasterdeation vory Te especially weeful
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and vhich rre not. Mrs. Foxr used a tape recorder, so that the
flow of questions was not interrupted the first tire through.
Thie way the characterization work could continue on tis owm
right, without being tumed into an emercise.

Role Playing in Fourth Grade

Maureen McManus

Ay :lass had been involved in language activities related
to role playing before the workshop., Therefore, it secmed only
natural at the time, to attempt some role playing as a follow-up
project.

The <lass' reaction was enthusiastic and "pretending' soon
became an anticipated part of the school day. The first few episodes
(an airline hijacking and a trial for Robin Hood) were a pleasant
surprise. Even the usually reserved children took a more active
part than I had expected. Some cpisodes were not as successful
as nthers but in general things went well for the first several
days. (The children's explanations, for the success of certain
episodes, was that they paralleled things they played after
school. Obviously 1 had no wish merely to repeat in the classroom
what they were doing outside school anyway; but it secmed like
a sound base on which to build.)

Spurred on by these minor "triumphs,' 1 encouraged more
rovenent, I had hoped this would create a more natural atmosphere
which would increase the verbal expression. This was a mistake.

| On paper it sounded reasonable. In the classroom, it was Jevastating,
: The first of these cpisodes involved an 'D1d People's Home.'!
: ¥e had practiced appropriate movements whil: ~alking to our specia’
: classes (the only available time). All went well for the first
few minutes, Little old ladies were engaged in conversation about
: grandchildren as they "rocked on the sunporch' and little old
! men reminisced about “'the good old days. Another triurph 1 thought;
: ntil conversation gave way to a preoccupation with the movements,
The result was a spirited wheelchait race., Undaunted we kept
trying the next few days, but with the same result: 1lots of
action, little talk.

W have not given up role playing but we have made a terporary
strategic withdrawal from large-scale eff ~ts. Now we are working
on such activitirs as interviewing, descrsuing, discussion of
characters and radio plays. We are also doing miming ard playing
charades. This way we are working on vertal and non-verbal ex-
pressicn independently and gradually integrating them; all with the hope
of work’ng our “ay wp to successful role playing on a larger, more com-
prehensive scale,
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Please note Miss McManus's comment on "play" in the claseroom,
with which I entirely agree. Another vay of dealing with the problem
might have been for the class to devise a sttuaticn in which action
played a more valid part, and then to vork at the action with pre-
efaton in order to convey charaster or historical period or appropriate
stylization. Playing "statwues" with characterized actions, or
mirror action in pairs, are two other waye of tapping natural erergies
without letting loose chaos.

Note, too, the cropping wp towards the eid of a mot wicommon
problem. I think Mies MoManus copes with it vary constructively.
Fole playing ehould never be allowed to degererate into fooling
arcund.  1t's not a bad idea to have a bell or other noisemaker
on hand to signal instant freeze. Freezing e a frequently
revealing device in role playing as well as an emergency mzasure
when the art begtna to loge hold on its owm digeipline.

language Centeredness in Fourth Grade
Diane Seidenstein

In an effort to expand the language base of the children
in my room, I have set up a role playing situation. We have worked
in two different vays, in small groups (two or three interacting)
and as a total class. An activity that provided for a little different
kind of language nattem, but still in an arca of familiarity,
was selecting a sports activity to pantomime. After miming a
selected sport (basketball, boxing, baseball, etc.) I would put
each student into a ssecific role, such as manager, loser, winner.
This served to linit md specify language and gave children, especially
in the loser role, opportunities to vent aggression.

The second situation we tried was a growp of three students,
trying to persuade the third to smoke. The third activity, using an
entire class interacting with one another, is still in process.

The children suggested ideas and finally decided on an investigation
of wers of marijuana. They decided who the characters would

be, and each child assimed the role of hippie, parent, cop, or
pusher. Since 1 found that the graip really didn't understand

the difference hetween marijuana and hard-core drugs, we had

a discussion abcut that. Then, as a start, [ acted as interviewer
and posed questions to each child so that he would know his new
person. We have finished the interviews now and are about to discuss
the kinds of language used by each growp.

n one occasion they wrov. about the characters *hey were.
(ne child did his in the fom of a questionnaire. (Testing and
census-taking are affecting us!)

Fleace note: Mrs. Seilmstei1's first activity 18 a good
oF feelTra thres et iivs T e
exarple of feeling throwh moverent feeding tnto verlal expreesion.
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The third type cf activity ske mentions has potenliial Lolh as a
wseful model for languaze study oid as v adjwot to social
studies.

Mre, Seidenstein also did a lot of work with puppets, which
scretires provide a mask for feelings i opintens that ckildren
den't vt to adnit as theipr oonm. 4 e -apoken poung lody,
¥rs. Feidensteln developed im Fer vip on characterization cne of
the rost melsniless "why's" Tn the profession.

Jral Languags Activities in Tirst Grade
Arlene Aspell

Be alert to various articles children bring to scheol
and to their comversation with other children and with you.
One day a boy brought in a model of a Pan Am jet. This led to
discussion of types of planes (especially jet vs. propeller),
listing of different commercial airlines, stories of individual
visits to an airport, explaining why airplanes fly, describing
characteristics which make s.ume paper airplanes {ly better than
otters.

Another boy became fazcinated with a reptile book fron
the library. Soon everyone in the class had to see it, so we all
talked about it, and I began to :upply the room with similar
books. First we talk as a class about these books and later the
children pick them up on their own and much discussion ensues
in small groups.

Use an opaque projector to display pages {rom a "Peanuts"
coloring book. Cover the captions and have children tell what they
think the situation is and what the characters arc saying. They
have to think whether they look happy, sad, lonesome, angry,
greedy, annoyed, contented, etc. and then imagine why, Some children
put themselves into the characters' positions and create a comversation.

Use interesting pictures to stimulate children's imaginations
a1d develop their ability to do more than just tell what is happening.
(The last page of Life magazine often provides fun picturcs.) One picture
shoved a boy trying to stuff a very big frog into a very littie pocket.
‘We explored all possible reasons for the boy's action and went on to
discuss how the frog might feel. Then some of the ¢hildren told how
they had caught frogs and what they did with them.

Use songs as a focus for comrersation. 1 used "The Manvlous
Toy" from the album Peter, Paoul id borry. The toy does all kinds
of things and males sevvral sounds, hut nobody knows what it is;
the children guessed what it night te and told why.
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Please note: Miss Aspell here gives just a few cravples
fiedse
of constructive encouragerment of the children'’s own thoughts o:d
feelings. This uas Miss Aspell'f’ fivst yeuar of teachirg, and
she thought she vas i‘ope ese.  The children, however, apparently
atsaqmed often staying in her room after sckcol witil she had
to ghoo them hore.

Otter Examples of larguage Teaching

There were also interesting reports of oral language used
to bring specific subject matter home tu the children. The music
teacher, Mrs. Allen, stressed discussion of the lyrics, especially
some of the apprupriate rock hits. Then the children can set
a favorite poem of their own to music; or write lyrics to «
favorite tune. Listening to orchestral music is a fine starting
point for discussion or story telling. Mrs. Allen has also played
musical guaestion-and-answer games Lased on spoken intonation
and rhytim pattems.

Mrs. Teltelbam, the art teacher, described playing music
and discussing it prior to painting and dramng She had also had
the children acting out emotiens at the beginning of lessons,
and another time discussing different kinds of lines, how they
can move, where they can move, in what manner. Mrs. Teitelbaum
always made considerable use of oral exchange in her classes; and
the art she stirulated was invitingly Tresh and individual.

The report of one of the master's candidates, April Rowland,
working with Mrs. Boylan in second grade, describes how they tricd
to incorporate oral language into regular ac’ivities, thus making
tire in the busy school day for experiences they knew children
nceded.  They described a social studies and science wmit dealing
with the wind and its effects on man and nature. Ideas were
listed on the board, and they had the children divide into small
growps to make up skits about these effects.

"The only stipulations placed on the children
were that they must use oral ianguage and e:ch person
in the group must have a definite role. The results:

1) One group acted out a story abeut a mother who hangs
out her clothes to dry, but they keep getting
dirty. She blames her children, but finally
discovers that the wind is blowing the Jdirt.

{2) A second growp showed a father and his children
buying a kite and trying to put it together.
verthing went wrong, wnitil finally the baby
of tie family showed them how to do it. This
group had a hard time thinkirng of something
to act out, but once they hit on this idea,
their role playing was geod.

17
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(3) In art work in the classtoom, the children had
made little windmills, so this third grouwp did a
skit about windmills. They were all looking at
a windmill and talking about it, but they soon
ran out of conversation because they know very
little ~bout windmills.

4) The fourth group all pretended to be the wind
in a storm, but they too soon ran out of things
to say. In all cases, more oral language came
when the children dealt with concrete experiences
rather than with more abstract ones such as this."

(With second graders this loose structure is probably as
effective as any, but with third graders and above I would have
the children do their subject-related research in groups and then
present their illustrative skits to their classmates, prepared
to answer any questions. In 2 history unit, for example, each
child can draw fram a hat the name of an historical personage.
It then becomes his responsibility to find out all he can about that
person and get together with the people [represented on other slips
of paper in the hat] whom his historical character Inew. Depending
on the historical periods the children have been studying, this idea
can be elaboratea or simplified. For example, Ben Franklin's life
might be divided into stages with groups of children prepared
to dramatize incidents from each one.)

The last example from this second grade unit on “he wind
is an imaginative way of bringing home to children a human experience
with which they are not personally familiar, a vicarious extension
of their personal experience.

"To continue the study of wind, the class talked
about kinds of storms in which wind played a bad role,
we discussed stomms they had expe-ienced and how they
felt about stoms. They chose a hurricane as the kind of
storm they wculd be most afraid of, We divided into four
growps and gave enough time - each group to plan a
skit about tle reactions of a family when a hurricare
is about to strike. Some families showed panic, while
others renained calm. Later, we discussed the words
and actions that had told how each felt, All groups did
well on this, probably because the roles they played were
familiar even if the situation was not."

Note in the following section how the further try at
more abstract imaginative work has this time been led 1p to by
a closely related foray into the concrete. One infers rather
nmore success this time, thogh again it isn't easy.

"In art class the children made paper kites.

Not only did this fit in nicely with the science, but
oral language was easily brought into the picture.

18



Q

ERIC

Aruitoxt provided by Eic:

Individually or in pairs, the children acted out flying
a kite. We got lots of oral language, all the way from
descriptions of the beauty of the sky and clouds as the
child looked up at his kite, to explosive epithets as
the child's kite got caught in a tree.

"After this fairly concrete activity, we tried a
more abstract one. The children pretended to be kites
themselves, and were supposed to talk about how they
felt as they were flown. One kite expressed his happiness
as his cwner let go of the string and he was free at last.
another kite expressed his irritation because his owner
was a poor kite flyer. Another kite got so tired, he
was happy when he got cauvght in a tree. Other children
couldn't think of a word to say though."

The following is included as a1 interesting example of

children in their imaginative work hitting on an archetypal fantasy!
I hope sameone reads them Jack and the Beanstalk soon after or
Roald Dahl's Jares and the Giant Peach!

"The class was studying flowers and hoped to plant
flower sceds and watch them grow. We used this interest
to stimulate creative expression. One activity we tried
was having the children, in pairs, pretend to plant a
sced and discuss its growth. We were surprised at the
variety of ways the children handled this. One pair
pianted a seed and were quite astonished when a monster
grew from the seed!

"Another ¢-tivity was to have the children pn tend
to be a seed themselves. Many had difficulty thinking
of anything to say except merely, 'I'm growing and growing.'
S0 we put them into growps of four to talk to ecach other
about their growth. Making conversation with someone
else was easier than delivering a monologue.'

The following extract, from this same report, is the last,

but by ro means the least. One could casily point out its many
virtues and suggest further variations and developrent, but the
reader will sce these for himself. Although it is a familiar
enough activity, recamended in every basal reader manual, it is
obvious that these teachers felt a sense of discovery when they
began to see it from a new perspective.

"The largest rezling grow had read the story,
'Jack Rabbit and the Hiccups,' in their basal reader.
It is the story of Jack Rabhit, who can't get rid of the
hiccups and tries to find someane to cure them. He talks
with many animals as he tries to solve his problem.
One child from that reading grou briefiy told <he story
to the rest of the class. Then vt split into three
growps to work out skits based on the story. All three
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groups came up with interesting and amsing skits, with

a lot of improvising. From this experience, we think
children enjoy role playing based on stories from their
basal reader. Surely this cun bz justified during reading
time for, in addition to developing oral language, it
devi. lops comprehension skills and other reading skills.

It also certainly catches the children's enthusiasm.

The reader will notice that all these modest suggestions
seem a far cry indeed from the ambitions mentioned in the opening
paragraph, And yet I think the results of this workshop please
me mere than anything else 1 had a hand in last year. Several of
these activities have found a place in the teachers' regular
repertoires; and non-carthshaking as they may be, they're a step
in the right direction. Besides, any teacher knows how warming
it is when the people one has perhaps helped a little end up doing
nuch better than one could have donc onesclf.
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INTRODUCING INDIVIIUALTZED READING
IN FIRST GRADE

ty Theodore A. Motk

Mrs. Sheila Reback, one of the first grade tecachers at Heman
Street School, had rvad and heard about individualized reading programs.
She was dissatisfied with her present reading program and thought she
would like to change some of her teaching procedures.

Most of her children seemed to be leaming how to read, but
they were ot becoming eager readers. They had been finishing pre-
primers and primers as directed, but they did not scem to be interested
in reading library books. Few of the children had experienced the
satisfaction of having read a whole book from cover te cover.
Particularly the better rcaders, it scemed to the teacher, were being
"held back' in order to keep basal reading groups intact.

In September, Mrs. Reback had begun 1o establish in her class-
roont an atmosphere in which children could work cooperatively at solv-
ing problems. They were encouraged to lLielp one another in their
reading and writing, and to scek help from their peers when they nceded
it. When a child came across a word he could not figure out, he was
encouraged to ask his neighbor. The same applied vhen the children were
working on practice worksheets.

Obviously, allewing this interchange had required some changes
in the teacher's attitudes toward silence 1n the classroon. Much
attention was drvoted to helping children Zear: keo to talk with cne
arother without cisturbing everyone around them.

By December, with her basal reading progran continuing,
the children's independence seemed to be increasing.  But Mrs.
Reback was rot satisficd. She felt that the children were too "locked
into" the tasal readers and that reading was not an enjoyable activity.

It was at this point that Mrs. Reback came to me for help.
She wanted to know more about individualized reading. [ had taught
individualized readinyg but not in fiyst grade. Mrs. Reback had
taught first grade, hut not individuzclized reading. We decided that
together we should be alile to devise a satisfactory program.

Mrs. Reback bepan by reading several books and articles on
‘ndividualized reading. We had several discussions of the important
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factors involved., How would we go about changing from a basal reading
program to individualized reading? Should we start with one group, or
with the whole class? low would we get children started in books?
How would we teich children tc make appropriate decisions about bocks
to read and abo.t activities related to books? How are conferences
conducted? What kinds of questions shoild te asked? How would we
decide who should have a conference? How often? What records should
be kept? Huw? How are specific reading skills taught?

Obviously, these questions required some careful thought, and
so did many cthers, as we were to find later. The most basic questions
were stulied and discussed first. Mrs. Reback was not convinrced that
the basal reading program should be abandoned completely. It was
therefore decided to continue the regular basal program with all but
the top reading grow. The individualizing would be increased
gradually for the children in the top group, then for a second group,
and later for the class as a whole. This plan worked well. Mrs.
Reback was able to retain the security provided by the basal
scries and at the same time begin erphasizing individualized rvading
with the children she felt were most ready for it,

In the beginning, half of two reading periods a week were de-
voted to individual conferences with children in the top reading growp.
It was obvious fram the start that most of the children looked
forward to these coifeiences. Because they scemed to enjoy the
private ccnferences so ruch, it was not long before other children
were asking for conferences. Of course, more children were included
in the activity and more time was devoted to it.

As additional children wanted ﬁrivate conferences, it became
more and more difficult for Mrs. Reback to ~rmnluct conferences

and at the same time continue her basal prog.am. One of the master's
candidates in the EPDA program, Sandra Sutu:, volunteered to help
during these early stages. This achieved two purposes. It helped Mrs.
Reback in getting started and it gave Mrs. Sutor a chance also to become
more familiar with individwalized reading in first grade.

Mrs. Sutor leamed wiys of conducting conferences and keeping
records, and she provided various games and activities for the children
to dr during the work periods,

Having two teachers in the room during the reading peried
worked out very well. lowever, since one of our desires was to sce
whether this type of program could be handled by one teacher in a
regular classroom, we tried to keep Mrs. Sutor's responsibilities at
a minimuan. As mxh as possible, Mrs. Reback carried the load of the
full reading period. During the month of April Mrs, Sutor withdrew
completely.

Several problems necded to be worked out as the program pro-
gressed.  Mrs. Reback and 1 ret at least once a week during February
and March. The format developed naturally. Mrs. Reback came with
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specific questions, and I came prepared to offer po.3ible suggestions
that she might adapt and try out. Following are some of the notes

1 made on problems discussed over the period of two months and some
solutions that scemed to work well.

January 8
Meeting with Sheila Reback on individuslized reading.

She had had five conferences this moming with children
and vas excited about them. She had detemined areas
of word attack skills for somc of the ch'ldren and had
arrived at camitments from these children for their
rect activities. f(e.g., "Read a particalar book and draw
four pictures tc show what happened.'):

Her concerns were about continuing t'ie basal program
for this top growp and the comprehension skills she
should be teaching.

We discussed the asking of qurstions that cause
children to think through answers that they would not
otherwise have. This part was particularly helpful
to her.

lle also discussed providing altemative activities
for ¢hildren and the use of ruestions like 'Which of these
do ycu want to work on?' rather than "Do you want to do
this?' or 'iow about doing this?' This helps avoid the
'no" mswer,

We discussed Barbe's list as a possible list of skills
to check children agairst, and also the basal reader
manual.

January 12

Sheila is still having confercnces on Tuesdays and
Thursdays. She scarted with five children. After three
days ste is havitg some other children velunteering.

Her presen’. concems 1nclude proper selectirm of
bocks by the rhildren; how to get the children to take
acditional responsibility in selecting their independent
i‘;ti\'ities, and how to help on words children don't

O'.

Sheiia will welcome a Master’s Cnandidate in her
classroom to help the children while they are working
individially and also to conuet ¢conferences part of
the time. Also, Gil Smith will send one of his fifth
graders to be in Sheila's room to help with word attack.
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I reminded Sheila that learning to take responsihility
is cften a slow process, and that it mst le guided
carefully by the teacher, I suggested that she be careful
to use questions like "what are you doing?," 'why did
you do it that way?" ‘'Why did you do that?, ‘What are
you going to do next?," etc., rather than telling the
child what to do. When the teacher tells the child over
and over she is taking che responsibility for the child's
gehavior. We want the child to begir to take this responsi-

ility.

Jowary 21

Sheila, Sandy Sutor and I met today for about half
an hour to discuss individualized reading. Sandy will
begin working with Sheila during some of her reading
periods. She will help children with wnknown words,
with selection of appropriate books, and as time goes
on will probably conduct conferences as well. ['11
provide her with readings on individualized reading.

Sheila had developed a check sheet based on the
busal reading series. She'll.refer to this pericdically
to assure that skills are not being overiooked. She
asked for suggesticons gbout revising the checklist.

Sheila's main concem today was how to get children
to prepare for conferences. Some children are prepared
one time and not another. 1t was suggested that she
would probably need to remind children often about what
is expected of them. Daily planning with the children
as a class and alsc in individual conferences is essential.
She will try to circulate around the voom in between
conferences, to help settie some children and to help
others with difficulties.

Jaiuary 27
Suggestions to Sheila:

1. PFResponcibility requires careful training. Teacher
must give chilaren only as muxh responsibility as they
can handle.

2. Teacher may have to make specific assignments
of boois sometimes for some children. T erphasized
leading the child to sce that a book is too difficult,
rather than telling him it is.

3. T suggested that Sheila begin to accurulate
a file of workshcets and to organize them according
to skills. She plans to choose appropriate pages tron
the basal series tuplicating masters. She will hne
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an aide nn off and file the ones she selects.

Sheila is eager to have Sandy Sutor work with
her in the project.

February 4

Sheila reports that her children are rcad'ing and
enjoying it.

Sandy has been ohserving Sheila's conferences to
get an idea of how to pioceed.

Sandy will begin to hold conferences with some of
the children.

Some children are still coming te conferences unpre-
pared. They are being asked why they did not prepare
and arc sent back to theiv scats.

independent seatwork activities are being developed.
February 18

Sheila was concemed about low test scores in conteat
clucs and cemprehension on the first pre-primer.  She
questioned advice she had received that she have the
children repeat the pre-primer just completed. As an
altemative, T suggested she move ahead into the next
pre-primer and provide extra instruction in the low
arcas.

Sheila still finds security in holding to the basal
readers, but is meeting her two higher reading groups
less aften.

She is particularly pleased with the enthusiasm
of the children for conferences. More of the children
arc preparing more adequately. Some still need additional
guidance in selection of books and appropriate activities.

Sheila was reminded of the need to repeat procedures
patiently with children who have adjusted mnre slowly
to individuatized reading.

May 5

Nearly all the children were signing up for conferences
voluntarily and coming w1l prepared.

When Francis came wnprepared he was sent back to
his desk to get ready. A half-hour later he had a good
confererce with the teacher.
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Some activities available to children have been put
away. A smaller number was made available each day, and
they were being changed more regularly.

Sheila is still carrying on part of her basal reading
program. This seems to have incressed the amount of work
she has to do in trying to direct the part of reading
instruction tied to the basals and at the same time
conduct conferences with individual children.

Sheila teported that most of the children were selecting
materials that were of appropriate difficulty for them.

Sheila would like same additional help in improving
her techniques for conducting conferences. Using thought-
quastions was emphasized again.

Many of the children seemed to be improving their
use of phonics through practice and help from their
peers.

Most of all, Shcila reports, the children are enjoying
reading.

Sumrning Up

Mrs. Reback had started out the year with a basal readirg
program and to sane degree she had continued using the basals for most
of the year. As she progressed through the year, Mrs. Reback
was able to incorporate the essential elements of individuelized
ceading irto her reading program. Specifically, she was able to
involve the children in regular periods ¢f sustained reading, which
she had not done previously. For periods sometimes exceeding twenty
minutes these first graders were invelved in quietly reading and
reacting to books. The children were becoming more independent toward
the end of the year in selecting library books and in choosing wortiwhile
activities to do during work periods. The enjoyment of the children was
indicated both by their continued reading and their desire to talk with
their teacher aid others ahout books they had read.

MArs. Reback was particularly pleased with the children's
sitive reactions. Her end-of-year evaluation of what she had done

indicated that in future teaching she would emphasize individualized
reading even rore.

Sore Recormendations for Individualieing

As a result of this project, some reconmendations can be made
to other teachers planning to irdividualize reading instruction.

1. Spend much time during the first month of schoo! setting
56
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the atmosphere of cooperation and self-help. This is essential.

2. Spend school time in tmintermpted silert reading.
Begin this with short ¢nough periods so that no one is likely to
interrupt. Gradually increase the time to ten to twenty minutes.

3. Fncourage sharing of what has been read. An excellent way
to do this is for the teacher to share some of what she has read.

4. Permit partnership reading, cspecially in primary grades.
One child reads to another either from a book the partners are sharing
or from cach one's individual choice.

S. [Encourage the child's thinking. Talk about ways a child
might find an answer to a specific question, rather than always giving
the answer.

Some Thoughts on Chavge

Several thoughts relevant to changes in teachers’ behaviors
have evolved as a result of this project.

1. Teachers need expport. In this case, the teacher ~as anxious
to try to improve her teaching and was willing to expend the extra energy.
All she needed was guidance and strong support for breaking away from
traditional procedures.

