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INTRODUCTION

BACKGROUND OF GUIDE

During the 1968-69 school year, elementary teachers and secondary
teachers met periodically to study and analyze the Pasco County
English Language Arts Program, to study recent English language
arts research and programs, and to recommend changes and directions
for the Pasco County Engllsh Language Arts Program. These recom-
mendatlans were to be written into the form of a guide.

This is the guide based on the recommendations made. It was compiled
by a writing committee made uo of teachers who served on the original
committee.

DEFINITION OF ENGLISH LANGUAGE ARTS

The writing committee’'s first task was to define "English Language
Arts." The following diagram is a pictorial view of this definition.

LANGUAGE ARTS

T

e

CQMMUJICATIQN “stSLANGUAQE

e

EXPRESSION (TRANSMISSION)

COMPREHENSION (RECEPTION

WRI£ING SPEAKING READING  VIEWING LISTENING

The essence of what is meant by English language arts is communica-
tion. By this is meant the teaching of English exoression or
transmission and English comprehension or reception. By "exoression"
is meant the writing and speaking of English and by "comprehen31cn"
is meant the readﬂng, listening, and view;ng of Engllsh :

The definition of "language" is the study of grammars usage, vocabu-
lary, spelling, etc. The .broken line to "language" is symbolic of
the writing committee's view based on research, of the relationshio
of laﬂguage to the sther phases af the Engllqh Language Arts Progrgm,

Too often Engllsh language arts meant the study QF grammar (usuallv
standard grammar) and nothing else. - Year after year. students were
dragged through page after page of a grammar handbook, memorizing,
diagramming, etc. The objective: of 'such a- ‘program was. to ‘have ..
students write and’ speak ‘English well. However, -"Even assuming an .
ideal situation whére the instruction is: ‘clear: and ‘consistent. and the
students are both eager. and able to learn grammatlcal theory, there
is evidence to. suggest that the’ understanding of the: theory ‘does not
result in significant. appllcaticn." (Paul:0‘Dea, "The Teaching of =
Language, " Unit IV, January 1, 1969 SC1ence Research Assoc;ates, Inc.}

po15) T T T




Therefore, although language is considered as a nart of the Englieh
language, it is not the only aspect of English language arts

PURPOSES OF THE GUIDE

In the making of a comprehensive curriculum guide, two conflicting
values must be reconciled. One important value is continuity:

the development of a curriculum to provide continuous growth in
the English language arts for children and youth from kindergarten
through grade twelve. This English languagc arts curriculum guide
presents sequential growth in reading, eeeeklng, wr;tlng, viewing,
listening, and language. The second major value is integration:
the development of a curriculum in which the areas of the English
lenguege arts are used together to reinforce each other so as to
increase the effectiveness of each. The value of the integration
of the different aspects of the English language arts haes been
constantly in the minds of the writers. This integration will be
most apparent in the illustrative units develoved by the writing
committee.

The point of view underlying each of the curriculum areas (soeech,
reading, writing, listening, viewing, and lenguege) is oresented
in the opening section of each program. It is of the greatest im-
portance to individual readers and to groups studying this guide
to read and to discuss the meanings and implications of these in-
troductory statements.

A eurficulum 1ide is not a» recive book or a catalog. It is the
creation and apnlication of principles deemed important to the )
conduct e? classroom Lessons. 1he creative teacher, underetendlng
the essential point of view of each portion of the curriculum, is
free to use, adapt, modify, or omit svecific details. The most im-
portant use of thls curriculum is to become the guide to local
faculties to construct their own curriculums to carry out in their

classrooms the spirit and objectives of this guide. .

Because pupils grow continuously in the sk111e of the English
language arts, and in the understanding and appreciation of litera-
ture, it is very important that the various levels of a school
eyetem work in ciose harmony to foster this continuous growth.
Surely the end goal is worthy of the highest effort:  to oroduce
students who speak, write, 1leten read, and v;ew better than they
have ever done befere._ : C T o ST e

Alee, because lenguege chengee and because reeearch anevere more
truths concerning the learner, it is recommended thet thls guide be
studled end revised-: every +hree yeers.,'% R . , ,

A
5




PASCO COUNTY ENGLISH LANGUAGE ARTS

OBJECTIVES, K-12
KEY CONCEPTS

There is so much knowledge in the world today that it is
impossible to teach details. We must identify the Key Concepts
of a subject area and base our program on these Key Concepts.

"By a careful analysis of the structure of knowledge it is
possible to discover certain Key Concepts distinguished by their
power to epitomize important common features of a large number
of more particular ideas. Such concepts are basic central ideas,
an understanding of which opens the door to an effective grasp
of an entire field of knowledge. These key ideas provide as it
were a map whereby the whole scheme of a subject may be grasped
and characteristic features of individual items of knowledge may
for the first time be rightly interpreted. . . It is the present
thesis that the only satisfactory answer to the crisis is the
formulation and persistent use of key concepts. Teachers ought
above all to know tHe basic rationale of their disciplines and
should conduct their instruction in the light of these essential
principles. This does nct mean that the key concepts should be
taught explicitly and directly. . . It does mean that particular
items of knowledge should be selected and used with an eye to
their examplification of the basic concepts of the field.™
(Philip H. Phenix, "Key Concepts and the Crisis in Learning,"
$egchz:s College Record, Volume 58, Number 3, (December 1956)

pp. 140,

The following are Key Concepts of English Language Arts:

The aim of the English language arts curriculum is to "increase
the power and control of the use of language." (A Florida Guide:
English Language Arts. Inc. Elementary Schools, Bulletin 35k,
1965, p. l.%u , _ ‘

John Dixon discusses skills, cultural heritage, and personal
growth as Key Concepts of English language arts. "Among the
models or images of English that have been widely accepted in
schools on both sides of the Atlantic, three were singled out.
The first centered on skills: it fitted an era when initial
literacy was the prime demand. The second stressed the cultural
_heritage, the need for a civilizing and,seci&lly*unifying content.
he third (and current) model focuses on personal growth: on the
need to re-examine the learning processes and the meaning to the
individual of what he is doing in English lessons." (John Dixon,
Growth Through English, Readingé England. National Association
>7 ' :

Tor the Teaching of English, 1967, p. 1-2.)

4
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Mr. Dixon elaborates on the concept of personal growth as the
current model of English. "To sum up: language is learnt in
operation, not by dummy runs. In English, pupils meet to share
their encounters with life, and to do this effectively they

move freely between dialogue and monologue --between talk, drama
and writing, and literature, by bringing new voices into the
classroom, adds to the store of shared experience. Each pupil
takes from the store what he can and what he needs. In so doing
he learns to use language to build his own representational
world and works to make this fit reality as he experiences it.
Problems with the writtenmedium for language raise the need

for a different kind of learning. But writing implies a message:
the means must be associated with the end, as part of the same
lesson. A pupil turns to the teacher he trusts for conflrmation
of his own doubts and certainties in the validity of what he

has said and written; he will also turn to the class, of course,
but an adult's experience counts for something. In ordering and
composing situations that in some way symbolize life as we know
it, we bring order and composure to our inner selves. When a
pupil is steeped in language in operation we expect, as he matures,
a conceptualizing of his earlier awareness of language, and with
this perhaps new insight into himself (as creator of his own world).
(John Dixon, Growth Through English. Reading, England: National
Association for the Teaching of English, 1@%7, p. 13.)

GOALS

The Proposed Accreditation Standards for Florida Schools, 1969-70
bases  its goals for elementary, junior high, and senior high
English language arts on such key concepts. The goals of the
English Language Arts Program shall be to provide opportunities
which enable each pupil to:

fa) Develop his ability to communicate through competent use
of the English language in obtaining ideas, and in exoressing
himself clearly, concisely, accurately, and fluently;

(b) Understand himself as an individual and as a member of the
communicati-n group;

(c) Develop his ability to employ viewing, listening, speaking,
reading, and writing in the solution of problems;

(d) Develop his‘péwérs of language to enable him to derive .
emotional, psychological, social, and intellectual satisfaction
from communication and from life;

(e) Interpret and appreciate various literary forms.

PASCO COUNTY
ENGLISH LANGUAGE ARTS OBJECTIVES

. © program objectives to followyare based on the above key concepts
ERIC - k s
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and goals of the English language arts.

In stating these program objectives, please note the code used
and the age levels represented by Early Childhood, Late Child-
hood, Early Adolescence, and Late Adolescence.

These age levels are based on the workings of Jean Piaget. (See
Piaget's Theory of Intellectual Development, Printice-Hall; An
Outline of Piaget's Develoomental ?%vchclcgv for Students and

Teachers, Basic Books)

Piaget considers the learning orocess of infancy as one phase

in the first of four distinct but sometimes gverlapping stages.
The other stages: ages two to seven, seven to eleven, and eleven
to fifteen.

During the stage (2-7), the child thinks about everything in terms
of his own activities; he believes that the moon follows him
around, or that dreams fly in through his window when he goes to
bed. . Erroneous though these ideas are, thev helv the child com-
prehend that actions have causes. 1In thls period. the child is
not egocentric by choice but because of intellectual 1mmeturlty

The child reaches the threshold of growi-uo logic as early as
seven and usually by eleven. Before that noint, he mav think

that water becomes ™"more to drink" when it is noured from a short,
squat glass into a tall, thin one with the same capacity. The
reason for this stubbcrn misconcention is that the child is paying
attention only to static features of his environmment. not to trans-
formations. Now, at the age Piaget calls that of "concrete”
intellectual activity, the child can deduce that nouring does not
change the quantity of the water. He has begun to reason and te
grasp the essential orinciple of the equation.

Between the ages of eleven and fifteen, the child begins to deal
with abstractions and, in a primitive but methodical way. set up
hvpotheses and then test them, as a scientist does.

The time table that seems to control the develooment ‘of intellectual
skills, Piaget is convinced, suggé%fs that man's capacity for logi-
cal thought is not learned but is emberdded, along with hair color
in genes. These innate rational tendénc1es do not mature, however
unless they are used. A child cannot be forced to develop under-
standing any faster than the rate at which his powers mature to
-their full potential. At the same time, & child who does not get
the chance to apply his develoning abilities and test their limita-
tions may never reach his full. intellectuaT capacltv.

Piaget has observed reneatedly that children exnlore the comnlexlt;es,
of their world with immense zest, and his findings have given
encouragement to the discovery method of teachwng The method draws
also on the ideas of John Dewey, Maris Montessori, and Jerome Bruner.

9
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PROGRAM OBJECTIVES

LATE CHILDHOOD ELEMENTARY
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English Language Arts Program Objectives K-12

CODE: .....RECEIVES LITTLE EMPHASIS Early Childhood: (5-7 years old)
Late Childhood: = (7-11 years old)
XXXXX SOME EMPHASIS Early Adolescence: (1.l1-15 years old)
Late Adolescence: (15-19 years old)
STRONG EMPHASIS

I. Speaking

1. To speak informally before a peer grouo

Eicir ——— e ,LV‘C,',V,,, ) i N ] E-A. — B I 7L'AC . -

2. From the beginning to be talking before trying to read.

E.C. L.C. E.A. | L.A.
XXXXXXXXXX

3. To speak spontaneously and easily with and before others.

E.C. L.C. E.A. L.A.

k. To enunciate clearly distinguishable ohonemes. (2o family of closely
related sveech sounds regarded as 2 single sound)
E.C. L.C. E.A. L.A.

XXXXXXXXX 2 8% 2 @ &0 8 2P & 5 & % 0 & 8 2 & ¥

5. To project and modulate appropriately.

EDGQ L,‘C,i EQAG Ll—Al
TXXXXXXXX ) 9.00.0.0.0.09 0.6 XXXXXXXXXX cesesresnnes
6. To express observations, experiences, and feelings.

E.C. L.C. E.A. L.A.

11
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7. To take part is an informal exchange of ideas with others: to
consult with others in formulating plans.

Eici L!CQ ElAi LQA'
cesssesccss XXXXXXXXXX

8. To question as a way of learning.

E!C. LiC. E'A! LDAQ

9., To express one's self in play acting, story telling.

E.C. L.C. E.A. L.A.

10. To express one's interpretations in Elav acting, story telling,
'~ poetry, reading, ballad singing, oral reading.

E.C. L.C. E.A. L.A.
i..;-.--‘-g.g;g....Kﬂﬂm}cﬂxxx}{xxv — i L

11. To make effective use of pitch, stress, facial exoression, and
gesture in order to make one's speech more interesting.

E.C. L.C. E.A. L.A.
U ©.0.0.9.0.0.9.9.0.0 .0 S

12. To acquire the ability to present facts, ideas, and concepts in
an organized manner.

E.C. L.C. E.A. L.A.
!iili.'.iiibi!!!!ﬂxmﬁmxx

13, To apgly the conventions of general American-English Usage, and
to put to use whatever functional variety of language is appropriate
to the occasion.
EQG! . Lic' EQAQ L'AQ

‘ii.!!-l'!'..!!Xxﬂﬂmﬂxnﬂrrjr ___

O

(M2



H
H

. Listening

[

To listen or to attend to sounds around us.
E.C. L.C. E.A. L.A.

HXXHXKXXXXHXXG.!Qi.'l!.!.!lllliiiii..Qilﬁi!ﬁiljji'

2. To discriminate selectively sounds around us.

E.C. L.C. E.A. L.A.

3. To listen and follow instructions.

C. L.C. E.A. L.A.

L. To listen attentively in a discussion without interruoting the
sveaker.

E.C. L.C, E.A, L.A.

5. To acquire facts accurately and with reasonable ease when they are
communicated through speech.

E.C. L.C. " E.A. L.A.
l.!QCQ!I!!!!!!!XXXXXXXXKKXHXXVVVi777

6. To acquire skills of critical listening: i.e., listening for
ideas and suvvorting data; to avoid being swayed by propaganda.

E.C! ZQG. EiAi LQA.
UURRBEEEE ¢ 0 ¢ 6 ¢ 0.9 609 0 6.0 4

7. To select from listening experiences the ideas which are of
significance to the problem at hand, and to tune out the extraneous.

EQCO L.C- E!Ai L!A!
R 6.0 0.9 6.0.0.0.9.6.0.0.0.0.0.0.0 ¢

g) -
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8. To changez one's own behavior (decision-making, acquisition of
concepts, attitudes towards individuals or groups) as a result
of effective listening. '

E.C. L.C. E.A. L.A.

R §.0.0.6.0.0.0.5.0.0.6.0.0.8.0.4

9. To develop ability o select the level of listening (marginal,
appreciative, attentive, critical) appropriate to a given situation
and to flexitly apply these different skills implied by the levels
involved. '

E.C. L.C. B.A. L.A.
UUUUUDREBIEE ¢'0'¢ 0.00.9.¢¢0 ¢ 0060060 SN -

10. To cultivate a2 balanced media diet.

E.C. L.C. E.A. L.A.

11. To increase one's listening vocabulary.

E.C. L.C. E.A. L.A.

12. To look at the soeaker; to try to interpret his facial expressions
and other non-verbal signsals. - ‘
E.C. L.C. E.A. L.A.

)8:9.9.000000900090000699.0086060000490000006809000.09000¢

13. To listen analytically (to content and linguistics) in an effort
to improve one's own speech skills.

E.C. L.C. E.A. L.A.
cevesssseas XXXXXXXXXXX TXXXXXXXXXXXX XXX XXXXXXXX

(944



ITI._WRITING

1. To produce neat legible manuscript 2nd cursive writing.
EECQ LICD EiAl LI-AI
XXXXXXX ® &8 & &8 ¥ 5 5 5 &5

2. To spell correctly in order to communicate more efficiently

EiGi . L-Gi E-AQ LQAI
XXXXXXXKXKX . . XXXXXXKXX XXX

3. To improve the quality and precision of one's written vocabulary.
E.C. L.C. E.A. L.A.
"o % 2 e e o8 XXXXX,H

L. To develop increasing objectivity in revising one's written work.
E-Gla L‘G" E Ai L.p-i
ceceraes TXXXXXX

5. To develop an awareness of writing styles and forms, including
those found in business. in order to apply them in one's own
writing. ‘ '

E.C. L.C. E.A. L.A.

® o 8 58 3 &8 IXXXXKX

6. To improve the precision of one’'s punctuation and usage.
.C. L.C. E.A. L.A.
cecessassass XXXXXXXX - XX TXLXIXXXX

=

7. To experiment with individual writing techniques: to he able.to
break rules intelligently; to learn the rules first and have a
valid reason for bhreaking them.

EGC; I.!.c- E!A. IJQA&

O

CECRE U R B SO B N W o0 0w aas XXXXKKH . N S
_ : 1S5
{(19)




IV. READING

1. To acquire readiness for reading

.A. L.A.

=

E.C. L.C.
XX XXX XXXKXXX cessesnsus crecesccavas

2. To associate a prlnted word with not only spoken sounds but also
meaning.

E.C. L.C. E.A. L.A.

3. To be aware of similarities and differences in reading and speaking.

E.C. L.C. E.A. L.A,
& 8 8 & ¢ & & & W XKXXXXKX

L. To recognize the nature of meaning of what is read; to make of
reading a question-asking, problem-solving process; to realize that
language suggests more than it says

Elci L!Ci EiAQ L-Aé

cessseeense TXXLXXXXX _ - .

5. To read orally with evidence that one identifies with and under-
stands the material, character, motivation, emotional content, etc.

E.C. L.C. E.A. L.A.
cenessses XXXXXXXX

6. To exvand one's recognition-vocabulary in quantity and quality

E.C. L.C. E.A. L.A.

7. To acquire and apply correctly wordsanalysis skills necessary for
decoding unfamiliar words

L.C. 46
11
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8. To read (silently) with ease, fluency, and appropriate speed.
E.C. L.C. E.A. L.A.
XLXXLXXXXXXX

9. To know the literary tradition of one's culture and other cultures.
E.C. L.C. E.A. L.A.

Ceesennacens XXXXXXX

10. To develop one's beliefs, attitudes, and concepts on the basis of
rich and varied reading experiences.

E.C. L.C. E.A, L.A.
cectacsens XXXXXXXXX AXXAXXXTX

11. To read as a leisure time activity

E.C. L.C,. E.A. L.A.

= e S — i o = i e

12. To transfer skills developed in one field of reading to related
fields: skimming, scanning, outlining, reference material, and
study
E.C. L.C. E.A. L.A.

XXXXXXXXXX

13. To develop ability to select a level of reading (marginal,
appreciative, attentive, critical) appropriste to 2 given
situation and to flexibly apply these different skills implied
by the levels involved. o

- E.C. ' L.C. E.A. L.A.
XXXXXXXXX

(12)



V. VIEVING

1. To observe various viewing media (stills, films, T.V., montage,
and other exhibits).

E.C. L.C. E.A. L.A.

2. To identify the technique of the media observed.
EQCQ LQCQ E.A. T.I.A-
cecccacene XXXXXXXXXXXX o e o

3. To recall general and specific techniques of the media observed
and to comment on them.

EQCQ LQCj EQA! LlA!
e XXXXXXXXXXX

L. To analyze the techniques of the media observed.
E.C. L.C. E.A, L.A.
[ EE R N XXXXXXXXXXX

5. To conclude that the medium itself is the message or that the
techniques of the medium are meaningful.

E.C. L.C. E.A. L.A.
XXXXXXXXXX

6. To evaluate the techniques used in a2 medium.

E.C. L.C. E.A. L.A.
Cevereeeaaa. XXXXXLXXXXK -




VI. T,ANGUAGE

1. To express oneself in one's own language without fear of ridicule.

E.C. L.C. E.A. | L.A.

2. To acquire a classroom dialect (usage) which reflects the
commonly accepted regional standard sneech.

E!Cl Lici E Ai LiA-
XXXXXXXXX

3, To explore and play with language in order to become aware of ,
language process without formalization. (no memorized definitions)

E!Gi an. EiAi IliA.
KXHXXHK Qi.i.'!fl..!.!i.‘

L. To increase vocabulary through exveriences, actual and vicarious.

E.C. L.C. E.A, L.A.

5, To recognize and use words .of imagery.
E.C. L.C. E.A. L.A.
XXX LLXKXX

— - = + s S e R - i —

6. As they develop writing vocabulary, to use mechanical skills.

=

ici L.Gi E A. TJiAﬁ

}.9.9.0.9.0.0.0.0.9.¢

7. To combine words in writing to convey & meaning.

EOC. L.Ci ECA. L‘Aﬁ

3O B -
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8. To recognize and write sentences having two parts, subject and
predicate.

E.C, L.C. E.A. L.A.
XXXXXXXXXX

9. To be able to use word forms (morphology) which are plurals of
nouns, the verb forms, and pronouns.

E.C. L.C. E.A. L.A.

XXXXXXXXXX

10. To recognize and use orally and in writing concrete and abstract

words.
E.C. L.C. E.A. L.A.
XXXXXXXXXX - - 3
11. To derive new words from root words.
E.C. L.C. E.A. L.A.
XXX XXXXXXXXXX

12. To recognize words as symbols and not objects.
E.C. L.C. E.A. . L.A.
XX AXXXXXX

13. To recognize and use contextual clues to figure out word meanings.

E.C. L.C. E.A. L.A.

14. To hear and to recognize the intonational patterns (stress, pitch,
juncture) as a part of language. ’

ECCI L!G- EiAi LFAQ

) $.0.8.08.08.0090600998080.049.90 . e

O
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15.

16.

17.

19,

20,

e s & @ 8 00 "2 "D XXKHHXXXXX

21.

To discuss the origin or words and the semantics of language.

E.C,. - L.C. B.A. L.A.

To discover that language has structure and vocabulary through
the study of language in general and English in particular.

E.C. L.C. E.A. L.A.

To recognize that grammar offers alternative structural patterns
(transforms)

E.C. L.C. E.A. L.A.

To purposefully rearrange words into various sentence patterns and
to use these patterns.

E.C., L.C. E.A. . L.A.

To understand that the study of grammar has humanistic as opposed
to pragmatic transfer. '

E.C. L.C. E.A. L.A.

To recognize and use certain language usage a?pfopriate to
given social, geographical, and cultural levels.

E.C. . L.C. E.A, L.A.

To be aware that the structure of language (syntax) is described
by various grammars and that these descriptions are not the
language.

E.C. L.C. E.A, L.A.

...i.fﬁ;.;zzl :7 _ e
(1€)- %




22. To seek and use vocabularv words in order to express oneself
concisely, clearly, anu aesthetically. (no vocabulary lists
to he merorized)

E.C. L.C. E.A. L.A.

sasesssasane XXXXEXXXX

23. To recognize that words, or words in just 2 vposition, have varying
effects in certain contexts and to use such words.

Eicl L-ci EQAQ LlAi

& & & & & & 0 0 @

2L, To he aware that language is in a constant state of change and
to explain language in the light of its history.

Eici Lsgq EiAg TJ-A:
TXTXXXXX

Qi
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Background Information on Speech

THE IMPORTANCE OF SPEECH

Sp&éeh is the chief means by which human society 1s welded together.
One need spend only a short time in & country uming an unfemiliar -
language to realize how paralyzed human relations become without
speech. From infancy on, speech is for most of us one of the most
frequent behavior patterns. But what we do often we do not neces-
sarily do well.. There is evidence all about us of imdffective speech,
of failure to communicate sdequately, or of failure to understand
-spoken communication. These ills are far more than matters of a
lack of correctness; they. are failures of .spoken language. In any
scheme of educaticn it would seem that communication by‘Speaking
would have a high priority, but such is not the case. In American
education today, despite some notable exceptions; the major time,
effort, and reward are given to silent reading, with speaking left
far behind.. It will be a concern of this giide to indicate ways in
which instruction in speaking can be given greater significance and
attegtian in the general growth cf language skills in children and
youth.

SPEECH BACKGROUND

The ability to cammunicate springs in part fram the convictian that

one has something to communicate.  Rich experiences beg to be shared,
and it is a joy to write or tell about significant events. . On the
other hand, the child of deprived background: a 4 1imited’ experienee
may feel that he has nothing to say.  Furthermore, the speech used .

in his home may be of the non-enriching type," cansistinu”mainly of
unimaginative words and the simplest of sentences. ry ‘effort
should be made to encourage such ‘a child: to share his experiencas and
ta cultivate his speaking skills. %-~+~ : £

Wé Bave come to realize that the child who has ‘been 'reat to,has an

easier time. learning ‘to read than:the 'child’ who doesn't: grasp: ‘that

the printed page can. tel im something We' mus -real also that
the child who ha  eXp! ad -the uty .o rd.