2, Teachers nced help when they reed help. In this case,
I was in the school regularly, able to spend time in Mrs. Reback's class-
room, and able to meet her when she had a planning period. The availa-
bility of help provided encouragement for her to continuc.

3. Teachers need time. When we expect teachers to spend extrd
time developing special programs, it scems impersative to provide them
with planning time within the school day. Mrs. Reback was willing to
spend much of her own time, but most of our meetings took place during
periods wlen her class was with a special teacher.

4. Comeultante should te experienced. Another factor
vhich seemed to weigh heavily in this project was the expericnce and
backgrond of the consultant. [ had taught individualized rcalding in
grades 3, 4, and 5. Kawing that 4t one time or other 1 had had to
work through similar problems scemed to add to Sheila's confiucnce in
the suggestions I made.

5. Teachers rust initiatc change. It =} ~nld b2 emphasized
here that this project in first grade reading wis 1nitiated bv Mrs.
Reback. It has appeared in mxh of our work that when the _cacher
really wants to make changes, changes occur. Unless the teacher is
really interested in trying to improve, outside forces appear to be
less likely to produce positive change.
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INTRODOCING "IREE™ READING PERIODS

by Theodore A. Mork

Having children read quietly for half an hour after rotuming
from a weekly visit to the school library is not uncomaon in clementary
schools, Devoting as much as 30 minutes every day to silent reading
is wncommon. Put that is what has happened in several classrooms at
Heman Street Elementary School this year. In some of the other class-
rooms children read for sustained periods twe or three days a weeh,

e length of the reading period varies, but the activity during the
period does not.  lhe only legitimate activity is silent reading.

] As they began, most of the classes devoted short periods of

; time to silent reading. Cradually the time was increased, often at
the request of children, wntil on some occasions as much as 45 to 60
minutes has been given over to silent reading. The most significant
part in this activity is that children who have not previously ex-
hibited any desite to recad for cven a fow minutes at a time have now
been reading for sustained periods of time. What appears to have
hapgreaed is that these children have leamed to like reading by being
expected to spend wninternpted periods of time doing just that. The
results have been somewhat mixed, of course. Not all the children have
become avid readers as a result., On the whole, however, the activity
scems to have had a positive effect on the reading behavior of a
majority of the children. Fxamples of children's responses are given
later in this paper.

‘ Fatfonnaic for Frteaded Ferfods of Silent Feading

Sore teachers are reluctant to devote extended periods of time
to silent reading, especially when there are so many reading skills as
well as so many other elerents in the curriculun that must be teught.
And of course, the teacher's attitude teward the irportance of oy activity
is the princ detemminer of what activitics ore inclided in the school day,
For a tcacher to conmit himcelf and his class to 30 minutes of silent
reading daily requires certain basic changes in the teacher's conception
of his rule, and of the importance of sustaired practice in silent
reading.

Teachers d> generally advocate that children read at home, out 1de
of the classroom. Put several questions arise: Where and how docs a
child read at home? tHow does a child get stacted doing ecnough realdin.
to begin enjoying rcading? What prerequisites rust be net before tho
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child is able to develop a habit of reading? It is obvious that mercly
advocating that children read at home has not worked ! r many children.
Making special outside reading assignments often does little to en-

courage reading for the sake of enioyment and getting 'dJeas fioum boiks.

A variety of factors prohibit children frum practicing silent
reading at home. Other activities become mcre interesting and exciting.
Brothers and sisters playing or talking or quarreling, television,
parents’ projects atout the home, adult and child visitors -- thes: are
just a few of the distractions surrowmding children at home. Unlcss the
child has already developed a love for books and has found & quiet place
for reading , it would appear inii'2ly that teachers' admonishmenis to
read at home will have any significant effect.

If advocating outside reading does not produce readers, then
what does? Let us lock for a moment at children who are readers. What
characteristics can we find in them that are not found in childrea who
avoid reading?

First of all, the children whom we observe rcading and enjoying
it are often the better readeis. A circular question might be asked:
Are "readers” rore proficient because they read so much or do they real
so much because they are hetter readers? Let's assume for the moment
that these are both cause and effect. Children who are initially success-
ful in leaming to read find & great deal of enjoyment and satisfaction
in their new ability. Becausc they are successful in converting printed
symbols into sounds (and then thoughts), they are positively reinforced,
both by the teacher's delight in hearing the child read aloud and {rom
an intrinsic satisfaction in being “correct." Reading becoms an cnjcy-
able activity. Like most enjoyable activities, it is contined. As the
child ineets old words repeatedly and attacks new words successfully, he
feels good about himse1f. He practices more. The more he practices the
more campetent he seems to becoun.

This successful child finds nore time to read than other children.
Why? At least partly hecause of a rule ¢* long standing in most elemen-
tary classrooms, "And what do we do when we finish our work?"' 'Read our
library book.' Fine, but who is i* who finishes ahead of the other chil-
dren and therefore gets extra time to practice reading? Obviowsly it's
not the child who most needs the practice.

This is what the teacher must realize and subscribe to fully
before he is willing to give 1 a half hour of tcaching time daily.
The teacher must be willing to allow everyone time for practice. 1%
must sit back and let somcthing happen. Devoting more time to practice
in silent reading requires that the teacher see this kind of extended
practice as every bit as valuable as having the child corplete a workbook
page or a dittoed shect of skill exercises,

Most reading authorities agree that reading is a skill. Ve \now
that leaming a skill requires practice. Consider the amount of time
needed in actual practice in comparison to direct instruction in leamning

60

68



O

ERIC

Aruitoxt provided by Eic:

to play tennis, or the piano. Some have suggested that the ratio should
be as high as 80 per cent practice and 20 per cent instruction.

Some Conceyns of Teachers

Many teachers have heard about this idea of sustained readirg,
and are almost convinced of its value, especially when they sce it
operating in another teacher's classroom. But they duestion the likeli-
hood that it will work in their classes. Comments like these have been
commor:: "I tried it, but it didn't work." 'My children are so immature
that they just can't sustain their reading for more than a couple of
minutes.” ''I have a couple of children who will spoil it for the others.
"1 tried it for a week, but it didn't work."

¥hy shculd some teachers be so entiusiastic about an activity
and othersso skeptical? #hy might it not have been success{ul in some
cases?

There are ssveral reasons. In the first place, we know children
do rot change their behavior patterns overnight. They change gradually,
and as a result of consistent expectations. Some teachers have not given
the activity time to get going. Secoidly, teachers have often not dis-
cussed the ground rules with the children, uand then they have not worked
out the trouble spots with them. Third, teachers often do not start with
a short enough period. Five minutes may be pienty for the first {ow
times. Then, with the help of a kitchen timer or alam clock, the
ti-s can be gradually increased, as the children agree to see if they
can continue their reading without interruption for an apreed-upmn length
of time. These are important factors. However, it should be remembered
that the teacher's conviction that this is an important activity and his
ability to conve this conviction to the children are essential to
successful silent reading periods.

[here is another factor closely relatzd to the teacher's convic-
tion. What is the teacher's role during the time <hitdren are reading?
Tf he is really determined that the only legitimate activity during the
period is silent reading, he has no altemative but to read himself.
(Readang textbooks in preparation for forthcoming lessons is foibidden.
Ti.e teacher should be reading something he enjoys, st like the chil-
dren.) 'But,' the conscientious teacher says, "how .1 I justify just
sitting and reading 'or that pericd of time?"

Two of che Heman Street teachers resolved this question for tiem-
selves. 1lhey tock literally the suggestion to read. The period was for
<ilent reading only. They tried it. They read books or magazines them-
.elves. They igaored minoy interruptions. They read and enjoyed it.
Thry were assured that this is accepteble -- indeed necessary -- behavior
o their nart.

Because they were =njoying their reading, thcy frund ways of
sharing much of what they read with the childrea, This encouraged chil-
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dren to want to share /hat they had rcad. Sometimes it was just a state-
ment of a mew idea a coild got from his reading. Sometimes it involved
retelling a particulerly funny or unusual part of a story. These sharing
pericds were generally short, but when a child had something he con-
sidered worth sharing, he was encouraged to do so. Naturally, the
ttaiing led to additiona’ veading.

Allowing short periods of time for this infoimal sharing of ideas
increased children's enjoyment of their reading. It also served to re-
enphasize the irmportance of this reading activity. And as these teachers
became mo.2 and more convinced of the value of these periods of silent
reading for the children, they begpan to feel better about joining in the
activity themselves.

1t should be pointed out that instead of reading himself the
teacher could be busy with related activities, such as helping children
with difficult words or quictly discussing a ¢hild's reading with him.

Ff'ffg_g.! o the Children

Children's enjoyment of the 1eading period was observed by the
teachers in a variety of ways. Childrén read books. They continued
reading for longer periods of time. Most of them became too busy to be
disturbed by minor internuptions. Rocause of pressures from peers not
to interrupt this important activity, even the normally troublesome
children began to pay more attention to their reading. The more time they
spent in serious silent reading, the mere they began to get ideas and in-
{fonmation from books. The more this happened the more they read.

In classrooms where the eapectations were clear to the children,
the majority have expresscd in one way or another hippiness witn the silent
reading plin,  Sore specific examples of children's written reactions will
serve to cnyjhasize their feelings. Neote that a few feel uncomfortable
with so muich friedem; they worry about not doing the workbock exercise
or prefer the shorter, more structured reading lesson.

"I like this kind of reading, b.cause you don't have
to do what you're told, like I mean he docsn't tell you
what to read. He don't pick out a bock and say read it.
lle Jets wus go to the library to get our own book.™

"I like it because if you get a book out that you do
nct like, all you have to read is about 20 pages and
take it back."”
"1 like the way we read because if you are in o book
that is too hard or too easy, you can get a book that
is just right.,"

"I like it. You can read what you want. Without some-
one telling you what to rcad. Mobody to tell you "o
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not read that book, because you are supposed to read
the other. Nobody telling you to read that story."

"The regular reading is all right, too, but you don't
have any chance *o rear what you want."

"The regular reading is better for you because you have
to do your workbook.''

"When I have to read for 25 rinutes I get bored. Maybe
other people don't, but I do. 1 don't-always. Only
when 1 don't read a good book. 1 like basic reading
beucer.”

""what 1 like about it is that you don't have to gc up
to the frunt of the room. When we go up to the front,
we have to read ovt of the same book,"

‘I think reading by yourself is bctter because you feel
alive to read what you want "o read. When you read by
yourself, you can read more. Ycu can read more books
than the same old Sky Lines or High Foads, or even Bright
teaks,"

"I think it is good because some people like to read
murder stories and sane like to read adventure stories.
what I nean is they get to choose what kind of reading
fits them best."

"I like to rcad about different things. T dou't like
to read 1n Roads to Everywhere, because I don't like
the stories. I like to get books to read."

It is obvious from the above that children appreciate being free
to read from materials they ha e selected themselves. 1t is alsc evident
that thcy onjoy the freedom to read a variety of types of reading matter.
Many of the children have expressed pleasuie in being allowed to 1-ad on
one topic in depth. For many of the children, the end of silent reading
periods is rot greeted joyfully. A comment from one fifth grade teacher
is apj.opriate:

"For the first time 1 can ruember, pupils in uy class
are disturbed and frustrated if they have to stop read-
ing. They want to rcad, read, read. They are leaming
to finish whole bocks."

Regular sustained reading periods secrm to huve had a calming
effect on some childrzn. Because they have begun to enjoy rcading (mw ¥
of them for the first time), they have been serious about their use of
the reading period. The atmosphere in the classroom during this time
indicates a calm, relaxed, good feeling about what is going on.
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Note of Caution

Silent reading periods should not be interpreted as a substitute
for reading iastruction. Reading skills must be taught. In the case of
the teachers referred to here, most of the reading instruction during the
year was from basal readers, with emphasis on additional materials that
children could ctoose from, and occasional private conferences between
child and teacher about what the child was reading.

But in addition to instruction, children need practice in apply-
ing rezding skills. Some of the practice can be accomplished using
workbocks and worksheets based on specific skills. However, it is in
the actual reading o” self-selected books that the skills of reading are
practiced in the most meaningful and enjoyable way.
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MIN1 OQURSES:
EVALUATION OF A QJRRICULAR INNOVATION
AT HEMAN STREET SCHOOL
by Joha Dopyera

This report of the nini courses with whi2a Heman Street teachers
experitiented during the eccond half cf the school year is largely dram
from a post-hoo evaluative study conducted by the teachers wnder the
gutdance of John Dopyera of Syracuse Univeraity Nepartment of Paychology,
an independent comsultant on evaluation. JAppended to Mr. Dopyera’s more
formal report is a brief deseription of one such course written by Chris
Paully Matters, who vag agsicting in the program as a master'e cavdidat:
en the EPDA staff.

MINI (OURSES: AN OVERVIEW

The mini courses were begun during the first part of the second
schoecl semester (February '70) and ran for 17 corsecutive weeks. The idea
for the mini courses came from teachers' discussions conceming a way to
solve the "dragging aftemnoon" problem. It wes felt that there was a need
for program ideas which would develop and sustain more motivated pupil
inwlvement particularly during aftemoons. Eight of the third, fourth,
and fifth grade teachers regularly conducte: mini courses during the 17
geks. Four other staff members conducted a few rinis on an iiregular

sis,

A "mini course' was typically a 4S5-minute aftemoon period during
which a teacher taught a subject of interest to himself such as '"Bones of
the Body,' 'Middle Ages' or "Ghost Stories.'" Pupils from grades three
through six selected one or two cowmses each week or two from the topics
offered. A limit of twenty children was set for each.

Teachers typically taught teo minis each afteroon curing a two-
week period.  The sessions, 2 part of 'he regular schoul day, were scheduled
from 1:00 to 1:45 and 1:45 to 2:30 P.M. Some variations were used on occa-
sion such as one week pericds insterd of two and double-sessions devoted to
a single topic.

During the 17-week period, the eight teachers developed and pre-
sented a wide range of mini courses. Teachers decided which minis were to
be offered during a given period and distributed descriptions and sigmp
sheets to the pupils during the latter part of the preceding week. To
assure equal opportunity for students in making selections, each classroom
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#as divided into groups which were rtated as to which had first choicves,
The pupils in 2 group which hid the first chance at selection were virtually
assured of participating in their first choice; children in groups choosing
later sometimes had to accept second or third choices. New minis got wnder-
way on Mondays.

The mini topics were announced wivhont identifying the teacher
who would be respensible for the course. Teachers reported, however, that
within a couple o1 weeks pupils could identify the teacher from their
knowledge of the teacher's interests.

A survey of the mini course titles shows that the suirject field
rost frequently tapped #as social studies. Children studied various cities
and states in the United States, including their own county (hondaga, but
they also ranged far afield to Cub-Sahara 3rica, Ireland, and Canada.
Other topics related to socia’ studies were geography as science, U, S.
govemnent, economics, archeology, sociolegy, pioneer transportation, as
well as short histories of cuch topics as msic and clothing.

Courses related tc commuiiications also appeared frequently. Some
of these focused on skills devilopment, but otners were more bro.dly con-
ceived.  Some of the titles ip this category were Creative Writing,
Dictionary Fun, Chost Stories, The Newspaper, Letter Writing, Radio Broad-
casting, Story wipping, and TV Workshop,

Many minis were related tu science and mathematics. Some of
these were based on current sscial problems such as ecoloes and poilution;
some focused »n healch, child care and grecoming. Others were related to
basic science offerings, including such titles as Sound, Omnittology,
Insects and Bugs, Astronomy, and Magnéric and Electrical Forces. For
children interested ia mathematics, there were minis devoted to geometry,
arithmetic skills, gra;ns and charts, and math puzzles.

“he arts were rcpresented by offerings in skits and drama, rusie,
sketching, sculpting, poetry, folk msic, chorus, and dancing.

A final category includes hoboies and mcreation. Coin collect-
irg, camping, go)f, fishing, woodworking, intemational cooling, end
knitting “ere amng the choices offered in this catcgory.

Gerveral Chjesi "we

In the planning period which preceded lanciing this second
serester program, the teachers had specified general objectives and had
listed expected outcones in terms of pupils' behaviors.” The latter were
categorized wnder (a) social skills (b} language developrent {c) work-
study skills. The gencral objectives below are quoted from duplicated
materials prepared for early work sessions by the eight teachers involved.
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1. Generating childrens' interest through exploration.

2. Establishing environments conducive to reading, writing,
listening and speaking.

3. Creating an atmosphere cnabling children to ca-ry responsi-
bility and at the same time build self-control.

4. Structuring of the program sufficientiy so it does not
disintegrate.
a. Group decision-making.
b. A bzlance of the curriculun to be shown through involve-
rnent of each course in miny areas of leaming; i.e.,
vocial science, science, language, math and the humanities.

5. Develowping a helping atmosphere among faculty where interests
are shared and help is given.

6. Implerwenting and integrating afcemoon intervst grours into
moming skill areas.

Evrluation

This experiment with mini courses was the lienan Sticet teachers'
first attempt to break out of the traditional pattein of the self-cortained
classroom. For them and for their pupils the plan was indeed innovative,
involving as it ¢id cross-age growping and electives for both pupils and
teachers. It see-xd sensible, therefore, to experiment with topics,
teaching strategi~s, ard logistic details relatively free fiom concems
with formal evaluitions of pupils' growth in mcasurable s'dlls or knewledge.
Instead, in this first stage of free experimentation the {wus of evalua-
tion fell on teachers' reactions to the overall plan and the success of
individual mini courses and on their subjective judyment of the effective-
~ess of the courses for Jitferent kinds of pigpils.

In the late spring, then, the teachers met for a series of
discussions and, with the assistance of fPPA personnel, reviewed and
reevaluated the objectives set up at the heginning of the program. These
were generally frex and {rank discussions; their essence as fommulated by
the writer is reported ir. the paragraphs below. In addition to these
staff discussions, the writer had alto mcourse to evaluation foms filled
out by e th teacher as he tried to estimate charges that had cccurred in
his five "best' and five "'poorest” students since the beginning of the
mini courses. Thi: forr. is reprodiced on papes 75-77.

The teachers identified the foilowing beneficial effects on
students resultinﬁ from th= 17-wcek mini course program. They agreed that
the mini courses had

- generuted anld mainteined high levels of motavation:

-- provided opportunities for iavolvement with varied
high-:nterest materials;

-~ increased the opportunities for children (o interact

67

£79



Qo

ERIC

Aruitoxt provided by Eic:

in purposeful ways with a variety of other chiluren,
includirg those of different ages;

-- encouraged children's decision-naking about their own
leaming and expenditure of time;

-- stimulated teacher-pupil and puwil-pupil interaction,
especially lask-relevant commrication;

-- helped children to develop insights into their own
interests tirough the need for decision-making and
feedback;

-- involved many children in library resea.ch and thereby
provided practice in .esearch skills;

-- provided a setting in vhich dependent children were
eased into new settings and roles;

-~ provided opportunities for students to interact with
adults other than their regular teacher, th*s easing
t;hamitim into the departmentalization of the middle
school.

In considering the positive effects of the mini courses on
themselves, the teachers pointed out as the chicf advantage the fact that
the minis allowed them to use their own strengths as pedple, developing
topics out of their own knowledge and personality styles. The miai
courses, they said, provided an optimai setting for teuching units they
were interested in to students who had choses to participate. The teachers
also noted how much they themselves had leamed in preparing their courses
and camented on the increased cotrmnication amng ihem, their enthusiasm,
and sharing of ideas. They liked the presibilities inherent in the mini
course structure for team teaching since the setting dllowed teaming when
desired but didn't demand it. Other advaniages which they noted were the
opportinities afforded for diagnosing children's interests and capacities
to participate wnder various leaming arrangements. Firally, they found
the mini courses permitted flexible presentetion of topics from the content
areas and, more important, allowed for the development ot laiguage arts in
diversified and effective ways.

Although the advantages of the minis were clearly nunerous and
valuable (ir the tcachers' eyes), they also expressed dissatisfaction with
some elements of the programs. There seemed to M2 general agreement that
children in the mini ccurses had fewer opportinities to practice listening
skills than they had in the regular classroom, probably because they were
more often engaged in reading, writing, and discussing, and the teachers
talked less, at least to whole groups. It is intercsting that the teachers
posted this effect on the debit side, and they may not have been wholly
serious when they did so.

There was, however, genuine concern that the courses provided too
little structure for some dependent younger children and for some whe were
lacking in task-orientation. They said that they were unable to motivate
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some children who remsined as passive in the mini courses as in the regular
classroom and they worried about sore whom they described as ''fooling
around." From these couments it is clear that the mini courses, while
contributing to greater notivation for many children, were clearly not a
panz<ea for the educational problems of all children.

In the writer's judgment, based on interviews with all the
personnel involved, three other problems also need consideration in plan-
ning future mini courses. The first reflects, perhaps, the attitudes and
habits of teachers: there was still a great deal of teacher directicn
retained in the minis, despite the trend toward less ome-way teacher-to-
pupil conmmication. A second problem was that the teachers felt them-
selves hampeied by lack of appropriate supplies and materials. One reasca
for this ~as that the ways in which minis were scheduled allowed insuf-
ficient lead time for planning, preparing, and procuring worthwhile
1esources. There were some doubts expressed zbout what constituted an
optimm time not only for preparation bul for implementation and follow
through. Finally, the third area of concem was the limited commnication
with parents about the goals and values of the mini courses. At least one
parent had raised questions and nothing had been done to alleviate pussible
parental worries that their children "weren't being pushed' sufficientlv
in the new program.

The process used to determine the characteristics of successful
mini courses was to draw comparisons with those considered least success-
ful. Jt was quite evident that each teacher was aware of which minis were :
"great' and which were ""busts." The teachers were also aware of the i
differences of viewpoints at times between themselves an?! their students !
on how successful certain minis were, :

The teachers generally agrceu that the more saccessful minis had
these characteristics: (1) There was a prime focus on concrete experiences,
the posing of down-to-earth problems, and the availability of real materials.
(2) There was active inwvolvement of the pwpils in planning, building,
touching, telling, asking, experimenting, doing. (3) The content was made
meaningful through a constant interchange of ynestioning, considering,
clarifying--all in a spirit of enthusiasm.

As noted above, the teachers thought the mini approach was least
successful for younger children. 'Younger' evidently referred to both the
chronslogically yornger and to some of the older but rore dependent
children. Boys were thought to appreciate the minis slightly more than
girls. .

As the teachers reviewed the objectivés set befere the program
began (see page 67), they rated the minis high for realizing language aris
objectives in meaningful contexts. Some of the other objectives consider~d
especiaily well served by the mini structure ircluded generating interests,
building independence, encouraging decision-making skills, producing an
increased nu'nggr of additional infomal leaming situations, and promoting
faculty interaction.
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While most of the teachers and the principal secemed to wish to
move from a traditional, lock-step, arademically focused program, no consen-
sus existed among the teachers on how far to go and at what rate. Although
many ¢f the consequences of the mini effort were seen as desirable, the
idea of expanding the concept to a full-day non-graded program or of
otherwise substantially increasing pupil involvement and responsibility in
program planning created some ambivalence. This was true even for those
teachers thoroughly sold on the aftemmoon mini program.

There is little doubt that for perscns vahung much teacher-
pupil collaborative activity, mxh pupil involvement in.self-sclected
activities and leaming by doing the mini concept is very appropriate and
might perhaps be expanded to advantage. The extent to which all teachers
at Heman Strzet were equally happy with these outcomes is not, however,
completely clear.