'ispegking



* Recognition of the nature and purposes of communication
* Knowledge of the physical production of speech sounds

* Appreciation of the bodily accompaniments of speech

~ (gesture, stance, bodily movement)

% Awareness of the social functions of speech

These principles are not absorbed unconsciously. ; They require in-
struction by teachers who have been given at least basic training

in the fundamentals of speech.
SPEECH GROWTH IS CONTINUQUS
Attention to the following aspects of speaking, accompanied by train-

ing and practice, can assure teachers of the continuous growth of
students in their command of spoken English:

% Vocabulary. Words are the basic units af-spokenrlanguage.
xperiences of home, school, and community orovide the
opportunity for an ever-expanding vocabulary.. But command

of words, except in limited numbers, does not arise by.
itself. Children need to be led continually to recognize
new words, to relate them to context, and to practice their
use in purposeful communication. Ideally each child should
have an opportunity to speak briefly and to use new words
every day. Conscious encouragement by teachers can do
much to expand vocabulary. Sl A

% Voice. Many children need sympathetic guidsnce in de-
veloping a good speaking voice. Pitch should-be brought
within a reasonable range and volume adjusted to the .
class group. . Frequent practice in.choral reading.and . . .
speaking can allow the teacher to note:and correct.voice. .
deficiencies of individual:pupils. without.the embarrassmen
of a solo performance. Since boys' . .volc an th.-

adolescence, they need regdjustment;bfi’iﬁeﬁ}éndﬁvaiﬁﬁé*f
T im\junior high school and early senior higgwsch°°17ygaf5r:.'

“Great tact is required i

L. e s
% Bearing. -Standing

© pressers: of
- much uneas

teacher can help an ¢




% Plannin

n . Children's speaking progresses from the utter-
ance of a few scattered ideas to the presentation of a
well-planned, organized discourse. This progression seldom
happens by accident. Therefore, training in organization
-is an important factor in the growth of speaking. It begins
with the child's arranging a few items he wishes to express
in an order which he deems best for his purpose. The second
stage is the formation of a brief outline on paper to allow
the speaker to present his ideas in an order which he has
planned in advance. The culmination is the highly organ-
ized outline of a prepared speech in which a central idea

is supported by properly subordinated contributing ideas.
The latter stage is for mature students only; in general, a
simple card outline will suffice. -

Usage. While all spoken language of children and youth tends
to reflect patterns of speech learned in the home and the
community, speaking in class will be conducted in the school
dialect, namely, informal standard English; Informal standard
English may vary from one region to another and at any rate,
represents a very wide range of speech forms depending on
the speaker's background and his speech needs in a particular
situation. An important aspect of education in speaking is
familiarizing children with the forms of speech desired in
the classroom, with much oral practice to establish both
hearing and speaking. Indeed, this asvect of usage training
is valuable ‘to both speaking and writing, since many of the
so-called errors of ccmpesition'are*simply'written,fefms‘Qf
substandard speech. ' ‘ S S

Sentence patterns. Oral sentences are much more loosely con-
structed than written sentences. Nevertheless, there is a
definite growth in spoken sentence patterns. which marks. the
experienced speaker over the beginner. 'Young children often
get into "mazes," which are confused patterns-they cannot .
complete.” An illustration: ~"This boy, he didn't understand
this man, well, so hé, I mean the man, took and...." This"
can . be ’ ing students -
srences like -
. speaking

Sound”like -

~another aid. There i
~but ex—

written English.  Speech ca

ing v




The teacher will help each pupil become aware of his audience,
learn to speak to it, and become sensitive to its reactions.

As the speaker learns to direct his remarks to a live audience,
he will increasingly recognize how he is "getting across.™ His
own desire for success is the best motivation.

In the evaluation of student speakers, it is wise to limit the
criticism of the audience to matters of content and effective-
ness of presentation. Corrections of usage, posture, and gestures,
being personal in nature, are better left to the teacher. 1In
some cases a private conference with the student is better than

_ public criticism. Nevertheless, most pupils can be trained to
accept correction in a good spirit, even.when it is made publicly.

One of the important aspects of speech is the observation of
certain courtesies between speaker and listener. Many of

these can be taught indirectly by the teacher in his own speak-
ing to students as individuals or as a class. Preserving the
dignity of the individual, no matter how young, refraining from
necessary interruption of a speaker, using courteous terms when
addressing students (even when one is provoked!) and encouraging
the expression of independent views are important courtesies

of speaking. It is of little use to teach as lessons what one
violates in practice. o '

#* Teacher's own speech. The previous considerations should make
evident the extreme importance of the quality of the teacher's
own speech. He should by every possible means cultivate a
pleasant, quiet speaking tone, free of tension and irritation,
and so pitched as to be suitable to his physique. He will
articulate with precision,.paying. particular attention to crisp
consonants. He will guard against careless or inaccurate pro-
nunciations. Furthermore, he will examine his own English )
usage, to be sure that he sets for his students the pattern of
informal standard English of the region in which he teaches.
The teacher's attention to these details goes a long way to-
ward developing effective oral communication- in his. classroom.

Wisconsin, Devartment of Public '
consin, January, 1968, p. 159-161.
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parts of a total verbal and intellectual process. Both are complex
functions. Neither is an isolated skill which may be practiced alone
until it is mastered. Develooment in one area can stimulate and suo-
plement development in the other. As soon as the child enters school,
the teacher will provide the helo necessary for the development of
proficiency and effectiveness in both expressive arts. )

First of all, the teacher will consider the various factors involved

in the development of the grimary child. He will attemot to discover
his ability to learn, his degree of maturational growth, and the nature
of his home environment. Knowledge of the child's socio-econonic
background will enable the teacher to view his social setting more
understandingly. In this context the teacher may also learn about any
confusion that might occur because regional or dialectal patterns are
used in the child's home. .

Occasionally, the teacher may find a student with sore apparent physical
handicap which hinders his ability to cormunicate. Every effort should
be made to learn why the oroblem exists and to discern its. results uoon
the child. The teacher will be better able to help the child with his
difficulties when he has understoad the basis of his handicap.

The alert teacher tries to vpace his teaching procedures to coincide
with each student's maturational oattern. Thé rate of each child's
growth is related to his ability to react to his new exveriences in
the classroom. The percepntive teacher will consider the child’'s
emerging behavioral patterns and ability to cope with both success .
and failure. He will be aware of the particular motivation and skills
whic? will help each child think, plan, organize, and compose more
easily. _ . _ :

Speaking and writing are closely related to interests and experiences
which children already possess. A short time ago it wes a simple

task to list and classify the interests .of children in terms of ani- .
mals, oets, rocks, minerals, and various collections. . But today's
child has wider opportunities for gaining first hand exverience.
Technological aids oven to him a great spectrum of events. He travels .
more, meets more peovle, and has greater access to electronic and
mechanical toys than yesterday's child.. The teacher wisely "taps"

the child’s new interests4tq-mativate~h‘m,;o,sgeakvandpﬁrite,as'méan—;
ingfully as possible.. R D S A O T

The creative teacher provides many situations that. will stimulate .. .
growth in communication.. : He establishes .a, warm rapport in which the ..
child can express himself genuinely and cand vicar-
ious experiences. such as. discussion oems,
and dramatic play are the basis. of. su
discussion of new words relate his

- helps develop the - ry.

~ is very. important, 111
and -sentence. stry

he ‘child’s vocabula
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11 arouse him to become even more perceptive.
THE DEVELOPMENT OF SPEAKING
SPEECH IN THE KINDERGARTEN

e fact that children come to school knawing how to speak--with
rying degrees of effectiveness, to be sure--should not mislead
e teacher into believing that no instruction is needed. As a
tter of fact, it is only through the dlscipllned correlation
the factors of thought, language, voice, and action that ef-
ctive oral communication can be achieved.

tterns of speech are established in the home. Since the devel-
ment of speech depends upon physical and psychological development,
is to be hoped that each child will have normal organs of speech
d hearing, and the security of a vsychologically comfortable en-.
ronment. But because some children lack these assets, it is the
acher's responsibility to assist them in making the adjustments
cessary for effective speech.

ndergarten children will differ widely in their degree of sveech
velopment. - One may be a relatively mature child who has communi-
ted frequently with adults and other children. Another may have
tended nursery school and have been initiated there into the for-
lities of the school situation. Still snother may be an immature

ild who has spvent much time alone or with a single adult. The

ild may be from a cultured home and a comrunicative. famlly, or

om a deprlved environment and a restricted ‘neighborhood. : But what-
er the degree of his speech competence, he enters kindergarten ready
receive whatever influences it aFfords. SN . '

AGTIVITIES PROMDTING QPEECH DEVELOPFENT
e kindergarten child engages in manv actlvities in hls grcwth to-
rd effective oral communication. Rhythmic physical. activities _
ltivate smooth bodily action, an integral vart of the ‘communication
molex. A goed school. day provides: aﬁnortunltieS'for marching,
nning, happlng, 1eaping, skippin and walking. ‘As" the:child as-
res to more meaningful movement th’ﬂnant'mime Evolves. : i

vorlte ﬁantomimes are*
lking, a nerscn ;ranin
SVES; o ‘ 2 .

e modern kindergarten affers . ¢
ay, which actually occurs_whenever,
gether.' The home famil ar’ obje




bodily action and to invest both with meaning; it offers them a
splendid opportunity to relive their experiences to verbalize their
thoughts, and to plan together. At the same time they acquire a lar-
ger and more precise vocabulary. The five-year-old is interested in
using new and larger words, and the teacher does much at this time

to help broaden his vocabulary. Words such as discovered, crouched,
srotected, splendid, enormous, magnificent, and delightful can become
part of a conversation in dramatic play. And finally, dramatic play
will help develop habits of correct language structure, clear enun-
ciation, and pleasing voice. ' ’

Dramatizing familiar stories is a delight to small children. Bodily
activity and gestures are combined witl creative self-expression to
produce original interpretations of such familiar stories as The
Three Bears, The Three Billy Goats Gruff, The Three Little Pigs, Caps
for Sale, Ask Mr. Bear, Little Lamb, and Mother Goose Rhymes. The
felt board and puppets may supplement these activities. Through them
the children learn to plan together, to understand simple sequence,
to taﬁe turns in playing roles, and to appreciate the contributions
of others. : _

Conversation the most frequently used form of oral communication, is
the core of the speaking program in kindergarten.  Children enjoy
talking about many things: their homes, trivs, gardens, animals, the
z00 and circus, birthdays and holidays, television programs and movies,
and almost anything related to science. In conversation children re-
late oral expression to previous experience and to books. Many ,
kindergarten children can use the pictures of a book as the basis of

a sequential report. A favorite time of the day with children is
"Share and Tell"™ or "Show and Tell." - This activity is a link between
home and school and provides interesting material for follow-up activ-
jties such as composing chart stories, painting, and coloring pictures.
This kind of activity offers many possibilities atall grade levels
for honoring contributions of a sort different from what might be ex-
pected from the majority of the group--both for the broadening effect
upon the group and the fostering of pride and a readiness to contri-
bute in the "different" child. One. first grade group put on.a program
of poems and music for the .benefit of.the other first. grade clesses, .
the kindergartners, and. their parents. . One litte.girl of German.par-.
entage sang as a solo a German song. - St R R S

. Through talking and_ listening t0.0

the child will develop his .personal
and ‘ideas, : He will learn.polite
~and choosing an interest:

ng sfone~gi-th3391de§%
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about: familiar.

, boats,

Children have always loved stori
of ithe arts and holds great; magi

“and "




The teacher will have many books on hand to fit the.moods and needs
of the day. A variety of interests will be discussed and requests
for stories made. Children laugh with delight at the antics of
Curious George and thrill to stories of fantasy such as The Most
Beautiful Thing in the World and The Fairies and the Days of the Week.

The child's speech growth will be stimulated by the ‘new words and
ideas learned from stories. He will also develop a sense of beauty
and style and an interest in the use of colorful words. As his at-
t%ntion span lengthens, he will learn to follow the simple sequence
of events.

SPEECH IN THE PRIMARY GRADES
FACTORS INFLUENCING THE DEVELOPMENT OF SPEECH

The primary child's voice, usage, and vocabulary will naturally affect
his speaking habits, Poor articulation is perhaps the most widespread
voice problem. Children need training in hearing distinctions between
sounds and in articulating words and sounds correctly. The phonics
program, supplemented by oral reading, can ccntribute much here. Choral
recitation of Mother Goose Rhymes and poems will improve articulation.
Some that might be included are: "Diddledy, Diddledy," "Jack Sprat,"
"Little Boy Blue," M"Hickory Dickory Dock," "Who Has Seen the Wind?"

"The Little Turtle," “Famlllar Frlends," and "™™Mr. Nobody."

The teacher is constantly alert for errors in usage. Experience has
shown that continuous, tactful correction is the most helpful. approdach
to the problems of nonstandard usage. As Dawson and Zollinger sug-

gest in their book Guiding Language Learning, "...of all the phases of
language instruction the phase devoted to correct usage is possibly

the least successful in terms of effort expended " and "...school ex-
veriences in sveaking and writing must be impressive indeed to create
the urge to change (usage habits)." One good approach is to make a
survey of incorrect usage patterns in the school and to -concentrate on
their 1mprcvement. (See Robert C. Pecley, Teaching Engl;sh Ueage, Gh 9)

It goes w1theut saying that the- teacher's own careful example of. ertics
ulations, pronunciation, and usage is of great ‘'significance.  Even the
teacher' s valce quality serves as a goed or a poor example te the ehil—
dren. : AR BRI

The teacher can also insvire ‘the chlldren tc improve their vocabuleriee
Imaginative words serve as a stimilus to’ ‘the search’ for better-habits
of self-expression. Listening for'new and ‘colorful words' ‘alerts the -
child to the sensory: experiences from ‘whiéh he builds a rich’ vocabulary.
Hearing gecd 11tereture read aloud also st;ﬂuletes‘vocabulary expaneien.

The identiflcatlan ef true speech deﬂeets requires the ekill of a® egeech'

In a school with a goad program‘of epeech eorrection,,t,,-'u



children will be screened early and those with defects will immediately
enter a program of treatment. If such screening is not automatic, it
will be the responsibility of the classroom teacher to refer a child
with a suspected defect to the correctionist.

It often takes considerable experience to determine whether the ir-
regularity is a developmental one, which simple maturation will correct,
or whether it is a poor speech habit or a structural or functional
defect, any of which require a careful program of correction. The
teacher should consider himself part of a team including psychologist,
medical doctor, and speech correctionist, all of whose knowledge and
skills are involved in the diagnosis and treatment of the defect. Since
the teacher knows the child best, he can, under the guidance of the
correctionist, become the most important member of the team. Mardel
Ogilvie's Speech in the Elementary School (McGraw-Hill, 195L) has an
excellent section on "The Role of the assroom Teacher in Correcting
Speech Difficulties." The author points out that the teacher’'s under-
standing and acceptance of the child, along with the establishrent of

a classroom atmosphere that invites communication and promotes good
human relationships, are important concomitants of the correctionist’s
work.

W n, Devartment of Public

From: English Language Arts in Wisconsi 7
nstruction, Madison, Wisconsin, p. 165-169.




Sample Performance Objectives for

Late Childhood (7-11 years of age) -

in the preceding section have been translated into samgle per—
formance objectives, giving an example pre-assessment activities,
‘"the learning opportunities or activities, the materials which
might be needed, and evaluation techniques which may be used.

The following format is suggested by the writing committee for
teachers to use in setting up performance objectives based on
Pasco County English Language Arts program objectives:

(1) program objective:

(2) emphasis of program abjecti#e at’ this level:

(3) pre-assessment: to find out if students are already
performing in this area or at what level they are

Performing.

(4) examgle of. an 1nstruct10nal (ﬁerformance) objective
at this age level. ,

(5) 1learning opportunities or lesson plans which will
.give students the 0pportuﬂ1t1es necessary to learn
to perform. . : ‘ :

(6) approximate time it would take for theliessbn plaﬂ-“‘
(7) evaluatlon- How will ycu;knéw-wheﬁ'therstudEnt can
perform: C e . : : ' X

Level 1: Miﬁimﬁm"  
Level 2: Intermediate
Level 3: Maximum |




LATE CHILDHOOD (7-11 years of age)

I. Speaking

1. Program Objective: To speak informally before a peer group.
Emphasis: »Stréng program emphasis. |

Pre-Assessment: Observe if child takes part in informal classroom
?IEE?EEISE?"' |
'Examgla of an 1natructiana1 (performance) objective for thia level-

“Given an opportunity in an informal setting, the ahild will ccntribute
in a discussion of child-ralated tonics. : ,

Learnin D,'ortunitiea' Give student the apportunity to be angagad in
an informal group discussion of child-related topic. (popular music,
T.V. shows, actors, clubs, hobbies, etc.)

a., A child chooses the topic.

b. The phyalcal arrangement should be informal as ragards daaka etc.

Time: 30 minutes
Evaluation: Note chlld's growth in aalf—express;en and salf—confidanca.
Child should show:. 1. a willingness to speak.
2. a willingness to listen palitely.
3. ability to contribute positively and construct-
1va1y ta tha diacuaaion‘ W

Objective: -From’ tha baglnning ta be talking before try;ng

Emphasis: Strong program emphaa1a.

PraaAasaaamant" Dbserva 1f ch;ld cantrlbutea an 1daa(a) in formal or
arplscu551on aituations._-- S - . RN L

Exampla af an 1natructional (performanca) ob.%a,,, g
.fGivan an?appprtunity,;:’-~‘ a i

‘,;;n“ 0”,ortun;t;aas Gontinue,
48 fianca-atarlaa as naedad. R

,,"‘7;34;f T
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Materials: U[Chalkboard for first draft as it is dictated, chart paper.
for re-read presentation, a broad-edge pen or felt marker, lined oak-
tag or chart strips for phrases and sentences, and a wall poocket con-
tainer to hold phrases, words, and sentences of experience-story.

guplicated copies of child's experience story for distribution and/or
ooklet.

Time: One child at a time - as long as he needs.

Evaluation: The flnlshed product - the experience story. Observe
child's willingness to share experiences. Level 1l: Child's willingness
to share. Level 2: Child- has clarity of expression. Level 3: Child

uses logical sequence in development of story.

Pro ram,Qh!ecti!ez To speak 5pontaneously and easily with-and before
others. '

3.

Emghasis: Strong nrogram empha51s.

Pre-Assessment: Observe if child is able to speak with ease on a
given topic. | |
Example of an instructional (perfcrmance) objective fcr thls level

Given an appartunlty, the child isiiable to answer 5pecif1c questions
spontaneously and easily and give reasons for his answer.

Learnln;”O '9rtun1ti{ Question and Answer Activity.-

These questions may be asked by teacher or member of the grcup. They
should be thought questions related to the individual s interests and
_preV1Qus experlence. They should pravoke discussian

,i;e_ a. Do ynu like to read?
B. What are your favorite bnaks7
c. What parts of the newspaper do you read?
d. What magazines do you read?
e. What do you like to read about?
f. What school subject do you like best?
. What school subject do you disllke most?
h. When do you do your. homework? :
i. What is your most 1nterest1ng hobby?

The. questlcn “why“ with any and all of these quastlons can be used tc o
open up a channel of discussion. ‘ o C .

T;me. .30 minutes.ﬁ;;'

speaking;in
pate{” evel .
ess b accept

Evaluatign- ‘Observe child's spontaneitjfw’
 res§6nse to questloning., Level :1:. Willingne
Ability to give reasons ‘for answer. -

the ap;nign of- other studants.;H;

(29) .35



L.

Eﬁ:hgsis: Some emphasis

bjective: To enunciate clearly distinguishable phonemes.

Pre-Assessment: Listen to child speak determine if he is clearly
istinguishing phonemes.

Example of an 1nstruct10nal (performance)cbjectlve for this 1evel-

Having listened to a specific phoneme, the child will be able to give
words with the same phoneme.

Learning Opportunities: "Say It - Take It (Grade 2-6)

A. Preparation and Materials: Put a variety of objects on a table,
the names of which contain sounds being studied by the class. For
foundation-letter combinations the objects might be'

at - hat, bat tessereesessOX - box

ap - apple, cap, map......ln - pin

an - fan, can, pan .......1ip - paper cl;p
et - letter.eicessessesass . ut - button, nut
ar - toy car, star, jar...up - cup

en - pen, pencllg...,.....et - bottle

Dp - topiiillllllgl!lillll
Divide the class into two teams.

B. Introduction to the class: To begin our game, I shall call on a
member of one team. He will come up to the table. I shall say a
sound, '"ut" for example. The child then has 30 seconds to find an
cbgect on the table the name of which has the "ut" sound in it. He
pight pick up the nut. (Teacher picks up the nut, writes put on the
board, and underlines the M™ut" in nut) or the button. (Teecher dem-~
onstrates in the same manner.) : ,

After he has found the obgect he must’ repeat the scund I gave hin. then
name the objéct. He may then take ‘the. object to his seat. ' Then a ‘mem-
ber from the second team will ‘come upo, and: 1 shsll glve him a nev aund

When all ‘the objects on our table are gcne, we " shall see wnlch team hes
the mcst ngects. That team w;ll be our W1nner B .

C. Varlatlcn- Rathﬂr than saylng the sounds,fthe teacher mlgnt hcld
up -flash cards on which the sounds are written. .. In thls way the chlld
gets drill 1n calllng the: 1atter seunds on 51ght‘ : : 1

Platts, Mary K. et all., Spice,,
.Teachlnrrof the_Lan uage -Arts.

cular und; SR
phoneme taught,f



>. Program Objective: To project and modulate appropriately.

Erphasis: Some program emphasis.

Pre-Assessment: Listen to child read or speak to determlne vo;ce
projection and various degrees of modulation.

Example of an instructional (nerfafmance) Gbiectivé for this level:

While reading orally at independent or instructional level, the child
is able to read in conversational tone, '"read so that everyone can
hear, and look at the audience onee in a while. (Betts. p. 515)

Learning Onnortunltles- Child reads a selectlcn orally. Selection
should be at child's indenendent level.

Time: 3 minutes.

Evaluation: Level 1: Child reads so everyone can hear. Level 2:
'hild reads so everyone can hear and in a conversational tone. Level 3:
Child reads as above and occasionally looks at his =2udience.

6. Program Objective: (indluded as an activity of 1 & 3. To éXpress
observations, exoeriences, and Peellngs ).

7. Program Objective: To take part in an informal exchange of 1deas
with others; to consult with others in formulating plans.

Emphasis: Some emphasis

Pre-Assessment: Observe if the child is DEPthlﬂatlng in classroam |
and playground activities. o

Exemple of an instructional (performance) objective for this level:
Given the opportunity to plan informal classroom social activities, a

child will offer suggestions and consult with others in. Fcrmulatlng
plans. : .

Learning Opgortunltles*’ Plan a garty

Have students take the leadership in select1ng an cverall chalrman

~ Various committees should be planned ‘and:organized.: The number of -
committees and the division of the party: responsib yowill: deaend
on class population; ‘Each member: within the’ c@mmittee shBuLd have
SpElelC TESpOﬂSlbilltlES— : L .

"The 1nv1tat;cns chalrnan should-get, he 31 res n. the party.
Puzzles, riddles, vosters, and bulletin board displa : uqhitogn_
develop anticipation in the>class and prep t) -

~ decorations chairman ghould plan" and,su Vi

- placement of decoratiions fo .the- party.

~ suggest: act1v1tlesfqﬁ'” que ) 21
master of -ceremonies)




Most party activities should stimulate conversation. Icebreakers
introduce strangers, active games break down inhibitious, mental

games stimulate the intellect, refreshments permit an extended over-
jod of pleasant conversation...A successful party is so placed
participants have opportunities for brief conversations during the
directed activities. These brief conversations often determine the
grouping that develops during the unstructured refreshment period.
Arrange seating at parties so that people can sit in small groups.
Some successful party givers even suggest that .there should be

fewer chairs than people to force people to move around...3ince parties
are a part of school life, use these opportunities to teach orinciples
and skills of successful entertaining.” '

Sylvester, Robert. Common Sense in Classroom Relations.  New York:
Parker Publishing Co., 1909. 31-2. R

Time: = 30 minutes

Evaluation: Observe effectiveness, facility, and willingness to con-
tribute ideas and consult with others. Level 1l: Willingness to be a
member of a committee. Level 2: The ability to be a ¢gommittee chair-
man. Level 3: The ability to be the over-all chairman.

8. Program Objective: To question as a way of learning.

Emphasis: Strong program emphasis

Pre-Assessment: Observe if child manifests an- inquiring mind and can

Example of an instructional (performance) objective for this level:
In an activity requiring questions, a child will be able to ask per-
tinent questions. '

Learning Opportunity: Game "Twenty Questions."

Leader of the game thinks of some SpecificJééféoﬂ,,plééegqr,thing. |
Members of the class take turns asking .a maximum:.of twenty gquestions
to identify person, place or thing thought of by the leader. 1.e.

- First student: Is it a person? .= .
Leader;  No, it is not a‘iperson. - .. .
Second student: Is it a place? -
Second Student: Is it 'a place in the United States? " '~ -
~ Leader: No, it is not a place in the United States, . .. .
Third student: .Is it a place in the-Western Hemisphere? - -
r: Yes, it is a place:in the Western Hemispher: g

Time: ' twenty minutes’

, Fvaluation: Level'l: Child ¢ simple question.  Level 2
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asks questions involving size, shape, colors, etc. .Level 3: Child
asks questions using analagies or usage. 1i.e. Can you throw it like
a ball? Is it as cold as ice? Is it as big as a breadbox?

R ]

story telling

9., 10. Program Obiective: 2o exoress one's self in play acting and

Emphasis: Strong program emnhasis

Pre-Assessment: Observe child's willingness to particinate.

Example of an instructianal,(ng;fcrméncalrobjective for this level:
Given an opportunity, a child will take vart in creative dramatization.

Learning Ovportunities: Snontaneous story dramstization.

Children read and discuss story "Boy on Strike" from Betts, Emmett
and Welch, Caroly, Adventures Now and Then Bk. 6, Atlanta: American

Book G@maanv 1063 pp. 107-116.

After discussion of characters, children should choose parts of various
characters in the story and present an unrehearsed, impromptu drama-
tization of the story.

Time: 40 minutes

Evaluation: Observe child's 1. WllllnFﬁESS to take part. 2. ability
to portray a story character convinc;nﬁlv. 3. ability to interact
w1th others in the cast.

11. Prograr Objective: To make effective use of vitch. stress, facial
exoression and gesture in order to make one's sneech more inter-
esting.

Emphasis: Little program emphasis.

Pre-Assessment: Listen to and observe child's use of pltch stress,
Tacial exnfessign, and gestures in order to make hls ‘

Example of an instructicnal LpErfermance) cblectlve fDr th;s level'

In reciting a poem, a chlld will effecflvely use the skllls of pitch
stress, faclal expr5531cn and gestu" T S IR Rt A

Lea;gin';O ;grtL41t1es'» After hav1ng haé'an gppcrtun;tv ta memDr1ze
a poem of nis cj6i¢e, the child will reclte it to the clas;:.<n

- Time: 5 minutes N

VEvaluaticn-” Observe the ‘extent. t
facial express;an, and" gestuf,,
~child .should 1. i
-appraprlate use cfvstress and fa‘
prapriate use of" stress, facisl exp,
i xprlately. = : S




12, Program Objective: To scquire the ability to present facts, ideas,
and concepts in an organized manner. ("Organized manner" includes
introduction, effect, sequential points, knowledge of material, and
conclusion. )

Emphasis: Little program emphasis

Pre-Assessment: Note child's ability to present facts, ideas, and
concepts in an organized manner.

Example of an instructional (gerformance) objective for this level:
Having read a story, a child will be sble to tell it to the class.
Leernlggroppertunltlee- Have children read the sterv of "Freddie Miller

Scientist.” After reading the story, they should relate orally and in
sequence the steps Freddie followed in his experiment

Betts, Emtmett and Welch, Carolyn. 'Adventures Here and There Book Five.
Atlanta: American Book Gempanv. 1963,

Time: 15 minutes sfter silent reading.

Evaluation: Level 1: Child can tell the story in general terms.
Level 2: Child can tell the storvy in correct sequence. Level 3
Child can tell the story in an "orgenized manner". (See prograr
objective)

13. Program Ohjective: TFrom the beginning to be talking before trving
to read.

Emphasis: Strong program emphasis

Pre-Assessment: Observe if child contributes an idea(s) in formal or
informal discussion situations. |

Example of an instructional (performance) objective at this 1eve1‘
Given an opportwunity, the child is able to te11 in his own werds
incidents from his own exneriences. .

Leernine Opperfunities- Centinute early. ehildheed progrem of WTi*lnF )
experience-stories as needed, L

Materials: Chalkboard for. ?irst dre?t es it is dictated ehart paper
for re-read preeentetien, a broad-edge. pen or felt. marker, lined osk-
tag or chart strips for shrases and sentences, “and ‘a 1L peeket con-
teiner to hold phrsses, words, and sentences of'ef'e Lence-story.
Due11ceted POUlES of child's experience sterv fer ",rlbution en&/er o
beeklef ' e A , RIS : : L

Time- One ehxld 2t a tiwe - 88 leng ee he needew"' e

Dbserve | ,

Evaluet;on-f The flniehed Predue,”,i":
rd S w1llineneee‘_

child's wllllngnees te ehare:’L}
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to share. Level 2: Child has 'clarity of expression. Level 3: Child
uses logical sequence in development of story.




LISTENING

SAMPLE INSTRUCTIONAL OBJECTIVES
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Background for Listening

The teaching of listening is the single most neglected area in the
teaching of English, and to consider it separately from the teaching
of speech skills is to subvert the whole process of normal human
communication, which, after all, depends for its efficacy in the
fundamental fact of there being someone responsive at "the other end."
Yet, Eriglish teachers reutinely disregard this aspect of oral ~communi-
‘cation, perhaps because they have had no professional training, perhaps
because they believe it impossible to teach someone how to listen more
efficiently. In the absence of specific criteria, teachers all too
easily assume that a student is listening if he is not sleepiag or
causing trouble. Of course, he may be daydreaming or, in more advanced
cases, preparing his own comment to the initial part of the speaker's
comments, utterly disregarding the latter's development of an initial
thesis. One unfortunate aspect is that the whole problem of listening
has somehow been equated with a disciplinary mode or with good manners
in general. Moreover, the exigencies of our own time inveigh against
careful listening, since so much information, opinion, and pure propa-
ganda in oral form assails our ears that determination of what is ,
important is a necessary preliminary to respectful attention. Discrim-
ination is, however, as much a part of other aspects of instructién in
language-as it is in listening.

Kinds of Listening

Generally, there are three kinds of listening: appreciative, evaluative,
and systematic. In appreciative listening, most directly associated
with aural responses to music and the sound of poetry, the demands upon
the sensory apprehension of the listener are paramount: he is expected
to absorb but not necessarily to evaluate. In evaluative listening,

the alert listener is particularly attuned to the tone, semantic play,
logic (or lack of it), and rhetorical devices of the speaker; the latter
may be moving him to vote a certain way or to otherwise participate in
some action, such as the buying of a certain kind of soap or the agreeing
to the theme of a lyric poem. In systematic listening, & member of the
audience seeks the purpose and organization of information presented to
him in a presumably objective fashion; the clearest example of such
listening is the student as notetaker of a lecture. In a special sense,
for the college student what the eminent authority speaking before a
group of five hundred sophomores thinks is important is important,
since a question concerning it may appear on the next examination. At
least for the sake of college preparation, many students in the seconday
school should be prepared in the skill of listening efficiently. In

the light of all of these implications, it is not surprising that the
Curriculum Revision Committee of the National Council of Teachers of
English has recently laid great stress on the full dimension of verbal
o munication, including listening as a natural concern.
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Nor are recent developments the only index of the importance of
listening. As long ago as 1929, Paul T. Rankin in Proceedings of
the Ohio State Educational Conference, 1929 pointed out that of the
total time involved in communication L5 vercent is devoted to lis-
tening, 30 percent to speaking, 16 percent to reading, and Q percent
to wrltlng The irony of the situation in Language arts teachlng,
then, is that the skill most frequently exercised in ordinary, every-
day communication is the most neglected instructionally.

Such a paradaxlcal situation may not prove so strange, however, if
imppovement in listening is in fact 1ncerporated into classroom
activities designed to promote proficiency in speech. Yet studies
into the efficiency of the lecture method of trensmitting information
(i.e., that involving systematic listening) persistently show not
only that lecture methods need to be improved but that inefficient
listening is a prime factor in the poor retention of knowledge.

If listening inefficiently is to be attacked directly, how can it be
integrated and considered whithin the framework of a unit that is
starkly designated a speech unit? What kind of objectives may be
established realistically for incorporation into the English program?
How may a teacher best alter the habits that lie at the base of poor

listening?

Traditionally, schools have formulated the following five objectives
for the teaching of listening skills:

1. The appreciation of listening as an important skill

2. The attack upon slovenly listening habits acquired to date

3. Direct instruction in the basic skills necessary for at least
adequate listening

L. Extension of listening experience, both in number and in kind

5. Articulation of definite listening assignments with assignments
in speaking, reading, and writing.
Conslderlng the pervasiveness of the listening process, the real ques-
tion after the consideration of the broad objectives abcve is not
whether there will be listening activities--since there inevitably
must be a preponderance of them, however unconscious the teacher may
be of their nature--but whether a direct instruction approach will be
taken toward improving them.

Perhaps the mcst sensible initial step is to define the problem of
inefficient listening more precisely. Acccrdlng to one authority,
the following are the ten worst problems in listening.

1. Condemning a speaker's subject as uninteresting before analyzlng
its values in terms of one's own future welfare.

Criticizing the specker's del;very instead of concentrating on
“his message.
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3. Preparing an answer to a point, or a question about a point,
before comprehending the point.

L. Listening only for facts.

5. Wasting the advantage of thought speed over speech speed.

6. Tolerating or creating distractions which needlessly impair
listening efficiency %Hearing disability, speaker inaudibility,
noisy meighbors, poor ventilation.).

7. Faking attention to the speaker.

8. Permitting personal prejudices or deep-seated convictions to
impair one's listening comprehension.

9. Avoiding listening to difficult expository material.

10. Trying to take notes in outline form in every instructional speaking
situation.

Approaches to Teaching Listening

The first kind of approach to the teaching of listening could be the
most direct. In a defined unit on listening, the teacher could point
up bhe importance of listening, indicate what is most necessay for
efficient listening, and set up drills and tests to measure students'
progress in assimilating and organizing information, if not in anal-
yzing emotional appeals or in appreciating verbal style. There is no
question but that such an all-out attack on the neglected skill would
produce some beneficial results, but the same difficulties that plague
the unnatural isolation of one language activity from another are
present here, threatening to vitiate the instruction. Another way of
implementing direct instruction in listening would be through the use

of the recent technological aids incorporated in a "listening labora-
tory™; there seems little doubt that, given the nature of the skill,
programed instruction involving tape recorders, phonograph records,

and periodic objective tests will soon be widely available from pub-
lishing houses. Facilities comparable to those of language laboratories
will no doubt be part of the equipment built into most new high school
buildings for use not only as listening laboratories but also as reading
laboratories, particularly for remedial students.

4

3Ralph G. Nichols, "Listening Instruction in the Secondary School,”

f the National Association of Secondary School Principals,

Nay 1952), pp. 158-17L. Coyright: Washington, D.C. =
45

(387




In the ordinary English classroom today, however, it seems far more
realistic to assume that the teaching of listening can be integrated
with the teaching of speech. Much has been made, for example, of the
responsibility of the speaker bo his audience but relatively little
has been said about theaudience's reciprocal duty. In many instances
of evaluating oral communication, teachers seem to feel that if there
is an evident lack of communication between speaker and audience, the
fault lies wholly with the former. (A notable exception to this bias
is made, however, by the college teacher when, after grading a dis-
appointing set of objective tests based on his lectures, he leaps to
the co?soling conclusion that his class is made up of uncomprehending
clods. ’

The teaching of good listening skills can go on concurrently with the
teaching of speech skills. One of the more obvious avoproaches is the
matter of guided feedback. Comparisons can be made between the speaker's
written specification of his main idea and the. listeners' definition of
that, thesis. Comparison can be made between the speaker's written
outline and what the audience perceives. One teacher has effectively
initiated the latter approach by using an overhead orojector to illu-
minate the speaker's main outline as he speaks to the class. In another,
more sobering experiment, students at the University of Chicago's
Laboratory School provided an immediate check on the speaker's effi-
ciency by pressing individual buttons on their desk, indicating on a
lighted "traffic board" behind their backs and visible to the speaker
‘how well he was communicating. (A green light meant "continue", a
yellow light, "slow down", and a red light, "stop and go over it

again"; when the traffic board was mostly red, the speaker made a de-
cided change in the pace of his 1ecture-¥ Another, more homely devige
would be the use of a checklist for listeners, one comparable to but
more limited than the speaker's checklist described earlier. Another
device is to assign one of the better students to meke a speech re-
viewing the principal concepts of a unit on the day before an important
test is to be given. Also, much can be gained from the playing of a
professional recording of a literary work or a great speech--if students
are given speeific oral or written directions as to what to listen for
principally. Still another approach is to assign different sections

of the class to listen for different asvects of a speech (e.g., voice,
gesture, striking 1anguage?watc.),

Behind the rationale of integrating listening activities with speech
activities lies the need for reinforcing the axiom that communication
is a two-way street. So important is this principle that it would
seem patently unrealistic to attempt to teach listening skills over
only one or two years of the entire high school English program. In
porograms where responsible listening is sensibly and systematically
stressed, there is likely to be, incidentally, considerably less frus-
tration over discipline problems which so frequently stem from the
students’' awareness that they are not expected to participate actively
when a teacher or another student is speaking.

Q
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What little research there has been in the area of listening has yielded
encouraging results. There seems every reason to believe that instruc-
tion focused, either directly or indirectly, on increasing listening
proficiency does produce better listeners. Moreover, it seems clear
that listening ability may be measured objectively. The source of re-
searcgéstudies in listening is indicated in the Selected References on
page 26.

If listening is an important skill in language activity and if it can
indeed be taught, surely it should receive a respectable emphasis in
any English program. Probably more direct work on listening skills
should appear early in the English program, but there may well be suf-
ficient reason to schedule instruction in listening in the twelfth

grade for those seniors who will soon be sitting in the lecture halls
of colleges and universities. That much needs to be done in this area
is plain. If Americans are justly accused of rapid-fire, spontaneous
speech generally labeled as sloppy, the repetition and visual stimuli

so characteristic of television commercials are perhaps the clearest
index of the state of listening in our time; clearly, those who are so
highly motivated to communicate as are our advertising men are desparate
to have their audience pay attention. To English teachers professionally
committed to believe that listening is much more than' just a matter of
paying attention, the "sloppy" listening habits of their students de-
serve as much attention as "sloppy" speech.

From - Paul 0'Dea, "The Teaching of Speech Skills," The Curriculum in
English, Science Research Associates, Inc., Unit VI, p. 19-23.

Listening, Early Childhood

Children are as diffarent in their ability to listen as they are in
their ability to speak. The child's responses to speech, like his
speech itself, will vary according to his experience and home envir-
onment. His physical maturation and the. degree to which adults have
satisfied his curiosity also affect his ability to listen. The current
situation, too, will influence his listening performance: he may be-
come raptly involved in hearing a story or 'a poem, but later be so
eager for his own turn that he will fail to listen to the other child-
ren. ,

Listening skills, like speaking skills, are not acquired casually, but
must be taught. The children listen to sounds and then imitate them
in story plays and dramatic play. They listen for bird calls and ani-
mal sounds, for the sounds of the wind and the rain, and for rhyming
words and sounds. Television, telephone, radio, record player, .tape
recorder, films, and the human voice provide countless experiences

for listening, and the child is exposed to all of them.

Social activities require speaking and listening. Children can learn
to work in committees and to undertake kindergarten responsibilities.
o”ich day a different child will play the role of "officer of the day."
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He may invite his mother to visit the schoolroom the day he is to
perform this function. Before this day he can practice introducing
people to each other, with the teacher playing the part of the mother.
Generally even shy children are willing to take part in this kind of
activity.

When birthdays are celebrated and when milk is served, children have
an opportunity to practice social conversation as they say "please,"
"thank you," "you're welcome," "helo yourself," and "I beg you pardon. "

Lively talk is always generated when children are sharing interests.
Planning trips to the zoo, toy store, or farm, discussing what vas
seen and done on a trip, and sharing "Show and Tell" time, provide an
opportunity for children to relive their experiences. They learn to
contribute information to the class, to listen effectively, to make
clear explanations, to take part in eroup planning, and to gain inde-
pendence in thinking and speaking. ’

In the primary grades, as in kindergarten, listening is an area in
which most children need the teacher's expert guidance. The prirary
grade child tends to exaggerate, boast, and tell "tall tales"; he
needs to be taught that the dominating talker is not the most popular
member of society. His interest must be captured and held in order
for him to listen attentively and politely.

The child's desire to talk and need to listen can be fused in conversa-
tional exercises. The creative teacher will set up conversation groups
of all sizes and will present varied and imaginative material for dis-
cussion. Everyday social situations will also help cultivate good
listening habits. Making announcements, carrying messages to other
rooms, and ushering guests will help the child develop poise and con-
fidence and the ability to communicate with people other than his
intimate associates.

The primary grade child is not too young to learn proper televhone
techniquer. He answers the telephone at home, and by the time he is
in the third grade makes much social use of the telephonc Using play
telephones, he can practice answering the teleohone courteously,
taking simple messages, and talking to friends. Good manners and a
well-modulated voice are the orincipal considerations here.

Storytelling will also improve listening habits. First the child
listens to stories, and then learns to tell them himself. Telling
original stories to the class or to a small group gives the child his
first experience in organization of material. The teacher will help
him.avoid the disorganized, rambling story by encouraging him to out-
line his thoughts in a very informal way. He can listen to the child's
story before he-presents it to the class, thereby preventing rambling,
with helpfully directed questions and guiding suggestions. Children
enjoy the "relay story," which is started by one storyteller and con-
tinued by a succession of others. First graders may dictate a story
to the teacher and then observe the.qrganization it assumes; second
W
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graders can write their own stories.

From: English Language Arts in Wisconsin, Jangary, 1968, Department

of Public Instruction, Madison, Wisconsin, p. 167-170.
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Sample Performance Objectives for

Late Childhood (7-11 years of age)

The Pasco County English Language Arts orogram objectives listed
in the preceding section have been translated into sample per-
formance objectives, giving an example pre-assessment activities,
the learning opportunities or activities, the materials which
might be needed, and evaluation techniques which may be used.

The following format is suggested by the writing committee for
teachers to use in setting up performance objectives based on
Pasco County English Language Arts program objectives:

(1) program objective:

(2) emphasis of program objective at this level:

(3) pre%aséessmgnt: to find out if students are slready
performing in this area or at what level they are
performing. '

(4) example of an instructional (performance) objective
at this age level.

(5) 1learning opportunities or lesson plans which will
give students the opportunities necessary to learn
to perform. .

(6) approximate time it would take for the lesson plan.

(7) evaluation: How will you know when the student can
perform: ,
Level 1: Minimum
Level 2: Intermediate
Level 3: Maximum




Late Childhood (7-11 years old)

IT. Listening

1. Program Objective: To listen or to attend to sounds around us.

Emphasis: Strong program'emphasis_

Pre-Assessment: To notice the child's ability to be aware of sounds
around him.

Example of an instructional (performance) objective for this level:

Having listened attentively, the child is able to identify sound in
his environment.

Learning Opportunities: Play a game - "What Do You Hear?" Have child
close eyes for 30 seconds Open eyes at teacher's command. Identify
as many sounds heard as possible. (i.e. bird, plane, cars, etc.)

Time: 5 to 10 minutes daily or &s need indicates.

Evaluation: Notice greater facility in child's ability to identify
sounds.  Level 1: Ability to identify sounds in the immediate en-
vironment. Level 2: Ability to identify several sounds in the immediate
environment. Level 3: Ability to identify remote sounds.

2. Program Objective: Te¢ discriminate selectively sounds around us.

Emphasis: Strong program emphasis.

Pre-Assessment: Notice if the child can pay attention in a small grouv

In a classrcam 51tuatlcn a Chlld is able to llsten attentlvely in
a sub-group.

Learning Opportunities: A child listens without a book while a class-
mate reads.
Time: 5 - 10 minutes daily

Evaluation: Level 1: Child can answer quest;ans about the story.
Level 2: Child can tell the story in sequence. Level 3: Child can
give main idea of the story.
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3. Program Objective: To listen and follow instructions.

Emphasis: Strong program emphasis.

'PrefAssessmeg;; Observe child's ability to follow directions.

Example of an instructional (performance) objective for this le¥el:

Having been given oral instructions, a child will be able to follow
those instructions. .

Learning Opportunities: Give orally - slowly and distinctly the
following directions.

1. Fold your paper in thirds lengthwise.

2. Open your paper and fold in thirds the other way.

You should have nine blocks on your opaper.

3. In the blocks across the too, oput the letter "A"™ in the
first box or block, "H'" in the second box, and "D" in the
third.

In the middle boxes accross, out "F" in the first box, "B"
in the second, and "G" in the third.

In the lower set of boxes across the paper, put "E" in the
first box, "I" in the second, and "C" in the third.

L. Draw a large figure eight starting at "A" and going around
"C", crossing at "B",

5. Draw a square aroeund "F", Draw a square around "I". Con-
nect these squares with a straight line.

6. Draw a straight line from "E" to "D, passing through "B".

7. VWrite the -figure one between "A and "H", Write the flgurg
three between "F" and "B". Write the figure two between "E"
and "I". Using a straight line, connect one with two, pas-
sing through three.

8. Starting at "H", use a broken line (------) and mark the
way to "D". Centinuing with a broken line, mark the way
to "G". From "G" mark to "H". The design should have the
shape of a triangle.

9. Write the figure three between "G" and "C". Write the figure
four between "I" and "C". Using an oblong circle, enclose
these two numbers.

The finished project should (Adapted from:
look like this: Platts, Mary E. et. al.
Sp;ce, Suggested Activi-

——== — ties to Motivate the

' Teaching of the Language
Arts. Michigan: Educa-
tional Service, Inc., 1960.
po. 69-70

O
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Time: 15 minutes

E?gluéfiéﬁ- Level 1: Child can follow steps 1, 2, 3. Level 2:
Child can follow steps 1 through 6. Level 3: Child can complete
project.

L. Program Objective: To listen atteﬁtively in a discussion without
interrupting the speaker.

Emphasis: Strong program emphasis.

Pre-Assessment: Observe whether a child can listen without interrupting.

Example of an instructional (ﬁerfofmance) objective for this level'
In a discussion a child will be able to listen to another speaker with-
out interrupting.

Learning Opportunities: Arrange for a conversation of two or more
people to take place so that there will be an opportunity to listen.

Time: 5 - 10 minutes.

Evaluation: Question the child about what has been discussed. Level 1:
Child can answer questions about the discussion. Level 2: Child can
relate to others specific points of the discussion. Level 3: Child
can relate main idea of the discussion.

5. Program Objective: To acquire facts accurately and with reasonable
ease when they are communicated through speech.

Emphasis: Some program emphasis.

Pre-Assessment: See if the child can repeat important voints of

message heard.

Example of an instructional (nerfgfmance) objective for this level:

To be able to hear announcements made over the public address system
and recall information aceurately.

Learning Opportunities: Listen carefully to announcements made over
the public address system.

Time: & minutes.

Evaluatlon- Level 1: Child can report one announcement accurately.
Level 2: Child can report two or more announcements accurately. Level
3: Child can recall pertinent information over a period of time.

(6 and 7 included in objective number 5)

rogram ( ec@ive: To change one's own behavior (decision-making,
acquisition of concepts, attitudes towards individuals or groups
as a result of effective 115tening.
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Emphasis: Some program emphasis.

Pre-Assessment: Observe general attitudes of the child toward children
of different ethnic origin.

Example of an instructional (performance) objective for this level:

To develop a positive attitude toward persons of ethnic differences
by listening to a relevant story.

Learning Opportunities: Teacher reads an ethnic oriented story such
as a biography.

Time: 5 - 10 minutes as needed.

Evaluation: Observe child’'s Level 1: willingness to listen to the
story. Level 2: participation in discussion of story ideas. Level
3: Acceptance of persons of different ethnic origin.

9. Program Objective: To develop ability to select the level of
listening (marglnal appreciative, attentive, critical) appro-
priate to a given situation and to flexibly apply these different
skills implied by the levels involved.

Emphasis: Little program emphasisg

Pre-Adsessment: To observe if a child seems to enjoy music.