Looking Ahead

The evaluative process described here took place at the end of
the school year, as the 17-week trial period was drawing to a clese.
Neither the tcachers nor this observer was completely satisfied that the
review and discussion of what had happened, nor the check 1ist evaluation
of five "best' and five “poorest" students (see Fig. 1}, yielded an
accurate, penetrating, rowncec analysis of what had happened to teachers
and students ir the 17 weeks. Admittedly subjective, and for many reasons
desirably so, the cvaluation still left many doubts and questions about
how the teachers really assessed the quslity of their experience, to say
nothing of the changes that may or may not have takena place in the
students. Nevertheless, there was a clear consensus that the program
shruld be continued, with modifications, in the fall.

looking alwad, then, to continuing the program in the fall,
and to a four-week pre-school workshop that would allow time for planning,
the teachers decided that a major task in setting up the new progran
would be to specify now the kinds of questions for which they would seek
more objective answers next year than had been available to them duving
this trial period. Accordingly, they drew wp the following question.:,
recognizing that these would be expanded and rodified as their summer
plans and the fail implerentaticn of them developed:

1, Did participation in teaching the minis influence
the teaching practices or procedures of teachers
during the remainder of the school day?

2. Did teachers actually interact with children in
any different style (with regard to contrelling,
sanctioning, facilitating, etc.) in minis than in
other teaching?

3. How mxh time was actually spent in preparation for
minis in contrast to a regular afterncon program?
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4, Did children make cormrarable or greater gains in
acadenic skills and knowledge during the semester the
minis were included in the program as comparcd witl,
a regular semester?

5. What effect did the "change ot pace' of growp and
tcacher in minie have on children's intra-clas-
relationships, relationships with own iecacher?

6. Were acw social skills developed as a resuvlt of
adjusting to and interacting with new groupings
of children and teachers?

7. Did children's rate of participation (talking,
doing, reading, writing, ctc.) actually increase
in the aftermoon minis in contrast to regular
aftemoons?

8. Did participation in the minis infivence children's
behavior cutside the mini situaticn?

Swrrmary

This report has tteipted to document the mini-course effort
at leman Street School from the impressionistic perspectives of the
teachers and principal and LPDA consultants., The few available reccrds
have been considercd and arc appenied for reference. (Not included Lere.
Instead a description of one experience is appended below.) From this
information and from notes rccorded at the evaluation sessions, evaluative
statements have bee. formulated and ques*ions for future evaluations pro-
posed

Although there are ny hard data to substantiate conclusions,
there would scem 1o be no doubt that participation in the mini courses was
exhilarating for most pwils and teachers., Outcomes would generally be
characterized as very positive. If mini courses are continued. the
writer believes that smch of value in the way of educational innovation
can be anticipated.
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A MINI OCURSE ON ROLK SONGS
by Chris Paully Mattemn

It seemed hard to believe that the room was so quiet, consid-
ering that just a few moments ago these were the children who had been
running around outside and talking W a storm in the halls. It sounds
comny, but a terrible fear hit me: what if they didn't get one thing out
of what we were abtout to do? Well, I mentally cressed my fingers and
began. ..

"What do you think folk music is, anyway?"
'Music uritten by folks."

"But what kind of folks? Whut kind of music?"
Blank faces.

It was obvicus that they had never considered the icea, so we
went into a lengthy discussion of what folk music and songs actually are.
ne talked about who made up folk songs and when they were written down.

"Could we make p folk songs?”

'?m.li

"Wh)’ not?vl

' Decause we're not folks."

Back to a little more discussion, and we finally decided that,
yes, we could make up folk songs, but that real folk songs are ,assed
alony, from one generation to another over many years. Real folk songs
were not written down originally, but today's "folk singers' write new
“'folk-type" songs as well as tecord old, true versions. We discovered
that among the earliest folk songs fron our country were those sung by
the slaves, and we Cecided to start with them on Tuesday.

The next day our discussion went something like this:
"Who were the slaves?"

"People in the South."

*"Phat did they do?"

Not ruxch response on this, and to the question of how these
people got to America, Y got very puzzled looks. 'Phat Jo you mcai, 'how

72

- 830



O

ERIC

Aruntoxt provided by Eic:

-

S ———————————— A TR

did they get here'?"” So we nent to the library for a half hour in search
of books they could read about the early days of our country and hcw black
slaves came to work on “he plantations. When we returmned to the room we

leamed '"Go Dovn, Moses'...

'why would slaves make up a song like this?"

'They were sad."

""Why were they sa??"

""They had to work hard."

'"why else were ..y sad?"'

Surprisingly, I got the answer I was locking for--just like the
Jews who were imprisoned by the Pharoah, the blacks were imprisoned by the
white people. This, I felt, was a rather difficult analogy for a child

to draw, and he did it surprisiagly well. We sang the song again before
the period ended.

The next day we devoted to individual project<. The children

--reading about legro history;

--writing their own stories about slaves; some were
illustrating stories.

--writing 2 folk song such as slaves might have sung.

We set one particular song to music, and the children were
really good at it. One child has a natural gift for music, and it was her
inspiration that got the other children moving. I »as totally pleased
with the results, and the song, 'We Slaves,' is not a bad piece of music.

On Thursday the children finished up whatever they were working
on, and then told the rest of the class what they had been doing.

The types of prtgﬂ'ects were pretty well balanced, although there
may have been a few more children writing stories. Evervone had something
to show and the results were sotis.ying on the whole.

ke decided that the meat folk song study we'd try would be
cowboy songs.

The next time we met, the librarian substituted for me, and the
class saw two filmstrips end started some research on cowboys.
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The next day we discussed what cowboys do.
‘e takes care of cows."

"How?""

"On a ranch."

'What does i .lo with them?"

The concept of driving herds was difficult to draw out, sur-
prisingly, I thought, considering the assumed influence of TV.

We discussed why the cowboy made up songs, and what differences
we might expect to find between the songs of the slaves and cowboy sengs.
We leamed 'Git Along, Little Dogies” to finish the lesson.

On Wednesday the children again went to the library and worked
on projects about cowboys similar to those they had done on slave songs.
On Thursday we spent more time on the projects. Some children decided to
try their hand at their own folk songs. We also leamed Shirlere's song,
'"We Slaves.'

The last day was spent in an effort to tie up loose ends. Some
of the children recorded what they had written, and all told the rest of
the class what they had done. We went over the songs we had leamed, and
ls)oc:mc of the children put their finished projects on the hall bulletin

ards.

1 was pretty well satislied with the unit. 7The children pro-
duced much more than I had hoped for, which is always gratifying. T had
no difficulty with getting across to ditferent age levels; as a matter
of fact, some of the third graders were sharper than the fifths. Discipline
was something of a problem; one grouw of boys were pretty disngptive, and
because I didn't know how to handle them properly, 1 allowed them to take
time away from the rest of the class. Lack of tire prohibited me from
coing as mxh as 1 had wanted. 1 had hoped to do more with compesing our
own songs. But, all in all, it went very well. Most of the children
worked hard, end worked well. Above ~11, T think they enjoyed what they
had done.
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DIRECT IONS

Think of the five students in your homeroom who entered scicol last
fall with the MOST academic and social skills. Write 1'wir initials
at the top of cach page in the five colums under MOST.

Think of the five students in your homeroom who entered school last
fall with the LEAST 2cademic and social s'ills. Write their initials
at the top of each page in the five columns under LFAST.

Read each item. As you read each item jrndicate the amownt of change
in the direction of the item which has occurred in each child since the

beginning of the mini courses. Use the following scaln:

++ a lot of change

+ sane change

A no change noticeable

- sane 1eversal

-  reversed 2 lot

dk  don't know/can't answer

hhen you have finished rank each item (in the left margin) as to its
relative importance as a criterion for evaluating the mini courses
via the effects they may have had on children. Rank the items by
placing a 1 by the item which in your opinion is the most important
criterion, continuing to 32 for the least important.

75



works independently, effectively

can choose a project

behaves autonomousiy in library

begins work promptly

concentrates on work at hand

i completes assignments

works cooperatively in growps -
(shares ideas and materials)

takes responsibility for getting
group projects done

sees implications of what he
is doing

takes care of manipulative materials

demonstrates interest by question-
ing, listening to teacher and peers,
answering questicns posed by
teacher and peers

shows interest in course outside
of classroom

gets excited about learning some-
thing

expresses feelings

expresses persmnal cpinions

helps other students

is happy and enjoys school

relates well to yownger and older
children

Lta]ks with other students

|pm\rides information n conversa-
tions

ERIC
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WST

describes/discusses something in
own words

maintains ottention during discus-
sion

raises pertinent questicns

uses refereiice tools (encyc/dict/
atlas)

reads for information and reports
in own words

sumarizes main ideas from materials
read

3

utlines a few main ideas from the
Eme (with sub-topics)

writes imaginative 1epor*s

written vocabulary is extensive

speezh vocabulary is extensive

PONTEPE -
talks and writes coherently and in
an organized way

demons'rates self-evaluation
techniques

ADDITIONAL 1TEMS

— _— -
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WORI'ING ON WRITING

by April Rowland, Wiianne Nelson, Roberta Brown

The following article, dmuwn: from the logs of three master's can-
didates, illustrates the cooperative relationshipe which developed be-
tween the Heman Street teachers and the apprenticee, wsually to rutual
adxmtage, resulting in inercased service to the children, In this case,
the three fourth grade teackers invited the apprentices to work with
them to seek waye of improving the quility of children's writing. The
rmonth of February was devoted to thie special emphasie.

To thie point, the classes ud had varying experiences with
writing, reflecting the styles and expectations of three quite different
teachers. Two cloasee had deme a good deal of personal writing, with-
out regard to standards of "correcctmese" wid often without an audience.
If a child did not want hie paper read, he had only to write at the
top, "Don't read.” In one of the classes, thie approach had resulted
in increased fluency for most of the children. In the other class,
freedon to choose cther means of expression had led to diminiched
output in writing.

The third class had had few opportwnitics for personal writing
but had concentrated instead on topics consistently sei by the teacher.
Moat of their writing toox the form of reporte for social studies and
gefence. These children wrote lees frequently ‘i the children in the
other tuo classee and they were held to high stardards of "corrcciness.”

In preparation for the project, the master's candidates read
widely in profeseional booke and jowmals, celecting ideas to elimulate
vriting that might te characterized as loth personal aid cormaicative
and {8 often ecalled "creative.” Beocawce of the short duration of the
project, they made no attempt at objective measwrement of the children’s
writing, Their purpose was first of all to leam what they could
abrut fourth graders' attitudes tovard wvriting and how these attitudes
affect the writing process. Like the classroom teachers, they waited to
study the children's problems and to discover how these were alleviated,
or complicated, by different ways of motivating vriting. Ae they
stmyggled to develop and maintain intercst in writing, tkey hoped
aleo to discover ways of improving children's wideratanding aid uce
of accepted conventions.

The studente' logs reflect wot only what kgpered in the fourth
grade clacemoore, but perhaps rore significmitly, what they and the
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teachers learmed about hw children respond to motivctional devices that
are frequently recommended in professional books and Jourmale.

The "High Ackievera"

The fowrth grade I chose to work with was the 'highest' of the
three in terms of past achievement. The teacher had set up the class
with fairly tight control. Therefore, not even my first day in the
classroom brought out any behavior problems. TInstead 1 had an extremely
cooperative atmospiere in which to work with a grouwp of childien who
had been writing well -- in the sense of '"correctly.”

As I began to introduce writing situations, tte only real pro-
blem I faced was that they were unfamiliar with writing stories. In
social studies and sciz=nce, they had often written reports, using refer-
ence materials., But when it came to writing a story, that was hard
for them at first.

My initial purpose had been to use creative writiny as a means
of improving the mechanics of the children's writing, but this was
later revised as I saw the reactions of the children.

I intended to provide stimuli to whicl the children would
respond. Then I would use their responses as a basis for teaching them
(1) to form sentences rather than running their thoughts together;

(2) to begin a new paragraph when they begin & new ides; and (3) to
use correct verb tenses.

I began Ly administering a questionnaire on their attitudes
toward writing. Most of the children indicated that thev liked to
write reports rather than stories, probably because that is what they
were used to writing, Most of them wanted to decide for themselves wha-
to write about, instead of being assigned a tcpic. Feelings of con-
fidence ranged all across the scale, and both positive and negative
attitudes appeared.

Monday

Stimulue: Box with blue light suining on day-glo pink paint, foil, and
bright objects. Light; in room tumed off :nd eerie music playing.

The children were asked how they would feel if they woke up and feund
themselves inside the box. What would they do?

Responge: They wrote very short stories composed of shart, choppy
sentences. The sentences were usually methanically correct. They seem
not to know when a new paragraph should bagin.

Fxg{r;ssing themselves about an imaginative situation was very
hard for them. (Understandable -- quite a shiy't from r2port writing
about Lincolnl) Severzl children asked me if they could write a report
instead of a story.

80

B7.



O

ERIC

Aruitoxt provided by Eic:

My Reactiona: Because they seem so unfamiliar with writing about their
feelings and ideas, I think they simply need more opportunities to gain
confidence. It would seem worthwhile to follow many of E. E. Smith's
ideas as expressed in 'Procedures for Encouraging Creative Writing”; e.g.,
{1) encourage them to write from their own interests and needs; (2) pro-
vide rich experiences about which a child can express himself; (3)
provide abundant time for writing; (4) provide freedom from fear; (5)
develop skill in mechanics without sacrificing spontaneity; (6) share

the end products of writing.

I plan to concentrate less on mechanics and more on creative
expression. 1 feel that that is vhat these kids need most now.

Wednzeday

Objective: The children will be able to write stories of at least
two paragraphs, beginning a new paragraph when they begin a new
idea.

Procedure: Discuss th: , ers they wrote on Monday and project ore
cn the overhead. Ask them how it could be irproved. Emphasize

the nesd for a new paragraph when a new idea starts. Show the
same s'ory as it would lock with two paragraphs. Ask them t~ write
someth:ng about their aftemoon mini courses -- vwhat they liked,
disliked, funny happenings, etc. Make at least two paragraphs.

Respongz: They were able to discuss paragraphs and seemed to under-
stand that you start a new paragraph when you start a new idea.

They lied having one of their own papers used as an example. Almost
all of vhem wrote two good paragraphs. There were several who had

a very hard time getting started.

My Reactione: Continue on paragraphs. Since mechanics isn’t
really such a problen, give them a chance to try writing abnut
their own feelings, problems.

Thursday
Objectivza: The children will begin a new paragraph when they
begin a new idea. They will write about their own feelings and

problems,

Stimulus: A magic genie on tape says that he has come to heip them
with a problem they might have. te asks them to write & story

lF.. E. Smith, “Procedures for Encowraging Creative Writing in the Elementary

School,” unpublished doctoral dissertation, Northwestem lhiversity, 1942.
Sumarized by Neal Edmmd. 'Writing in the Intcrmediate Grades,"
Elementary Pngiizh, XXV (November 1959), pp. 491-501.
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teliing how they would change their lives to make them different
from what they are now. He wants two paragraphs.

Fesponses: This topic and presentation appealed to them, but many
of them still hesitate to write about their feelings. Almost
all of them scem to understand paragraphs.

My Fegetions: Continue having them write about themselves. Cne
child commented, "Every day you bring in some new modem invention
to help us *vrite," But T am beginning to feel that rather than
the stimulus being the important part of getting children to write,
it is more important to merely give them the opportunity and time
to get used to writing.

Morday

Stimiuc: The genie cemes back and asks them to pretend that they
are someonc other than themselves. llow would they feel? What
would they do?

Pravonse: Again the children were hesitant about getting started.
But once they got going, I got some good reactions, ranging from
being their reacher to being a space man.

These children have very mixed feelings at this point about
writing, but they 1re beginning to enjoy .- ting about a rather
loose topic. Seweral children asked me w.olay if they could write
about something else. That's a step in th. right direction.

My Feaetione: I see the teacher's role as being to encourage good
writing by using interesting stimuli to draw cut creative ideas --
but also leaving each child free to write about something else

if he chooses.

Wediosday

I let them write about anything they wanted, and from the rajority
the responses were good. Many people who have done a great deal
of work with children and writing would agree with this idea. 2
G. R, Clark, in "Writing Situations to which Children Respond,"
said that children wrote about themselves -- their feelings and
emations -- they responded freely and usually achieved highest
quality. This idea is echoed in the literature of the 60's

also.

One buy asled me if he cou'd actually write about anything
he wanted to. I had only about fiv~ children who were unable to

In Elowentary Eralich in March, 1054,
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think of anything to write about, but when I gave them a little
help, they did write something. Their papers were good, but
I was especially encouraged by their attitudes.

} Monday

Stimuiug: 1 showed a movie, Hippity Hop, to sce what kind of response
I could get. They loved the movie, but when I asked them to write
something about what they had seen, 1 got completely negative
reactions. Most of them wrote very little, and some wrote nothing.

My Peacvion: Maybe 1 have been concentrating too much on the
stimulus. It seems that the more impressive the stimulus is the
less writing it brings forth from the children. Thuir best
writing so far came when they wrote about their problems and
when they wrote about anything they wanted.

Wednesday

The children again wrote about anything th2y wanted. Several
children commented that this was the kind of writing they liked
to do best.

At this, the end of my third week, many of the children
are doing a lot of writing on topics of their own choice. The
more writing they do, the casier it is for them. Mechanics aren't
such a great problem, but they nced as many writing experiences
as possible to help them feel comfortable. There are still several
children who do rot write. Perhaps simply more time is nceded
fur them to feel free to write and not to be afraid of failure.

From now on, Mr. M. will hold each child responsible for
writing at least halt a page on a topic of his own choice every
day sometime during the moming. These «vitirzs will be kept
in individual folders within easy access of both the children and
the teacher. The teacher will keep a loose check just to make sure
that everyone is doing some writing.

Two Weeks [ater

vhen I went into the classroom today, several children
eagerly volunteered to show me their writing. One boy had written
a five-page mystery story, and he was quite proud of it. As I
went around the reom,even those children who had written almost
nothing when T had been presenting what I thought were stuyendous
stimulants, were now writing on their own. The writing was almost
always about thomselves. And the rechanics of their writing, such
as sentence structure and paragraphs were just as good as, if not
better than, when we had specifically been working on ther.
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A magazine put together by the class might be a natural
follow up for the writing they have been doing and for the attitudes
they have been developing.

The real clincher to this tale came one day when I was
downtown shopping. 1 ran into a boy from that class. He had
always been the thom in my side because he just wouldn't write.
The most T had been able to get him to write was two sentences.

On this day, though, he rushed up to me and asked when I was going
to come to their class again and read the writing he had been
doing! He said he had even written a page one time. And not only
that, but he also told me about things otker kids in the class
had written. 1 was pleased that he was talking about his own
writing, and also pleased that the children were obviously not
fearful of showing their work to others in the class.

Low Azhievers, Freer Atmosphere

Wedneaday

Stirulus: As soon as the class quieted down, I told them they would
nave a charce to do some acting. They were excited sbout it, but

1 quieted them down so that I could explain this situation.
"I'retend you are a new kid in the neighborhood. You're at school
ani you don't know anyone at all.'" 1 chose three children to play
olc friends at school and one child to be the newcomer. The setting
was the cafeteria at lwch time. Eventually everyone had a chance
to be in a skit,

To stimlate conversation, the old friends asked the new
boy his name, where he was from, what grade ke was in, what he's
naving for lunch. In a later skit, they asked: 'Do you know where
the drugstore is?'' 'Do you now where the boys' bathroom is?"
'¥here do you live?' “l'o you want to came to ny house?'' 'hhen
were you borm?" "Ace you a Boy Scout?"

Reeponses: Some of the ctildren were then able to write abuut how
they felt as the ncw child. In most cases, they wrote only the
questions they had asked or that had been asked of ther. Five
children were unable to write anything. When Miss M. came back,

she tried to help them by asking what new questions were in their
minds. Still these five did not write. John, who was one of the
five, later car: down to the lunchroom, and without any further direc-
tions from me, was able to write for ten minutes about being the

new boy in school.

My BReaction»: 1 think they nesd more practice in role-playing and
even more practice relating it to » wyitten form. Part of the
problem is that wany of the children rever experienced being in

a new situation with no friends. what I intendcd to be a rather
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commonplace situation tumed out to be rather remote even though
I chuse the topic because Beth is moving to a new school tomorrow
and shows signs of being nervous about facing this type of situation.

Monday to Friday

This week I decided to have individual conferences with
the children. We pulled a desk and two chairs into the hall and
reviewed papers from the folders. 1 primarily concentrated on
the need for proofreading. Most of them were able to discover

i this without much prompting from me. Also, many of them need

: to work on sentence variety. Rim-ons are also common problems.
Each assured me he would be very aware of these weanesses and
would avoid them in futu—e writing.

The Third Classroom

The first "stimulus-inspired'" writing was quite successful.
¥e darkened the classroom and showed a model of a mystery room
containing some weird and spooky objects while strange-sounding music was
being played. (That was the day we broke three tape recorders; I think
the teachers were more stimulated than the children.) The children
were teld to write about what might happen to them if they found
themselves in that room.

The children generally wrote vivid, although somewhat
violent and morbid, stories about the room. In some of the stories,
the rcader could feel the fear the child was imagining. Many
wrote that they would be killed or die. One buy went so far as
to describe his fate after death: 'Then when I rose I wood go to
hell because I am always bad for my mother and samctimes for my father.
But most of the time I give ry mother trouble."

+nather boy was more concermed with body than soul. I
would rot in the room. It would smell. . . . At last 1 would give
: w hope. T would die. No one could find me. I would be ther
i for ever. 1 would smell like a skunk."

Two boys approached the problem with mock seriousness,
writing a good spooky story and then bringing it back to reality
with a joke. One boy told of all the things he would do to escape.
i Finally -- "l would take a siw cut of my sleeve and saw the tree. I
got everything wp s sleeve but the kitchen sink., 1 just remembe vd
; 1 put that in yesterday." Auother boy wrote a very imaginative
story and ended with, “'Boy, them hodulums werc giving me the works.
That why I say its a nicc piace to v.sit but 1 wouldn't want to live
there."
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Many children wrote that they would simply wait until their
mothers and fathers rescued them. One highly crganized boy wrote
about the plan of action he would take while waiting for his parents
to help.

"I would keep those things what ever they are busy till
my father and mother got there. To keep them busy I
would let them chase me all arcund the room. Next I
would keep going after them instead of them going after
mc. Then if my mother and father don't come I'l1 start
fignting with them untill they get tired. After I would
f-2d them all the great big carrot and would eat some
of it myself."

Many of the stories were funny, imaginative, and ofte. revealing.
The excerpts presented here were from the more able students, however.
1 received quite a few papers which didn't make much sense because
they were so poorly constructed. In general, the children had good
ideas and felt free to express them but were wnable to do so clearly
because they had no control of the conventions. The problen now
was to help them achieve this control, but to do this without stifling
the creativity they were showing.

Swmary

From tteee cxperiences, the teachers and their apprestices
eonicluded that childres: in the fourth grade need a continuous
balanced program in writing. The class that was constdered
"h?ah achievers" nceded far more frequent opportwiities to wrife
freely on their own ideas, drawing from their owm experierces
@l expressing feelings as well as descrilbing incidents. Fxclusive
emphasty on report writing had etifled their imaginations and
rersonal expreestivenees. At firet, they kad great difficulty in
"getting started" and corments like "I can't think of aiuthing
to write,” "I den't feei like vriting' and "what ehall I vrite?”
wvere rumerous.  MNctivational girrmicke seemed less eucceseful
vith this growp thar a 8irple cultivation of ccnfidence tn their
cui ideas.

Fepocrt writing has {te values, too, aid should te retained
in the total Falanced progrom. Inis type of writing had received
too little attention in the other two clasees where the diseipline
of ecareful, accurate vriting had teen eacrificed to ruch freedorm.
ke childrn in thege claeecs were alle to reepond to higher expec-
taticne of aceuracy aid clarity. Thew needed ingtructiom tn corpostng --
in how to orgwitze their ideas -- a@id {n achieving eentence varieiy.
They ree led encouragerment to try »ew vords €o that they would
erperience the eatiefaction of giving ekarper fori to hazy {dcas.
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The class which had had the best prior experience with perscnal
writing seemed to respond best to motivation to write imaginatively.
Thzse children needed more help with the conventions of writing than
they had had, but they were more ready for this help than the class
that had been allowed to choose not to write.