Example of an instructional (performance) objective for this level:
To be able to listen attentively to music.

Learning Opportunities: To listen to different recordings.

Time: 5 - 10 minutes twice a week.

Evaluation: Level 1: child shows willingness to listen. Level 2:
Child shows ability to listen without physical activity unless the
activity is rhythmic. Level 3: <child listens attentively to music
as a choice activity.

10. Program Objective: To cultivate .a balanced media diet.
Emphasis® Strong progran emphasis.

Pre-Assessment: Observe the different media through which a child
listens, and its effect on him.

Example of an lnstructlcnal (ﬁerfarménce) objective for this level:
Given the opportunity, a child will listen to music, poetry, and stories
through different media.

Learning Opportunities: Listea to a poem such as The Leak in the Dike,

W,
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Phoebe Carey, presented through different media.
Time: 15 minutes

Evaluation: Observe whether child seems to listen attentively to
different media.

11. Program Objective: To increase one's listening vocabulary.

Emphasis: Strong program emphasis.

Pre-Assessment: Observe child's ability to interpret spoken vocabulary
that is more complex than that in his own reading and sveaking experiences.

Example of an instructional (performance) objective for this level:

Having heard a varied vocabulary from different media presentations,
a child has greater facility in understanding words from-.the spoken
context. ‘

Learning Opportunities: Listen to a poem "Abou Ben Adhem" by Leigh
Hunt. HRoberts, Paul. The Roberts English Series. Atlanta: Harcourt,
Brace and World, Inc., 1966. n. 243. Book 5 ‘

Time: 5 - 10 minutes.

Evaluation: Level 1: Child listens willingly. Level 2: Child can
tell what the poem is about in his own words. Level 3: Child can re-
state certain words or phrases in his own words. i.e., May his tribe

increase.
12. Propram Objective: To look at the speaker; to try to interpret

1is facial expressions and other non-verbal signals.
Emphasis: Little program emphasis.

Pre-Assessment: Observe child's ability to detect clues to interpre-
tation by noticing the non-verbal signals of the speaker.

Example of an instructional (performance) objective for this level:

Having watched a puntomine presentation, a child should be able to
identify character portrayed.

Learning Opportunities: Play a game "Guess What I'm Doing?" One child
is to mime an activity as others try to identify the activity depicted.

Time: 10-15 minutes.

Evaluation: Level 1: Child can identify activity. Level 2: Child
can give a logical reason for his identification. Level 3: Child
can recognize and interpret observable feeling induced by activity
such as joy, annoyance, fear.

33 .

R

(48)

Q




13. Program Objective: To listen analytically (to content and lin-
guistics) in an effort to improve one's own speech skills.

Emphasis: Some program emphasis.

Pre-Assessment: Observe child's speech vattern

Having listened to directed classroom speech patterns, a child "is
able to enlarge his speech repertory so that he can benefit by
varied sense patterns." Smith. &9.

Examp;ergFtan7insttqgtionalf(perfgrmance)jébﬁectivgwfg:Vthis level:

Learning Opportunittes: Give orally several simole sentences or )
speech pattern containing a noun and verb only. Children listen until
they are able to give some of their own. Gradually add to the sentence
expanding it with determiners and other modifiers as the child is able
to both understand and adopt for his own style.
i.e. Tommy ran.

Tommy ran fast.

Tommy ran fast to the store.

Tommy ran fast to the candy store.

Time: 10 - 15 minutes

Evaluation: Observe the child's speech pattern. Note 1. Child's
ability to speak a simple sentence. 2. CHild's ability to modify a
simple sentence. 3. Child's ability to carry over learning to make

a part of his permanent speech pattern.




WRITING

SAMPLE INSTRUCTIONAL OBJECTIVES
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Background for Writing

The first spark of imaginative writing occurs long before the child

is ready to take pencil in hand to express himself on paper. The
teacher who encourages playing with blocks, clay, and paints pre-
pares for other forms of creative activity. He encourages the freedom
of expression which is the foundation of later imaginative paper and
pencil work. .

Imaginative writing is a social tool which children will use through-

out their lives. Most adult writing is done in the form of notes and
letters. The choice of words used ir the letter will help make the
"visit™ between the writer and reader more interesting. Mauree Applegate
says: "Creative writing is as useful and necessary in a child's life
equipment as manners and a toothbrush."

Imaginative writing can help the teacher gain a better understanding
of the child's self-concept. The child may directly or through a_
fictional character express his real frustrations, fears, hates, loves,
or joys. This kind of writing may be just the pressure valve release
he needs to express his tensions and reactions to his surroundings.

One piece of writing will not convey a total perspective of the child,
bgt further writings may add to the teacher's picture of his person-
ality. -

The shy child especially benefits from creative writing. If he is re-
luctant to express his ideas orally, he may find security when he can
do so on paper privately. A box or wire tray placed in a specific spot
may lead the child to slip his private writings to the teacher when not
‘noticed by his peers. | |

It is the teacher's responsibility to create the incentive to write.
Invigorating discussion periods are the groundwork of written expression.
To set the stage for writing, the teacher develops vocabulary, establishes
a purpose for writing, and encourages creative thinking. Ideas should
flow freely at this stage of motivation, so that children will begin
writing enthusiastically and candidly.

The classroom climate and the teacher's attitude do much to promote
imaginative writing. The teacher arranges for a special quiet period
or place that is conductive to writing. He establishes a warm rapport
with his students, knowing that a friendly atmosphere will improve the
cnild's concept of his personal worth and encourage him to write freely
and genuinely. He will not be willing to share his personal thought
and feelings unless he has confidence in his teacher.

ERIC | |
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When the child's sensory awareness has been awakened, the teacher begins
to strengthen and develop his use of descriptive and picturesqae words.
Continuous reading of stories and poems of interest to the child will
enrich his vocabulary. A vividly described phrase may be discussed so
that each child can give his impression or descriotion of it. The
teacher might ask the children to give their impressions of a fluffy
white cloud. What does it remind them of? How would they describe

it? Descriptions such as the following might result:

"A cloud is a piece of cotton being tossed about by the wind."

"A cloud is a secret place for the sun to hide or take a2 nap."

"I think clouds are really sheets that the angels have washed
and hung cut to dry."

"Clouds are scoops of ice cream floating about looking for a
cone."

Some books that may stimulate creative exvression are:

A Friend is Someone Who Likes You, Joan Walsh Anglund

Love is a Special Way of Feeling, Joan Walsh Anglund

The Angry Book, My ABC of mean things, Robin King

A Hole is to Dig, Ruth Krauss

It‘'s Really Nice!, Louis Pohl

It looked Like Spilt Milk, Charles G. Shaw

Occasionally, a child seems to have nothing to write about, or he may
have trouble getting started. The understanding teacher will review
the experience to be written about and will offer suggestions that will
aid the child. He might ask leading questions about a trip to the
airport such as: What do you think it would look like up in the sky?
What does an airplane remind you of? How would you feel if you were
about to take off in an airplane? These suggestions may help the child
exoress himself in some manner. At first he may dictate his thoughts
for the teacher to write in story form. The child who cannot write
well alone may improve by contributing to a cooverative story or poenm.
As he continues to mature, he gaines self--confidence and develops the
ability to write independently.

One might ask what questions should be raised,about the mechanics of
imaginative writing. The answer is "few." Tamvering with mechanics
in this type of writing may curb the child's inventiveness and orig-
inality. If attention must be given to mechanics, however, the wise
teacher will be careful not to burden his students with several skills
at once. One or two can be vointed out and oracticed:; other errors
may be noted gradually. Spelling, nunctuation, capitalization, and
sentence structure are important factors in writing, and the teacher
“0"1 provide help in these areas as the children need it. He will
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remember, however, that in imaginative writing content -is more impor-
tant thsa form, and that many other opvortunities to teach the mechanics
of writing are available. Nevertheless, when papers are to be taken
home or displayed on a bulletin board, they will be carefully "edited"
by the writer to be worthy in form as well as in .content.

It is of primary importance that the child be stimulated to enjoy
writing. Personal conferences between teacher and child can do much

to achieve this goal. The teacher will bolster the -child's self-esteem
by commending him for a good idea, hard work, or well-written sentences.
When a child volunteers a story of his own, the teacher will receive it
with respect and may ask permission to read it before the rest of the
class. This will encourage the child to continue his endeavors and

may inspire others te write.

Folders of the child's written compositions are useful in evaluating
his progress. His writings should be kept over a period of years as
an example of progressive growth in written exoressjon.

THE MECHANICS OF
WRITTEN COMPOSITION

The mechanics of writing are the means by which the writer makes his
thoughts clear to the reader. If the primary child is taught to

think before he writes, his sentences will naturally arrange themselves
in chronological order, and his language will become an effective in-
strument of communication. Even before his formal instruction in
mechanical skills begins, he can arrive at a basic understanding of

the expressive potential of the English language.

Mechanical kkills to be taught in the writing orogram in the primary
grades include the following: g A

% Language Structure (Sentence sense and simole varagraohs).
Children use ‘sentences in their oral communication long
before they enter kindergarten. Often they express their
ideas in compound and complex sentences. Before fourth
grade they are able to compose complicated sentence struc-
tures, although they may not be able to recognize them as
such. They usually know the "naming" character of a noun
and the "acting" character of a verb, but do not need to
label them noun and verb. They are aware of word vosition
in short sentences and its relation to meaning. Paragraoch
recognition is presented to orimary children as early as
first grade. The child knows a varagraoh by its shave,
and excent for special needs, need not be taught naragraph
structure as a mechanical skill. In the orirary grades
the setting of thoughts on paper is more than rigid main-
tenarnce of paragraph form. -
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* Handwriting (Manuscriot and Cursive). The primary child
usually learns to write in manuscriovt form in the first
grade. By the end of the second grade, most orimary child-
ren have some degree of fluency in writing. They are often
introduced to cursive writing some time during the thiri
grade, although they may find this form more difficult
than manuseript writing. They should be encouraged to com-
pose in whichever form they use best. The real question
is whether or not the child's composition is legible, not
what form of writing he uses. Since some kinds of writing
always require the use of manuscriot, the child will want
t> maintaip his skills in this form even though he has
attained proficiency in cursive writing.

* Capitalization and Punctuation. As soon as they know how
to print, primary children learn to put a capital letter
at the beginning of a sentence and to begin the names of
people and pets with capital letters. They know that a
period indicates the end of a sentence, that a question
mark indicates that the sentence asks something, the com-
mas are used in certain specific places, asnd that apostro-
phes indicate omitted letters. The orimary child finds
satisfaction in improving in these techniques when he
discovers what is expected of him.

Basic language skills can easily be introduced in first grade by con-
tinuing the oral work begun in kindergarten. The first grade child
expresses his thoughts orally when dictating or when t ‘lling them
directly to the teacher. If the oral introduction to ~iting is
handled effectively, the child has few difficulties ir .earning mechan-
ical skills and is soon composing simole sentences an’ producing many
of them on paper. By the second grade he has gained ' onfidence in

his writing ability and, devending upon his degree of maturity, may

be able to compose well-structurad sentences.

Letter writing is introduced in the third grade, by which tire most
children can compose statements and questions. The children can write
friendly letters to classmates, notes of aporeciation to hosts on
field trips, to guest speakers, and thank you notes for personal gifts.
When the children recognize their immediate need for particular letter
writing skills, they will learn them more willingly a&nd easily than
they would learn a routine lesson.

Mechanical skills nesd not be introduced all at once, but as the child-
ren discover ths necessity for them. When the primary child writes,

he will express in some manner his resvonses to a versonal exoverience.
The experience is his very own; no one else feels it in quite the

same way. Reliving it in an accepted form gives him confidence and
satisfaction and is the essence of meaningful cormunication.

Spelling

Spelling instruction, when related to a orogram of functional and self-
rotirated writing, requires a technique different from that used in



formally organized spelling. It is becoming standard practice for
primary teachers and students to develop a list of spelling words
which the class needs in its current activities. One advantage of
such a 1list is that learning words becomes meaningful and promotes
‘spelling mastery. The teacher must be cautious, however, to avoeid
listing words which are too difficult for the punils and to prevent
the occurrence of a developmental gap in the spelling orogram.

In the primary spelling program, many small, common words are master
and the child is encouraged to spell unfamiliar words to the best of
his sbility. As he writes, phonetic skills develoved in the basic

reading program aid him to some degree in spelling new words. Since
he has a speaking vocabulary greater than his writing vocabulary, it

can be assumed that creative writing may beget creative soelling, i.e.,
he will attempt to spell words from sound and meaning clues.

It is well for each teacher at this point to remember that his atti-
tude toward spelling may have a definite influence on the child's
attitude toward writing. It is important that each child feel secure
as he writes. This security will accompany the knowledge that incom-
plete or misspelled words are temporarily acceotable, and that he has
an opportunity to make the necessary additions or corrections after

the writing is completed.

Tt would be helpful to have each child become acquainted with the fol-
lowirg technigues and prepared materials, which will allow him to do
his best crestive writing. They are also effective in encouraging
personal responsibility for correct spelling and in developing ingenuity
in locating and using information.

Techniques:

% Permit a child to write only the first syllable of a word
which he cannot spell, leaving a space for the word to be
completed after the writing has been finished.

% L,ist on the chalkboard a group of class dictated words to be
used as needed. '

* Place topic words on a chart for copying as needed. Attrac-
tive and appropriate pictures drawn or pasted on the chart
make it a joy to use. The chart may be stored for use at a
future date when the same topic is being explored in greater
deoth. Additional words may be added at that time.

* Direct the child to find the word in a book where he re-
members having read it. '

% Help him personaily if avenues of self-helo fail.

Materials:

% A number of picture dictionaries, writing paper, pictures of
interest to children, previously used charts, and books per-
taining to topics currently being discussed can be collected
in a "Writer's Corner." Word cards related to areas of in-
terest are prepared and filed in appropriately labeled envel-
opes. The children will use these as spelling helps when
engaged in independent writing.
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% Individual dictionaries may be constructed with several
pages reserved for each letter of the alphabet. Under
the direction of the teacher, students enter words which
are important envugh to be mastered.

At first glance it may appear that the child is allowed to neglect the
importance of correct spelling. This view, however, is not intended.
The procedure discussed here, when consistently used, has been found
to foster a high degree of interest in spelling; often unusual words
have been mastered for the sheer joy of using them in the context of
a sentence. The quality and quantity of early orimary writing in-
crease significantly in the absence of vremature mental blocks which
spelling difficulties can create.

Spelling, as incorporated in a dynamic writing orogram, is carefully
planned to promote continuous progress in writing proficiency and in
the development of an exvanding vocabulary. The word lists for mas-
tery, when kept within the maturational level of the child, increase
writing power and lead to satisfying learning exveriences. The use
of functional materials develops desireable work habits and self-
reliance.

Penmanshio

Spelling and penmanship are interrelated skills, each dependent uoon
the other for communication; thus the attention given to penmanshino
in the writing program is also of a developmental nature. It is nec-
essary that letters be legibly formed and correctly proportioned, and
that words be spaced to aid readability. Penmanship is a means to
good writing of all kinds, but is not an end in itself.

From: Wisconsin English Language Arts Curriculum Project, January,
1068, Department of Public Instruction, Madison, Wisconsin,

p. 171-174.

WRITING

Although time must be devoted to the search for a subject to write
about, and more time to the planning of the paper, the major task is
writing. No one can learn to write without frequent and regular
practice. On the other hand, mere vpractice is not enough. Increasing
the number of assignments usually will not improve vwriting, any more
than practicing a bad stroke will imorove swimming. Planned develop-
mental practice, with clear goals, soecific aids, and reliable, A
sympathetic evaluation, is the way to writing improvement. Frequent
and regular practice, so controlled, will bring demonstrable results.

GRAMMAR DOE3 NOT TEACH WRITING

To know how the English language works is a valuable part of every

educated person's background. But for the young student, the grammar

presently taught in school has little oractical relationship to the
ERiCSk of writing. 1In fact. if tvhe time given to grammar reduces the
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time available for writing practice, grammar has a negative effect
upon writing. Children learn the fundamental patterns of English
sentences from experience. : o '

The contributions which language study can make to writing are:

* Respect for the English language as a vehicle of communi-
cation ' ' S

% A lively sense of the infinite variety of sentence organ-
ization as the resource of the writer R

%* Understanding of shades of meaning _ SR

% Appreciation of the use of language to enrich patterns
of structure and breadth of vocabulary in all situa-
tions of life . o :

PLANNING TO WRITE

In the development of composition skills, what the student does - be-
fore writing will advance his growth more than what he. does afterward.
Planning in advance is the key to success in writing. Some stages in
this process are: :

* Discovery of an idea that calls for exoression

* Relating this idea to facts, experience, and background

* Brooding of the topic; giving the imagination time to do
something to the idea

#* Organizing main points and divisions

* Formulating groups of words that personalize the writer's
relation to his subject

THE WRITING PROCESS

Comoosing and editing are different stages of the writing process, and
may actually be in conflict at certain stages of writing. Composing
is the setting down on paper of the ideas that flow in the mind. The
nore immediately these ideas are set down, the more likely the writing
will be coherent. At this stage, conventional mechanics is esecondary
to the expression of ideas on paper. The writer, once started, should
not be interrupted, and should be trained not to interruot himself.

He should write with the best mechanics of which he is capable, but
mechanics must not stop the flow of his ideas. Such adages as "Strike
while the iron is hot" and "Write at white heat" aoply to the process
of composition.

EDITING

When ideas are down on paper, the writing requires editing to be-
come presentable to readers. Sometimes, a basic flaw in the overall
plan may be apparent, but at any rate, editing must include basic
review of mechanics and spelling, fundamental sentence structure, and
paragraph organization. It may also include reohrasing a thought or
idea, and discovery of the best possible word at strategic voints.
The importance of editing and proofreading of work already written

- g
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USING MODELS OF WRITING

Emulation, rather than imitation, is a valuable directive in learning
any skili. The writer can also orofit by studying closely how an-
other writer of his own_peer grouv and interest area has handled pro-
blems of self-expression, patterning of sentences., and organization
of ideas.’ Reading and studying a carefully selected essay, article,
or story can materially aid the developing writer. From such exver-
ience he learns not to imitate exactly the model author, but to
acquire knowledge of various manners by whic* he can solve his own
problems of expression. It follows generall: that the study of the
writing of another leads to the improvement of one's own writing
practice.

TERM PAPERS AND "RESEARCH" PAPERS

Experienced teachers generally agree that extended factual essays,
commonly called term papers or research papers, do little to advance
a student's writing skill. Such techniques as footnoting and the
preparation of bibliography can be taught effectively in the assign-
ing of short, specific reports. For adrancement in writing, students
need frequent, carefully planned, thoroughly revised shorter writings,
subject to the critical evaluation of the teacher.

TEACHER SUPERVISION OF WRITING

The stages at which a teacher can be most effective in the develop-
ment of writing are:

* Discovering an idea or a topic of significance to the
writer.

* Encouraging students to think, plan, vonder, and give
rein to their imaginations before writing.

* Providing classroom time to start writing.

* Setting aside planned periods for the editing and re-
vision of first drafts of vapers.

* Training students in the skills of proofreading.

THE EVALUATION OF WRITING

The teacher of composition is the critic and the judge of writing.
It is an asset if he can write with reasonable competence himself.
It is better still if he regularly writes and studies his own com-
positions. By these means he may develoo two valuable qualities:
an insight into the problems of the struggling writer, and to suit-
able bumility concerning his own ability to judge the writings of
others. These qualities are not always conspicuous in composition
classrooms. ‘

Vital points in the appraisal of a piece of writing are:

Q




% An understanding of the writer's purpose or intentions.

* A patient manner and a constructive style in the writing of
comments; avoidance of terms such as awkward, unclear, con-
fused and other negative generalities.

* F¥inding something good to say about the paper, to give a
sense of appreciation and encouragement to the struggling
writer. ‘ '

* A proper balance in the recognition and evaluation of skilis
2nd faults. In the learning of any new skill, a student
profits more from the recognition of a few significant faults
to which he can give his attention and study, than from a
miltitude of corrections, so numerous as to discourage the
study of any.

* An ability to make clear to students what improvements they
are to make and how they should go about making them.

* A planned program of follow-up, in which time and direction
are devoted to the study of writing difficulties, the elim-
ination of major faults, and the rewriting of papers where
rewriting performs a clear teaching function.

THE READER

It is of the utmost importance to keep constantly before the student

the fact that he is writing to be read. His readér should be constantly
in his mind. It follows, therefore, that writing must be so taught,
reviewed, and evaluated as to give the student the assurance of a
friendly, helpful reader who is genuinely concerned with what he has

to say, as well as with the continued development of his writing skills.
At no time, however, should the teacher take the liberty of imposing

his own purpose upon that of the student during the orocess of evaluation.
Instead, he should endeavor always to truly understand what the writer's
purpose is; for all too often, teachers either do not see the student
writer's purpose at all, or they see it very imperfectly..

From: Wisconsin English Language Arts Curriculum Project, January,
1968 ﬁegartment of Puglic Tastruction, Madison, Wisconsin, .
p. 161-163. |

Penranship

Spelling and penmanship are interrelated skills, each dependent upon
the other for communication; thus the attention given to penmanship
in the writing program is also of a developmental nature. It is
necessary that letters be legibly formed and correctly proportioned,
and that words be spaced to aid readability. Penmanship is a means
to good witktting of all kinds, but is not an end in itself.

From: Wisconsin English Language Arts Curriculum Project, January,
1068, Department of Fu%l%c Tnstruction, Madison, Wisconsin,

p. 171-17%.
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Sample Performance Objectives for

Late Childhood (7-11 years of age)

The Pasco County English Language Arts orogram objectives listed--
in the preceding section have been translated into sample per-
formance objectives, giving an example pre-assessment activities,
the learning opportunities or activities, the materials which
might be needed, and evaluation techniques which may be used.

The following formav is suggested by the writing committee for

teachers to use in setting up performance objectives based on
Pasco County English Language Arts program objectives:

(1) program cbjective:
(2) emphasis of program objective at this level:
(3) pre-assessment: to find out if students are already

performing in this area or at what level they are
performing.

(L) example of an instructional (performance) objective
at this age level. ' '

(5) learning opportunities or lesson plans which will
give students the opportunities necessary to learn
to pericrm.

(6) approximate time it would take for the lesson plan.

(7) evaluation: How will you krow when the student can
perform:

Level 1: Minimum
Level 2: Intermediate
Level 3: Maximum

(5%



Late Childhood (7-11-zears 0ld)

III. Writing

1. Program OBjective: To produce neat, legibvle manuscript and cur-
——— O .
sive writing.

Emphasis: Some program emphasis.

Pre-Assessment: Observation tc see if child can produce sevarate
letters needed to form. the word.

Example of an instructional (performance) objective for this level:

The basic forme of cursive letters having been traced and practiced,
the child is able to connect the letters to form words.

Learning Opportunities: After the child has learned to write an a
and an 1, he practices joining the a to the 1 and to a second 1 to
form the word all.

Time: 20 minutes

Evaluation: Teacher <’ >serve while child writes, noticing
Level 1: correct me < Level 2: 1legibility, Level 3:
correct mechanics, 1. ' .ty, and neatness.

2. Program Objective: To spell correctly in order to communicate
more effectively.

Emphasis: Strong program emphasis

Pre-Assessment: Oral questions with homonym written on the board.

Example of an instructional (performancé),objective for this level!

Having been téﬁ@ht the meaning of -ach homonym, the child is able to
use there, their, /and they're correctly.

Learning Opportunities: Present a usage paper with blanks in which
to write the correct form of the homonym. Stress that they're is a
contraction. Child will profit from correcting his own choices.

Time: 20 minutes, repeated if needed

Evaluation: Check for carry-over in the child's written work. Level
1: A majority of the students can use these homonyms correctly.

Level 2: 75% of the students can use these homonyms correctly. Level
3: 90% of the students can use these homonyms correctly.

(68
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3. Program Objective: To improve the quality and precision of one's
written vocabulary.

Emphasis: Little program emphasis

Pre-Assessmerit: Teacher observation of written work.

Example of an instructional {performance) objective for this level:

The child will be able to choose the most exact word for a given
situation.

Learning Opportunities: Given a picture and a choice of naming words
such as house, castle, shack, mansion, the child can choose the one
which is most exact for the picture.

Time: 20 minutes for each activity

Evaluation: From a sample of their own written work, children will
Level 1: 1list the naming words (nouns) and action words (verbs).
Level 2: consider whether the word could be more orecise. Level 3:
consider whether the word could present a more vivid picture.

L. Program Objective: To develop increasing objectivity in revising
one's written work.

Emphasis: Little program emphasis
Pre-Assessment: Observation of the child's written work.

Example of an instructional (verformance) objective for this level:

The child should be able to improve the quality of his own written
work by analyzing the main ideas and paragravohing accordingly.

Learning Opportunities: Instruction is given to plan a written story
about a familiar subject. The student writes the main ideas he wants
to be included, being careful not to include irrelevant ideas. The
number of ideas should be limited. After the story is written, the
writer with the help of the teacher, goes over it, checking to see if
each main idea (as previously noteds has been included, if each main
idea comprises a paragraph, and if the number of main ideas is the

. same as the number of paragraphs.

Time: 30 minutes daily - 3 days

Evaluation: Child and teacher discuss the fulfillment of the plan for
the story to see if: Level 1: Each paragraph contains one main idea.
Level 2: No irrelevant ideas are included. Level 3: Specific words

such as however, nevertheless, later, are used for continuity of main
ideas.

69
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5. Program Objective: To develop an awareness of writing styles and
forms, inéluding those found in business, in order to apply them
in one's own writing.

Emphasis: Little program emphasis

Pre-Assessment: Teacher may have a letter written before giving in-
struction to see how much the student knows.

Example of an instructional (performance) objective fortthis level:

Student should be able to write a concise. short business letter having
the usual six parts.

Learning Opportunities: After studying a sample form of a business
Tetter and discussing the necessary oarts - heading, inside address,
greeting, body, closing and signature - the student writes a letter
to a local merchant to onlace an order. Spelling and legibility are
important as well as form.

Time: 30 minutes - two days

Evaluation: Children may read their letters to the class and exchange
them to check correct form, legibility, and spelling. Level 1: A
majority can do this activity. Level 2: 75% can do this activity.
Level 3: 90% can do this activity.

6. Program Objective: To improve the orecislon of one's vunctuation
and usage.

Emphasis: Some orogram emohasis

Pre-Assessment: Class discussion about use of commas.

Example of an instructional (performance) objective for '~ -

Child should understand that a comma in written work has the same
effect as a pause in speech.

el:

Learning Opportunities: Teacher reads sentences using appositives.
By noticing the pause(s) of her voice, the children suggest where to
place a comma. Similar sentences then asre written on the board.
These also contain appositives and children decide where to use com-
mas. Teacher explains that appositives add extra information to an
otherwise complete sentence. Ex. Mr. Brown, our teacher is reading
a story to us.

Time: 30 minutes.

Evaluation: Level 1: Children should be able to recognize appositives
in listening. Level 2: Children should be able to recognize appositives
in reading. Level 3: Children should be able to write clear, simple
sentences using appositives and punctuate them properly.
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7. Program Objective: To experiment with‘individual writing tech-~
ques; to be able to break rules intelligently; to learn the
: rules first and have a valid reason to break them.

Emphasis: Little program emphasis

Pre-Assessment: Discussion to discover if children have had exper-
ience with Haiku.

Example of an instructional (performance) objective for this level:
To be able to write imaginative Haiku poetry.

Learning Opportunities: Children are introduced to Haiku by listening
to readings of translations of the original Japanese authors such as
Buson and Basho. Teacher will instruct that Haiku 1. is usually
written about nature, 2. contains three lines of 5, 7, 5 syllables,
3. does not rhyme, L. uses imagery subtly and frequently. Children
are given an opportunity to experiment with Haiku.

Materialgs: pencil and paper, rice paper and sumi (onion skin and
black tempera for economy)

Time: 30'minutes‘for as many days as interest centinues

Evaluation: Each child produces a booklet of st least three poems,
{ITustrated with sumi brush painting. This will be correlated with
an art lesson on the philosophy and technique @f sumi. Each Haiku
should; Level 1: contain three lines of 5, 7, 5 syllables, Level 2:
present an image, Level 3: bae exoressed in colorful (never over-
worked) words. : '
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READING

SAMPLE INSTRUCTIONAL OBJECTIVES
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Background for Reading

DIFFERENCES IN READING ABILITY

Beginning teachers are often startled by the range of reading ability
that they find in their classes. Teachers with wide exverience know
that this is normal, and that the better the previous teachers, the
wider that range will be. Each of us differs from others in all
things to some degree, and reading ability is one of these things.
There are a few kindergarten children who can read, and many of these
taught themselves; there are others ir the same class who are still
several years from being ready to begin to read. The chart that
follows shows the typical range of reading ability found in grades 1
through 6. '

Reading Range, Grades 1 Through 6

6 R Rt T e PO 0060000000600 00 000 GNP IISINUPREEE
--------------- )0.0.010.0.6:0.0.00.6 ¢ ¢ ¢ ¢ ¢ CENNIIBENEEERTE T
) 00000090690 0¢0 USRI
............. XXXXXXXXXXX~~=~~===--= Note: (1) Pupils tested at the
| middle of the school year.
qmmm———- ).0:0.0.0:9:0:0.0. CETERREN (2) Heavier bar represents
the middle 50 percent of
| BN 5’4 0 0 (OUNUPUI class.

(3) For first and second
grades the bar extends be-
low beginning reading.
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Reading Grade Equivalent

The following'points should be evident through an examination of the
above graphic representation of range of reading ability: :

1. The range gradually increases, adding from one and one-half to
two years with each year in school.

2. The middle half of the children take up about one-third of the
range, but the range of the central 50 percent also increases
with each succeeding year.

3. Some children in grades 1 and 2 will not be ready to begin reading,
though they should be growing in readiness.

L. The best pupils at any.grade level are about as far above the
norm for the grade as the poorest students are below the norm.

5. The number of students who attain an average score is quite small,
since the total population is spread out so far.

6. Each teacher is teaching many grade levels of reading.

7. There is a great deal of overlapping of level of skill from grade
to grade.

Note: For other presentations showing this same type of information,
see Bond and Wagner, Teaching the Child to Read, chav. xvi; Harris,

How to Increase Reading Ability, p. 100; Tinker and ¥cCullough, Teaching
Elementary Reading, p. 259.

In addition to the differences that show through cthé gra.c-vlacement
level of a score on a reading test, or through ability to perform in

& certain basal reader, or in a particular color of a multilevel rTead-
img laboratory, there are individual variations in develooment. A
child may score mmch higher in recognition vocabulary, for examule,
than in comprehensiom. He may be able to use context clues in wosd-
attack well, but have difficulty when it becomes necessary to use
phometic or strumtureil analysis. He may understand everything b= reads
very well but be unable to cover very much because of lack of spead in
reading. Any number of individual variations are possible even when
the grade-equivalent score on a reading test is the same for two or
more children.

Instruction must ke adjusted to the differences from individual to
individual as well as to the differences in level. The reading oro-
gram must, therefare, be a complex and flaxible orogram; it cannor.

be completely plamned "from above" in the administrative or sunew-
visory structure of a school district; it must be adavtable to the
daily discoveries of a teacher about each individual in her classroor.

Reading, Early Childhood

Many reascns can be.advanced for teaching 1literature. The studwg of
literature is a ‘source of enlightenment. vleasure, and of moral and
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spiritual vitality. Literature can be an end in itself, supvlementing
the child's impressions gathered from everyday experiences and assisting
him to understand himself, his family, playmates, and his social envir-
onment. It is also & major means of stimulating the child’'s imagination
and developing his sensitivity to the ideas and ideas of his cultural
heritage. Most important, the love of books, acquired in childhood, is
likely to be one of the most significant sour¢es of personal enrichment
in an individual's lifetime, heightening merriment, the appreciation of
beauty, and human sympathy.

A good literature program has definite characteristics. It must be
sequential in type of content, in reading and listening difficulty,
and in the maturity of the concepts involved. On the primary level,
the development is gradual.

For the kindergarten chiid picture stories, poems, and books related
to his interest provide the appetizer which leads him to love and even-
tually want to read great literature. He laughs aloud with the Third

Little Pig. He sympathizes with Cinderella, and reacts to the rhythm
of Stevenson's "The Swing."

The Kindergarten teacher creates a vrevaratory atmosnhere for literary
awareness through the careful selection of Mother Goose rhymes, poetry,
picture stories, and folk tales. As the child is guided through inter-
esting and varied literary experiences, he identifies himself with the
story and relates the content of the story or poem to his own personal
experiences.

As the program designed to develoo this literary awareness gradually
proceeds, the kindergarten child begins to oredict outcomes of stories,
and easily recalls the main events of a selection. The imaginative
child will create new endings to familiar stories and will want to share
them with the class. He will come to savor the sound of interesting and
descriptive words in stories and poems and find himself reveating them
either in the phrases of the poem or simply as nonsense rhymes. He

also finds it fun to join in refrains as the teacher reads a voem.

In the course of the year, the five-year-old's attention sovan increases
so that he enjoys stories of increasing length. Beautiful illustrations
appeal to the five-year-old for he enjoys books with illustrations by
artists who caoture the feeling of children on this level. Gradually

the child begins to value the illustrator's work. If the vprevaratory
atmosvhere for literary awareness has been relaxed, natural, and haovy,
the child responds to poetry and orose through creative rhythm, dramatics,
and art. :

As the child advances to the.first grade, he grows in literary aware-
ness. He learns not only bo enioy but also to interoret victures in
books. As the child learns to read, the teacher wisely directs him
to simple story material which can be read indevendently and vurely

for pleasure.
(33
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During the school year the child develous the habit of using and
enjoying books independently, becomes acquainted with the names of

a few favorite selections, and volunteers brief comments about

books read. He enjoys stories of increasing length and is less de-
prendent on illustrations for story meaning and interest. He resoonds
creatively to good literature and loves to dramatize and to react
rhythmically to favorite selections. Descriptive words and phrases
take on new meanings and some children succeed in writing a simple
sentence using a favorite word or phrase.

The second grader, reading independently, yet still devendent on the
teacher for growth in the develooment of literary awareness, begins

to identify particular areas of interest in literature. Though he
still enjoys the fanciful, humorous situations, stories, and voems

of animals, and the world of the ridiculous and make-believe, he begins
to advance opinions. He makes definite choices and freely states
reasons for his choice. The second grader participates actively in
dramatization and listening exveriences of all kinds as his awareness
of those around him deepens. The Biggest Bear intrigues him, Madeline
helps him realize that children of other lands feel just as he does,
and he thoroughly basks in the humor of Winnie-the-Pooh. The e~nchantment
of Kilmer's "Easter" opens his eyes to the beauty c¢f simplicity.

Having acquired a greater facility in reading, the second grader reads
even more independently. He becomes a selective reader and, in turn,
is able to identify particular areas of interest in literature. He
enjoys discussing ideas and begins to advance opinions which may dif-
fer from those of his classmates. Discussion of books read indepen-
dently increases his literary awsreness so that he becomes conscious
of different tastes in reading. His ability to identify himself with
characters in a story sharpens and he begins to aooreciate a less ob-
vious humor. Picture words fascinate him and an urge to.create his
own picture words results in class cormpostion. in both nrose and
poetry, or in individual, simole creative writing. By this time the
seven-year-old will state simoly, "That's a make-believe story," or
"That could really haopen. It could haopen to me."

By the time the child reaches the third grade, the diversity of
literary materials enchants him. He comes to discover the beauty
of character, beauty of scene, and beauty of verson. If he has been
guided well, in his reading he stretches the "heart" as well as the
mind and the imagination, and can thus show comvassion for "The Ugly
Duckling" or appreciate the delicate loveliness of De la Mare's
"Silver."” He also demonstrates that he can select books that are
within his realm of interest as well as level of reading ability.

In response to a book of his choice, the eight~year-old thinks clearly
about what he has read and likes to discuss and summarize the book.
Ail along, the child at this level becomes increasingly sensitive

to the power and beauty of a good children's literature.

The child also moves progressively from very simple to more difficult
and challenging material, acquiring an increased awareness of characters,
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of situations, and of ideas. Through this slow growth process, the
child, though he may thoroughly enjoy Peter Rabbit on the first and
second grade levels, gradually begins to understand and delight in
the more subtle humor of the Five Chinese Brothers and Homer Price.
On the kindergarten level, stories related to the child's own ex-
nerience are a major part of the literature. But by the time the
child has reached the third grade, he is likely to be more inter-
ested in the world around him and to ideéntify his own problems with
those ot literary characters.

A good literature program is comprehensive. Fairy tales, folk tales,
poetry of all tyves, picture stories, Bible stories, and some biography
are presented to the child from kindergarten through the third grade.
These form the basis for understanding more difficult fiction, roetry,
biography, essay, and drama. Literature for each grade is selected
according to the needs and interests of the. child. Thus the primary
child steps from enjoying very simple material with large colorful
pictures, to aopreciating stories of increasing length with fewer
jllustrations, to the discussion of ideas gleaned from the story, and
finally to the surmarization of what has been shared orally or read
silently.

A good literature program also strives for 3 balance between direct
classroom instruction and encouragement of individual free reading.
It utilizes 2 minirmum core of selected literary works for developing
the skills and interests of the oupils, and then draws richly fror 2
wide collateral list of orose and voetry. A good literature orogram
also recognizes the new as well as the old. The dedicated teacher
will constantly be on the alert for new and interesting books suited
to the needs and interests of his puoils and will work closely with
the librarian to achieve a richer and more varied orogram.

A good literature program must, of course, be adjusted to levels of
ability. The teacher should be aware of the potentials of the child-
ren in the class and should modify the recommended materials to meet
the individual needs of the group and of each child. For examnle, a
first grade teacher would very likely choose to read Snioo, Snavn,
Snurr and The Red Shoes to a grouo of beginning readers, but a second
grader might be able to read and enjoy this story on his own. It
should also be emphasized that literature study does not mean an
exclusion of listening, speaking, and writing, but rather a synthesis
of all the language arts. Speaking and listening activities for
children from kindergarten through third grade contribute indispnensably
to the development of literary awareness.

The wise teacher soon learns he must make effective use of audio-visual
materials, especially for children who cannot be reached by eye or

ear alone. Mike Mulligan and His Steam Shovel can come to life in

the mind and heart of a child through a good recording. The tave
recorder can be a tool for develooing skill in retelling a story or
producing a radio program, or vessibly a noem such as Dorothy Allis's
"Hiding." Pictures and the flannel board invariably delight children;
for examvle, simple cut-outs which permit Bartholomew, the king, the

s




executioner, and Bartholomew's endless stream of hats to aonear on a
flannel background. Indeed, any interested teacher auickly finds it
imperative to become familiar with film recordings, filr strios, and
other supplementary audiovisual materizls if he is to teach literature
as vividly and enthusiastically as he would wish.

The listing which follows, "A Challenge to Literary Growth," presents
titles of selected bcoks and poems which every child from Kindergarten
through third grade should experience and enjoy. The teacher must
realize, of course, that some of this material may be read indeoen-
dently, and some of it aloud by the teacher. Further, it should be
added that affixing specific grade labels to varticular selections is
an almost impossible task. As Charlotte S. Huck so beautifully states
in her article, "What Is Children‘s Literature?": "The greatest books
of children's literature know no grade levei label although they sveak
differently to their readers devending uvon the background and exoer-
ience which the reader brings to the book....Like a glistening icebereg,
the surface of fine literature may be acvoreciated at one level. but
the depths of the story will be submerged in the reader®s backgeround
of experience....There are nc stories or books which every child
should read (experience) but there are a great many which it would be
a shame for children to miss.™

In this magic world of literature, Bible stories, fairy and folk tales,
poems, and steries old and new, are the materials which heln awaken
the child's awareness of life; the teacher is the enthusiastic and in-
terested director. It is indeed the orivilege of the orirary teacher
to create within the child the beginning of literary awareness and
ease, and an ever-widening interest in literature.

From: Wisconsin English Language Arts Curriculur Project, January,
106G, Department of Public Instruction, Madison, Wisconsin,
p. 9-11.

Reading, Late Childhood

The literary curriculum in the intermediate grades 'should continue the
development of literary awareness begun in the orimary grades. The
groundwork for a good literary program in the intermediate grades was
laid in the kindergarten, and cemented by a sequential growth pattern
in the porimary grades.

The good intermediate literature orogram must consider the interests,
abilities, and characteristics of the child in the middle grades. Boys
and girls in these grades are relatively calm and self-assured. They
become more outgoing and interested in oroblems of others. They also
begin to develop a strong conscience.and demonstrate definite views
concerning right and wrong, especially where these iudgements affect
peers. As a result of these changes, they begin to be rore selective
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in their choice of reading materials. Boys still do not choose ngirl
stories,™ but girls are becoming interested in the literature boys
like. Middle graders begin to see themselves objectively and as in-
Jdividuals with certain distinctive abilities and tastes. They have

a taste for stories by the same author, as is .evidenced by the vepu-~
larity of the Viss Pickerel books. They also disolay the ability to
concentrate for a longer veriod of time, as well as analyze and deduce.

The middle graders have acquired the skills of reading which vermit
them to read more difficult literary selections. Their develooing
maturity permits them to delve into broader conceots vhich in turn
may lead from the simple to the more complex.

To satisfy their maturing interest and outlook, children in the in-
termediate grades should be exposed to diverse literature. They are
drawn to books which cover such varied subjects as human relations,
fantasy, myths, legends, culture, humor, biogravhy, folklore, nature,
Bible stories, and poetry.

The middle grade teacher is usually confronted with a wide range of
ability and experience in his students. Some will have had a rather
broad literary experience, others only a bare minimum. The elementary
literature guide does not divide the material into categories for the
slow, average, and advanced student as it is felt that all students
should be exposed to at least the selections in the minimal list, with
better students directed to works on the collateral list.

One of the goals of the teacher should te to select quality reading
raterial to present in a manner that encourages the children to in-
crease their individual free reading. Free individual reading can
be encouraged by showing children where they can find the books

that interest them in the library. A prover use of the library will
pay many dividends. Parents should also be urged to ourchase inter-
est level books for their children's home library. These books can
be read at any time. It can be pointed out to parents that reco
nized quality books are coming out in economical nanerback form.

Supplementary materials can be effectively used to motivate litera-
ture study in the intermediate grades. A large number of good
motion victures are available from rental libraries at low cost.
More and more vhonogravh records by good internretive readers and
actors are aopearing on the market. Tape recorders are an excellent
means of drawing the attention of the child. Bulletin boards, flan-
nel boards, pictures, book jackets--all can be utilized to make such

literature come alive. Media such as radio and television should
also be used.

Cuide lists usually contain only the classics, but the new as well as
the old should comprise the literature program, This curriculum
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guide lists some of the better literature recently oublished such

as George Selden's Crikgket in Times Square, 1960, and Jean Nerrill's
The Superlative Horse, 1961, to mention two. A good source of in-
formation about current bocks is the University of Chicago Center
for @hildren's Books.

The effectiveness of the literature orogram in the intermediate grades
may be evaluated by observing the increase in the amount of reading,
the variety of subjects, and the maturity of the books read.

Prose

The literature program in the intermediate grades includes a wide
variety of prose selections. Many new exveriences with Variety of
prose selections. Many new experiences with these materials strengthen
a child's interests and should sharpen.and refine his sensitivity

and literary awareness.

Although children in the intermediate grades are progressing steadily
in their ability to read, they still enjoy storytelling and benefit
from a good story well told. A good storyteller stimulates the

child's imagination, interests him in good stories, and helps to deeven
his literary awareness. Two examples of favorite stories are the

tales Rapunzel and The Frog Prince.

Children enjoy telling stories in small groups or to children in
other classes. May Hill Arbuthnot in Children and Bodks tells of

a group of fifth grade children who enjoyed listening to stories
told over the radio. After listening to the radio program, they
read other fairy stories. When they had a broad knowledge of good
stories, they organized the "Children’'s Storytelling Club" and

spent many afternoons telling stories to younger children. Children
in the fifth and sixth grades would enjoy telling such a story as
Dick Whittington and His Cat to a grouo of younger children.

Fairy stories have colorful characters which the children enioy iri-
tating in dramatizations after the stories have been told. The
children can dress uo or merely wear paper hats. long vaner noses,
and beards to pretend they are witches. kings, and orincesses. Filrm-
strips of favorite fairy stories such as Hansel and Gretel add to the
child's appreciation of the story. '

Yvette Schmitt and Sister Mary Nora in Elementary English, May, 1064,
suggest that "Reading aloud is the most simole and obvious method
of introducing to children the best in literature, for only the best
deserves to be read aloud and it is only the best that can stand the
test." Kipling's Just So S*ories is a good examvle of a book which
should be read aloud so that the children can be exvosed to the style
and beauty of the author's craft. Some stories are slow moving and
can best capture the interest of the child if they are read aloud.
And Now Niguel by Joseph Krumgold is an example of such a book. Hans
Christian Andersen's Little Mermaid is well written and is most ef-
feFtive if it is read to the children.

LS

(7$0




Kenneth GrahameAs Wind in the Willows should be read aloud because
the child's imagination is stirred and his appreciation is deepened
when the author's exact words are used to tell the story. The

humor of the conversations among the animals is subtle, but it de-
lights children when they hear the story. This book would orobably .
not be read by many children, but if the teacher will soend time in
preparation so that he can read it well, the children will learn to
know and appreciate Nole, Water Rat, Badger, and rich, conceited Toad.

In addition to choosing good materials, the teacher will try to pro-
vide a comfortable, well-ventilated room for his story-reading hour.
Older children should be seated in their desks and the teacher should
stand where he can be seen and heard. If a time were set aside every
day for listening to stories, children would deepen their sensitivity
to good literature. Other books which lend themselves to reading
aloud are The Moffats by Elanor Estes, and The Courage of Sara Noble
by Alice Dalgliesh. Children gain new insights from books such as
Good Master by Kate Seredy and Wheel on the School by Meindert DedJong,
which they might not have chosen to read on their own.

Because children enjoy reading out loud to each other in small groups,
one group could be encouraged to read Johnny Texas by Carol Hoff and
to share a chapter with the rest of the class. Their examples should
stimulate others to read the book. In turn, someone might read the
first chapter of a story such as Paddle to the Sea by Holling C.
Holling, with others continuing until the book has been completed.

It is important that the teacher in the intermediate grades be con-
tinually aware of the interests of the boys and girls. Most boys

at this grade level enjoy stories of adventure such as Call It Courage
by Armstrong Sperry. Girls enjoy adventure stories, too, but they
especially appreciate books about home and family such as The Little
House in the Big Woods by Laura Ingalls Wilder and Caddie Woodlawn

by Carol Ryrie %rink. ’

Children in these grades admire legendary andd real heroes. The fan-
tastic accomplishments of 0l' Paul the Mighty Logger by Childs Hellyer
and Mister Stormalong by Anne Malcolmson and Dell ﬁcCormick, Jr. are
interesting to both boys and girls. Biographies such as Carver's
George: A Biography of George Washington Carver by Florénce Veans

and America's Ethan Allen by Steward Holbrook are well written and

can interest children in the lives of great peonle.

Requiring children to write book reports seldom promotes their inter-
est in reading. Informal discussion about the books they have read
is a better procedure. Bulletin boards with aopropriate book vackets
and creative illustrations done by the children can help to remind
everyone in the room that these books are available to read.

Children interested in art might decorate a book jacket in any de-
sired manner and write an advertisement to accompany it. If a child
enjoys writing, he can-be asked to write a book review for another
room in his school or for the local newspaper. A child who has read
a book on travel could give an illustrated lecture using victures
from magazines, post cards, photographs, and slides. Writing letters
to friends about a favorite book is a particularly good way of ad-

o—ertising the book.
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Those children who have obvious oral and silent reading difficulties
need to be referred to books which are easy to read and are still
enjoyable. . An example of such a book is Down the Mississippi by
Clyde Brown.

The teacher should endeavor constantly to foster the love of good
books and the appreciation of good literature. In this way, children
in the intermediate grades will nurture and deeven their literary
awareness. '

Poetry

Children entering the fourth grade will have enjoyed many experiences
with poetry. In the intermediate grades, the task of the teacher is
to supply a wealth of varied exveriences with many typves of literature.
These activities will tend to deeven literary awareness -and provide a
readiness for more formal study of literature in the junior high
school.

May Hill Arbuthnot insists that poetry was meant to be heard and -
spoken and not to be read. A new poem should be read to the children
before they read it themselves. If a great deal of peetry is read to
the children, they will soon have favorite poems which they will want
to hear and read often. A small group of children might enjoy getting
together around a table to share such favorites as James Whitcomb
Riley's "The Raggedy NMan," and "The Clam" by Shelly Silverstein.