All three clasees reeded rmore opportunities to share thetr
uriting with each other and to develop their ouwn standards of evaluation.
Orie outcome of this brief writing project was the decision te provide
more opportwiities for class publicattons for yhich the children
might select their oum Pegt contributions.

i Another outeome was the realization that growth in writing
takes time as well as active stimulation. The teachers resolved

to find time datly for perscnal writing and sharing by eliminativg
some mechanical skills practice that had consumed "laonguage arts
periods." They wculd find additional time by using other curriculum
areas to previde subjects for writing, not only for report writing
tut for personal reactions and obeervations. The mini courses

‘ would serve to atimilate much purposejul wriring. Finally, they

| would continue to experiment with motivational techniques for

i "ereative writing,” judiciously selecting and repeating those

I which created a flow of ideas and rejecting any which proved artificial
; and false.

Although the relationskips of meading and literature
to the wvriting program are not ewident in the logs, the teachers
wvere auare that reading to children 18 a prime sowrce of ideas.
They were confident, too, that their prpils’ cxpanding intercsts
i1 reading as they developed rore individwlized or perscial reading
rrograne would also result tn more nriting.

Only one excerpt from the logs illustrates the relationehip
tetucen ora” Imiguage development and writing; e.g., the use of
role-playing o precede writing. But the year-Iong and school-wide
erphastis on cril “anguage had also itz eontribution to mave to
theee children's growth in the meet difficult of the erpreecive arls,
vriting.
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LANGUAGE THROUGQIQUT THE INTEGRATED DAY
i by Christine San Jose

Over the past few years, a great deal has teen written about
vhat's going on in progressive British primary schools. Put surprisingly
little has been set down about language development. We have seen somc-
thing of language arts as a subject in the cuariculum, especially
samples of children's personal writing and photographs of drsma. But
what of language throughout the day? Is there anything in the actual
set-up of the progressive schools in England thzt inf{luences language
development? Is there anything we might like to implement here?

Would it be possible? These were the questions in my mind as I recently
looked around primary schools in Leicestershire,

When po.sible, I arrived early in the moming and didn't leave
wtil after a last cup of tea in the teachers' room at four o'clock.
This was partly to hear the children's language not just during school
work but before and between and sfter, the language they lived through
the day with., Partly also it was because the more I saw of these schools
the more anxious 1 bccame not to miss any clue to what made them work.
And partly -- perbaps mainly -- it was because all the schools it was
my good luck to visit were such happy, stimulating places that just
being there seemed an excellent way to spend the day.

Let us start, then, at the beginning of the school day. The
building the children are coming into might be anything from Victorian
Gothic, through strung out nineteen-thirties' corridors, to bright
modem activity areas surrounding a multipurpose assembly hall or a
library and resource 2rea. But once inside, the eye has no time to linger
on the building, theie is so mxh on the walls clamoring for attention.
Art work is everywhere, fresh and exciting shapes, colors and materials.
One infant school had tumed the trick on its graceless tubes of corridor
with an explosion of animal murals: the result of excursions to *he zoo.
From the drawing and painting and collage, you realized they had really
locked at those animals and then must have followed up firsthand impres-
sions w 'h work in reference books.

That's the "integrated day" in action. leaming isn't fractured
into separate, timetabled “subjects.'' "Art" isn't a “special,"'' once or twice
a week in a different room with a different teacher. [It's one of the handy
tools for exploring your thcughts and feelings, refining your knowledge,
expressing it. This doc .n't mean that form is always dictated by content,
any more than vice versa; rather that the two are mixed from one end of the
contimmm to the other. So, at one end, the graphs, say, of different
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heights in the class wi'l not pretend to be vther than informative; but
even in infant classc -y will be neat and pleasing to the eye, thus
conveying their information with stimulating clarity. And at the other
end of the continuum, in the entrance hall of a junior scheol was a
fascinating foray into pop art. Thot particular display could clearly
be seen as a pebble dropped into rippling waters, with pop art circles
widening out over the walls of severa! other classes. This artwork
had obviously entailed a considerable amount of time and thought and,
it became apparent in many ways, lang age.

So far the examples of interest followed through, diligent ex-
pression of the consequent discoveries, have refesred mainly to graphic art.
These were imnediately apparent on entering the sch20°s. 1t didn't take
long in the classrooms to realize how significantly the sarme attitude
influenced the children's use of language. There was a class of forty
5- and 6-year-olds, for instance, where I couldn't check with the
teachar {as courtesy and habit dictated) what the children were present-
1y engaged in. She was avay for the first two hours of the morming
visiting a science display at the county teachers' advisory center. The
teacher next door had looked in when school began to check for any dif-
ficulties, and now the children were getting on by themselves. There
was a group working with clay, another growp playing number games with
play money, another writing in their story books; ir brief, the acti-
vities we've already read about many times. What really excited this
student of oral language is that the children were 3ll very willing and
able to explain what they were doing and why they had chosen that acti-
vity and what they thought they were leaming from it and what they
planned to do with thke rest ol the moming and how this followed on
vhat they'd done yesterday and fitteu in with their long-term plans,
These incidentally were what in the States we would consider sor-what
“underprivileged't children.

Let's look at twc or three more examples before attempting to
draw conclusions. I'll choose at random among the many that spring to
rind. There was a group in a "reception” class (the newcorers, entering
school the term they tum five) who werne drawing kites to color and cut
cut for their mural. One little girl was drawing a rather small kite
to one side of her paper. '"Why don't you do a big one like nine?"
asked the little boy opposite, showing her his. ™I want to Jo onc like
Robert's," she explained, indicating her neighbor's, "with a boy holding
the string. So I've got to leave room." "If you put the kite sideways,
like this," Robert pointed out, 'you can make it quite big and still
have room for somebody holding it." (Again, less than affluent infants,
forty of them, in a converted storeroom.) [t's reasonable that children
should talk like this over their drawing, but in my experience in
lessons given by even an enlightened art teacher it's been rare to the
point of nonexistence.

In a junior school, a small growp of seven to nines in the
painting comer were working with as wmany different technicies as threre
were children, pausing from time to time to inspect each other's with
knowledgable interest, discussing the different techniques cach had
cerployed.  In another junior class a ten-year-old girl was showing me
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a book of her poetry and together we were quietly reading some of the
poems aloud. "Read the one about the balloon,' said her younger neigh-
bor; "I like that one." But the ten-year-old demurred. '"It’'s silly,"”
she said, sincere and firm. The poem was pleasant enough, some ten
lines, about a balleon floating wp and into the distance and suddenly
going Pop. We looked through her book of poems, all written when she
felt like it, wnhurried. znd she pointed out the ones she didn't

consider silly. From this we werc able to sort out, (the writer,

her younger neighbor and 1), which was the discordant note in the balloon
poem. It was, w~e eventually realized, the bursting. From the poems

she still stood behind, it became clear that her mind was embarking on

a consideration of the last one sees of things, of their end by fading,
or retuming to where they came from, disappearing from view. No bang;
not even a whimper; just the going. The balloon had to just float

away. Obviously this wasn't high level literary criticism! But
certainly these two youig girls were articulate enough to pursw a
sophisticated inquiry to a satisfactory conclusion. With no more help than
the tentative questioning of a genuinely interested adult they were on to
the recognition within oneself of deep-felt problems and the expression
of them in everycay speech and in art form.

khat are the pertinent elements, then, in these various examples
of language use? BRasically, that the children are working with some-
thing they consider significant. They are therefore ready talkers and
listeners in the frequent discussions of their work with the teacher.
Ever since they have been in school, language has played an essential
part for them in thinking through what they are doing, and in considering
the most likely direction for further discovery. Now as they work on
ptojects together, or on difterent interesting things side by side, they
talk together about what they are doing. And s0 new sparks are stiuck,
leading to more thinking through, more discussion. The teacher meanwhile
is keeping close watch on all these developrents, elucidating with
questions, providing resources, so that one is constantly 1:pressed by
the purposefulness that intrinsically goes with them.

The first hour or so has passed by now in a busy hum of leaming.
Time for a cup of coffee in the teacters' room. In some schools the
children please theaselves when to tike a break, in others they all go out
for some twenty minutes or so. There isn't a great deal of supervision
outside. These schools believe that the children can get on by themselves
with their play as they can with their work.

If you've kept your ears sharpencd so far in the classroor,
you're likely to stay that way in the teachers' room; and it's worth
it. The Inglish enjoy talking. 1he togics wnder discussion frequantly
surprised me. In school after school they were talking shop, and with
great enthusiasm. It wasn't for the benefit of the visitor. Once I'd
been introduced, true enough, trey'd talk my ear off. But often I'd
slip in wnannounced, quite frankly to eavesdrop on a usual break; .nd on
several occasions heard a constructive general interchange touching on
underlying philosophi»s, detailed implementations, examples, and sharing
of idcus and techniques. All in great good huror and profersional
camaraderie.

91

8'?



O

ERIC

Aruitoxt provided by Eic:

e O TR g

Leicestersiire's reputation attracts enthusiastic teachers,
it's true, and many are excited, and very happy, to be doing what
they are. They are not necessarily representative of teacher quality
throughout the country, any more than the schools detailed here
are run of the mill. 1T don't know if they ever could be. A well-
established model cin strengthen and support several weaker members,
so that as the strorger teachers help the weaker ones the proportion
of progressive schocls in England can probably be expanded from its
present estimated ore third. But there is no doubt that the English
successes 1 am tryirg to analyze, in order to sort out from them
what we might implenent over here, depend not only cn the method of the
integrated day, but also on considerable teacher competence and dedi-
cation. Nor is this quite the whole story. As I went from class to
class, school to school, seeing so many widely different implementa-
tions of basically the sume philosophy, I was trying to put my finger
on what there was in common among the teachers who were obviously
comfortable and cons:ructive in working this way.

A characteristic of these classrooms is that it takes you
same time to spot the teacher. The children are going about their
business singly or ir. small groups here and there and the teacher
is amongst them, at their level, talking with only one or two,
Sometimes you think the teacher mus® have stepped out for something
or other, since the children can carry on perfectly well by themselves,
and then one of the h:ads looks up from peering into the fishtank
or comting the bees md that's who it is. I leamed earl’ that
although I was gettin to distinguish the particular flavor of the
different classrooms “rom a fairly brief observation, I couldn‘t
predict at all what the teacher was going to look like. Age had
nothing to do with it, for example, nor sc¢x, nor personal neatness
nor lack of it. But then as I talked with them -- the ones whose
classrooms you could tave spent a month in, there werc so many
good things to see, tle children cager to explain and share --

1 would notice the sane characteristics recurring. The most apparent
was a quict delight in the children. It wasn't just that they trusted
the children to forwari their education; it wasn't just pride in

what the children did :n fact do and produce. They gave the is.ression
of being open people, ble to live with themselves and others without
having to maintain definscs around a selected, censored world. So
their eyes and ears weie open to each individual child., They didn't
miss the child's flash of insight when it came, the glirpse of sore

old ingredient in life through young eyes, an unexpected way of putting
things together. They vere infinitely capable of surprise, delighted
in it, and were ecger t) share it with others. They reminded one of
fond parents. "Oh you iust hear this!" they*d say; or “Just look

at that will you! Yes, of course, they did it all themselves -- I
couldn't do anything ha' f so good!"

During coffee treak one evident aspect of this oponness was
the humor. [ remember tn impressively dignified lady, close to retiring
age, quietly telling me what a shame 1'd missed the entertainent in
her room just now. Somx freak chain of accidents had brought the pond-
life tank crashing to tie floor and there were floods over the book
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comer carpet and tadpcles in the clay and the puppets speared by
slivers of glass and they could hardly clear up for laughing.

"Mind you, nothing eloppy.'" That was what a “eadmaster
said as he showed me round his village school. I was so busy listenirg
to the recorder group and inspecting the nedieval costumes the children
had made and reading their stories of what the bold knights had bLeen
w to thact I'd slightly lost the thread of the headmaster's conversation,
and wasn't sure whether his proud patemal remarks referred to his own
sons or to the children in his care. But in the middle of one de-
lighted account of how they had done so-and-so (at the school, I now
gathered) he laid a hand on my am to insure full attention as 7e
said, "But mir ! you: nothing sloppy." You didn't flit from flower
: to flower. You didn't finish with a piece of work till you'd dine
i it to the best of your ability. Open to the children, yes; delighted
by them even; but not abnegation of clearly perceived academic
! responsibility.

Coffee breaks spent listening to the teachers, then, with
their articulate, professional sharing, fumished strong clues to the
bases of the schools' success. They were a good post for observation
also of that rare bird, the English principal. 'We do so-and-so
i in such-and-such a way here,' as one of them was explaining elsewhere,
: "because -- well because it pleases me that way. And iround here I'm
: God." His chaming self-deprecatory smile didn't alter the truth
i of it. Though in the frank daily interchanges of the coffee breaks,
it was evident that the principals' success depended a: least in
part on receptive listening.

Most of the headmasters would start the accouit of their
careers in the same place: 'When I came out of the arm’ . . , " And that's
worth thinking about, the state of mind in which an intelligent young
man would tackle his first job after years of compulsoy obedience and
tedium and danger and long hours for general puzzling. One told of
finding himself responsible for some hundred and fifty children who
had grown up in temporary huts outside the toan; a cultural desert
obviously, almost it seemed outside civilization. He had expected
them to be wild, he said; but on the contrary, they <rvpt crabl. ke
along the corridors, effacing themselves against the walls., He saw
he could never get them to leam wntil he could get thcm to be; and
started aftemoons of drama, then music and art. Throigh these aftemoons
he brought them to life ‘n the school, made them curio s, eager to
discover and wnderstand. Perhaps this example convey omething of
the deep concem for leaming on the one hand, the app.chension of
hunman happiness -- complex, compounded -- on the other.

The dominant influence in these schools, then, was someone
! with a strong perscnal stake in what he or she was doirg. Perhaps
: the sort of people I am describing would be successful teachers no
matter what mc:ﬁod they used. But the fiist premise of the integrated
: day that set activities at set times are not the child's route to
i leaming, the amount of freedom consequently allowed, tuilt on the essu-
{ tial wniqueness of every child: this is an approach tc teaching that the
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leaders in the field have, in their various ways, been feeling their
way towards, and that the less pioncering spirits find a sweetly
reasonable implementation of their philosophy.

One last comment before we returmn to the classrocm. On
the list of topics I intended to observe and inquire about, 'standard
dialect" had been prominent: to what extent was it preferred,
taught, how, how often? The dialect in Leicester and Leicestershire
is traditionally less ''acceptable'' than, for example, a west country
burr or even Yorkshire, certainly much less so than Scottish or
Irish. So attitude here would be revealing, since it is the social
class implications of dialect that cause the flutter in the educational
dovecot, however reluctant we may be to talk about them in plain terms.
My first visit was to a junior school (ages seven to eleven) drawing
predominantly on a lower to middle range of middle class pupils.
There were more h's riissing than I had expected, certainly more than
1 thought would go unmourmed. But no one seemec to be worrying and
there were so many othex things to notice that I lost sight of
that one. In the evening I brought up the subject with a teacher
of 6- to 7-year olds in what might be called a very underprivileged
neighborhood. She obviously considered the dialect question of minimal
importance. 'Well, ycu're thankful to get them writing and talking
at all, aren't you?" was her reaction. As I pursued the matter,
she said that sometimes she would poirt out the most glaring
discrepancies, in written work, to the brightest children. But
she would rather accept "I ain't done ncwt' and go on from there than
hold up proceedings -- perhaps stop them dead -- insisting on "1 haven't
done anything." She was adiwmant avout work habits, especially per-
severance, and classroom manners; she considered teaching a social
responsibility, not just a pedagogical task. But appareatly dialect
wasn't worrying her.

The next school on the list was large, modem, combined
infants and juniors. The headmaster was said to be more conscious
than most of his school's public image, to have stronger parent
involvement.  The houses on the way there bespoke the rising young
exccutive. Qutside the school was a strikingly attractive sculpture,
children's work of high quality. I paused in the foyer to look at
rore beautiful art; and heard from around the comer fruity north-
contry tones of the kind that actors wotuld use in drawing-room
coredies that poked fin at the nowly-rich, that used to get radio
comcdians a laugh before they'd even cracked a joke. As 1 looked
for the headmaster's office, I found that was where they were coming
fron; and, of course, the r were his. The dialects in tne schools, from
teachers and children alike, were something to savor, as distinctiwve
and appetizing as the naticnal cheeses,

In written work in the earlier grades dialects are reflected
a little, but 1 didn't catch any in the later work I saw, except
perhaps faintly, a local phrase here and there in the most personal
writing, Apparently, acquiring the accepted written dialect is no
great sturhling block. Perhaps this is hecause it is recognized for
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what it is: a special form of the language with its own special purpose.
It's when you use the written fo.m as a basis for oral commmication

(as many tracts on standard dialect do} that you run counter to

both the nature of the language and the nature of the child. And

the trouble goes wide and deep. Not only is the written form unviable
as spoken form, it also acquirtes so many wmpleasant associations

in the child's mind that he doesn't want to use it as a written form
either.

The child who docsn't want to write, so far as I could gather,
was ronexistent in the schools I visited. Obv.ously, different
children preferred different kinds of writing. (I remcuber an
eight-year-old sitting me down to read her '"novel" -- her third --
and we could hardly find room among the reference books her neighbor
was using to help him write an accurate report on his tortoise.)
Writing is an integral part of many different activitizs on whicn
they are enthusiastically engaged, so they get plenty of practice
in relevant writing, The modcls for this writing are also at hand:
stories, poetry, reference books, newspapers, travellers' tales, an
abundant variety in fact of good reading. (‘We had fifty-odd books
in the classroom on the subject from the cownty library,' tcachers
would mention in describing their middle ages project, or class
opera, stamp collecting, investigation of the local church or whatever.)
In addition to the freedom from threatening pressure, and the relevant
practice and models, there's always a little judicious correction.
This correction serves mainly to remind, perhaps clarify, at the
stage when the child needs »nd can take it.

Ke might well find the classroom after coffeebreak gathering
together to go to assembly. There is no one pattein for these
assembl-&és5. Some schools gather in full eveyy moming as soon as
school opens, others later; somc by choice or force of numbers
meet in different groups at Jdifferent times; some follow the usual
religious form with a hyy/m and a prayer, others concentrate on
sore expression of dignity or charity or other virtue, yet others
arce basically a sharing tire. W®hat they have in common is the
leading part played in them by the children. The most usual arraigerent
is for each cluss in the school to have a weck during which it is
responsible for the entire assembly, once, twice, or perhaps even
every day that weck. Dramatized readings of fables and other talks
are a recusrrent ingredient, but there are also plays, concerts,
readings of original poetry, school news reports . . . an infinite
variety.

During an afternoon visit to a country junior schooi I
heard & tape of that moming's music, the class in charge teaching
an instrnunental piece to the rest of the school, everybody playing
sore instrument or other. (‘e go round the junk shops for old
instruents, dig them out of attics, beg them, borrow them, put
on fetes to raise money for them. We've got the parents interested
now. ou should hear us when we have a session with them joining
in as well! Wwe're losing our music man this year, but we lnow
cnough now to help each other along. 1ke's a classics sche'ar
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really, but he's always been kecen on music and got us started and
we've never looked back.")

At another school, during election week, I heard a class's
commcntary on the campaign day by day, including irterviews with
the main figures.

The assemblies are in many ways symptomatic of what is
going on in these schools. That the whole school should inecet
together, that there should be some kind of participation and
sharing, this is retention of a tradition in British schools.

But rhat the children should themselves decide what they want to

do, and should have so much of their own creative work to contribute,
these are signs of the times. Perhaps even more indicative is the
flexibility of their duration: ten minutes, thirty minutes, cven
more, according to what's going on, Somctimes a presentatior will
catch on and become a happening and even forty minutes of precious
“instruction’ time will be devoured.

The assemblies fumish an example also of staff relatioaships
in the progressive school. They are, obviously, a public exposun
of the sort of work a teacher is achieving with his class. Not
that assemblies are the only chance teachers have of seceing how
their colleagues are getting along, for thes: schools are very open
places, with teachers ard children welcamed into each other's rooms
throughout the day. And when the children had gone, I noticed,
teachers would invite cach other into their rooms to see some good
idea they'd hit on ard how it was vorking out, But the asscmblies
go further than this in that they show how the good ideas are
fitting together, developing, building. They call for thoroughness
in presentation; the matcrial to I< shared is expecied to have been
explored with some depth and precisicn. On the whole, the assemblies
1 saw vere offered and receiyvnd with considerable satisfact:im as
a rutually stimulating sharing.

In the assemblies, [ was truck by tl. opportunity afforded
for development of ancther kind ot langurge th t the children would
nced in the world, different from t}: language ; ng on in the class-
room. Work there, as we saw, is & jrint undertuhing carried alorn
by language closely related to the imner tanguige we use tu In” ™
thin' ing and to organize and pursue inquiry. In fact, I hap <7 ' 5u-
thing in a classroom that might properly be called prescitatio,
emphasis on language for leaming -- intemalized leaming -- =
surely proper in a school.

As we have scen, it is current work in the classroom that
teads to the high standard of asserbly programs; and the asserblies
in tum feed back into other ctassrooms. But this is the mix and
flow of the different springs in our lives, not indiscriminate
flooding. And in this connection it is surely significant that the
assemblies, in corron with most of the other school activities,
rise out of the chilu's present needs. They are not somcthing

; concocted to afford training in public addiss or program managercnt
4
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or audience assessment. They do accomplish this, of course. But the
child's active provision of the program (arising out of his own work
and his own decisions) insures that primarily the assemblies provide
a mcans for him to think and feel his way into the larger community,
the whole school. Concomitantly, therefore, the language uses
developed by these occasions also arise out of his present needs,

and stand a better chance of being an extension of his wnique

self. When children are assenbled in institutions it is easy

to mislead them into the mouthed language of adult role-playing.

The assemblies I saw had not fallen into this pit.

The rest of the moming in the classroom weuld be a continuation
of what had gone before, untrammeled by a fixed timetable. Some
teachers who haven't quite cast free from traditional methods will
have started the day with an onslaught on the three R's, children
deing assimrwents at the different subject tables before moving on
to less struccured work, Others are more prepared for a child's
spending the entire moming on one activity, if it entails fruitful
leaming. It is rash to generalize; but 1 do remember various
classes where the latter part of the moming seemed a popularly
retaxed and happy time for various language arts pursuits. Some
children, having got their chores out of the way first, are now
scttled down for some enjoyable ieading and writing. Others would
have worked on their pet prcject as soon as they got to school,
and having devoted to that as much time as they wanted, or felt
they could afford, are writing their log on it, or reading probably
on related subjects. Certainly the book comer would be full.

The book comer in most classrooms is a little space squeezed
out of what is already a very squeezed room. It is usually very
private and gives the feeling of being tucked away, surrounded
by higher than child-height boo). racks. One misses in English schools
the American abundance of beaut ifully produced books. School libraries
are often just a collection of bocks strung out along a corridor;
and classrooms rarely have a large sclection. But children in the
book corners were eager to have a visitor look into many favorites
and were cbviously enjoying reading there. Side by side with established
authors were the novels, reference books, collected poems, records
of trips, and research chronizles produced by individuals and groups
in the class. The latest school designs push the asserbly hall, tradi-
tionally the huh of the school, to one side, and revolve instead
around a library and quiet space. PRut there is still plenty to
be said for that little world within a world in the classroom.

Other children will be reading basal readers. The great
rmajority of pirils in the:e progressive schools will be going through
sore basal j v 1 0 or otker, with their progress closely recorded.
One is rather surpris~d, in fact, after so many articles stressing
their freedom, 1t the great iiportance these schools allot to a
systenalic reauaing schere for each child. The approach is rather
differcnt, however., from provalent American practice. To begin
with, there will Le any nurter of programs within the same clussroom.
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The aim is to fit ecach child with the program best for him. The
child is checked by his teacher as he goes through, cach in his
own book in his own series at his own rate; and the teacher will
use his discretion as to whether he [0es on to the next in the
series or repeats or skips.

Many prircipa’s like to hear cach child read regularly,
and have a close cc...rete assessment of the state of reading throughout
the school. Standardized reading tests are often administered
only twice throughout the primary years: towards the end of the
infant school and the end of the junior school. Any information
of especial note will then be passed on to the next school.

Articles written by observers sometimes maintain that there
are virtually no reading problems in these schools; but I found
no one working there saying this, and “'the remedial class" was
mentioned Quite frequently. I remember one school where the rouns
vere packed with delights -- a detailed mural of a row of shops,
for cxample, contents inside cach labeled and numbered, clocks,
weights, the appropriate tools, vendors in the appropriate dress;
Pascal's triangle built up with trancparent colored plastic
like stained glass agai.ist the windov, with the cxplanation
wndemeath; a numerical sequence illustrated in tie-dyed materials.
I didn't want to give w time there for an inspection of the remedial
reading toom, but the headmaster was firm. e led me out to a
dull wooden box wedged into the playground, up rather rickett
stefs. Then inside it was suddenly light and airy and everywhere
were visual and tactile treasures, some in piles to play with,
some elegantly displayed on burlap-covered panels, and in the
comer a puppet theater and a king puppet in brocade and velvet
and animal puppets, and models of string gumes next to them with
brightly colored string there to try your own hand. For one wrenching
moment 1 thought we'd have to walk through to some little room
where the serious work was done, equipped with the usual piles of
textbooks and tests. But of course the next momcnt I saw the logic
of it all and was reading the names of the shells and the string
game instructions and sharpening w1y perceptions on the leaf display
and here was the outline of a puppet play the children had been
working on. 'When I was first teaching,” the headmaster was
saying, "over thirty years ago, there was a tcacher ran her
rentally retarded class this wav, and I remember one day seeing
two of our brighter lads peering in and one saying to the other,
"Eee, don't you wish you was daft."" There were beoks in the
room too, I poticed. And now ti.- heddmaster pointed out the
various machine aids, and phonetic games, and self-check systems.

These schools are very sericus about helping evervy child
ncrform to the best of his ability. Rut the children who can't
Leep up with the rest aren't brandnd as failures, Fveryone can
do somcthing; and it is the individual accorplishments and con-
tritutions that are most vi:ible in a classroom, not prowess or
lack of it in th> shills. 1 tememter the teacher in one intfant
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class osking who would like to show the visitor their writing books.
There was an instant forest of waving blue books and a very small
boy thrust his into my hand. "Oh you rust see Richard's,™ the
teacher said. '.is stories are lovely." And indeed they were.

Tt was semewhat difficult finding the way through his spelling, but
worth it. 'He huas trouble with his reading,'" the teacher said
discreetly in my ear. 'But you can hardly call him backward,

can you, when he writes like that?"

Reading and writing are inseparably linked in these schools.
Children do their own very peisonal writing as soon as they can
get a few sounds down in i.t.a. or traditional orthography,
working with their own vocabuiary books which they build up as tley
go along, and helping each other get the spelling right. They're
reading as they write, obviously, and then reading cach other's
with delight. And the most interesting writing is not necessarily
produced by the most academically adept, as we all know.

There was a class of eight- and nine-year olds doing a
puppet cperetta with their Carl Orff instruments. Some of them wese
stutbling over the lines they had to read, but robody minded.

The lines were short and entertaining, with plenty of interchange
and places for everyone t> join in instead of just sitting there
bored, frustrated and critical. low much easier it is to have a
reading repeated without pain if all you have to say is, ''Could
you make it sourd really fierce?' or ""fhat's an important linr.

May we hear it again?" So while the many opportunities for reading
loud all provide for thorough mastery, it ir the enjoyment that
is paramount,

Several references have alveady been made to a language
arts activity that is almost certain to be going on somewhere in
the classroom at this time, as it's going on everywhere all the
time: personal writing. This might be poetry, or stories, or
a careful, factual account of a field trip, or family chat, or a
memory, whatever the child feels like writing about there and then.
For those whose memories or imaginations might be sluggish, there
are suggestions an the board Ly the writing table, or on assignment
cards. 7l.ese might be opening sentences, or a newspaper clipping,
or a pile of interesting pictures. Most children 1 saw weren't
in need of stimulation; and those who needed it initially socon
took off on their own. Children write casily and well in these
schools, having had plenty of practice from the beginning, and
being helped to develop their crpacities where they arc deeply
involved. There is an unbroken progression from the pictures
the child draws when he first comes into the infant schoo', through
the pictures he has the teacher or an older friend put an explanaticn
wundet, through writing his own coments, throngh writirg as much
corment as picture, through writing what le vants to say and
illustrating it if Le feels like it.
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It will be seen that in some ways fewer demands are made
of the teacher in the integrated day. Anyone who has tried to
stimulate the developrent of genuine, lively writing in a traditional
classrrom knows the endless preparavion that yust go into it;
the energy demanded in motivating the reluctant, in persuasion
that forever teeters on the brink of cajoling and wheedling and
threats. But the nearer the child's SCE]OOI activities approximate
his natural way of doing, - - wing, leaming, the more. (learly
we can see what sort of he.y he reeds, and when. We know when
the time is ripe for a session on mechanical skills, or when to
ignore the errors and respond as a persom to what he as a person
has wr..ten, or when, and to what extent, to combine the two.
This is by no means to say that the teacher in the integrated day
is not constantly feeding in ideas. He is; ideas for writing as
for everything else. But when the children have so much encouragement
to be themselws, their own ideas flow in ax evergrowing stream.

As soon as it was known in a classroom that the visitor
was interested in their writing, it was always the same -- children all
over me with their books, begging me to read this page and that,
asking the teacher for books he had in his keeping so that I could
read their favorite effort of a year or more ago, bringing over
the large joint efforts they'd written, illustrated, and bound
for various special occasions. They knew each other's work well,
and would enthusiastically recommend some story its author was
proffering. The teachers had =n amazing memory of this vast
output, and when we were locking at work without the children there
they would indicate interesting points and dc - lopments, and
detail how these fitted in with a particular c.ald's abilities and
personality and home background.

Any gaps in the teachers’ knowledge of language docs
not arise out of the system of the integrated day. In fact, as
1 have already stressed, it is more likely that the teacher wili
be effective in this sct-up since so muxch can be forwarded by a
sensitive and practical personal response. But I would like to
see tecachers more familiar with receat research on the relationship
between language and thought; and consequently more sensitive to
the different characteristice uf different arcas of language.
Much the teachers know by experience and common sense, but they
could use a stranger theoretical framework, in order to be sure that
all their children am exploring as many aspects of language as
are presently relevant to them. To be frank, I'm not certain
how much of a noticeable difference this would make in the sort
of classes 1 have been doscribing; probably not much. But T think
this framework is necessary if the results produced by these obviously
gifted teackers are to be obtained more generally; and also if the
preseat successes thenselves are to be developed.  Principals that
1 *alked to abeut this were strongly in agreerent. 1 think observers
soretimes miss the irpertance accorded to theoretical framoworks
in trese schocls,  Theories tend not to be noticed in the classrorrs
since they an so fleshed cut and vitalized by the children's own
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interests. And sometimes the teachers and principals will be so
elcquent in their criticism of a framework, or more likely, of the
methods that sometimes result from some framework or other, that
they give the inpression that they are proceeding by pragmatic
intuition. But I found them, without exception, repudiating those
accounts of their schools which implied that this vas in fact

i their modus operandi. Their successes are emphatically not a

: matter of good intentions and luck. They are based on deep, searching
thought; on thorough study of research into child deelopment;

and they work hard at utilizing frameworks which are relevant to
the acquisition of different knowledges and skills. Their basic
belief, in fact, is in the symbiosis of human development and

the totally committed pursuit of knowledge. (But of course they'd
never say it so pompously!)

There seems to be some indication, that a possible language
framework evolved from recent research is not yet operative in the
schools. But at such time as Leicestershire decides to tackle
: it, help will be available. There are a number of experienced
] advisory teachers in the county, working out of two teachers'

: centers (one mainly primary, one secondary), who travel around the

schools giving practical help in introducing new practices, organizing

courses, talking to parents, advising new teachers, and so on.

The centers are attractive places, open several nights a week,

' with libraries, resources and machinery for the production of

teaching materials, displays of educational equipment, and collections

of work from different schools. Questions and suggestions are

eamestly invited by their personnel, and dealt with constructively.

The. is, the channels of communication are really open, and there

are rany practical results. A current 12-page mimcographed report

of activities includes, for example, a brief description of a reading

study group. This has beon formed in ~esponse to “requests from

1 several schools about mthods and ideas for the teaching of reading";
the grow looking into such areas as finding parallel bocks in different
reading series, and investigating diagnostic testing. Also mentioned

) in the pamphlet are the trial science units produced by national

i foundations which are teing tested in local schools; an environmental

! studies group, whosc findings are being compiled and will be available

‘ at the center; a description of materials collected by an upper

school during its Spanish study, which can now be used elsewhere.

One of the most cutstanding diffevences in the teaching
of language arts in these schools, compared with most American
schools is the use of drama. I find nyself reluctant to go into

; this, and not only because e have heard so much about it. It

; is so frustrating that so many p2oplé¢ in Amrrica have known, for

| a long time, the iryortance of drama in the classroom; that a

i fow brave, encrgetic, 31d persistent people have put it fimmly

! there and told us about 1t; ard that nevertheless to the great
majority of elemen.ar  teachers it remains sone sort of exotic
mystery where angels i ar to tread. Dram, like writing, talkiag,
and reading, flourishes in the atmosphere of the integrated

day, and in ite tum enri-™r it. So 1 saw plenty of drama, and
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it was exciting and fun, and it was clearly playing an important

sart in the paramount task of the primary schools, that is, providing
each cnild with the encouragement and the tcols of civilization

to find himself. There is plenty for us to leam from it, just

as there has Leen from the American teachers using drama for the

past forty years or so.

Perhaps the special message from the Leicestershire
schools is that it isn't only fools who rush in, nor specialists
either. In fact, here aj iin the schools seemed blessed rather
than cursed by their lack of a specialist teacher. 1. drama, as
in art and in music, the classroom teache:r was able to share with
the children sore of the most enjoyable and revealing expetiences
of the day, leading to them out of woik going on in other subjects
and then building on them further, later on. Some teachers make
a better job of it in some ways than others. Those more sensitive
to character nd language, for example, will be more likely to
develop interesting dialogue, while others will explore dance
drama. There's room for all. Improvised drama is as natural
to a child as breathing; and it stays with us in many forms throughout
our lives.

I remember most clearly drama I saw in the early afteimom,
I'm not sure why, Perhaps it is that as the second session of school
got underway, after a long lunch break, drama seemed the natural
means of geing back to source, oue's own source, and drawing enough
from it to get to the end of the day in a relevent direction. Or
perhaps it's just logistics, the hall being now free from assembly
and lunch tables. Wwhatever, I shan't forget one rather portly
gentleman cheering with such gusto from the sideline as his class
played out a dramatic intemational soccer match that I expected
him any minute to kick off his shces and join them. Or a reat.
quiet lady with her faced wreathed 1n smiles as her class stormed
a medieval fortress awash wizh gore and bloodcurdling oaths.
Not that 1'm advecating classroom drama as teacher therapyi
But I do think the success of many of these teachers stems from
their being open to themselves, to the daydreams and curiosities
and anxieties that they have been living with as long as they
can remember. It is by this inner route that they roke contact
with the child.

Let's put the time 1cop back to the end of the moming,
to the cleaning wp chores, and some standing in 1ine. 1 saw
teachers several times fill in the odd five minutes with language
skill games, possibly spelling, or similes, or guessing a descrited
object. The teaching of skills isn't very noticeable in these
schools as they are mainly brought in at the service of other work
when the child is ready for them. Some teachers will have an
all-class session once a day to tackle what they have noticed
as a gencral reed, other teachers will not. Certainly 1 rever
happened on one. Lut I did sce assignent tables vith, for
exarple, phonics games that the children had to do at sore tire
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during the day. Spelling and punctuation are certainly not the
unmentionables in these schools that one might gather from some repo -ts.
But an objective tinme count of minutes per day spent on instructions

in the mechanics would, J'm almost sure, show considerably less

in England than i America. Certainly they are never seen there as
other than means to an end. You learmn the conventions because you wint
other people to understand what you have to say.

School lunch is quite a social occasion. The children
sit at tables of eight or ten, that is, large enough for separate
conversations, small enough for the whole table to jcin in if
anything interesting crops up. Vitchen staff bring serving dishes
to the tables at which the children are alieady seated, and the
oldest children serve. The age range is likely to be from youngest
in the school to the oldest, as children do not necessarily sit
with others from the same class. In the infant schools this reans
that even the oldest child is only seven. But I never saw less
than efficient serving, and sometimes as they portioned out the last
of a good dish the wnselfishness bordered on the downright gracious.
On no occasim was responsibility shifted to the adult vho might
appear on the scene.

As for the conversation, I was put in mind of that research
finding fast oecoming an old saw, the one about the high positive
correlation between I.Q. and families eating breakfast togethier.
The children in these schools are not fed like battery animals.
They eat lunch together like human beings, and talk accordingly.
It's the way the children ta'k with each other that impresses;
and it is pleasant indeed to be welcomed into the growp. There
were so many conversations to remember, about nicknames and
birthdays and the funny habits of brothers and sisters and mothers
and fathers, and what it's like living in America, and what you get
to know from holidays abroad. Sometimes the visitor took the charce
to do a little sounding out that weuld have been uvut of place
in a classroom. To a rather scaiuffy little ten-year-old lad beside
me, 1 said, "Is there anybody particularly smart in your class?”’
"o00, I'm smart, look, I came in my best jacket today!" (tramsatlantic
misunderstanding) "I mean, is there anybody very clever in your
class?' Several now joined in. ‘You should see Nicky G., he
can do handstands and cartwheels!' !'Yeah, but what about Pete,
he can jump higher than . . . ." "I mean is anybody especially
good at sums, or -- " 'Well, you saw how good I was doing this
morning in .1y sum book, and I wrote ---"" Yes, [ had seen the sum
book, and that moming it wasn't too bad, but the rest was rather
disastrous. PBut he spoke with an open, wnbrash cheerfulness
that while it wouldn't be enough to get him through university
wouldn't have him giving up before tirme either.

This was the school where the headmaster had instreancd
his junior school before leicestershire had managed to throw off

the yoke of the eleven-plus examination. Instead of fewer passes
than usual, as so many parents and colleagues had predicted,
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he had in fact one or twd more, and in addition he had many borderline
cases who were called for interview. The interviewers tuid him

that they had been put into a real quandary. A1l of the children

that they talked with were articulate and curious and showed such
signs of being able *0 cope with tdvanced studies that they coulgn’t
think how to discriminatc among them.

At another schocl, not the most progressive, the chi'.dren
took me during the lunch hcur all around their animal center in
the school grounds, explaining habits, feeding, breeding, past
evcitements and sadneszes there, cxpectations and their basis
for them. It had ber~ set up by the fourth-year teacher whose special
competence is science, and who had told me earlier how dissatisfieu
he is with his shortcamings in languag. areas.

Third and last, | remember a nine-year-old who asked me
so many questions per minute that that was one lunch that never
got finished. 'His reading and arithmetic arer’t up to much,"
his teacher had said earlier, "but we wouldn't be without him."
This was lunc, time. For the moment 1 wasn't puzzling about langvage
and growth, But I Jnew these were people getting a great deal out
of life, and putting plenty in it for others.

The mornings are long, and lunch time quite long, so the
aftermoans whiz by. Each child will have several activities planned
for the day that he still hasn't got around to, so he's still stepping
lively. And then comes that pleasant time of clearing up after
a good day's work, a feeling of accomplishment and relaxation, and
the children settie around the teacher for a story. In several schools
it wasn't necessarily their own teacher they scttled arouid, as
two or three classes would yatker together, with one teacher in
charge, releasing the others io write up their pupil records for
tle day while details were still fresh in their minds. The stories
I heard were often old favorites or perhaps a poctry session with
the children joining in. The occasion was one of simple enjoyment;
but apart from that very little of a literaturc lesson. And any
other literature, as far as I could ascertain, was largely fed inco
other activities, such as those concerned with other times and other
places, and into the writing. Most of the material appeared to be
the usual traditional corpus; and 1 didn't see many of the fine
contemporary novels and anthologies for children, either in use
or on shelves. ¥hen I asked teachers about literature in their
classrooms, several spoke regretfully of their iack of kmowledge
and confidence. In other areas a gap in the teacher's own education
was often a spur to his insuring that his children didn't miss out.
Music especialK was mentioned as a grcatngiéasum that they were
discovering with their pupils. But I think that with litorature
they were apprehensive of doing more harm than good. The children
were obviously writing well and were keen to 1cad, and therc were
plenty of gocd 01d stories and poems that they could pass on,
so they felt no pressing need to venture into unknown territory.
This gap is to sow> extent filled by the excellent B.B.C. radio
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programs for schools, which were frequently referred to. These
can easily be recorded anl used as the teacher wants them. FPoetry
is especially well handled, inviting considerable participation
by the children.

Afterschool activities weie many, and impressed one with
the phenomenal energy a kcen tcacher on either side of the Atlantic
can dredge up after an exhausting day. Again a comparative minutes-
per-week caunt of time spent on these in PFngland and America would
be interesting; my impression is thatl rather more is expected of
the teacher in England. One heard of camps and cycling clubs and
tarflung expeditions, all without pay.

So much for a day in the Leicestershire primary school.
I hope anyone who has bothered to read thus far will have come to tems
with the relentless enthusiasm. The truth is that after years of
suspecting that a dislike of schools signified some deep personal
inadequacy, these schools struck such a happy note of inner recognition
that I felt the inadequacy might just lie in the schools I had
known. It was a liberating experience, in which I was too busy
enjoying the good things to have much of an eye for the bad.
So let me stress once more that I have described what I cons.der
the most constructive practices in what is undoubtedly an untypically
fine growp of schools. (I also saw some pretty grim schools over
there, but mercifully there is no reason for reporting those.)
All in all, then, there's a great deal to be learned from the pro-
gressive schools in England. But let's not go overboard, at least
a0t without being prepared for a tough swim. As I have tried to
point out, there are various differences between these schools
and ours that depend on more than different educational philosophies.
English custom mcans that things usually advance little by little
over a broad front, slowly but surely. So when skeptics say that
; the progressive English education being made such a fuss of is only
' American progressive education tuming wp forty years late, they're
not entirely wide of the mark! But the furty years haven't been
wasted, and neither has the American experience, what went right
and what went wrong. Essentially, the Inglish innovations are built
on what is best of established tradition, on an expansion of gocd
things that have always been a shining thread there (faith in the
arts, for example, and the love of drama), and on a long history of
sound pionecer efforts, together with thorough investigation of
confirmed modem research. Head teachers, the deainant influence
X in the schools, have many of them been ewolving this approach for
the past quarter of a century. They have been feeling their way
in tentatively, broadening small experiments little by little, and
have never expected to accouplish miracles ovemight. The schools
see themselves still with lots to leam, in many areas only at the
beginning. And they vary greatly within themselves. Observers
tend to sce the same sort of class in each school; they ask to sce
the integrated day in action and headmasters are happy to show their
nost striking examples. But even in the most progressive schools
there is room for the more traditional teachers also, who are
referrcd to with respect. There is no bluepriat, no magic formu!a.
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And even if there were, would we really want it? We have
to decide what is best for schools here, what stands the best chance
of constructive survival within this country's culture, building
on what is most valuable in this country's tradition. English
educators are quick to admnit that they have leamed much from
America, and will be happy to learn whatever else might prove
of use to them. But they would never think of ditching what they
have and co-opting whole chinks from outside. Of course, some
would retort that the socner American education is ditched the better.
And T would agree that a great deal of it is appalling and something
must be done about it fast. But we have to consider this country's
educational ilts deeply, from the inside, and work at putting them
right from there. Surely, there's a great deal to be leamed f m
Britain, but a hasty transplant from an entirely different climate
only dies. And on that note, let's leave a Britisher the last
word.

' ' Brains first and ther Hard Work. Look at it! That's
the way to build a house,' said E:yore proudly."
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LEARNING SIGHT VDRDS1

by Robert Christina

This study tested the ecase or difficulty of leaming eight
words presented by a look-say technique and by look-say augmented by
tracing, when the eight words were printed in the Initial Teaching Alpha-
bet and when they were printed in traditional orthography. The subjects
for the experiment were 120 kindergarten children in the East Syracu<e-
Minoa Public Schools in the early spring of 1970. Kindergarten children
were chosen because they had had no formal instruction in reading other
than having been taught the names of the letters.

A1l the kindergarten children in two schools in the district
participated. They were randomly assigned to four treatment groups. No
selection criteria were used.

Purpcsea of the Study

The study was designed to investigate the follewing questions:

1. Does use of i/t/a muke a differcrce in the initial leaming
of cight sight werds and in their retention after 24 hours
and again after a week has elapsed?

2. Does tracing words, whether they are printed in i/t/a or
traditional orthography, increase children's efficiency in
leaming to read these words or in rerembering them?

3. low do these eight words rank according to case of leaming
under the four modes of presentation?

4. Wwhat arc the characteristics of words which are casily
leamed and which are frequently confused?

Frosedures

Five cxperienced master's candidates in the FPPY progran senved
as teache:s for the esperiment.  They taught each child  dividuallv,

Tratert (hristina, Orthography, Presentation Techniques and Sight * rd
Acquisition of Reginning Readers, wnpublished Th.D. du:<ertation,
Syracuse Unnmsity,—lggo. 100
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presenting eight words according to procedures outlined by the investi-
gator. All of the 120 cl.ildren lvamed the eight words to criterien, most
of them completing the task in about twenty minutes,

The children were assigned to four treatment groups of 30
children each. One treatment group (LS-TO) used a look-and-say presenta-
tion technique which required the childreir to look at and say each word,
repeating the word twice after the exariner. The words taught to this
group were printed in traditional orthography. Another group (LS-1TA)
used the same look-and-say presentation technique, but the words taught to
this group were printed in the Initial Teaching Alphabet. A third growp
(T-TQ) repeated the word once after the teacher and traced it. For this
group the eight words were printed in traditional orthography. rhe fourth
grouwp /(T-ITA) followed the same procedure, but the eight words were printed
in 1/t/a.

First, eight word cards were placed before the child, and he was
told, "Today we arc going to leam to rcad these words. It's easy to read.
You rcad words. Words tell you what to say. FEach word tells ycu to say
somcthing different. You have to leamn wh:t each word tells you to say,
and then you'll know how to read them. Today y u're going to leamn what
these eight words tell you tc say. Fach time ycu get a woud right, you
put it here {an area near the child was specified), and when y. u have all
eight words hert, you'll win a tuy."”

Sext, the exariner shuffted the eight word cards, drew 'ne, and
[ laced it before the child. The cxaminer pronowniced the word anu use.d it
in a sentence.  Then the child repeated the word correctly twice. This
sa procedure was followed for each of the cight words.

too t e
king kit3
cCow cou
how hou
make maek
mJade meed
wish wifh
which Which
110
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After this brief instruction, the eight words were shuffled
again and presented one wcrd at a time to the child. If he read the wond
correctly, he was praised and the word was placed in the “correct’ area.
If children in the LS-ITA and LS-TO treatment groups +id not read the
word correctly, they were simply told the word and required to repeat it.
In T-ITA and T-TO treatment groups, the children traced the word. 1he
proc.dures were repeated until each child responded correctly four times
for cach word. He was then rewarded with a srall plastic toy. A record
was kept of the n.mber of trials on each word before the criterion of four
correct responses was reached.