Boys in the intermediate grades are often less interested than girls
in poetry.- If the teacher can find a poem which appeals to them and
reads it well, boys can often learn to apvreciate poetry and ask for
more. Two examples of poems which boys whe are interested in base-
ball might enjoy are "Casey at the Bat" by Ernest L. Thayer, and
"Casey's Revenge!" by James Wilson.

Children will gain much enjoyment from choral speaking. May Hill
Arbuthnot in Children and Books quotes Marion Robinson and Rozetta
Thurston's definitdon of choral speaking: "A speaking choir is a
balanced group of voices speaking poetry and other rhythmic literature
together with a unity and beauty born of thinking and ‘feeling as

one." A voice choir does more than speak together. It is made uo

of groups of voices of various pitches which speak sometimes together
and sometimes separately. In choral sveaking it is imoortant that
each word be spoken clearly and with expression. Children who can
learn to speak poetry together are actually making music in a new

and interesting way. The poem "Halloween" by John Clardi lends it-’
self well to choral reading and vrovides an . opvortunity for children
to vary the pitch and intensity of their voices to fit the different
moods in the voem. Poems like "Little Orphan Annie" by James Whitcomb
Riley, and "Paul Revere's Ride" by Longfellow can also be used for
choral reading.

Children in the intermediate grades should deeven their awareness of
poets. The teacher can use such poems as "The Flag Goes By" by
Q




Henry Halcomb Bennett to illustrate a marching rhythm. The children
may wish to tap on their desks while the teacher reads the poem.
Rhythm stidks and drums can tap out the marching rhythm. A record
of a Sousa march could be played while the poem is read. The rhythm
of the poem could also be emphasized by choral reading and accomvanied
by tapping with drum sticks. Hand clapping can be used to beat out
the rhythm "Paul Revere's Ride™ by Henry W. iongfellow.

Intermediate children are conscious of poetry that rhymes. After the
teacher has read the poem several times, the children will be able to
remember the words that: rhyme. They will enjoy reading the poem to-
gether with the teacher and supplying the Phyming lines,. and they also
enjoy writing small poems that have rhyming lines. The teacher might
read one line and ask the children to supply a corresponsing one that
rhymes. An awareness of imagery can be developed gradually in the in-
termediate grades so that the child acquires a deeper sensitivity to
the way in which the poet expresses himself through word pictures.

The teacher might ask the children to close their eyes while he reads
"A Bird Came Down the Walk" by Emily Dickinson, or "Stopping by Woods
on a Snowy Evening" by Robert Frost. Boys and girls in the fifth and
sixth grades can learn to find examples of comparisons without knowing
the terms "metaphor" and "simile."

The .teacher may ask the children to look for word pictures that appeal
to the senses. If the poem is read well, the children will find ex-
amples of sounds, color, smells, and taste. Examples of voems which
would include such word pictures are "Smells" by Christooher NMorley,
"Sea Fever" by John Masefield, and "Theme in Yellow" by Carl Sandburg.

Many narrative poems have a hero character and are therefore esvec-

ially appealing to boys and girls in the middle grades whu enjoy
adventure. The téacher can interest children in narrative opoems by
comparing them to some of the story songs or ballads they hear or

see on radio and television. Many young people are enthusiastic

about the hootenannies which also make use of.story songs. Here again
choral reading can be used for narrative poems such as "Johhny Appleseed"
by Vachel Linday, and "The Pide Piper of Hamelin" by Robert Browning.

Though they enjoy reading and listening to poetry, children often.
dislike memorizing poems. They fear the idea of reciting a poem be-
fore the class or the teacher. 1If a poem is learned as a group or

a class activity, memorization can be an enjoyable experience. Once
boys and girls in the middle grades hear it, the teacher may suggest
that they all say it together. If the class reads the poem aloud
every day for a few days, they will soon have memorized parts of all
of it. This method provides a painless way of memorizing poems such
as "Something Told the Wild Geese"™ by Rachel Field, "Indian Children"
by Annette Wynne, or "Afternoon on a Hill" by Emily Dickinson.

A poem to be memorized should be short, not exceeding twenty lines.
The poem may be read from textbooks or the chalkboard, or it may be
mimeographed and distributed among the children. After the poem has
been read through by the teacher, it may be read by someone in the
class who reads well. The teacher will then assign the first two
lines to be memorized. These lines can be practiced several times
»- the group. Then two additional lines can be learned in the same
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way. Thus the class will have learned four lines on the first day.

On the second day these four lines should be vracticed, and four addi-
tional lines added, two at a time, until the whole poem has been
memorized. The students can practice individual and choral rec:-atdon
once the complete poem has been memorized. :

Radio Programs

During the school year, station WHA in Madison, Wisconsin, broadcasts
"Book Trails,™ a literature program designed for children in grades

four through eight. Children are usually very receptive to the stories
and poems presented in this program. Each spring, the station announces
its program plans for the year. The Book Trails Manual, a guide con-
taining suggestions for preparation and followup for each program, is
published in September and can be ourchased from the radio station.

From: Wisconsin English Language Arts Curriculum Proiect, January,
1968, Department of Public Instruction, Madison, Wisconsin,

p. 35-39.

CHARACTERISTICS OF AN EFFECTIVE READING PROGRAM

Since there are variations in schools, teachers, administrators, and
communities, just as there are variations in reading skill, there is
no program for teaching reading that is always best. A program that
may be ideal for one school may be completely at odds with the situ-
ation in another school. There are, however, certain criteria or
characteristics that are ordinarily present in good reading orograms.’
These may be outlined as follows:

1. A suitable and stimulating environmaznt in classroom and school
a. Active use of the outcomes of reading
b. Well-lighted, comfortable, colorful classrooms
C. Movable and adjustable furniture '
d. Interest-catchers, such as a library corner or reading corner
e. Constantly changing and attractive bulletin boards

2. Materials that are widely varied and nlentiful

a. A well-managed and well-equipoed central school library or,
at the very least, a classroom library that is changed
frequently

b. A wide variety of interesting reading materials, including
the subject areas

c. Readily available records, films, filmstrips, and other audio-
visual aids

d. Naterials of many types, representing many interest areas,
appropriately graded for the grouvo

3. Serious attention to'a program of readiness for reading at the

beginning and at each succeeding developmental step

a. Understanding on the vart of the total faculty of the imvor-
tance of informal readiness as well as formal readiness at

thie beginning of school
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b. Provision for the readiness aspect of every lesson in every
grade

c. Adaptability of teachers to fit developmental levels of
children instead of some arbitrary expected grade standard

Morale and enthusiasm of the teaching staff high :

a. Cood communication between aaﬁinistration and teaching staff,
and among teachers

b. Support by the custodial staff

c. Good salary levels, security, and reasonable classroom load

d. Strong but democratic administrative and/or suvpervisory
leadership, providing for continuous:growth of staff members

e. Willingness to investigate new and different materials and
approaches

Reading taught in the content subjects, and reading instruction

ntegrated with instruction in other areas of the curriculum

a. The reading of content subjects such as mathematics, social
studies, or science, taught as a part of that subject, and
not expected to carry over completely from the reading period

b. Wide reading in reference works and other sources supplementing
the textbook, or use of a unit approach

The reading program systematic, well-balanced, and complete

a. Instruction given in all fundamental aspects ol reading

b. All forms and types of reading included, with the emphasis
always on meaning :

c. Guidance of the children toward sélf-direction and indepen-
dence, utilizing both cooperative and individualized avoroaches

Instruction adapted to a wide range of individual differences

a. Grouping flexible and adapted to needs and cavabilities

b. Materials varied in level and type

c. Teacher-consciouness of particular problems of each individual
and attempts to provide special helo '

d. Both individual and grouv .aporoaches

Systematic avoraisals of progress

a. Tests and many other evaluation techniques used, but chiefly
for diagnostic purposes, leading toward effective teaching

b. Staff deenly concerned with the welfare of children and
continually attempting to improve vpractices.

Adequate provision for remedial treatment of children who show

serious reading retardation ‘

a. ALl teachers with some training and interest in remedial
techniques

b. Special provisions made for some children

c. Investigation by administrators of newly available funds for
remediation

Recognition of the importance of good home-school relations

a. The child's progress carefully interpreted to the parents

b.  Use of PTA, parent study groups, programs, school newspapers,
and other means to convey the importance of the reading pro-
gram and some knowledge of what is being done

| N
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Note: More information regarding characteristics of an ef fective
reading program may be obtained by consulting Bond amd Wagner, Te&mhing

the Child to Read, chap. iv; DeBoer and Dallman, The Teachin ading
pp. 383-89; Strang and Lindquist, The Administrator and the iigroggment
of Reading, pp. 49-50. “

PROBLEMS TO AVOID IN READING PROGRAMS

In addition to problems that are related to the characteristics men-
tioned in the preceding section, there are several other problems
that may appear in a reading program to the detriment of learning.
The brief discussions following the problems stated bslow may help
in dealing with similar situations that may arise.

1. The reading situation should be gtimulating, but must not

bring undue pressure to bear upon the child or the teacher.
Pressure may be fostered by the parents or other members of the fam-
ily, from the child himself and his own perceptions of his situation,
from the school, or from a threatened teacher. If the emphasis in
the school is on covering a certain amount of material at each grade
placement, or if there is a highly competitive atmosvhere, this ores-
sure will be reflected in poor pupil performance. The normal reaction
to pressure is to back away from the situation causing the pressure
feeling. Consequently, pupils who feel a pressure in regard to read-
ing will tend to avoid reading whenever possible. Developing oroficiency
at any level is preferable to covering several books without true
learning-~-the maintenance of the desire to learn is a much more impor-
tant outcome than temporary skill.

2. YNethods used in _instruction should be carefully selected so
that habits that are detrimental to efficient reading will

not develop later,

Some methods that seem to do an outstanding job of developing reading
skill in the early stages exact their toll later. Wheh a new or
different method of teaching reading is being evaluated, the evaluation
should follow the child for several years. An overemphasis on oral
reading or on phonics, for example, may produce a reader who can never
progress beyond the speed of speech, which means that he will be
unable to cover the materials assigned in high school or college; or
these emphases may produce a reader who calls words beautifully but
pays little attention to their meaning.

3. Evaluation of achievement must be complete and continuous so
that the student may proceed in a directed ‘ashion.

Proper instruction depends on the timely diagnosis o weaknesses and
needs of class groups and of individuals. Continuous student records
that can be examined by the student himself as well as the teacher,
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expecially in intermediate and upper elementary grades, will show the
student the reasons for needed help. This will, in turn, make it easier
for the teacher to offer this help.

L. Content of reading materials should: coincide as far as possible
with the pupils!' centers of interest.

If the materials to be read are not in the children's sphere of
understanding, attention will lag. One of the essentials for efficient
teaching is attention. Stories that are far outside the experience
and interest of the group will lack meaning and purpose. What they
should have must be fairly close to what they now have, or they will
not be able to progress. Belection of materials should perhaps be
made with the help of the children, as well as curriculum experts

and teachers.

5.- Children should not be asked to read at frustration level.

When a child misses more than one word out of every running twenty
words in oral reading, he is at frustration level. The load is too

" large for him to carry--he cannot learn that much. Many low-achieving
children are asked to do this every day. Is it any wonder they object,
become behavior problems, reject reading and teachers? The emphasis
should be on moving ahead only as fast as the individual can move
successfully, and thus on the prevention of reading problems.

6. The skill-building program should not be isolated from regular
reading.

Skills presented in isolation tend to remain in isolation. Applica-~
tion of the skill-building exercise to words from the reading lesson,
which have meaning, is essential. Separate phonic systems, while
appearing to add skill, may not transfer well, especially with the
slower half of the normal class. Phonic and structural analysis is
a portion of reading, not an end in itself.

7. Workbooks must contribute to the learning of the child.

A workbook can be a very valuable adjunct to the reading program if-
properly used. The teacher should not merely tell the pupils to "go

to work" on it. The workbook is a teaching tool designed to supple-
ment skills presented in the reader, add new skills, and provide
repetition. The teacher should explain the purposes, go through the
procedure to be used in the exercise, and make certain that all child- ‘
ren know what €o do before they start to work indewxendently. Workbooks '
are often assigned to pupils who already know quite well the skills
presented, and who would profit more from other materials. They may

be used as a crutch by a teacher in place of originality and creativity,
or used merely to keep children busy while the teacher works with oth.r
groups. This latter problem is not ordinarily the fault of the teacher,
but a result of overcrowded classrooms. In any case, however, it means
that the workbook is not worth the money the school is spending for it.
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8. The poals and objectives of the reading vrogram should reach far
into the future and not be confined to what is likely to be met
curing the next year of school. -

Over concern with what the next teacher will expect tends to blind the
teacher to the final goals of the teaching of reading. The ultimate
result of the program should be a student with efficient, independent
reading habits, prepared for responsible citizenship and ability to
profit from reading on hiw own.

Further discussions of these and other orincinles and oroblems of

reading pro S can be located in burton, Reading in Child Develon-
ment, pp. 237, 542-L7; Heilman, Princioles and Practices of Teaching

Reading, pp. 3-20; Hildreth, Teaching Rmading, bp. 39-L0; and Tinker
and McCullough, Teaching Elementary Eeaaing, pp. 250-52.

METHODS OF TEACHING READING

Most sources in the teaching of reading will either explain several

methods briefly or expouse one method to the exclusion of others. It

is difficult to locate a complete discussion of the many possible ap-

proaches to reading. The attempt here, then, will be to present each

of the most popular methods used in the past one hundred years in schools
in the United States, and give further references which discuss each

of them more completely. The reader should realize that many varia-

tions of any particular method may be possible, and that it is extremely
rare for a "pure" method to be continued in operation in a classroom

for any period of time.

Experience Method

With the experience method the teacher takes advantage of the interests
and background of the children to produce reading material with which
to teach. Children (as individuals, in grouos, or as a total class)
relate experiences, and the teacher writes down (usually on the chalk-
board as a first step) some of the things they say. Later the teacher
can transfer the experience story to a large chart. Sentence strios
and word cards can also be made for matching vurposes, to use in

games, or for other activities.

Usually, one child after another reads successive sentences, and then.
a child or two will read the entire story, If the chart is to be
permanent, tagboard is usually used; but in general, since most ex-
perience stories are somewhat transitory and not worth going over too
many times, newsprint is used as chart paper. In the primary grades,
manudcript form will be used for the lettering because manuscript
letters approximate typed or printed material. A felt pen, a black
or colored crayon, a ballpoint pen, or rubber letter-stamps can be
used to form the letters, but legibility and the distance of the reader
from the chart must be considered. For most group teaching, capital
and tall letters should probably be about 1} inches high, the small
lettvers one-half that tall.
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Possible advantages of the method:

1. The vocabulary is the child's own. MNeaning and understanding are
already present.

2. The stories, since they come from the children, are almost certain
to be interesting to the children.

3. Important phases of comorehension such as sequence and organization,
summarization, and attention to exoression are included naturally.

L. Individual differences can be rather easily accommodated since the
teacher does control both the production and the reading of the
story. |

5. Reading is not formal or remote--not a separate subject, but a
natural outgrowth of experience.

6. Great flexibility of content is permitted.

-Possible disadvantages of the method:®

1. Vocabulary control is difficult. If too many new words are in-
troduced at once, the child may learn none of them.

2. MNeaning vocabulary may differ considerably from child to child
within the group, and the most advanced pupils are more likely
to control the making of the story.

3. The reading material developed may lose its initial interest if
used many times.

L. Since the teacher must spend a great deal of time and effort in
making the charts, he may not be able to svend enough time in
other areas of the curriculum.

5. Pupils tend to memorize the materials, giving them a false im-
pression of the act of reading.

6. Sight vocabulary may not be repeated often enough in varying
contexts to ensure completé learning, and a great deal of puessing
at words may result.

7. Literary quality is not likely to be high; the content may be
- restricted; the organization and sequence may be poor.

8. It is often difficult to include material from all of the child-
ren in the grour; since the charts are usually quite short, it
is even difficult to get all of the children to read something-
after the charts are made.

In spite of the many objections possible, the exnerience method is a
good approach to use in beginning reading and offers an easy transi-
tion to books. It can also be used as a valuable supplementary method




to printed materials, adding interest and flexibility. When used as
a pure method, however, the disadvantages tend to rapidly overcome
the advantages, esvecially at stages beyond beginning reading.

Note: For more information see Burton, Reading in Child Develovment,
pp. 213-31; Gans, Guiding Children's Reading Through Exverience, en-

tire pamphlet; Herrick and Nerbovig, Using Experience Charts with
Children; Lee and Allen, Learning to Read @Eiaugﬁ Exverience; Allen
and Allen, Language Experiences in Reading: Teacher's Resource Book.

Sight Methods, or "Look and Say" Methods

Several methods of this type have been utilized, all having the same
theoretical basis. Names most often used are sight-word method,
word-phrase method, and sentence-story method, depending uvpon the
length of the printed unit used for basic recognition.

In the word method, the teacher puts a word on the board or uses

a chart. He pronounces the word, has several of the children pro-
nounce it, and then combines it with other words to form sentences.
Pictures are used to introduce words inasmuch as they are related

more directly to children's experiences than the abstract printed form.
The words are recognized at first by general shave or configuration.

The word method is not particularly new. John Amos Comenius, author
of the first illustrated textbook (1658), not only introduced pictures
as aids in learning, but also suggested the word method of teaching
reading. The first American educator to recommend the word method

was Samuel Worcester, author of Primer of the English Lanpguage (1828).

Gradually other proponents of new methods suggested that there was
more meaning in a phrase, a sentence, and finally an entire story
than there was in the word and that the meaningful unit should be
lengthened. The sentence method presents an entire sentence at a
time; the sentence is divided into words that are then used in many
different sentences. In the story method, the teacher reads a story
over and over until most of the children have memorized it. He then
shows them the first sentences, reads the sentences aloud, and has
the children say the lines as they look at them in orint.

Each of these methods rests on the initial presentation of meaningful
units. Through repeated exposure, the child learns to associate the
meaning and pronunciation of words he can speak with the printed forms
of those words. Gradually the oral stimulus is omitted, and the sight
of the symbol by itself will convey the meaning. In all respects,
these methods put the emphasis on meaning. The child will recall
printed form dog, we first talk about dogs so that the child will
recall former experiences with this symbol. We say the word "dog" and
he repeats it. Then we show him a picture of a dog, if possible, and
at the same time show the printed symbol--always pronouncing the word
since the spoken form is known. Soon the child will extend the chain
of his experiences to include this new stimulus, and he will associate
the printed form with the spoken form and with his previous feelings
and concepts about dogs. The discovery that printed words "talk" is
~ne of the first steps in learning to r§ad.
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Where the word method is carried to extremes, lists of isolated words
are used. The children are drilled on these words and are required
to recognize them at sight. Flash cards are used merely to vary the
order of presentation. In this way the meaning of the word vanishes
and the advantage of the meaningful unit is lost.

Vhere the method is not so extreme, words are introduced gradually in
context and repeated extensively, varying the context. The teacher
then begins to develop greater observation of the details and smaller
features of these words. The words are learned before the names or
sounds of the letters inasmuch as the letter or sound is not a mean-
ingful unit when separated from the wecrd.

Some of the advantages of the "Look and say" method, whether used with
words, phrases, sentences, or stories, are these:

1. The children associate meaning with their first attempts at reading;
the emphasis is on comprehension from the very beginning.

2. Appreciation of reading as an enjoyable activity may come ranidly
since it does not take long to develop ability to read a simple
story in which many of the words are reveated. Incidentally, such
renetition in itself is often an enjoyable activity for children.

3. Learning larger units rather than smaller units (such as letters),
tends to make reading more rapid and adds to the sveed of under-
standing at later stages of development when such speed becores
more necessary.

L. A child tends naturally to learn by larger units first and then

learns to break the larger units into components since the larger
units are already familiar to him in another form.

Some disadvantages of this method are likely to be these:

1. The children may not look at the word when it is being oronounced
for them and therefore do not carry through the expected association.

2. Adults tend to think in terms of smaller building blocks of read-
ing and language and may object strenuously to the method. If
this is expressed to the child, even indirectly, he will lose con-
fidence and therefore learn poorly.

3. A child who fails in the beginning has no method of proceeding on

' his own, since if this method is used exclusively no word attack
is possible in the beginning stages. Someone must always pronounce
the unknown word.

L. If the language background of the child is different from‘that of

others in the group and not suited to the school form of language,
a long vperiod of language readiness is necessary.

For further information, see Anderson ard Dearborn, The Psychology of
Teaching Reading, no. 138-55; Heilman, Principles and Practices o%
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Teaching Reading, pp. 108-18; Smith and Dechan*, Psychology in Teaching
Reading, pp. 198-201.

Word-At*tack Methods

Two methods are inéluded in *+his category, *hose usually called phone*ic
analysis and s*tructural analysis. A general descrip*ion of the *wo
me*hods will be presented here.

The Phonetic method involves associating basic speech sounds wi*th let-
*er symbols and combinations cf letter symbols in order *o iden*ify
words. In the phonic method, as originally conceived, *he %eacher
started *he reading program wi%h drill on le*+er sounds as the firs*
step in reading. The next procedure was to teach *he child how to
blend *he sounds together in words *ha* could be recognized and *hat
were regular in sound, starting with two-and +hree-lef*er words.
Af%er drill on words incorpora*ing +he sounds was finished and the
children knew some words, books and s*ories were introduced. Writing
or *racing was (and is, in presenf-day phonetic sys*ems) often incor-
porated in*o *he me*hod, especially for nonphone*+ic words. '

Structural analysis means *he recogni*ion of new words by noting the
known roots or word parts and combining these wi*h inflectional end-
ings (as -s, -ed) or with prefixes and suffixes, and the recognition
of compound words formed from known words. Syllabication and accenv
are also usually considered as par® of sh%ruc®ural analysis. Yhis
approach %o reading is never advanced_as a full approach, as 1s nhonics,
bu* always appears.as supplemental *o o*her methods (phonics, the basal
reader, the sigh% method). Some sigh* recognition of word parts (the
rool or common parts of words) is,essential in the beginnin% stages of
structural analysis if further progress is.to be possible. The in-
clusion of the analysis of word s*ructure in a reading program has

been shown to have real value, especially for the brighter children.

These two methods are called synthetic methods since *he reading re-
sults from "puv*ting *he pieces *ogether."

In general, the advantages are these:

1. The child who is able to learn this way rapidiy develops inde-
* pendence in discovering for himself what the word is.

2. Oral reading and pronuncia*ion may be improved.

3. Material that is quite difficult may be given children to read in
the'pgimary grades. (The reading may, however, be mere word cal-
ling.

L. The method works in some indi¥idual cases where the visual approach
does not*.

The following may be the disadvantages:

(mPe

Q




1. The program is rather rigid and incorporates a large amount of
drill in the early stages. Many children reject this tyvne of
program.

2. There is no real interest in the beginning stages because it is
drill and not true reading.

3. There is little attention to meaning; attention is focused on
sound, and comprehension tends to suffer.

L. This method is apt to produce readers who read in a slow, labored
fashion with much lip movement and. vocalization.

Note: Refer to Chall, Learning to Read; the Great Debate; Durkin,
Phonics and the Teaching of Reading. Gray, On Their Own in Reading;
Harris, Bffective Teaching of Reading, pp. 190-211; Heilman, Phonics
in Proper Perspective; omith and Dechant, Psychology in Teaching
Reading, pp. 194-98.

The Alphabet-Spelling Method

In this method the names of the letters are taught first. Then the
letters of words are named in sequence, and finally the word is pro-
nounced. In many languages this procedure is more effective than in
English, since in English the names of the letter may have little to
do with their sound; for example, are-ay-tee, as in rat. The method
was widely used from the seventeenth through the nineteenth century,
and the preface of the FcGuffey orimer states that this method can be
used with that book. Because of the differences between names of

letters and their sounds, however, the phonetic method gradually suo-
rlanted the alphabet method. '

Using this method with the English language has no apvarent advantages,
and the disadvantages are those of the other synthetic methods (ohonics
and structural analysis) with the added oroblem of the lack of corres-

pondence between names and sounds of letters. "

See: Burton, Reading in Child Develooment, pp. 209-10; Strang and
Bracken, Making.Better Readers, p. 12.

Oral Reading Method

Incorporated into nearly all other methods is the oral reading approach.
it can hardly be called a method in itself. It is mentioned here be-
cause prior to 1920, it was considered a method since it tended to
consume a great deal of time in classroom practice. There is still

some controversy over the amount of oral reading that should be included
at various stages.

When children are in the beginning stages, it is important for the
teacher to detect an error in reading as it occurs so that it can bhe

immediately corrected and not repeated. Furthermore, oral reading tends
Q
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to provide the intermediate step from spoken to printed langhage.
Consequently, the primary grades should include much oral reading.
On the other hand, after the initial stages of reading instruction,
a great deal of oral reading does not add much to the reading pro-
gram, and oral reading around the group may become a problem rather
than a help. Oral reading will be discussed more thoroughly in Unit
Three of this series.

Note: Refer to Heilman, Principles and Practices of Teaching Reading
PP %72-72; Tinker and ¥cCullough, Teaching Elementary Reading,
pp. 203-13.

The Non-Oral Method

In several articles and studies between 1937 and 1945, McDade and
Buswell reported on a method of purely visual reading that omitted
the spoken portion of the lesson entirely. In this method puvpils
are told not to say the words even to themselves. Instead, words
are shown in conjunction with pictures, obijects, and actions, and

a period of oral preparation orecedes the reading lesson. The oral
symbol and the printed symbol are never presented together as in
other methods.

The idea here was to induce a "see and comprehend" process without
the intermediate step of "saying,"™ and in this way to overcome the
problem of vocalization. In careful experiments with this method,
however, there was no significant difference, even in terms of lio
movement, between grouns taught in this manner and grouons taught
with usual methods of involving oral reading. These expveriments dem-
onstrated the unimportance of the method as compared with the factors
of child develooment and the spread of individual differences in a

; school population, and should be remembered when any oure method is

1 advocated.

See: Guy T. Buswell, "Non-Oral Reading: A Study of Its Use in the
Chicago Public Schools," Supvlementary Educational Monograpohs No. 60,
Chicago: University of Chicago Press, 1Q45.

g The Audio-Visual Method (New Castle Plan)

In a number of articles in professional journals, Glenn McCracken has
' presented results of experiments in New Castle, Pennsylvania, with a
! somewhat different method. In this method, colored filmstrivs were
; developed for use with a basal series. The content of the filmstrips
is parallel to, but not identical with, the content of the series. All
¢ initial instruction for each lesson is given in the filmstrip, and
projected images of the reading materials are used. The tests them-
selves serve as testing and practice materials. Data ovresented show
extremely favorable results, although some authorities question the
controls used and the amount of time svent in this ovrogram in comnari-
son with others.
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A new series of readers written by McCracken and Walcutt and published
by Lippincott follows this idea to some degree. The readers also in-
corporate much phonics.

The advantages would seem to be the following:

1. The method elicits high interest and attention.

2. There is careful preparation (readiness) for eveey lesson through
the use of the filmstrips. . .

3. The large colored projection is vivid, the room is semidark, and
there are few things to distract the attention of the pupils.

L. The size of print may be better adapted to farsighted young pupils
than is the print in books, and it is presented at a distance
rather than close up.

5. Since the text is presented in projected form, the group can work
together on the same materials, and since it is projected on the
chalkboard, underlining and other forms of mak¥king may be used.
These techniques are not practical when using a book.

. Possible disadvantages are these:

1. Since the lessons are "canned," the creative teacher has little
opportunity to do special things for his grouo to accommodate the
ways in.which they are different from the usual class.

2. The transfer to the brinted'page may oresent some problems.
3. Use of a wider variety of materials is not as likely because of

the larger amount of time spent with this aoproach, and the dearth
of adapted materials.

L. Utilization of grouping and other adaotations is difficult.

For further reference, see: McCracken, "New Castle Reading Experiment:

A Terminal Report," Eyementagz English, Vol. XXX (1953), pp. 13-21; or
"The Value of the Correlated Visual Image," The Reading Teacher, Vol.
XIIT (1959), pp. 29-33.

The Kinesthetic Method

In 1921 Grace Fernald described a technique that has since been used

with much success, especially in remedial reading. The basic method
is as follows:

‘1. In early stages the child is asked to tell a few words he would like
to learn and these are taught one by one. Then he is encouraged to
compose & little story. These stories are typved for him. The method

of teaching words changes as he improves and occurs in four stages; "
as follows: .
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a. Tracing. The word is written or orinted on strips of paper
(Lx10 inches), and the child traces it with his finger, saying
each part of the word as he traces it. He oractices until he
can write it from memory, tests himself on a scrap of paper,’
and compares it with the original. He then uses the word in
his story. Each new word learned is placed in an alvhabetical
file. In this method, finger contact with the paper is impor-
tant. The child never copies a word but rather writes from
memory and then compares with his model. The word is always
written as a whole. Pronunciation by parts must accompany the
tracirng, and transfer is provided by the teacher's typing what-
ever the child has written.

b. Writing without tracing. After some time in the above stage,
Ei?fering with each child, the child does not need to trace
all words. At this point he looks at the word, says it to
himself several times, and writes it from memory. Cards are

substituted for the strips but are still filed alphabetically.

c. Recognition in print. At this point it becomes unnecessary for
the child to write each word or to have each word on a card.
The child looks at the word, is told what it says, oronounces
it once or twice, and wikites it from memory. Reading in books
usually starts at this time though the books are often much
more difficult than preprimers, (Note the similarity here to
the "look and say" approach, but with the addition of writing.)

d. Word Analysis. The child begins to note the resemblances of
the new words he meets to known words, and it is no longer nec-
essary that he be taught every new word. Phonic sounding of
word parts is not allowed in this method but skill in word anal-
ysis gradually develops through the larger, similar structural
portions.

Total nonreaders start at stage a. Children who are having less
difficulty in reading start at stage b. Difficult as well as easy
words can be taught from the very beginning. S5and trays may be
used instead of paper strips for practice.

Advantages of the kinesthetic method are these:

i
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Careful and systematic study of words with a consistant left-to-
right direction of attack is inherent.

A'large amount of repetition and constant checking is provided,
and words tend to be retained well.

Errors can be noted and corrected immediately, and the child has
a good sense of his own progress since his file keeos track of %Zhe
words he has learned.

The other sensory impressions received from the fingertivs and ‘rom
the writing tend to reinforce the visual and auditory stimuli and
are especially important when a child is not a particularly adequate
visual or phonetic learner.
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Disadvantages often mentioned are the following:

1. In large groups the amount of time the teacher must spend in
making strips, checking, and other tasks may be exorbitant. The
teacher mucst be well organized and preferably should have a
smaller group than is usual in the regular classroom.

2. The method tends to be slow, especially for those who learn readily
by visual methods.

3. The use of books may be put off for some time. This may tend to
divorce reading from books in the mind of the child and lead to
some transfer difficulties. '

L. Young childrer have a tendency to spill the materials that must
then be picked up and again alphsbetized.

See Fernald, Remedial Techniques in Basic School Subjecte.

Individualized Reading

In recent years this new approach has had a number of advocates. It
is based on the principle of self-selection and on individual pacing
of reading materials ured. Basically, each child relects a book he
wants to read. The teacher has individusl conferences with each
child, usually four to ten minutes for each. During at least & por.
tion of this time the child will read orally to the teacher. Care-
ful records are kept on each individual and the tescher can set up
skill-building groups as the children reveal their needs during the
conferences, Basal readers are not ured but rather a variety of
trade books, The learner i to have the opportunity to explore a
wide assortment of reading materials so that his self-selection ir
truly his own. Suggecstions are possible in this context but only
when the child arke for suggestions.

An adaptation of the individuslized reading approach is that of multi-
level moterials such as the SRA Resding Laborstories and rome programed
materials. The comments made here do not particularly apply to the
multilevel materials approach, but rather are concerned with the pure
individualized methods. '

Advantages of this method appeer to be the following (though careful

evaluation has not yet been completed):

1. Self-selection of materisls keeps interest and motivation at a
high level.

?. Individusl differences in ability are taken into account more
fully than by any system of grouping, and individual teaching
more nearly reaches particular problems. Children are not com-
pared directly with one another.

(954
.

A 'larger amount of reading seems to result.

A closer personal relationship between the teacher and the child
may result from the individual conference sessions.
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5. Independent work habits, self-confidence, and self-direction tend
to be fostered.

Limitations of this method avpear to be these:

1. The skill-building program is difficult to handle, since every child
is reading in a different book, using different words, and meeting
differert problems. Systematic instruction in these skills may be
lacking.

2. Record-keeping in a large class can become a ma jor oroblem.

3. Children do not always select reading books on a level which they
can profit. Research suggests that children vary the grade level
of their choices continually. Poor readers tend to select books
that are too difficult for them.

L. 1In cases of difficult problems, too much extra time may be devoted
to particular individuals who cannot profit from this time to a
justifiable degree.

5. There are some advantages to working with others in a grouo at least

a part of the time. These advantages may not te attained in 2 com-
pletely individualized approach.

6. There is need for a tremendous, constantly changing variety of books.
Note: Refer to Barbe, Educator's Guide to Personalized Readin Instruction;
Darrow and Howes, Avproaches to Individualized Reading; Lazar, A Practical
Guide to Individualized Reading; Spache, Toward Better Reading, on. 150-

85; Veatch, Individualizing Your Reading Program. _

Neurological Impress Method

This is a new remedial method for use with older children who are se-
verely handicapped in reading. It is individual, and eroloys oral
reading exclusively. It was developed by Dr. R. G. Heckelman while
working at the Merced County Schools Office in Merced, California.

In this method the pupil and the teacher read together, orally. In

the initial stages the instructor reads loudly and slightly faster than
the student. As a more fluent reading process is established in the
student, the instructor lowers his voice and/or reduces his sneed so
that there is a tiny lag behind the student's reading. The instructor
accomnanies the words he is reading with a smooth continuous rotion of
the index finger under the sentence, and the student may take over this
activity later. No checking of the understanding is used, the concern
being with the flow of the words rather than on any kind of accuracy of
word calling or understanding. The disabled reader is vlaced slightly
to the front of the teacher, both hold the book, and the voice of the
teacher is directed into the ear of the student at close range. No
attention is given to a oreparation for the story, to the pictures, or
to the teaching of ohonics; but the teacher comments nositively as to
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‘the success of the child and calls attention to the new fluidness with
which he is now reading. Students are allowed to take materials home
to read and are encouraged to read for themselves.

Advantages of this method appear to be the following (though very little
research on its effectiveness has been completed):

1. There is a great deal of personal support given to the reader.

2. No checking is done, and this should help to give the reader con-
fidence.

3. When the reader does not know a word, he is given the word immediately

without embarrassment or concern, and the story flows on without
interruption.

L. , Though there may be a good deal of question about the neurological
foundation of the theory behind this method, it is obviously a very
direct and straight forward method, so that the advantage may be seen
immediately by the disabled reader.

Limitations of the method appear to be:

1. In the writer's own tryouts of this method in the reading clinic,
it would not appear to work well with most younger children. Some

facility in reading is necessary first, before the pressure for
fluency makes sense.

2, Certain personality types do not seem to react well to the closeness
of the teacher and the pacing by the teacher.

3. The tracing under the words with the index finger can be eliminated
in many cases, and probably would be a gain if eliminated with
many children, as long as they can read most of the words.

L. Because of the strain of continuous oral reading, a fifteen-minute
period at one sitting seems to be sufficient.

5. There is a danger in developing a word-caller who pays no attention
to meaning as he reads.

Combinations of Methods

Most teachers today teach reading through a combination of many of
these methods, using the basal readers as the vehicle for oresenta-
tion. There is no question that a combination method, rather than
any one of those mentioned separately here, is more 11kely to help
more children learn to read. This is obvious from the lists of advan-
tages and disadvantages given for each method. And since there are
differences in learning rate, in kind of thinking, in stimuli,that
make the greatest impression, and in every aspect of learning among
individuals it is only reasonable to attempt to reach more of these
individuals by including parts of many methods.

Q
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Teachers reading this explanation of pure methods are urged to adapt
ideas from all those presented for the benefit of their own classes
and never to attempt to become complete purists in method. Utilizing
a2 single method in teaching reading to the exclusion of other methods
also excludes the possibility of learning for some children.

. 100

. L » Lyg. "The Reading Program, K-6", Science Research
AW@QS, Inc., Un*f’c ‘”ﬂm October 15, 1968, p. 1-25.
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Samnle Performance Objectives for

Late Childhood (7-11 years of age)

The Pasco County English Language Arts program objectives listed
in the preceding section have been translated into samnle oer- .
formance objectives, giving an examvle ore-assessment activities,
the learning opnortunities or activities, the materials which
might be needed, and evaluation techniques vhich may be used.

The following format is suggested by the wfiting committee for
teachers to use in setting up performance objectives based on
Pasco County English Language Arts program objectives:

(1) program objective: :

(2) emphasis of program objective at this level:

(3) pre-assessment: to find out if students are already
performing in this area or at what level they are
performing,.

(4) example of an instructional (verformance) objective
at this age level.

(5) learning opportiunities or lesson olans which will
give students the ooportunities necessary to learn
to perform. ‘

~ (6) approximate time it would take for the lesson plan.

(7) evaluation: How will you know when the student can
perform:

Level 1 - Minimum '
Level 2 - Intermediate
Level 3 - Maximum
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Late Childhood (7-11 years old)

I¥. Reading

1. Program OBjective: To acquire readiness for reading.

Emphasis: Some program emphasis

Pre-Assessment: Through discussion =sscertain child's ideas of the
title "Radium Treasure."
Sample Questions

*What does the term "treasure™ make you think of?

*Why do you suppose radium would be a treasure?

*¥Do you think this story is about a treasure hunt?

Example of an instructional (performance) obiective for this level:

By recalling or acquiring necessary experiences and information (in-
cluding vocabulary), a child is ready to read a selection.

Learning Opportunities: Look up the word "radium™ in a reference
book. ry to find out answers to these questions:

a. What is radium?

b. Who discovered radium?

c. Where and when was radium discovered?

d. Of what use is radium?

Time: 20 minutes

Evaluation: Ask child to read "Radium Treasure" and question content
to determine effectiveness of the preliminary preparation. Level 1:

A child should be able to use word recognition skills and context clues
to interpret unknown words. Level 2: A child should be able to use
word recognition skills and context clues, interoret unknown words, and
associate a treasure hunt to his own previous exverience. Level 3: 90%
of the children would have achieved Level 2.

2. Program Objective: To associate a orinted word with not only
spoken sounds buvt also meaning.

Emphasis: Strong program emphasis.

Pre-Assegssment: Have children listen to, read, and discuss advertise-
ments on T.V. and in magazines. Observe children’'s ability to
interpret plausible facts from exaggeration.
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Example of an instructional (performance) objective for this level:
To recognize that printed symbols stand for ideas.

Learning Opportunitfss: Have children collect and bring in advertise-

*

ments. ecognize words of exaggeration. Observe words specifically

printed either in bold or large print and discuss meaning conveyed by
print size. :

Time: 30 minutes.

Evaluation: Ask children to interpret a TV commercial or magazine
agvertisement. Level 1: A child should be able to recognize words

of exaggeration. Level 2: A child should be able to recognize wvords
of exaggeration and discuss meaning conveyed by size of vorint. Level 3:

A child should be able to recognize words of exaggeration, discuss
meaning conveyed by size of print.

3. Program Objective: To be aware of similarities and differences in
" reading and speaking.

Emphasis: Little program emohasis

Pre-Assessment: Observe child's apoarent awareness of similarities
and differences in speaking and reading.

Example of an instructional (performance) objective for this level:

A child should be able to state a specific similarity and a specific
difference in reading and speaking. :

Learning Opportunities: Read a poem "Ships of Free America" from
Adventures Here and There, American Book Company, Atlanta, Georgia.

p. 133¢. Discuss such phrases and lines as to meaning and content.

"Be not afraid"” (Line 8) "Beneath blue skies of gray." "The 'Clermont’
first was made." "Translate" the above in spoken language.

Tire: 5-10 minutes.

Evaluation: Ask children to restate words of voem as they would or-
dinarily sveak them. e.g. * "Do not be afraid.", "Don't be afraid."
TLevel 1: A child should be able to restate words of a poem as they
would ordinarily speak them. Level 2: A child should be able to re-
state idea of poem in his own words. Level 3: A child should be able
to compose a short verse showing the mechanics of formal composition.

A. Program Obiective: To recognize the nature of meaning of what is
read; to make ol reading a question-asking, oroblem-solving pro- .
cess; to realize that language suggests more than it says.

Emphasis: Some program emvhasis
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Pre-Assessment: Question child to determine his ability to reach a
logical conclusion.

e.g. * What will and lead to?
* If . continues to y what is likely to
happen?
* What would happen if ?

Example of an instructional (performance) objective for this level:

Having been presented with.certain facts a child should be able to
deduce an implied conclusion not specifically stated.

Learning Opportunities:
o CRITICAL THINKING ACTIVITY FOR
DEVELOPING INFERENTIAL REASONING

In many stories, articles, or textbook chaoters you read the author
does not tell you everything in specific statements. He orovides
you with enough information so that you can decide for yourself by
reading between the lines or by putting all the evidence together
to "infer" his meaning.

Read the following paragraph and see if you can infer the answers
to the questions listed below it.

The sun was not far up in the sky, but it was already
hot. Jim set his lips and frowned as he pushed the
mower back and forth, back and forth, across the front
lawn. "Dad sure was right," he muttered to himself.
"What's the use of having ah eld lawn out here at the
cabin anyway? Women....that's the trouble. A1l they
can think about is pretty little flowers...pretty
- green grass...Shucks!n"

The door .ovened, and his mother called, "Jim, Breakfast
is ready, and you can eat Jjust as soon as you've fin-
ished that lawn. And just remember this: Do it right
or there'll be no fishing for you today."

"Aw, Mom," Jim grumbled, "have a heart. I'm hungry.
Besides, we're not going fishing. We're going clam-
ming, and the tide'll start coming in before I even
get there."

"You heard me," his mother answered firmly. "If you

had taken care of that job Yesterday when you were
supposed to, you'd be ready to go." She closed the door
with a slam.

Time: 1 class period as needed

Evaluation: Check student's accuracy in answering the following
questions:

In each pair of questions below, the first question asks for an
inference, and the second calls for verification of an inference.

Q
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How does Jim feel? (annoyed)

How can you tell how Jim feels? (Line 2-Jim grumbled)

Where is the cabin? (Near sea-or bay)

What words and phrases help you determine the location of the
cabin? (clamming)

What time ef day is it? (early morning) :

What evidence can you find to tell you that it was morning?
(Breakfast-sun not high)

What is the time of year? (summer)

What words and phrases help you determine the time of year?
(Mowing lawn; hot)
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Program Objective: To read orally with evidence that .one identi-
Ties with and understands the material, character, motivation,
emotional content, etc.

Emphasis: Little orogram emphasis

Pre-Assessment: Listen to child's oral interoretation of a reading
selection.

Example of an instructional (performance) objective for this level:

Given the opportunity to read orally, & child will read with exores-
sion, fluency, and interpretative meaning.

Learning Opportunity:
THE KING WITH A TERRIBLE TEMPER

Divide the group into five units as indicated. Each grouo resvonds
with appropriate response when its Key is given in the reading of
the story. 2 or 3 children could take turns reading the story con-
tent.

Key: Characters. Response
1. Narrator Reads story content
2. The King G-r-r-r
3. Fat Daughter Ka-plunk
L. Thin Daughter Whistie
5. Besutiful Daughter A-a-a-a-ah
6. Handsome Prince A-ha
Narrative

There was once a King with a terrible temper (G-#-t-r). He had three
daughters. The eldest was very fat {Ka-plunk); the second was ex-
ceedingly thin {Whistle); but the youngest was wery beautiful (A-a-a~a-ah).

Now in a nearby country there lived a handsome prince {(A-ha). One

day he came to the palace of the King with a terrible temper (G-w-r).

"I have come," said he, "to seek a wife among your daughters" (Ka-plunk,
Whistle, A-a-a-a-ah). First he was presented to the eldest and, well,
£he heaviest daughter (Ka-plunk). "She would eat too much," said the
handsome prince {A-ha). Then appeared the daughter who was very thin
(Whistle). She did not please him either, and he said, "But I heard
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that_you had a young and beautiful daughter!" (A-a-a-a-a-ah). This
displeased the king with a terrible temver (G-t-f-t). Said he, "You
can't rob my nursery for a bride!n "Well,"” came the revly, "I cannot
love your oldest daughter (Ka-plunk), and I don't like your thin
daughter (Whistle)."

Just then on the stairway appesred the youngest and most beautiful
daughter (A-a-a-a-ah). g;pture filled the heart of the handsome prince.
(A~ha), and he cried, "I will take your youngest daughter!" His words
greatly angered the king with a terrible temper (G-r-r-r). m"Call out
the guards,™ he thundered, ™and turn out this upstart of a orince!"
(A-ha). But the suitor immediately seized in his arms the willing orin-
cess (A-a-a-ah). With her he rushed out. When the royal court reached
the door, all they could see was a cloud of dust raised by the hooves
of the galloping horse (sounds).

So ends the romantic tale of the King with a terrible temper (G-r-r-r),
his fat daughter (Ka-plunk), his thin daughter (Whistle), the youngest
and most beautiful daughter (A-a~-a-a-ah), and the handsome prince %A-ha)
with the galloping horse (sounds).

Time: 10-15 minutes of reading period.

Evaluation: Tape oral reading for playback evaluation by students in
areas of expression, fluency, and interpretative meaning. Level 1: A
child should be able to recognize 25% of the words from his experience
chart. Level 2: A child should be able to recognize 50% of the words
from his experience chart. Level 3: A child should be able to recog-
nize 75% of the words from his experience chart.

6. Program Objective: To expand one's recognitior-vocabulary in
guantity and quality.

Emohasis: Strong program emphasis

Pre-Assessment: Note difficulty child encounters with words having
prefixes and suffixes in his regular reading.

Example of an instructional (performance) obiective for this level:

Given instruction on determining root words, a child will expand his
recognition-vocabulary in quantity and quality.

Learning Opportunities: a. Teach prefix re

b. Generalize from known sight words

containing prefix.

e.g&. Known word New word
return repaint

Ask what is alike in both words

Erase "re" in known words; ask what

word means

e. Add "re" again and ask how meaning is

changed.
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f. Write several roots, indluding "paint™.
write
tell
paint
Discuss their meaning.
.g. Have "re" added to each one and discuss
changed meaning.
h. Ask child to give sentences using first
the root worc and then the changed word.
i. Have them read sentences containing
root words as:
*John will paint the doghouse.
*Mary plans to write a letter to her
grandmother.
*Jean, will you tell your story?
Erase the verb and write in its. place
the same verb modified by the prefix
"re"
j. Discuss the change in meaning.

{Variation:

a. Write on chalkboard: Lillian told her story a second
time.

b. Have sentence read.

c. Ask for suggestlons for a shorter way of saying the same
thing.

d. Write: Lillian retold her. story
Discuss meaning of "re"

f. Provide practice

1
\

Taken from Smith, Nila Banton Readln Instruction for Today’s Children
New Jersey: Prentice Hall) 19

Alternate Opportunities:

* Scrabble

% Crossword Puzzles
¥ Word Bingo

* Word Rummy

Time: 10-15 minutes of skills instruction period.

Evaluation: Have children give orally or write prefix to match definition.
Choose correct definition in Column two to match word in column one.

___ 1. repeat a. To take something away
___ 2. resell b. To.make something over again
—__ 3. review c. To look over
___ L. remove d. To play more than once
____ 5. remake e. To say over
___ 6. unhappy g. To paint over
___ 7. remind h. To say over
8. repaint i. Not hapoy
___ 9. unwilling j. To cause one to think of something
‘ again
10. retell k. Not willing

10%)



Level 1: A child should be able to get 5 out of 10 correct. Level 2:
A child should be able to get 8 out, of ten correct. Level 3: A child
should be able to get 10 out of 10 correct. )

7. Program Objective: To acquire and aoply correctly word-analysis
skills necessary for decoding unfamiliar words.

Emphasis: Strong program emphasis
Pre-Assessment: Determine through assessment work sheets the child's

functional mastery of the dictionary usege of diacritical markings.
Directions: Supply a word to match the diacritical marks.

e
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Example of an instructicnal (performance) objective for this level:

Having been provided with a systematic and sequential program of word
analysis skills, a child will be able to decode unfamiliar words.

Having been taught dictionary skills, a child will be able to use the
dictionary spelling of a word to decode unfamiliar words.