Appreximately 24 hours later and again one week later, each child
was tested on the eight words. A record was kept of which words were re-
membered.

Fesults

The experirental design and statistical treatrent made it pos-
sible to decide whether there were significant differences between the two
types of orthography, between the two presentation techniques, or inter-
actions between the two variables of drthography and presentation
technique.

loes use of the ift/a in contrast to traditional orthography
make a difference in learming or retaining words? No significant
differences between i/t/a and t/o were found; so judgment on this question
has to be suspended. Other words using additional i/t/a symbols might
have produced different effects, but the eight words used in this study
yiclded no evidence cither to contradict or to support Nc.ning's statement:

‘The medium used in beginnars' books scems to be a vital
factor in leaming to read. Since most reading rescarcn
has failed to control this factor of the printed medium,
many generafized g %._n‘ts on_problems of reading instnuc-
tiun may necd to substantially .wcditied. p. a5,

Downing, 1664)

Does tracing each word help hepinning readers to leam or
retain words presented by a look-say technique? The evidence related to
this question is more conclusive. There were significant differences
between the groups that traced words and the groups that employed only
lock-and-say techniques, indicating that tracing enabled children to
achieve four correct responses sooner. Tvo possible explanations for the
significant differences have been suggested in the literature. Xing and
Muxchl (1965) maintained that because beginning readers view all words as
very similar they benefit from the additional sensory cues provided by
tracing. Gates (1935) asserted that tracing controls left-to-right
moverent and 1s an attention-foausing device.

: However, there were no irdications that initial leaming of
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words printed either in i/t/a or t/o or learned with or vithout the
reinforcement of tracing affected retention twenty-four hours or one week
later. (Retention in this study was found to be less than 50 percent,)
There were alsc no indications that inte iction of orthography and presen-
tation technique affected the rate at which these children leamed or
retained word:

These results indicate some guidelines for classroom practice.
bhen beginning readers have difficulty in paying attention to a word or
when they fail to utilize a left-to-right approach, the tracing technique
should be benmeficial. This technique appears to make initial learning
more efficient but is no aid 1o retention. The fact that 1o review was
provided between the initial teaching and the follow-up testing accounts
for the low retention exhibited by all four groups.

Significant differences were also found when confusion errors
were examined. (A confusion error was defined as the substitution of
another word on the list for the word being tested.) These results
indicated that the degree of similarity may affect the ease with which
children leam words. Words which began and ended with the same letters
(i.e., wish and which) were more frequently confused *han words with
similar endings only (i.e., cow and how) -T complete., dissimilar vords
(i.e., too and king).

Classroom teachers selecting words for individual or growp
activities should consider the possible confusions which may arise
because of similarities between words. Many words having similar begin-
nings in a list or in context may bc a source of difficulty for beginning
readers. However, although there is evidence in this study that similar
words are initially harder to leam tluc. dissimilar words, other studies
have shown a beneficial cffect from using similar words for leaming
activities. Studies by Samiels and Jeffrey (1966) and McCutcheon and
McDoweli (1969) indicate that leaming similar words is initially more
difficult, but later leaming may be easier. Both studies found that
leaming dissimilar words resvlted in rapid initial leaming, but later
leaming of related words was faster when initial instruction was on
similar words. That is, the case of initiat leaming may be offset by
later difficulty with related words.

Other results which may be of interest were those concemned #ith
the retention of various words. If every child had remerbered a word on
both retention measures, the score for that word would have been 240. The
word too had a score of 214; the word made had a score of 40. A}l words
used In the study maintained very simiTar rank orders of retention,
regardless of the treatrent. The word too was relatively easy for all
groups just as the word made was difficult for all growps.

This tendency of the words to keep the samce order was also noted
with respect to the rate at which words were leamed. There was consider-
able agreenent among the four groups as to casy and difficult words for
initial leaming. Coleman (1969, 1970a) found similar results and also
fond no significant effects on ease or difficulty from the frequency with
which a word appeared.
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Coleman (1970b) suggests that classroom teachers might sclect
words for initial reading instruction on criteria other than the {requency
with which the words are used. The criterion he suggests is leamability.
He believes it is useful to select and order words according to difficulty
by teaching them to children who have not been exposed to previous reading
instruction.

In a series of such studies, Coleman (1969) tried many words and
obtained a list of 160 which he ranked according to leamability. The
East Syracuse-Minca situdy, which used sgme words frem the Coleman list,
corroborated his findings with respect to the ecase or difficulty of
learning these words. Classroom teachers may find lists of rank-ordered
words useful as a source of words for beginning reading. Such lists also
provide a clue to the readability of beginning reading meterials.

i Of course, the results of this study of leamability of words,

i the effects of i/t/a and t/c, the value of tracing, and frequency and
types of confusion errors, must be interpr:ted cautiously. The conclu-

‘ sions drawn from this study are probably valid for the children who
participated. They may also be valid for children similar to those of
the present study, but they are entirely tentative for any other children.

This study rcemphasized the individual nature of children's
! leaming. Some children who did not use tracing leamed words faster and
rctained more of them than children who did. Some children remembered
only the word made, a few children did not remember the word too. Words
vhich confused some children did not confuse others.

The point should be emphasized that this study did not investi-
gate whether kindergarten children can or should be taught to read. The
children were selected because they had not been exposed to formal
reading instruction. In this experiment, they were taught individually,
and the mothods and purposes were more appropriate to laboratory research
than to the classroom. The focus of the study was the "learnability” of
eight words under two conditions of presentation and two types of
orthography, not on the leaming ahility of the 120 childien who parti-
cipated in the study.
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REPLICATION STUDY:
WORD BOUNDARIES

by Robert Christina

X In a descriptive study of 39 first graders, Meltzer and Hersel
after two and one half months of school indicated the extent and types
of confusions alout word boundaries exhibited by these children. Each
child completed nine short tasks and the data were used to answer three
questions regarding: (1) how children defined word boundaries; (2)
whether they could differentiate between numbers, letters and words;
(3) the relationship of the whole-made-ip-of-parts ccncept to word

, bowndary knowledge. The 32 first graders in this study had been intro-

| duced to reading through the Scott Foresman ¥ew Basic Readers, and the

% best readers were completing their third pre-primer.

I

The present study was a replication of the Meltzer and Herse
study with a different group of first graders, a different basal series
(Houghton Mifflin) and a different time of year. Children were all of
[ the first graders from the Heman Street School and testing was completed
i during the last month of school. *

Method

; Each c¢hild was asked individually to complete nine tasks. The
materials used and abbreviated directions are given below:

1. Sentence (Seven cowboys in a wagon saw numerous birds down-
town today) was printed on paper 17 inches long and 3 inches wide.
Tetters were 3/8'" with ascenders 5/8" in height and there was a space
and 2 half between letters and words as campared to spacirg of standard
print. (Child was asked to count each word as he pointed to it. Then
he circled each werd.)

2. On a3 x5 card in same size print, each of the following
(2, 5, 8, e, t, s, labor, for, boy) was printed. (Cards were spread
before child and he was asked to pick up the cards with numbers on them.)

3. Oi a3 x5 card each of the following was printed (324,
5927, 24159, m, a, h, foot, rest, plans). (Child was asked to pick wp
cards with words on them.)

Nancy S. Meltzer and Robert Herse, 'The Boundaries of Written Words as Scen
by Firsu Graders,' Jowmal of beading Behavior, I, No. 3 (1969), pp. 3-14.
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4, Five pennies in true size were xeroxed on a 5" x 7'
card. (Child was asked how many pennies were on card.)

S. Pictures of four pennies cut in half with a small space
between were on a §" x 7" card. ('How many whole pennies are on
this card?)

6. Pictures of two pennies cut i half and correctly
oriented but 2 inches apart were en a 5" x 7" card. (Same question
as 5.0

7. Pictures of five pennies, four of which were cut in half
and variously spaced but in correct orientation, were on a 5" x 7"
card. (Same question as 5 and 6.}

8. One whole paper cup and two paper cups cut in half
: tengthwise, (Child was shown whole paper cup. When two cut cups
} were placed on table, he was asked how many.)

9. Sentence (I want to see sameone do something on a house-
boat) was printed on paper 17 inches long and one inch wide with
tallest letters 7/8" high and other 1/4' with a space and a half
between letters and words. (Child counted words, then cut a word at
a time and gave it to examiner.)

Defining Word Bownidaries

In the original study ervors in the discrimination of word
boundaries were classified in five categories as follows:

1. Divided at a tall letter; e.g., downt/own/

2. Divided elsewhere than at tall letter; e.g., nun/erous/

3, Combined two words; e¢.g., /in a/

4. Conbined letters with no regard to space; e.g., se/ven/
co/wboy/s s/aw/

S. ILquated words and letters; e.g., s/e/v/e/n/

Various combinations of 2rrors in discriminating word boundaries were
provided as evidence that t'ere is a sequence in the ceveloprent of the
concept of word boundaries, from the equation of vords and letters through
to the wnderstanding that space is the deterrirant. The sequence is
as foliows:

a, Letters are words.

b, Aword is a wit made up of more than e letter.

c. Space is used as a boundary wnless the werds are short,
in which case they are combined; or long, in which case they are divided.

d. Only lung words continue to be divided.

e. Spaces indicats word boundaries except where there js
a "tall letter in the middic of a word (p. 13)
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The present study notcd similar pattems of errors which supported
the sequence proposed by Meltzer ané Herse. However, some discrepancies
#ere also noted. Analyses of error categorizs revealed that while dividing
long words at tall letters was still an error, the nature of the error
couil be clarified by a reclassification. In all instances (9) where the

. error was made the word was a compound word and the division was made
between the two words that co ssed the compound word; e.g., down/town.
In the second category -- dividing elsewherc than at a tall letter -- 10

" of the 11 children who made errors in this category made a similar error,

" e.g., downto/wn or down/to/wn. Consequently, a different classification

! scheme for the error is proposed here,

1. Division at small words; i.e., separating small words as in
donwto/wn or down/to/wn.

] 2 Correct division of two parts of compound words,
3. Division elsewhere than at small words.

;
{ khen the errors are reclassified to include these two types of errors, the
¢ following frequencies occur:

' a) Divided at a tall letter O e} Equated words and letters 5
. b) Divided elsewhers than at 4 f) Divided at "small" vords 10
: small words
: ¢) Combined two words ) g) Correctly divided yarts 9
! of compound words
i
i d) Corbined letters withno 38 h) No errors 32
é regard to space
i The incidence of errors by reading growps is also presented:

Errors in Nefinition of Word Boundaries

by Reading Group {in per cent)

" Reading Growp | a b c d e f g | Total Errors &
3» 1 .
| 27 N=15 100% 1
| 12 x-31 no{ 3 301 33 24
RS 504 381 124 8
l 2nd' T N3 254 | 25t | so ' 4
i RstfP =g 19 { 198 { 438 [ 108 16
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The error of ccmbining two words results in the largest precentage
of errors at the three highest reading groups, which contrasts with the
Meltzer and Herse's finding that most errors were on division at tall
letters. However, tie original study groupel categories a, f, and g under
the label of divided at tall letter. Combining the precentages of these
three categories supports the findlngs of the original study; but it is
suggested that Meltzer and He'se's results occurred because there was more
possibility of making an errdor that could be claenﬁed as division at tall
letters.

Differentiating tetweun Nwrters, Letters, and Words

A total of 24 of the 67 children made errors on tasks 2 and 3 which
were used to determine if children could differentiate between numbers,
letters, and words. The majority of thesec errors (16) occurrcd because the
child selected all letters and words when'asked to select only words. It
would appear that many children cannot clearly differentiate between
letters and words, but there was only ofe instance where a child selected
a number for a WOTG and another interesting instance where a chlld selected
fer when asked to <e1ect all numbers.

A sumnary of the letter and word errors by reading group follows:

Errors in Leiter-Word Confusion by Reading Group
(in per cent)

Reading Group Errors
) 2! n=13 138
Zna3 - 63
1! Ne12 334
nd"F x=3 669
B e ————— o s e e s T s = st
Tt {
15tft g-8 758

There are indicaticns that per cent of error decresses as the level
of reading growp increases. A possible explanation for failure of this
trend in the upper two groups is that assignment to reading group is based
on teacher judgnent, and the three tecachers involved in this study did not
cstablish comen critey’a for assignront to reading groups. Therefore, it
is possible f-r some 1< readers to be better than 21 readers.

The Comvcepturlization of wuolea

There were 69 children who corpleted the tazks and 49 of these
children made at least one error. The total number cf errors was 117 on the
five items that werce used to determine the child’s conceptualization of
vhole. The following indicates the percentage of errors on cach of the
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five items.

Errors in Couceptualization of whole by Item
(in per cent)

Item Per Cent
4 0%
5 15%
6 26%
7 32%
8 27%
—_—

khen items were presented in wholes, there was no difficulty in
comnting them. When items were separated by more space and orientation
became more diverse, frequency of erromis increased. There is a similarity
between separated but correctly oriented pennies and two cups sliced in
half. There is considzrable evidence tiat children at this age level
have difficulty with the conceptualization of vhole when space and orienta-
tim are considered.

Conelusions

Although there were some differences In the findings of this repli-
cation study, the views of Meltzer and Herse regarding the large incidence
of inability to use space to separate written werds is confirmed. Their
suggestion that textbook writers and tecachers may be assuming knowledge
that the child does not have is also confirmmed. However, this investigation
questions their contention that 'The incorrect cies to word boawndarics
used by these children can be considered a logical result of the reading
materials to which trey were uxposed and to their progress in these
materials.” (p. 13)

Differences in the sequence and types of errors found in the ori-
ginal study and this replication may possibly be duc to the different
rezding series used. It is more likely, however, that differences »ve a
result of the reading maturity attained by children in the middle of the
cighth month of reading instrustion as compared with the middle of the third
ronth.

Nevertheless, there is substantial evidence from the present study
that teachers cannot assune that all childien rocognize words as words
cven at the end of first grade.
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""ACTION RESEARCH'' ON SPLLLING
METHODS IN GRADE TWO
by Neill Mullen

Introduction f

During one of the first planning meetings I had with second
grade teachers after school was underway in September, I made the suggestion,
"Let's list same of the problem areas as you se> them now." After a
brief hesitation, one teacher volunteered “spelling". The others joined in
immediate and unanimous agreement and offered one camment after another on
the sorry state of spelling. Since the group showed obvicus cancem, I
did not interrupt to have them identify additional problem areas. I
listened.

"How can we be expected to teach spelling when we haven't enough
books to go around?"

'Have you looked at the spelling books? The kids can't even
write in them!"

"Mrs. Y. writes five words on the board for her kids to copy and
leam."

'Maybe we can ditto the spelling lessons."
'"Have you seen those Books? That'd take too lorng."”

Interjection: 'How many words do you think second graders should
leam in a weck?"

"Mrs. Y. gives 'em five."
"But I have some that can't even read."

'"That's nothing. 1 have one that doecsn't even know all his
letters!"

"I bet that Retsy in my room can spell ali the words in her
reader.™

Interjection: "Is there some way we can determine who knows what?"
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F 34

"I can tell you onc thing. My low kids can't spell 'up' from
Idcwnlll'

Interjection: ‘'Could we make up a test?"

"Sure, but where do we start?"
"We could take words they were supposed to have last year and
test them."

"They weren't supposed to have spelling last year, 1 thought."
"I mean words from their reading books."
"I have to go. Can we continue this next time?"

"ok .
-
"Me, too."

"ok

During the interim I thumbed through the district's reading
guide for a list of basal words and ran across a spelling survey test
which was included as part of a suggested informal reading imventory. The
survey consisted of twenty words in each of several levels but no reference
was given as to its origin. 1 presented it at the next gathering and
offered to administer and correct it to see if we could identiy different
levels of achievement. Mrs. K. voluntcered her class.

Level I was administered to all children and corrected. The
classroom teacher and I decided that pevel II should be given to each
child scoring seventy-five percent or better. This was acconplished on
the following day.

In the reantime, before the next grade-level meeting, I reviewcd
several references on spelling. The message received was twofold:

1. Teach children a process [cr leaming new words,

2, P.esent the most frequently used words first.

At the next meeting only two of the four teachers were present
but we were joined by an inexperienced teacher fellow, Since the idea of
"process for leeaming new words™ scemed new to them, I explained cone
piocess in wide use:

1. look at the word.

2. Close eyes and “'see’ the word,

(¥

Look at the word.
4, Cover the word and attempt to writc the word,
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5. Check, Repeat if necessary.

We also spent time discussing possible sources of words, but most of the
teachers' concem was with the mechanics of grouping the children. The
o wiversity fellows agreed to take the "lowest' and "highest'' groups
while the teachers vonld focus on the "middle" group.

I was disturbed by these developments for three reasons:

1. 1 felt that the individual needs of second graders could be
met best within each classroom. Instead, the teachers chose to exchange
groups among classes. I consented to this arrengement because it cormitied
each teacher to a program and it gave recognition to individual differences.

2. Could the two wniversity fellows develop a technique, sell it
to the participating teachers, and phase out naturally in four weeks? I
did not want fellows committed to long-term rcutire teaching.

3. Would the technique not place an addlt}onal time-burden on the
teichers when the fellows phased out?

In my continuing search of the literature, I found an article by
Edia Fumessl to share with the teachers. It embodied many of the prin-
ciples we had bcen discussing. T reproduced a copy for each teacher and
asked them to look for implications it might have for second grade spell-
ing. We were to discuss it at our next mecting.

I had also leamed of successful experiences with a modified ver-

sion of the Michigan Spelling Program in a nearby inner-city school.

The modified program was Compatible with the central issues discussed in
the Fumess article: so I shared the success story with the second grade
teachers at the next meeting. Mild interest in the modified progiam was
shown by three teachers, while the fourth vas willing to go along with
any decision made by the other three. (It might be noted here that two
teachers were in their first year of teaching and one in her last year
before retirement. The fourth teacher, in her third year of teaching,
was secure with her class and possessed sufficient experience with con-
ventional spelling programs to feel confident to try a new approach.)

At this point it was my wnderstanding that each of the classes
would be participating in a modified Michigan Program with each teacher and
the two project fellows assuming equal responsibility for preparing work-
sheets. BUt within a weel three teachers had withdrawn from the project.

I did not inquire into the reasons, but I assumed a number of factors
resulted in too little tim¢ for preparation of the worksheets. Perhaps
a sense of ethics kept the three teackers from using the worksteets
prepared by the others., Whatever the rcason, the Michigan Program was
irplemented by only one teacher. The other classes served as controls in
tae "action research” which follaed.

The purpose of the rescarch vas to investigate the c¢ffectiveness
of an experirental spelling pregram introduced into one of the four
second grade classrvoms. The spelling program of each seconli grade class
Tl-id'la lue Fumess, “"Pupils, Teackers, and Sensory Ayproaches to Spelling,”
Fduoation (Feb. Mar.) 1968, pages 267-273
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will be described briefly and the relative effectiveness of the experimental
program will be detemined by making the following comparisons:

1. Spelling growth as determined by pre and pest measures from
the Stanford Achievement Test, Primary Eattery.

2. Accuracy on 2 40-word review test.
3. Estimate of number of words leamed.

4. Index of spelling power.

Deseription of Programs

Group 1 (Experimental). The experimental program was an adaptation of
the Michigan Spelling Program, which emphasizes the visual-kinesthetic
modes ard minimizes the auditory mode during the formal study of spelling
words. A worksheet containing eight specific activities is designed for
each spelling word. These are:

1. A simple sentencc containing a deleted word within a strong
context is provided. The child is required to select from two given words
the one which makes the best sense. One of the choices is a target word
but is not necessarily the best word to insert in the blank,

2. The target word is presented. The child looks at the word,
then closes his eyes tiying to visualize it. ke checks his mental image
with the printed form. Hc repeats the process, if necessary.

3. The child locates and circles five repetitions of the target
word appearing in a group of 15-20 words arranged in three ¢r four colums.
The foils include words having beginnings, sndings, or other features
similar to the target word. This exercise requirtes children to exercise
gross word discrimination.

4. The target word is reproduced a number of times in one row
across the page. In each reproduction, one letter is omitted; a single
space indicates the position of the omission. The letters are omitted
in sequence. The pupil writes the appropriate letter in each blank.

S, Within a row of scrambled letters are imbedded, from left
to right, the tetters (in sequence) of the target word. The pupil begins
with the first letter on the left and moves teward the right, circling
only those letters comprising the spelling word.

6. The pupil is required to locate five repctitions of the target
word among foils which closely resemble the target word. In may instances
nonsense words are included to require children to exercise fine discrimina-
tion.

7. A blank space is provided for -ach letter ir the word. The
ckild writes the word.
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8. The child writes the word tran memory, without any cues..

These worksheets are stapled into study packets of three to four
words and each packet is numbered sequentially. Upon completion of a
packet, the child tests his mastery of the words by using the Language
Master. From a large wall chart the child withdraws prepared Language
Master cards from the pocket corresponding to the number of his packet.
On each casd a single spelling word has been recorded and used in a
sentence. Each card is void of print except for the mmber of the pocket
from which it came. The child inserts cne card, listens for the word
to be pronounced singly and in context, and writes the word in his spelling
folder. He may reinsert the card for additional repetitions, if necessary.
when he has written each word to his satisfaction, he compares his words
with a key list. If his words are spelled correctly, he progresses to
the next packet, If he finds an error, the child takes whatever remedial
action he thinks is most effective. He may choose to write the word several
times; use it in a written sentence; or look at the word, turn away and
form mental image of the word, check his image and write the word. He
then retakes the packet test, spelling each word correctly to earn to
right to move on.

A general review "test is scheduled at the completion of every
fifth packet. The review test is completed in the same manner as the
packet tests and contains all the words in the five previous packets.
The teacher corrects each general review test.

Emphasis on accuracy is the hallmark of this approach. The
child must score 100% on each test before being allowed to progress to the
next packet. Thus, a child sees a direct relationship between his efforts
and advancement. This practice muy be contrasted to conventional spelling
programs that present a new list of words each Monday irrespective of
Friday's final results.

This program may be contrasted to canventional spelling programs
in other ways. Perhaps the most significant contrast is self-pacing.
Each child is on his own and may go as fast as his leaming pemits him.
The slow child is never behind and the fast child does not leam to waste
time by waiting for the next assignment. The teacher is never in a
quandary as to what she should do--call a halt, prod the slow ones, or
give a little more time. Self-pacing also does away wi:h the need for
grouping, which some teachers feel is necessary for meeting individual
needs., Grouping clearly labels children as "poor' or "good" spellers.
Grouping requires that the teacher decide who gets the "hardest" wonds,
the bonus words, or the most words.

Because of the self-pacing feature, a child never gets behind
due to absence. He never has a make-up tost, He never is singled out
on Friday or a review test time for not being ready to proceed with the
class.

This approach does not burdea children with the boring practice
of writing each word several times Ner does he have to write a '"crcative"”
sentence for the sake of spelling practice. lowever, some children in
the experiment elected these practices for particularly troublesome words.
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The self-pacing featurc also eliminates the need for a prescribed
spelling period in each day's schedule. Instead of one short spelling
period three to five times weekly, the child spreads his time thriughout
the school day.

Another contrast appears in children's attitude toward spelling.
It becomes more of « game than work since it is not teacher-assigned nor
associated with copying. The children voluntarily tum to spelling in
free time to perpetuate a friendly rivalry with a classmate. In fact,
healthy rivalries exist at all levels--some proncunced, sowe unammaumced.

We worried about the effect that self-pacing might have on the
attitude of the slower children as the year progressed and the distance
between them and the others increased. This seems to have been a needless

. worry. While the front rmnners were known to everyone, they apparently

*did not function as pace setters ror children at other competency levels.
Not once did we hear a child report his piogress in temms of another child;
it was always reported in relation to his achievement--""I'm on packet 19
already." Surprisingly, pupils on the lower levels were the ones to keep
me infoimed of their progress when 1 visited the class or met individuals
in the hall and lunch Tocm.

On the debit side, the writing of the worksheets proved to be
a very time-consuming task--one that a busy classroom teacher would not
want to take on alene. In this study the classrcom teacher was aided by
EPFDA personnel; but a group of three or four teaciers whose children had
common needs could civide the task. For this seccnd grade class a total
of 245 worksheets were constructed. However, next year, the ditto masters
can be reused.

One of the decisions to be faced in constructing a spelling program
is deciding what words to include. Two criteria were established for
selecting words for this study: (1) words of high frequency required by
second graders for written communication; (2) woerds likely to be encountered
in their reading. The 220 Dolch words were selected for this project; 25
i high frequency words were added in the spring when it appeared that the
! faster pupils would require additional worksheets before the end of the
year. All words were assigned randomly to study packets.

':mugcz Spelling Program. Eight spelling words (increasing to ten later
in the year) and a sentence incorporating each word were written on the
chalkboard when the children arrived Monday morning. Each child was
expected to copy the words and sentences in his spelling notebook and
underline the spelling word in each sentence. The teacher pronounced the
words and read the sentences with the children. The children repeated the
word after the teacher, spelled the word in unison, and repeated the word
following a say-spell-say pattern. Each child wrote every word eight to
ten tirmes for practice.

The spelling words and sentences remained on the chalkboand

' through Kednesday. On Tuesday and at other times throughout the week,
oral spelling was practiced by graups of children designated by the teacher.
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For instance, all girls might be asked to stand with their backs to the
board and spell the words in unison. Variations in the grouping included
all boys, all seven-year-olds, all eight-year-olds, the {irst row, all
April birthdays, etc. Sometimes children were asked to "write' the word
on their hand with a finger.

The trial test was given on Wednesday with the teacher pro-
nouncing the word and using each in a sentence. The papers were immediately
corrected by the teacher for the children to take home. Parents were
reported to be good at helping their children with difficult words.

The final test was given on Friday and imnediately corrected by
the teacher. All papers received the sticker of the month awarded by
the teucher; perfect papers were posted on the bulletin board where they
remained for the duration of the current spelling unit which lasted for
two months, FEach unit incorporated one ''easy lesson'' to pemit each child
to have it Yeast ore perfect paper posted. The teacher kept the other
papers in pupils' folders.

The words for Group 2 were from the spelling text fumished by
the schacl district for grade two. The weekly spelling list prescented
vords with similar phonetic pattemns starting with the short vowels,
proceeding to long vowels, teminal silent ¢, teminal y, ing, vowel
diagraphs, diphthongs, and vowels followed by r.

Group 3 Spelling Progeam. The eight spelling words presented each Monday
at the beginning of the year were increased to ten and later fifteen words
as the year progressed. In addition, certain pupils were expected to
leam five borus words each weck during the latter part of the year. The
weekly wors were presented on dittocd 1ists in duplicate--one list for
classroom and one for home study.

On Monday, the teacher taikxed about the new words, pointed ou
selected chiracteristics, used them in sentences, and emphasized their
meanings. On Tuesday and Thursday the children wrote the spelling words
in original sentences.

The Wednesday pretest scheduled during the earlier part of the
year gave ways to writing the words five times each in alphabetical order.

The final test was given on Friday, corrected by the tracher,
and scores recorded in the teacher's grade book. Lollipops were swarded
to those having perfect papers.

The teacher organized the class into spelling teams during the
last five weeks with a promise of a party for the winning team. Each
child contributed his spelling score to a team total which was averaged
and recorded on i wall chart. Student enthusiasm and motivation were
markedly incrzased.

The word pool consisted largely of words drawn frcm the Dolch
list with additional high frequency words added by the teacher.
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Group 4 Spelling Program. Six spriling words, increasing in stages to nine
words, were presented to the class each Monday on the chalkhoard. During
the study period the children copied the sentences containing the words and
wrote each spelling word three times.

On Tuesday, the teacher provided a new sentence for each word
but substituted the beginning letter and a blank space for the spelling
word. Fach spelling word was listed on an adjacent chalkboard panel.
The children selected the correct word and copied the sentence. A
similar activity was provided for ¥ednesday but the beginning letter was
omitted from the blank space. In addition, each word was written three
times. As the year progressed the children were led to write original
sentences.

A pretest was administered on Thursday, corrected by the teacher
and returmed. The final test was given cach Friday following a wond-
sentence-word pattem of presentation. The teache: corrected the tests
and recorded the scores. Perfect papers were awarded a star. Children
making errors were consulted individually. The teacher provided the correct
spelling for each misspelled word, provided appropriate guidance, and left
the child to apply remediation best suited to his needs.

A twonty-word review test was given every five weeks without
the children Anowing in advance which twenty words would be selected.
In early April the teacher provided each child with a Jittocd list of
every word studied during the year for a general review.

The eleven best spellers were expected to master an addit’nal
list of eleven bonus words each week. These words were suggested by
the children and came from various sources.

Description of Second Grade Fopulation

Intelligence: Enrollment in each group, that is, class, averaged22 or
2% throughout the year, but some turnover was experienced in three of
the fout classes. For the purposes of this study only those pupils who
received spelling instruction from the same teacher throughout the year
have )t;een included. This accounts for the smaller class sizes reported
in Table 1.

The Otis-Lennon Mental Ability Test was administered in January
to all second graders. These results, reported in Table 1, reveal that
the groups are comparable in intelligence. A difference of less than
three points is indicated between the lowest and highest group means.
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TABLE 1

Otis-Lennon Mentzl Ability Test (January, 1970)

Group 1 Group 2 Group 3 Group 4
N = 18) (N=17) N =17) N=122)
Q; 109 113 105 110
Q, 96 98 103 98
Q 91 91 01 1
Mean 98.9 100.8 99.9 101.3
St. Dev. 13.6 12.8 9.8 13.9
e —r e
TABLE 2
M:an Grade Scores on
Stunford Achievement Test, Primary I Battery, (October, 1969)
-+
Mean Grade Months Below
N Xore Nom
L -
Group 1 18 1.51 .69
Group 2 17 1.64 .56
Group 3 17 1.84 .36
Group 4 22 1.62 .58
s
Total 74 1.65 .55
P
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Differences on spelling achievement scores among groups with
similar I.Q. scores are not surprising. Furness (1956) found correlations
between reading and spelling of .80 to .85, in contrast to correlations
from .30 to .40 for spelling and intelligence.

End-of-Year Results
The Stanford Achievement Tests, Primary Battery II, were adninis-
tered in May by the classroom teachers as part of the ennual district-
wide testing program. Compariscns between fall and spring sceres in
spelling are shown in Table 3.
TABLE 3
Comparison of Mean Grade Scores in Spelling on

Stanford Achievement Tests, Primary Batteries I and II, October and May

N —Megcntigge Mea;}a?core Gains

Group 1 18 7 1.51 3.2 1.71
Group 2 17 1.64 2.47 .83
Group 3 17 1.84 2.58 .74
—_Gmup 4 22 1.62 o 2.37 .75
Total 74 1.65 - 2.65 1.0

The unusual giowth achieved by Group 1, which used the modified
Michigan Spelling Program, raises a number of questions. The first
question that may weil be asked is whether the accelerated growth of Group
1 is a quirk of testing, or is indecd real. it secems unlikely that statis-
tical regression is operating in this case. Campbell and Stanley (19€9)
say that this variable is at its minimm operable level within top and
bottam groups that have been foimed on the basis of pretest scores when
arowth is to be determined by a post test. Group 1, which supposediy
contained the pcorest readers, also had the lowest mean spelling score in
October. Growp 3, with the highest readers, had the highest mean spelling
score in October. Admittedly, these pretest scores were not the lasis
for foming the groups; teachers' estimates of reading ability srrved that
purpose. But the effects are the same. [hese gains cn the standardized
test are substantiated by Group 1's scores on tcacher-made tests, to be
reported later.
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It is surprising that the lowest readers made the greatest gains
in spelling, but it is not inexplicable. 7The modified Michigan Spelling
Program used ty Group 1 places almost no emphasis on auditory discrimination,
in accordance with research in spelling which has shown that visual dis-
crimination and visual memory have the highest correlation with accuracy
in spelling. (Horn, 1969) Children who have had poor success with a
reading program that emphasizes auditory discrimination, such as the
Houghton Mifflin series used in first and second grades, may yet achicve
success with a spelling program strongly oriented to visual perception.

The self-pacing feature of the experimental program is especially
teneficial to pupils at either extreme of the achievement continuum, Even
slower leaming children could see a positive relationship between effort
and progress. Moreover, the short list of werds in cach packet produced
short-term goals and resulted in 2 review test every two to four days.
Moreover, the self-pacing feature made it impossible for children in the
exprrimental group to experience failure. Even though they had to achieve
one hundred per cent accuracy on one packet before proceedirng to another,
no one was expected to be at a certain point by a certain time. Thus no
one was ever behind. ‘here were no top and bottom groups. There were no
charts to reveal to others the number of words mastered by individuals.

Of course, children scemed to sense their relative class standing and to
choose their own rivals. But any comeetition that resulted was child-
directed, not teacher-directed, a difference of great importance.

Number of Words Studied by Four Classes

Because of the differeat approaches taken in each class, the

| number of words studied varie.’. In Group 1, two thirds of the pupils
studied 185 words or more. Since the slowest pupil studied as few as 91
words in this self-pacing approach, and the four fastest children reached
209, the mean number studied was 173; the median, 185, Group 2 studied
212 words and made a mean gain of 8 months on the Stanford speiling score.
Group 3 studied & base list of 230 words; nine pupils studied an additional
38 boaus words. This class achieved a mean gain of seven months, slightly
less than the average growth expected (eight months). Group 4 also
schieved seven months' growth in the eight months fram October to May, but
their base list was 106, though eleven pupils, or Lalf the class, studied
an additional hundred words. Thus, the average number of words studied
by Group 1 was iess than that of Groups 2 and 3 and less than the number
(206) studicd by half the pupils in Group 4. Yet the meay gain for Group
1 was one year, seven montgs. Thus there scems to be little relationship
between number of words studied and amount of mean gain on ¢ standardized
spelling test.

Comparison of Scorce on Review Tests

How well did pupils in cach class retain the spelling of wonds
they had studied during the year? A fortv-word review test was composed
for each class by randam selection fram the pool of words studied in each
group. (The mmber of vords on cach master list was divided by 40 to

Q | 132
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determine the intervals nsed in selecting the words.) Each of the four
tests was administered by a different graduate student in two 20-word
‘ segments on successive days.

TABLE 4

Scores on Forty-Word Review Tests

i Group Mean Mean j Total No. Words
i B LN“D; Right Percent AkEstimated as Learnec
r 1 34.6 86.5 160 (185)
| 2 28.2 7 70.5 b 149 (212}
3 29.1 72.8 167 (230)
4 32.6 81.5 86 (106)

*Extrapolated iy applying per cent correct on 40 words to total pool --
the figure in parentheses.

Table 4 shows that the Experimental Group maintained its lead
on the teacher-made review test as it uid on the standardized test. The
mean score for Group 1 wes 86.54, 1S points higher than Group 2 and 13.7
percentage points higher than Group 3. The higher mean score for Group
1 4 (81.5%§ may be attributed to the review lessons held every five weeks
and the gemeral review conducted in April for this class,

An estimate of thc rmean total words learned by cach class is
reported in the last column of Table 4. This estimate was derived by
applying the percentage achizved by cach group on the 40-word review
test to the total number of words studied by the whole class {exclusive
of bonus words). PRecause Group 3 studied the largest total nurber, its
estimated number of mean words learned is highest even thou:h this group
scored lawest on the review test and on the standardized test. T7his
estimate is just that: a guess at the average mumber of words leamed
by the class as a whole. It is not an estimate of ability to spell, or
an indication of what Hanna and Hanna (1965) describe as "irue spelling
power.” The standardized test from the Stanford Achievement Battery is
a better measure, A still further neasure of spelling power was devised
for this study.
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Corparicon of Spelling Pover Scores

Spelling power enables one to spell words never actually studied
in a formal program. It is, of course, “he ultimate goal of all spelling
instructicn., To detemmine an indication of spellirg power for each group,
a 20-word sarple from each 4G-word test was given 10 each of the other
groups. The sarple was made up of the 20 words most frequently misspelled
by the group that took the 40-word test. Group 1 was given three 20-word
tests, each selected from the 40-wo-d tests given to Groups 2, 3, and 4.
The other three groups were tested in the same manner. Tie results are
1cported in Table 5.

TABLE 5
Mean Number of '"Difficult” Words fram Quuer Groups

Revizw Tests Spelled Correctly (out of 60)

- T
Group Group 1 Group 2 Group 3 Sraup 4 Total
Words Words Words Words NMean
1 9 (S) 12 (14) 13 (5) 34 (24)
— ——-’-J
2 10 (6) 10 (4) 12 (v) 2 (1M
3 9 (11) 11 (5) 12 (7) 32 (23)
4 8 (1) 3 (1) 8 (3)—7{ 24 (5 |
- [ S

N.B. Figures in parentheses show number of "studied" words on each list.

It shculd be noted that not all the words among the 60 was really
‘new’ for each grwﬁ. Of the 60 words on the three tests taken by Group
1, 24 appeared on the master list s=lected for study for this expgerimental
group. For Group 2, the number of words already studied was 19; for Group
3, 23; and for Group 4, 5. The numbers in parentheses in Table 5 shew that
Group 1, for example, had probably studied 14 of the 20 words from the
Group 3 liet. (Of course, because of the self-pacing feature of the program
used by Group 1, it is possible that not all puils I%ad studied all 14
wotu.. [t should be remembered, too, that both Groups 1 and 3 used the
Dolch List.}

The figures in Table 5 suggest that Group 4 exhibited the greatest
amount of spelling power (as measured by this crude test) <ince these

pupile spelled corrently an average of 24 wr Is out of 60, and only 5 of
these 60 had been previously studied. Although Grovp 1 had the highest
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aggregate mean from the three tests (34 out of a possible 60), Group 3 is
close behind. The group with the least spelling power is Group 2, which
had a total mean of 22 words, but 19 out of the 60 had teen previcusly
studied.

Digeuceion

Even though three of the classrooms were considered control groups
in this study, the teachers' interest in spelling was probably higher in
all four classes than it would have been had no experiment taken place.
Hence, it is not surprising that all four classes moved fram a mean re-
tardation of approximately six months to a mean grade score in May of 2.7.
It secms likely, too, that the Hawthorne Lffect is reflected in the
decidedly superior gains made by the experimental group. EBut the zain on
the standardized test was corroborated by this group's performance on the
40-word review test and on the test of "difficult" words from the other
groups' lists. Tt scems'fair to assune that the children in Group 1, who
had had the lowest scores on the standardized spelling test in October,
did indeed become better spellers. It seems fair, also, to attritute this

groith in large part to the effectiveness of the modified Michigan Spelling
Program.
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LISTENING AND LISTENING-READING
AT TWO RATSS OF PRESENTATION
BY FIFTH GRADE PUPILS!

by R. A, Brulund

Listening, as & commmication skill, hés been a concem of edu-
cators for several years. Results from studies by Markgraf (1966) and
Wilt (Duker, 1966) indicate that more than half of all classruom activities
involve listening. Yet studies of how to maximize the listening efficiency
of students are few in number by comparison to those assessing the status
of listening skills,

Reviews of research of list:ning and reading in the intermediate
grades, including those of Csughran (1933) and Hampleman (1958), seem to
support the conclusion that listening generally is more efficient than
reading for students in grades four, five and six. Yet teachers ofcen
state that even their most able studeits are poor listeners when the
desired outcomes of instruction are leaming and retaining facts and

concepts.

Research by Csughran (1953), Smith (1959), and Crippen (1968)
demonstrates tha. elerentary school stuwlents performed better on conpre-
heasion tasks when presented leaming materials simultaneously through
listening and reading than through either mode alone.

Studies by nood (1965) and Woodcock and Clark (1968) show that
for most children of tais ar2 there is little loss of comprehension when
information is presented at nearly twvice the nomal speaking race. *'.
two advantages may acCrue to many leamers when they are presented
spoken information at higher than normmal speech rates: (1) the obvious
sdvantage of more inferimation transmitted per wnit of time; and (2) the
side effect of increased attention vo the informotion as a result of its
being presented at a rate neaver to the leamner’'s processing capability."
(Woodco *k and Clark, 1968, p. 271)

The general process of changing rate of presentation without
changing pitch is Jnown as (time) compressed speech. 1t is done with a
commercially available speech campressor which electro-mechanically removes
segments of sound from a recorded message. The units removed are smaller
than the shortest phoneme in English. By adjusting the length of the
segment and the distance between segments, speech can be ''compressed' to
any rate without changing the spesker's intonmation or pitch.

T.. . . :
Richard A. Biuland. 'Tistening and Listening-Reading at Two Rates of
Presentation by Fifth Grade Pupils.'” Unpublished Ph.D. dissertation,
Sracuse University, 1370,
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Listening-leaming stations are becoming very widely used in

‘classrooms. Students, independently or in small groups, receive tape

recorded instruction through headsets while listening or listening and
viewing a film, filmstrips, slides, pictures, or written material.

In this study the investigator nas taken a possible use of such
listening-leaming centers and modified it to test efficiency in leamning
through listening.

Purposes

This investigation has three major purposes, the first of which is
to deiexmine and compare the information gain of children in selected fifth
grade classes when presented twenty passages at two rates of speed, nommal
and compressed, and with two modes of presentation, listening and simul-
taneous listening and reading. (The compression ratio used in this study
was a constant 36% or from 178 to 275 wpm).

The second purpose is to compare information gains under each of
the four experimental conditions foi each of three 1Q lewels.

The third purpose is to explore the influence of trajning on
standardized silent reading and listening tests.

A review of the peitinent research (omitted in this report) led
to the following generalizations:

1. When information is presented orally to children which is too
difficult to readily comprehend, or when it is presented at too high a
rate, the ability to leam and retain that information is greatly lessened.

2. When information is presented both orally and visually, the
leammer can choo=e the mode mnost efficient for him, or if he both listens
and reads the reduadancy may be reinforcing. For other than easy-to-
leam information, this bimodal p-esentation seems to be of greater
advantage than taking in information through either listening or readiag
alone.

3. Listening to information presented at normal rates of 125 to
175 words per minute may be very tedios tor many children uiless the
information is difficult or unless it has great novelty, or unless the
motivation is high. Most children szem to be able to process infermation
present=d et higher rates.

4. For most elementary school childrer there is a slight . =« iu
leaming and retention efficiency from nommai speaking rates up to a
presentation Tate of about. 275 words per minute. At this point compre-
hension seems io drop sharply.

From these conclusions it is hypothesized that in the present

study, children who listen to information presented at nommal rates while
they also read the same information will demonstrate greate: leaming and
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| retention than will children who only listen to the stories. These
! differences will Be reflected in both daily campreh:nsion tests »nd the
i tests of information retention.

Children whe listen and those who simultanecusly listen and read
when preseated informacion under the campressed speech condition will
perfom equally on both daily comprehension tests and the tests of informa-
tion retention.

Population

Three fifth grada classes (the entire fifth grade population of
117 students) from each of two elementary schools in the East Syracuse-
S Minoa school district served as experimental treatment groups. The
students are predominantly Caucasian from families described as working
class.

‘ All students were administcred the Peabody Picture Voeabulary

| Test, Form A, by experienced examiners. From the results of this test

} students were grouped ints three IQ ability levels--high ability, average
ability, and low ability--with one third of the subjects within each

school in e..h ability group. The reason for this preliminary grouping was

so effects of the experimental treatments could be compared by performance

levels on a non-reading verbal assessment. Results of this study can then

be corpared with outcomes of other similar studies.

Next, using a table of random mumbers, students of the high
ability groups were assigncd in equal numbers to each of four treatment
groups. Students in the average and low ability groups were assigned
to treatments in the same manner. Using analysis of variance techniques,
IQ differences were found only between ability levels. There were no
differences found between treztment groups or interaction effects. On
this one dimension, randamization seems to have equalized the treatment
groups. Mean IQ's at the low,average and high ability levels are 87,
100, and 120 respectively.

) The treatment conditions are as follows:

Listening-only/Normal rate treatmen: groups listened to the recorded
study lessons during study time. The lessons were presented at a nommal
speech rate of approximately 175 wpm,

Feading-listening/Nomal rate treatment groups had a written text
of the study lessons which they were directed to read as ttey listered
to the recorded text, as in the Listening-only/Nomal rate treatment.

Lietening-only/Compressed rate treatrent groups listened to the
recorded text as in the Listening-only/Normal rate treatment. The message,
however, was compressed 36Y, charging the rate of presentation from
approximately 17§ wpm to approwimately 275 wpm.

Peading-ligtening/Compressed rate groups similtaneously received
both the visual and the audio presentation with the recorded speech time
Q 139
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campressed 364,

Procedurva

Tventy stories were celected to accampany the gereral fifth grade
social studies theme of history and geography of North and South America.
The stories were chosen on the basis of difficulty, interest, suitability,
and the assumption that the students were unfamiliar with their content.

The twenty stories were tape recorded by an experienced announcer
in a sound studio with professional equipment, and normal and compressed
recordings were made. Typed scripts of the stories were prepared for the
similtaneous reading-listening groups. Each story was 1400 to 2100 words
in length and had a readability score in the range of grades 4.6 to 7.0
with a meen of 6.0 according to the pale-Chall Formula (1948).

These stories were judged b the experimenter to be difficult for
most of the students of this population if they were required to read them.
Perfomince on the couprehension subtest of Form 1, Survey D, of the
Gates-Maciinitie Reading Teete used as a pretest indicated that the low
ability groups' mean grade score was 4.6, that of the average ability
groups was 5.1, and the high ability groups scorzd 5.6 on this measure.

Parenthetically, it appears that the students in this population
are not performing in reading as ome might expect them to pe-form. Using
the formila of Bond and Tinker (1967, p. 95), the estimatad reading
ability should approximate (years in school X IQ) + 1.0. Applying this
formula, the expected reading grade score for the low ability groups
would be 4.9; for the average ability groups, 5.5; and the high ability
groups, 6.5, It appears that this population has not made cxpected reading
growth,

Teats

Comprehension tests were corstructed for use with cach of the
daily stories and 3s unit tests. All items offered four choices. The
tests included literal, interpretive, and main idea questions, but most
of the questicns depended on recall of infoimation. The daily tests
consisted of ten questions designed to measure recall,

A 30-item Pre Information Test was given before the experimental
period to test for knowiedge of information. This same test was administered
egain six weeks after the experimental period as a Delayed Information
Test.

Other iests were constructed to measure knowledge and retention
of content, Two 20-item tests were administered after days ten and twenty
These tests were measures of information contained in lessens 1 to 10 and
11 to 20. They were termed Mid Test and Post Jest. All experimenter-
constructed tests of information {daily, pre, post, and delayed) were read
to the children as they read them. This procedure was an attempt to
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{
| remove the effects of varying reading sbility.

In addition to the Peabody Picture Vocabulary Test, the following
pretests were administered: (1) Form 1M, Survey D, of the Gares-MacGinitie
Reading Tests. All four subtests (Rate and Accuracy, Vocabulary, and
Comprehension) were used to measure silent reading abilities. Form 24,
Survey D, was used as a post test immediately following the experimental
period. (2) STEP: Listening, Form 4A. This test measures plain-sense
listening comprehension, interpretation, and evaluation and application.
Form 4B was used as a post test.

Datly Procedures

At a specified time in the moming students in the treatnent
group classes left their regular self-contained classroom and went to
their listening period class. In each of these classes there were
appraximately equal numbers of students from the high ability, average
ability and iow ability groups. Two experimental groups were randomly
assigned to each teaching class so that it had within it equal numbers
of students in treatments Listening/Normal and Reading-Listening/Normal
or Listening/Compressed and Reading-Listening/Compressed. Each school
had at least one class of each experinmental grouping arrangement. Students
were seated SO that each treatment group was independent of the cther.

Some students from each group were assigned to pass out headsets
and set up jack-boxes for plugging them in. Others readied the tape
recorder and distributed paper materials. This process took about five
minutes.

The teacher then introduced the story for the day, briefly
defined the selected vocabulary, and provided a purpose for listenine.
The lesson plan was frepared by the experimenter and was adhered to by
all six participating teachers.

The tape recorder was then tumed on and the children first heard
a short series of statements from which they could adjust the volume of
their headsets. A direction was given that the students in the simultaneous
reading and listening group were to read as they listened. Then they
listened or read and listened to the story and took the comprehension
test.

The listening time for the daily stories varied. For the nomal
speed groups the listening time was between 8 minutes, 42 seconds and
14 minutes, 31 seconds averaging about 12 mirutes. The listening time
for the compresscd speech groups varied from 6 minutes, 31 seconds to 10
ninutes, § seconds, averaging about 9 minutes.

All strdents listened to the comprehension test as they read it.
This was done to rawve the effects of varying reading abilities. As
soan as the story ended students turned over the test which had been placed
face down on their desks and marked their responses to the questions as
the announcer read the Guestions to them. Tests were then exchanged by the
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students and corrected with the teacher reading the correct snswers. The
percent correct wes then entered by each student on his own bar graph.

All equipment and materials were then put away and students
retumed to their regular classrooms. The entire procedure took less than
thirty minutes each day.

FResults

The statistical model employed in this investigation was a four-
way analysis of variance with a factorial design for repeated measures
(Kirk, 1968, SPR-pru. q split plot. pp. 294-29%). Planned comparisons
and Sheffi post hoc compariscons were also used (Hays, 1963, pp. 474-487).

Results will be discussed in answer to the following questions:

Question 1. What effects, if any, did each of the two rates and
two modes of presentation have upon knowledge gained by fifth grade
students as determmined by differences between pre and post test experimental
measures of content knowledge? Are these differences, if any, consistent
across three ability levels?

The sources for the data used to answer this question are the
experimenter-constructed Pre, Mid, Post, and Delayed Infonnation Tests.

This question will be answered by posing and answering two
subquestions.

Queation la. Are there performance differences for the entire
treatment population between rates of presentation groups and modes of
presentation grops?

Figure 1 is used here to illustrate this discussion. It shoull
be pointed out that for the entire treatment population there were
differences between the four tests. The information effects on the
analysis of varience show these differences to be statistically different
at the .01 levwel. Planned comparisons show these significant Jifferences
to be between pre and mid tests, and post and delayed tests. There
were nearly identical performance levels betwven mid and post, and post
and delayed tests. Post hoc comparisons show significant differences
between the pre and delayed tests at the .01 level, but no statistical
di fferences between post and delayed tests at the .01 level.

Between nommal and compressed rates of presentation groups,
considering all four tests, dhiere were no significant differerces. Per-
formarice on the pre, mid and delayed tests showed so little difference
between treatment means that it outweighed the difference found on the
post test,

There was, however, a significant rate X tests interaction at
the .01 lcvel indicating test-to-test differences. BRetween the nid and
post test there was continued growth for the compressed rate groups and a
O
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slight performance decrease for the normal rate groups that would account
for the significant interaction. For the compressad rate growps there
appears to be a leaming-to-learn phenomenon on the first ten daily
lessons which seems, by comparison, to have stimulated increased growth
on the post test covering the second ten days of treatment. This
advantage was clearly lost on the delayed test given six wecks after the
instructional periud.

The differences Letween listening and reading-listening modes of
presentation are shown to be significant on the between tlocks analysis
of variance at the .05 level. Inspection of Figure 1 shows that perfor-
mance means on he mid, post, and delayed tests were different and
consistent. There was very little difference on pre test mean performance.

It appears that the two mode grouwps for the entire treatment
population were nesrly the same on pre test perfomance. The effects
of daily inst-uction clearly favored the simultaneous reading-listening
geoups.  This difference was maintainad for six wecks arter the experi-
mental period. :

Non-significant F-ratios on rate X mode and rate X mode X tests
interaction indicate rate effects are consistent across both modes and the
mode effects are consistent across both rates of presentation. The effects
of the treatments on perfouiance from high to low appear to be reading-
1istening/compressed. reading-listening/normal, listening/corpressed,
listening/nommal.

Question 1b. Are these effects consistent across three ability
levels?

Inspection of Figure 1 shows that the findings for the whole
population are generally the same at euch of the three ability levels.
For all four treatment groups the F-ratio for ability is statistically
signifi.ant at the .01 level. Flanned comparisons show that for the total
porulation over ihe summed tests, the high ability gruup demonstrated a
higher performance level than did the low ability group. This mean
difference is significant at the .01 level. There were no differences o
the first ten daily lessons, which seem to have stimulated increased
growth on the post test ccvering the s~cond ten days of treatment. This
advantage was clearly lost on the dela ed test given six weeks after the
instructional period.

The differences between listening-only and reading-listening modes
of presentation were found to be significant at the .05 level. Inspection
of Figure 1 show; that performance means on the mic, pos:, and delayed
tests were different and consistent. There was very little difference
on pre test mean performance. However, the significantly different and
consistent performance on the mid, post, and delayed tests outweighed any
pre to mid test performance change.

It appears that the two mode groups for the entire treatment
population were nearly the same on pre test performance. The effects of
daily instnxtion clearly favored the simultancous reading-listening groups.
This difference was maintained for six weeks after the experimental period
as shown by delayed test perfomanoel.”
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Non-significant F-ratios on the rate X mode and rate X mode X
tests interaction indicaie rate effects are consistent across both modes
and the modes across both campressed rates of presentation groups. Per-
formance on the pre, mid, ~d delayed t2sts showed so little difference
between treati 1t means that it cutweighed the difference found on the post
test.

A significant rate X test interaction indicates test-to-test
differences. Between the mid and the post test there was continued growth
for the campressed rate groups and a slight performance decrease for the
noimal rate groups that would account for the significant interaction.

For the compressed rate groups there appears to be a leaming-to-learn
phenamenon found between the average and low ability groups and the average
and high ability groups. The non-significant rate X ability, mode X
ability, and rate X mode X ability interactions indicate that the p.ttem
found within ability levels is consistent across modes, rates, and their
interaction.

There was also an ability X tests interaction, significant at
the .01 level, indicating differences by abilities between specific tests
of knowledge of content. These differences can best be examined in
Figure 1 by comparing treatment group performance between each ability
level.

For the low ability level the nommal rate groups were superior to
the campressed rate groups on the pre test. This difference was lost on
the mid and post tests. There was a nearly identical spread between meais
on the pre and delayed tests (which was the same test}; however, the
positions between normal and compressed groups reversed themselves.

Between low ability listening and reading-listening mode groups,
the bimodal condition seems clearly to be superior to *hat of listening-
alme on tests of knowledge and retention of content.

For the average abiljty level the compressed rate groups showed
a continuous growth pattern from the mid to the post test which may indi-
cate a learning-to-learn phenamenon over the first ten lessons. This
gain was only partially lost on the delayed information test. The mode
differences show great gain for the listening group from the pre to the
mid test which was diminished on the post test, while the reading-
listening group showed a continuous but slower growth rate from pre to
post test. The group differences were lost on the delayed test.

For the high ability l:vel, the compressed groups demonstrated a
fairly steady growth pattern from the pre to the post test which dropped
sharply on delayed test. This may reflect lower performance over the
first ten daily lessons. The modal ccwparison shows a steady growti: rate
fram pre to post test which is greater for the rcading-listening groups.
This advantage scems to be lost on the delayed test.

For the low zbility level the effects of the treatments on per-
formance from high to low seem to be reading-listening/nomal, readir.,
listening/campressed, listening/nomal, listening/compressed. The clear
advantage is for the reading-listening mode. For the average and high
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ahilicy levels the effects of the treatments on perfommance from hich to
low appear to be reading-listening/compressed, reading-listening/noimal,
listening/campressed, and listening/nomal. It appears that the compressed
rate and the reading-listening mode have definite advantages on tests of
content, This advantage is not extended to the delayed test of retention.

Question 2. What effects, if any, did each of the two rates and
two modes of presentation have upon daily performance of fifth grade students
on camprehension quizzes over twenty lessons? Are these differcnces, if
any, consisten* across three ability levels?

The sources of datsz used to inswer this question are the experi-
menter-constructed comprehension tests administered as part of each daily
lesson. Each test had ten questions with four answer choices. In ordex
to facilitate discussion and illustration, the days have been pooled iato
four blocks Days 1-5, 6-10, 11-15, and 16-20 are referred to as quarters,
Qi, Q2, Q3, and Q4, respectively. The analysis of variance used which
1 is sensitive enough to take in each day does not make these distinctions.
| Figwe Z is used to fllustrate this discussion.

Question 2c¢. Are there perfommance differences for the entire
treatment population between rates of presentation groups and modes of
presentation groros?

Tte analysis of variince performed shows that across twenty
days there is a significant ¥-ratio at ths .01 level. Ior the entire
treatmert population there were significant differences between days. To
see if there was consistent and significant directional change over time
the days were grouped by quarterly blocks and mean block comparisons
were made using gost hoc znalysis. No significant differences were found
between any two blocks indicating that the mean differences over days
were within blecks rather than between blocks. The changes do not appear
to be consistent over the twenty day span, indicating no significant
growth for the entire popnlatien.

For the entire treatment population the effects of two rates and
tvo modes of population can be examined in Figure 2. (The total popula-
tion is graphed on the extreme right portion.)

In the analysis of variance a very low F-1atio of 0.761 for rate
i dicates that over twenty days there were very littie mean differences
ir. performance between the nomal and compressed groups. The rate X days
! Irteraction indicates that there were treatment differences between days,
This becaes relatively unimportant, however, when considering the overall
effects of A treatment. For this pupulation, the performance levels were
statistically the same for the two rate groups.

To discuss differences between the listening-only and reading-
listening modes of presentation for the entire population reference is
again made to the analysis of variance. An F-ratio of 21.174, significant
at the .01 level, indicates that across twenty daily lessons there were
greater effects from the reading-listening mode of presentation compared
to the listening-only presentation. A mode X day irteraction F-ratio of
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less than 1.00 shows that the modal presentation differences were also
consistent between days. The visual representation of thi. statement
clearly shows these differences (lower portion, Figure 2).

It appears that for the entire treatment population, compressed
rate of presentation is slightly superior to the normal rate only in the
last two quarters (ten daily lessons). The averagc readability scores for
the last .two quarters were lower than for the first two quarters (Taole 5).
This may indicate that compressed speech is more effective on easier
passages. The reading-listening mode of presentation is unquestionably
superior to the listening-only mode over the entire treatment period.

. Queation 2b. Are these differences consistent across three
ability levels ?

For the summed treatment groups over all days there ar: significant
differences between ability levels. This is shown by F-ratios, significant
at the .01 level, in the analysis of variance. Using planned comparisons,
it was found that the differences are between high and low ability groups
and not betwecen the low and tiie average or the average and the high ability

groups.

For the low ability groups it appears that the normal rate produced
supcrior results ove. the compressed rate, and the reading-listening mode
produced better results than the listening-alcne condition. The treatment
effects from high to low for the low ability level appear to be reading-
listening/normal, reading-listening/compressed, listening/normal, listening/
compressed.

For the average ability groups, it appears that in three of the
four quarters tke nomal rate is superior to the compressed rate. The great
fluctuations in Q2 are inexplicable in relation to the performance in
other ability levels. The bimodal presentation shows a more stable growth
pattem across days compared to the listening alcne conditicn, which
resembles the low ability level in mean score performance in the final two
quarters. The treatment effects from high to low for the average ability
level appear to be reading-listening/compressed, reading-listening/normal,
listening/compressed, listening/normal.

The high ability groups shew a definite pattem of growth cver the
treatment period which scems to be characteristic of ability level rather
than a functiun of different treatment effects. Like the average ability
group, the campres<ed rate condition appears superior to the nommal rate
and the reading-listening mode seems markedly superior to the listening-
only mode. For the high ability grou s, the treatment effects from high
to low appear to be reading-listening/compressed, reading-listening/normal,
listening/compressed, and reading-listening/nomal.

It appears that there were differences betwecn ability levels by
rate conditious despite the non-significant interaction F-ratios. The
superiority of the compressed to the normal rate conditions in the average
ability blocks (except Q3) and the high ability blocks secems to have out-
weighed the superiority of the nommal rate conditior in the.low ability
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blocks.

Question 3. What effects, if any, did each of the twc rates and
two modes of presentation have on silent reading performance (i.e., speed
and accuracy, vocabulary, and comprehension) of fifth grade students? Are
these differences, if any, consistent across three ability levels?

The Gates-MacGinitie Reading Tests, Survey D, Forms IM and 2M were
used as pre and post tests. They serve as the sources of intormation for
the discussicn of this question. Because performances on all subtests
(Rate and Accuracy, Vocabulary, and Comprehension) were sinilar, they will
nct be discussed separately. The same analysis of variance techniques
used in discussion of previous questions show that the only differences in
performance means were between high and low ability levels. Rate and mode
treatments had no statistically significant effects. The significant F-
ratios between pre and post tests (excepting subtest VesabuZooy) indicate
that from the pre to the post test there weve statistically significant
raw gcore changes over all abilities and all treatments. Comparison of
treatment to reference group means indicates further that these changes
were probably due to something other than treatment effects (i.e. matura-
tion, practice effect). Finally all raw scores weve converted to stardard
scores (mean 50 and S.D. 10 on standardizaticn population}, group means vere
camputed for the present populatior, and comparisnins were made to Table 10
of the Gates-MacGinitie Feading Teste Technical Maual (1965}, 'Values
for camputing minimm significent differences between two standard scores
foy the same group on two diff:rent forms of the same subtest taken at
two different times within th. same grade."

Again, no significant Jifferences were found cn any subtest for t.e
entirz population, any ability level, or any treatment groups. It appears
that the treatments had no effects on this stuclardized silent reading
test for the whole population or any subgroup.

Question 4. What effects, if any did each of the two rates and
two modes of presentation have on the listening skills of fifth grade
students? Are these differences, if any, consistent across three ability
levels?

The STEP: Listeaing Zest, Forms 4A and 4B were used as pre and
post tests., They provide the sources of information for the Jiscussitn of

this question.

There were raw score losses from the pre test to the post tec”,
A camparison of standard score ‘conversion tables in the administrative
manuals indicates that tom B is more difficult than form A. From the
pre vs post analysis of variance tle raw score losses are not significant
for the entire population.

As on all other tests, differences between high and low ability
levels were found. With no significant differences on rate, mode, and
gerz vs post comparisons, this and the rate X ahility significant interaction
one relatively meaningless.
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It anpears that on the listening test the treatments had no
practical effects fur the whole population or for any subgroup.

Conclusion aid Discussion

This investigation was designed to answer certain cuestions re-
garding the relative effectiveness of normal vs comressed speech on
listening vs reading-listening as ways of learning and retaining informa-
tion contained in twenty stories for fifth grade students of varying
abilities.

Three fifth grade classes in each of two schools listened to or
listened to as they read stories presented at two rates, 178 and 275 wpm.
One fourth of the students listened to the stories at momal speeds; one
fourth read as they listened @t normal spceds; one fourth listened at the
compressed rate; and one fourth simultaneously read and listened at the
compressed rate. Students were randomly assigned to these treatment
conditions.

The experimental procedures took place simultaneously with regular
classes in each school dividing up during the listening period and going to
treir assigned station in the classroom of their assigned treatment. Each
story, along with an introduction and a follow-up comprehension test, was
presented througn headsets connected to a tape recorder.

Experimenter designed tests of knowledge and retention of content
of the stories and standardized silent reading and listening tests were
used as pre and poot test measures of cXperimental effects.

In the preceding section of this paper four questions were posed
and discussed. This final section will contain discussion of three hypo-
theses vhich come fro~ the purposes stated near the beginning of the paper.
It will conclude with sume general observations.

Hypothegis 1. The amount of information learn~d w11l differ
significantly between tisatment groups.

For the entire treatment population this hypothesis was accepted.
The differences between the two rates of presentation are not great. Trey
do, however, consistently favor the performance of the compressed groups.
This was shown on the unit tests and the daily tests.

This particular group of fifth grade students, under the cum.ressed
speech condition, performed at least as well as students under normal rate
conditions with a 36% savings in time. During this experiment the time
saving was not evident, being lost in student movement to erperimental
classroams, setting up equipment, distributing materials, taking and
correcting the test for each story, collecting materials and equipment,
etc. Under non-experimental conlitions where information may be broad-
cast to duzens or even hundreds of students, or where many :mall groups
or individual children may simply pick up a tape cassette and play it for
the information contained, this savings in time is ¢ 2 of practical
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significance.

To justify the cost of compressed speech recordings three conditions
must prevail: (1) the material recorded rust be for semi-permanent use;
(2) good quality recordings are being made for normal listening speeds
anyway; (3) the recordings will be used continucusly by numbers of students.
Conditions (1) and (3) are .ot so important if a schocl system qwns its
own speech crmpression equipment.

The finding that children and adults do as well when listening to
speech compressed to 275 wpm is supported by findings in other studies.
(Fairbanks, Guttman and Miron, 1957; Foulke and others, 1962; Foulke and
Sticht, 1967; Foulke, 1958; Woodcock and Clark, 1968; Sticht, 1969-1970).
Many of these studies found a slight but non-significant deciire in com-
prehension from 175 to 275 w.m, with a sharp decrease in comprehension at
the latter point. The studies usually report a one-time test with very
abbreviated or no training. The present study shows that with training,
over time, slight decrease in comprehension does not occur. In fact, for
this population there was increase.

Comparison of the listening-only mode to that of reading-listening
has shown clear statistical differences favoring the reading-listening
mode across all tests, across all days, and across both rates of presenta-
tion. This finding is supported by other studies (Caughran, 1953; Smith,
1959; Jester and Travers, 1966; Crippen, 1968). In these four studies the
simultaneous reading-listening condition was superior to listening-alone
and to reading-alone. Because the students in this population were
generally poor readers, (that is, had not made expected progress), the
general conclusion is drawn here that for this population the bimodal
reading-listening presenta*ion of connected discourse for camprehension
purposes is more effective than for either mode .lone.

For most students fitting the general description of those in the
present study, it appears that in using listening-learning stations or
other leaming situations similar to this which do not offer free discussion,
the bimodal presentation would be more efficient in terms of comprehension
of the materials. The findings here have supported either or both of the
followirg theoretical positions. Jester and Travers (1966) stated that in
bimodal presentation individuals will pick up the mode preferred for re-
ceiving information. Solley and Phrﬁhey (1960) hypothesize that reception
of information simultaneously through two sensory channels may resuit in
facilitation of structuring of information and therefore the two channels
reinforce one another for increased learning over reception through either
channel alone.

The concern of Broadbent (1957) and Travers (1964) for confusion
caused by jamming of the informational processing system due te¢ overload
seems to {ind no support, at least for the majority of the students in
this study.

Bypotheetie 2. Tre ameunt of information leamed will not differ
significantly in treatmeut by ability group interaction.
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At the low ability level camparisons were made between performance
of rates of presentation groups on coamprehension. On unit and daily tests
the nommal rate groups outperformed the compressed rate groups. This
finding is generally supported in the study by Woodcock and Clark (1968).
The studies are procedurally different encugh that only intuitive compari-
sons can be made, From the Woodcock and Clark study, that of Gropper
(1969) and the present study, it appears that in the intermediate grades,
students with lower IQ's (75-90) would profit more from discourse presented
at near a nommal speaking rate of 175 wpm than they would fram compressed
speech presented at 275 wpm.

Speech campressed 36% appears to be as good or better than the
normal rate in the average and high ability levels. The arguments made
for the entire population (Hypothesis 1) would be particularly applicable
to these ability levels.

The reading-listening groups had higher performance means thaa did
the listening-only groups. This was shown to be generally true across all
ability levels on most unit tests and daily conprehension tests. These
outcanes are supported in the findings of other studies.

The conclusion drawn for each ability level is the same as that
for the entire population: the bimodal reading-listening presentation of
connected discourse, for comprehension purposes, is more effective than
the single-mode listening presentation.

Hypotheais 3. The various treatments will not affect performance
on standardized silent reading and listening tests to a significant degree.

This hypothesis must be accepted for this investigation. Pre-post
differences on the Gates MacGinitie Reading Tests and the STEP: *Listening
Tests showed cnly normal growth, seemingly independent of any treatment
effects. Because the treatment groups showed slight trends toward change
as compared to the reference groups, there is the possibility that with a
longer treatment period, significant: change might have occurred.

1f specific camprehension skills had been taught and/or a stan-
dardized silent reading test had been chosen that was more similar in
format to the treatment tests, performance on a test of this nature might
have been significantly affected.

On the listening test, the comprehension requirements involve
plain-sense listening comprehension, interpretation, and evaluation and
application. 1t is not likely that treatments involvingz comprehension and
recall of specific material would affect this test in such a short treat-
ment period.

The recults of this study on silent reading and listening are
genarally supported by other studies in liste .ing (Merscn, 1962;
Hollingsworth, 1964-1965; Rezves, 1965; kstoy, 1968). They also found no
effects of daily listening lessons on standardized listening and, in same
studies, reading tests.
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General Observaticue. Prior to this study purposes and procedures
were explained to teachers with students involved. Participation was on a
voluntary basis. In o series of final planning meetings, the teachers
offered many helpfi-® suggestions for implementing the study.

Teachers were aware of the possibility of extraneous variables
and made <fforts to control them. They followed the outlined procedures
rigorously. Students appeared to enjoy the daily procedure and the stories.
Consequently, the teachers did also. Most commented from time to time on
the desirability of the "quiet half hour''. When the experiment ended,
four of the six teachers spontaneously and independently expressed their
regret,

They also commented on the desirability of using the reading-
listening technique if a variety and great number of tapes could be made
available for use within the existing curriculun. Trey expressed no
preference for compressed or normal rate tapes, but did agree that the time
saving with compressed rates might be significant.

There were no discipline problems ccnnected with this study.
Students known for deviant classroom behavior showed none of it. There
seemed to be something critical about being part of an experiment, having
one's own headset, and listening to something important and interesting.
Students enjoyed graphing t.e comprehension test results each day.

Many of those in the listening-only groups seem»d to have nothing
to do with their hands or eyes. They toyed with pencils, dooiled on the
backs of tests, and were distracted by objects and movements within the
room. However, some students in these groups cradled their head in their
arms rather than be distracted. Campared to the reading-listening groups,
task concentration appeared to be difficult to wchieve.

Students in the reading-listening groups had something to do with
their hands and eyes, and they showed none of the bodily moverent which
accompanied the listesing-only presentation. It appearec that nearly all
of these students foilxied their scripts as the amouncer read. There
was a uniform tuming o¢ pages. A few students described as poor wel.
lost some of the ‘ime. ere seened to be no greater precportion of these
students in either of the rate groups. Four students, apain academically
identified as low-average to low, often covercd their eyes and did not
follow their scripts. This condition was not restricted to either par-
ticular rate group. When interviewed these students almcst unanimously
agreed that they prefeired to listen and they disliked the read’:g part of
the presentation. For some children, apparently the bimodal j.resentation
may be annoying; or they may .equire more training in using this process
to allow them to 'read” without the usual discomfort.

The results cf this investigation have practical as well as
statis ical significance. The teachers and almost all the students seem
to feel that bimodal presentation of information has merit. Compressed
sprech, although not obviously an aid to compich2nsion, appears to have
ractical value in terms of econary of time. Th» procedures investigated
Eold pramise for improving the effectiveness cf clementary scndol classroom
teaching techniques.
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