Learning Opportunities: Tell the child the purpose of the resvellings
found in dictionaries. Have children turn to the key to oronunciation
located in every dictionary. "To follow uo with illustrations it is
advisable to reed the key through, with the children stoooing. of
course, to work out the oronunciation ar in archive when discussing
the a sc marked in the key, and the i In kiv when discussing the i so
marked in the key. (The word, of course, should be one with which the
children have had trouble, not necessarily the varticular one mentioned.)

After the general introduction of the key the teacher will orobably
wish to concentrate on just a few of the sounds until the children

have become thoroughly familiar with them. Then she will concentrate
on a few more of the sounds at another time, and so on, until the child-
ren can interpret diacritical marks when looking up any word in the
dictionary."

Smith, Nila Banton. Reading Instruétion for Today’'s Children. (New
Jersey: Prentice-Hall) 1963. p. 240

Time: 10-15 minutes of skill development . time

Evaluation: Write on the chalkboard dictionary respellings of new words
in material that the children are reading currently, and ask them to
pronounce the words from their resvelled forms. Level 1: A child should
be able to pronounce 50% of the words correctly. Level 2: A child
should be able to pronounce 75% of the words correctly. Level 3: A
lchild should be able to pronounce 90% of the words correctly.

Q
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8. Program Objective: To read (silently) with ease, fluency, and appro-
priate speed.

Emphasis: Strong program emphasis

Pre-Assessment: "Bucephalus-A king's Horse" pp. 218-226
Adventures Now and Then American Book Company, Atlanta, Georgia, 1963.
For the independent activity, ask child to skim selection to find answers

to questions such as the following. (Found in Teacher's Guide p. G254
of same text.)

a. What were a groom's duties? (p. 219)
b. How old was Alexander when he first saw Bucephalus? (p. 220)
c. How much did Philip of Macedon.pay Philonicus for the horse? (p. 200)
d. %ow g%g)was Alexander when he first set out to cenquor the world?
p.
e. What countries became part of Alexander's empire? (map, p. 22L)
f. How did Bucephalus spend his old age? (p. 226)

Example of an instructional (performance) objective for this level:

Having acquired general reading skills, a.child should be able to skim
to locate specific information.

Learning Opportunities: "Teacher demonstrates skimming with a newspaper
in which one rapidly glances at. headlines to-see if there are some

about which she would like more information. .She may then glance only
at the first sentence in each one, and perhaps bhe main idea in addi-~
tional paragraphs under somé one of the topics. She may tell what she
has found out.” (Smith. p. 379)

Time: 10-15 minutes

Evaluation: Ask children to do an exercise such as the following:

Skim a selection to find one particular bit of information. Level 1:

A majority of the children should be able to locate a specific bit of
information within a given amount of time. Level 2: 75% of the child-
ren should be able to locate a specific bit of information within a
given amount of tipe. Level 3: 90% of the children should be able to

Tocate a specific bit of information within a given amount of time.

9. Program Objective: To know the literary tradition of one's culture
and other cultures. ' '

Emphasis: Some program emvhasis

Pre-Assessment: Give an inventory of child's literary background.

Example of an instructional (nerformance) objective for this level:

To read fairy tales, fables and myths to develop a knowledge and
appreciation of other cultures.

Learning Opportunities: Read a variety of fairy tales, fablés, or myths
to the children.
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Time: 5 minutes a day.

Evaluation: Utilize Creative Dramatics. Level 1: A child can identify
the type of literature read by teacher. Level 2: A child can tell a
fairy tale, myth or fable as requested. Level 3: A child can tell a
variety of fairy tales, myths, or fables as requested.

10. Program Objective: To develoo one’s beliefs, attitudes, and con-
cepts on the basis of rich and varied reading exveriences.

Emphasis: Some program emphasis

Pre-Assessment: Observe child's reaction to discussions and personal
contact to members of various ethnic groups.

Example of an instructional (performance) objective for this level:

As a result of rich and varied resding exveriences, a child is able
to broaden his attitmdés and develop unovrejudiced, realistic conceots
concerning various ethnic groups.

Learning Opportunities: Child uses varied matertals showing pictures
that integrate persons, places, and actions.

Time: 1In all pictorial and reading situations

Evaluation: Observe child's attitude as manifested in discussions, and
creative dramatics, and personal contact with oersons of varied ethnic
origin. Level 1: A child should manifest a willingness to varticipate
in learning activity. Level 2: A child should be able to acceot per-
sonal identification with persons of varied ethnic background. Level 3:
A child should be able te manifest willingness to varticivate in learning
activity, accept personal identification with persons of varied ethnic
backgrounds and accept all people in his societal experience.

1i. Program Objective: To read as a leisure time activity.

Emphasis: Strong orogram emphasis

Pre-Assessment: Observe if children seem to choose reading as a free
time activity. :
Example of an instructional (performance) objective “or this level:

Having experienced a sense of satisfaction and achievement, a child
will choose to read during his free time.

Legrning Opportunities: The child observes the teacher frequently with
a book.

Time: varied

Evaluation: Individual charts of books read and completed. Level 1:

majority will read as a leisure time activity. Level 2: 75% of the
children will read as a leisure time activity. Level 3: 00% of the
children will read as a leisure time activity.
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12, Program Objective: To transfer skills developed in one field of
reading to related fields: skimming, scanning, outlining, refer-
ence material, and study.

Emphasis: Some program emphasis

Pre-Assessment: Check vocabulary to be sure child does not experience
problem in this area.

Example of an instructional (performance) objective for this level:

Having mastered reading skills, a child should be able to adequately
transfer reading skills to learn a science lesson.

Learning Opportunities: a. Establish motive of activity

b. Teach or review vocabulary

¢c. Preview material: Read headings, sub-
heading, summary and gravohic aids.

d. Silent reading of selection

e. Discussion

f. Application- use one or two of the study
skills learned thus far to summarize and
reinforce retention. e.g. outlining, making
a time chart, consulting rescource materials,
etc.

Time: 30 minutes as needed

Evaluation: Have child write up experiment showing procedures, ob-
servations, and conclusions. Level 1: A child should be able tc

write the procedures of a scientific exveriment. Level 2: A child
should be able to write the procedures of a scientific experiment

and write his observatiors. Level 3: A child should be able to

write the procedures of a scientific experiment, write his observations,
and write logical conclusions.

13. Program Objective: To develop ability to select a level of reading
(marginal, appreciative, attantive, critical) aporopriate to a
given situation and to flexibly avpoly these different skills
implied by the levels involved.

Emphasis: Some program emphasi:

Pre-Assessment: Observe difference, if any, of children's reading ‘or
different activitiss or purposes. e.g. enjoyment, seeking information,
skimming, etc.

Example of an instructional (performance) objective for this level:

Having successfully achieved a level of reading comnetence, a child
will be able to select a level (marginal, aooreciative, attentive, or
critical) appropriate to a given situation and to flexibly anoly
these different skills imvlied by the levels involved.

Learning Opportunities: Ask children to clock their reading in an
enjoyment situation. Then clock reading when reading for information.

Camnare,
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Time: 5-10 minutes

Evaluation: Give a timed reading test e.g. Scholastic News Time,
Diagnostic Test, Dayton, Ohio 45401

Level 1: 51% of the children should be abie to perform adequately
on a reading test. Level 2: 75% of the children should be able to
perform adequately. Level 3: 90% of the children should be able to
perform adequately.
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Background for Viewing

In view of the fact that English teachers have been teaching too much
that is not English, it might seem surprising that viewing is included
in this guide. However, the Writing Committee has settled for a

broad curriculum, including dramatic activities and has recognized new
needs created by modern society. The mass media, the moving victures,
radio, television, not only oresent a great deal of narrative and
drama but tyoify the communications revolution that can hardly be
ignored by teachers of language and literature. They have a profound
influence on the interest, sentiments, attitudes, and tastes of
youngsters whom the teachers are trying to introduce to literature.

At the Anglo-American Dartmonth Conference of English Teachers held in
the late summer of 1066, Hanley Parker of Canada, a desciole of Marshall
McLuhan, contended that our culture has emphasized visusl orientation
ever since the invention of the orinting oress, but is now being re-
organized in sensory terms towards the primacy of the audile-tactile.

At the same conference Father William Ong introduced some ideas relevant
to the teaching of English in the talk on the historic changes in the
verbal media. Before the invention of the printing press, people had
been prirarily "oral", They lived in the free-flowing world or oratory
and epic; they thought of knowledge as story. In the Middle Ages, when
manuscripts began to multiply, examinations were still wholly oral,
never written. But once words were locked in space by the orinting
press, literate people naturally thought more in terms of the visualized
word.” In our electronic age, however, veovnle are again becoming more
oral. They are making use of sound and listening to much more talk.

From - Herbert J. Muller, The Uses of English, New York; Holt,
Rinehart and Winston, Inc., P. 1LO-14l.

David 3. Bronson in his article "Reading, Writing, and McLuhar' (English
Journal, Vol. 57, Noverber, 1968, v. 1151-1162) exolains that we are

not as li%eral as we used to be. We tend to televhone instead of
writing a letter, to use the duplicator instead of writing a memorandum,
to have a conversation instead of writing an essay, to meet in committee

instead of writing vavers, to watch T.V. instead of reading 2 book for
relaxation.

David A Sohn in his article, "See How They Run," (Media and Methods,
November, 1969, o. 36-39) wrote that every new medium undergoes an
image of vulgarity before it gains respectibility. Visual literacy
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is a term well on the way to gaining the status of academic respect-
ibility. After years of education through televisian, movies, magazines,
advertising, comics, and other visual media, we are realizing that ed-
ucation has been happening.

Visual literacy is an attemot to interpret a complex vhenomenon from

a print-oriented base. We really do not have an adequate vocabulary

to discuss and dissect many of the Visual experiences from the various
visual media.

Sahn suspects that one gains visual literacy in much the same way that
one becomes literate-through exoeriencing the language and establishing
standards of taste. Schools and teachers can helv with this kind of
education through exvosure selection, discussion, and by letting
students work with the tools of the craft and art, paint brushes, still
cameras, movie cameras, etc., so that they can not only create, but
also grow by understanding what an artist encounters when he tacklies

a problem.
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Sample Performance Objectives for

Late Childhood (7-11 years of age)

The Pasco County English Language Arts program objectives lisved
in the preceding section have been translated into sample per-
formance objectives, giving an example pre-assessment activities,
the learning opportunities or activities, the materials which
might be needed, and evaluation techniques vhich may be used.

The following format is suggested by the writing committee for
teachers to use in setting up performance objectives based on
Pasco County Englisn Language Arts program objectives:

(1) program objective:
(2) emphasis of program objective at this level:

(3) pre-assessmen  to find out if students are already
performing in tnis area or at what level they are
performing,

(4) example of an instmictional (performance) objective
at this age level. |

(5) learning opportunities or lesson plans which will
give students the opportunities necessary to learn
to perform.

(6) approximate time it would take for the lesson plan.

(7) evaluation: How will you know when the student can
| perform:
Level 1 - Minimum

Level 2 - Intermediate
Level 3 - Maximum




Late Childhood (7-11 yvears old)

V. Viewing

1. Program Objective: To observe various viewing media (stills, films,
T.V., montage, etc.)

Emphasis: Strong program emphasis

Pre-Assessment: Observe if child shows indication of adequate per-
sonal dental care. |

Example of an instructional (performance) objective for this level:

In the presentation of instructional material the child should have
an opportunity to observe this material in the various viewing media:
stills, films, T.V., books, montages, experience charts, etc.

Learning Opportunities: Show film of dental care. Discuss and demon-
atrate on model. Invite a local dentist to school as a follow-up
activity. Display dental charts and distribute booklets as part of
his visit.

Time: 10-15 minutes at several timgs as needed.

Evaluation: Observe if child shows any improvement in personal dental
care and give child opportunity to make a personal dental care chart.
Level 1: Child's willingness to participate in activity. Level 2: He
‘keeps a dental care chart. Level 3: Child has visited the dentist

at least once a year. '

2. Progrgm Objective: To identify the techniques of the media ob-
served. |

Emphasis: Some program emphasis

Pre-Assessment: Discuss types of media which might be used to study
F‘l.‘griaa .
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Evaluation: Through discussion, note the child's ability to discern
the differences in media techniques. (Slides are stills: films are
joined to give an impresston of continuity of action.) Level 1:
Majority can identify techniques observed. Level 2: 75% can identify
techniques observed. Level 3: 90% can identify techniques observed.

3. Included in 2.

L. Program Objective: To analyze the techniques of the media observed.

Emphasis: Little program emphasis

Pre-Assessment: Have child tell what he has seen and heard on a
newscast.

Example of an instructional (performance) objective for this level:

In viewing a TV newscast, the child should be able to pick out various
techniques observed,

Learning Opportunities: Watch a T.V. newscast. While viewing, teacher
will list without comment on the chalkboard the various techniques
presented: interviews, locales, photographs, close-ups, comments, maps.

Time: 15 minutes

Evaluation: Watch a newscast and have the child make a list similar
to that made by the teacher. Discuss. Repeat if necessary.

Level 1: Child should be able to identify at least one technique.
Level 2. Child should be able to identify several techniques.

Level 3: Child should be able to identify techniques observed and be
able to give reason for use of one.

5. Program Objective: To realize that the medium is the message or
that techniques are meaningful

Emphasis: Little program emphasis

Pre-issessment: Show a picture of Smoky the Bear and question the child
as to the meaning.

o rample of an instructional (performance) obiective for this level:

ERI!
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Evaluation: Have child locate on a map of his locality the areas of
precipitation as indicated by the radar report. Level 1: Child can
locate on a map the area of precipitation. Level 2: Child can lo-
cate on a map the area of precipitation and tell amount. Level 3:
Child can locate and tell amount of precipitation and know total
weather conditions at his location.

6. Program Objective: To evaluate the techniques used in a medium

Emphasis: Some program emphasis

Pre~Assessment: Observe which medium seems to hold the child's atten-~
tion most effectively.

Example of an instructionzl (performance) objective for this leve.

Having observed various media, the child is able to evaluate the
techniques used.

Learning Opportunities: Present material such as a myth, fable, or
legend in book form, by film, tape or record. (At least tivo)

Time: fifteen minutes for each medium selected.

Evaluation: Ask child to give his preference of various media and to
give reasons for his choice. Level 1: A majority can name his prefer-
ence of media. Level 2: '75% can name his preference and give a reason.
Level 3: 90% can name a preference and give several reasons.
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Backgroundg for Language

The English Language is spoken by over three hundred million per-
sons as a first language, usad by millions more as a second
langauge, and understood by unknowr: numbers of others. The English
language is one of the most importar.t media of communication in
today's world. One can fly around the world, at least the world
outside the iron curtain, in airplanes of dozens of nations speaking
scores of languages and he will be instructed in Engiish by lighted
signs, "Fasten seat belts!* A large part of the world's diplomacy
and an even larger part of the world’'s commerce is conducted in
English. As a second language required in schools of nations of
other languages it leads all others. A sound command of English is
therefore a possession of almost incalculable value. '

Despite these facts, most users of English know very little about
it. When was English first spoken? By whom was it spoken, and
where? How did it emerge as a distinct language? What circum-
stances influenced its development? These and many parzllel questions
need answers in our schools so that children and youth advancing in
skill in English may also know what a rich and colorful heritage has
fallen o them. Some of these questions will be answered in this
curricu.am, and the answers to others will follow from the reading
of books listed in the bibliography. A consideration of first im-
portance to teachers and students is the development of attitudes

of inquiry and respect for the language which we share with mil-
lions of other speakers.

Usage. The term usage describes the .choices that are made in the
words, phrases, and idioms of a language as a response to standards
imposed by forces external to the langmage. In English "I ain't

got no paper" and "I have no paper" equally convey meaning, and

from the point of view of emphasis the first example is more force-
ful than the second. Why do teachers discourage the first and teach
the second? There is nothing inherent in the English language or

in its grammar to direct this choice. The pressure comas from
society, really a small part of society, whose judgments in matters
of language carry weight. Consequently we avoid "I ain't got no
paper” and encourage "I have no paper" in response to the expecta-
tions of our current society. As the expectations of society change,
usage also changes. "Enthusiasm™ in the eighteenth century was a
bad word, used to express scorn of an undesirable trait. Today it
.is in excellent use, to describe an admired trait. "Stink, stench,
smell, odor, aroma"™ all refer to the sense of smell, but their usage
today differs widely. Once upor a time in English it would have
been acceptable to <peak of "the stink of the rose." When Sir
Winston Churchill said, in a recording, "This is me, Winston Churchill,
speaking,” he was using a pronoun form made acceptable by social use.
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The receiver of a package who inquires, "Who is it ‘rom?" is using

a form sanctioned by =ise. He could ask, "Whom is it from?" but this
ferm would not sound natural o most listemners. Much of the instruc-
tion given in schools regarding choices of words is to teach "acceptable
usage," that is, what educated, responsible peopie exvect. Usage is
often confused with grammar, but it is not grammar. It should also

be clear that grammar (as defined by students of grammar) does not

make rules to govern ussge. Actually many rules, often called "grammar"
were created to support opinions about usage, such he rule, ™A
sentence must not end with & orevosition.® Whoever | ented this

"rule™ was ignorant of, or ignored, the historical that English
properly ended sentences with prepositivns long bef the "rule" was
made. The gramm¢— of English includes sentences en in prepositions.
Whether or not to use such sentences is a choice of not of
grammar. | }

Grammar. In his chapter "English Grammar of English," Kenneth G.

ilson presents the concept that a grammar is a system: "The grammar

of a language is the system of devices which carry the structural
meanings of that language in speech and writing...A grammar is a
description patterned system of signals employed by a language is

a grammar of that language." In spehking of English grammar, therefore,
we are concerned with the system by which we arrange and structure words
to convey meaning; in simple terms, how we make English sentences.

The grammatical system, then, operates strictly within the language.
Unlike usage, grammar is not a correlation of language with the en-
vironment. Nearly all children master a large p:it of this system
before they enter school. They know grammar but cannot yet describe

it.

By means of a nonsense sentence we can see how certain forms of
werds, certain positions of words, and certain functional words
give us cluas to grammatical meaning. In such a sentence as,
"The subrious mallots serbed cronkly under a jagonive brunter,"
there is no recognizable meaning, but there is unmistakable
grammati:2l information.

From word forms we guess that subrious and jagonive are adjectives,
mallots is a noun plural form, serbed is a verb in past tense, and
cronkly is an adverb. When word form is aided by word position, we
gain in assurance.

From word position we gather that subrious, in its vposition before
mallots and after the, is an adjective; that mallots, standing
befoee serbed is probably a noun; that serbed, standing after a
noun and before a possible adverb is a verb, and that Jagonive,
standing before brunter and after a is an adjective.

The functional words the and a (which may be called determiners)
signal 2 noun to follow, thias reinforcing our information about
mailots and brunter; under, a preposition, signals a noun phrase
‘whose headword would be a noun, brunter, preceded by a modifier,
Jagonive.
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From this illustration we can understand how grammatical meaning is
signaled by the forms of words, by the positions of words, and by

the functional uses of certain words. It is this system by which we
make sentences that we can call grammar. Though much of it is learned
before a chiid enters school, it can be made conscious, clarified,

and expanded by school instruction. "Teaching grammar,* therefore,

becomes the development by instruction of the means by which we make
sentences.

It follows, then, that we are unable to speak about the grammar of
English, for at present our knowledge is meager and the complete sys-
tem is not revealed. But we can speak about some grammars of English,
for these are efforts a2t the description of the syst::.” by which
English operates. Among the grammars now current ary . *aditional
grammar, a system develcored in the eighteenth century «nd refined by
scholars of the early twentieth century. Some fragments of this
grammar are in the school textbooks. A second system, founded by
Professor C.C. Fries in 1952, is called structural grammar. Its
principal effort is to determine the signals which make up structure
of English apart from and independent of the lexical meanings of
words. (For an illustration of this system see Structural Grammar
in the G8lassroom by Verna Newsome, WCTE, University of Wisconsin-
Milwaukee, Milwaukee, Wisconsin 53211, $1.25.) A third system,
developed by Noam Chomsky and others, is called generativetransforma-
tional grammar. It seeks to determine the rules by which English
sentences are formed and to-organize these rules into a comvlete
system. (For an illustration of this system in orograrmed form see
English Syntax -by Paul Roberts, New York, Harcourt, Brace and World,
Inc., 1§6%, $3.80.) At present none of these grarmmars is the
grammar of English. While scholars forge ahead to come -closer to
the grammar, teachers will be wise to be cautious in adherence to

a single system. This guide attempts to employ useful aspects of
all three systems.

Most grammarians divide the scientific study of the structure of
language into three separate but related factors, called phonology,

morohology, and syntax. These terms will be defined separately
with corments. .

Phonology. Phonology is the study of sounds; English phonology is
the stugy of the sounds of English. When a system is devised for

the representation of sounds of many languages, or of one language,
it is usually called a phonetic system, or phonetics. Phonetics

is the giktematic study of speech sounds. Phonemics is the study of
Hq sounds of a particular language which have distinctive

A in <hat language. There is phonetic study of English
WY hich all occurring sounds .are hoted; in phonemic study
the dif\@#ences of sound that give us mesning are noted. But in a
certain language, such as English, only & limited number of possible
sounds convey meaning, and these sounds are recognized by the native
users of the language even though some minor variations occur in
pronunciation. sy example, there are several variations of pronun-
ciation of such #5GR 2s wash, yet these are generally understood in
the United Statefdt Britain, South Aftica, Australia, etc. when
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the word is used. The sounds that have identifiable significance

in one language are called phonemes. In English most vowel letters
represent several phonemes: the letters a, for instance, represents
the sounds /e/ , /e/, /a/, /o/ and others. Even consonant letters
may represent more than one sound: the letter f, for example, repre-
sents the phonemes /f/ and /v/ as in if and of. Some vowel sounds
combine to form diphthongs as in /s5i/ in the word boy.

Some attention will be given to the sounds of English and the charac-
teristics of spoken Englis... The phonemes of English will be presented
as part of the language growth in the elementary school. Also dis-
cussed will be the modifications of speech (intonation) called pitch
(the rise and fall of the voice), Stress (the amount of emphasis

given to a syllable or word), and juncture (the breaks that are made
in sequences of sounds such as the distinction we hear in I scream,
ice cream; or night rate, nitrate). Children should learn that
English is 2 language of contrast between very strongly stressed and
very weakly stressed syllablgs.u -Such a word 73 president is currently
Pronounced in English as /prez @ dnt/, not/prez i dént/. Enrichment
of children's experiences in these and other aspects of spoken English
will, we hope, occupy the time now given to unnecessary memorization
of definitions and terms.

Morphology. The study of morphology has to do with shapes and forms
of words, that is, words with inflectional forms (grammatical signals,
like man, men) and words formed byderivation, like denatured, brignt-
ness and formalize. .

The inflections of Englisn (now only grammatical fragments of an
earlier complex system) are seen in:

¢ The plurals of nouns

e The forms of verbs

e The pronoun s¥stem (personal, demonstrative, relative,

interrogative
¢ The comparison of adjectives and adverbs by the. addition
of -sr and -est
e The possessive forms of nouns

Examining these forms in elementary school helps the child to under-
stand more exactly what he has been doing naturally and indirectly
since he was a yeatr old. In this curriculum morphology is emphasized
as one of the principal learnings of grades one through six.

Derived words make up a large part of the vocabulary of English. In
fact, English itself is a derived word, formed from Angle (the name

of a segment of the Germanic invaders of England in the fifth century)
and the suffix -isc, which in 01d Englisn carried the meaning of or
pertaining to or in the manner of. Hence Anglisc meant the speech ¢f
the Angles. It is imporstant to vocabulary growth and to spelling for
children to learn as early as possible the waeys by which English words
are made. For example, such a simple word as“most“is che source of
many commonly used words: almost, mostly, foremost, futhermost, utter-
most, uppermost, innermost, outermost, etc. Another helpful aspect of
derivation is the signal of word use given by some suffixes: -ness

-Ric 124
== (113)




generally signals a noun; -ly often but not always signals an adverb;
-al, -ous generally signel an adiective; -ive often signals an
adjective, etc. Hence a scund knowledge of derivation on the part
of all teachers, plus & readiness to point out derivational struc-
ture to children and youth, will bring rewards in increased word
learning, easier reading of new words, and more accurate spelling.

Syntax. This division of grammar is the study of the way words

ang word groups are arranged to @ sentences. It is concerned with

word order. Because English has]degveloped to ,the point that inflec-

tions are relatively insignific ‘word ordejg is paramount in our

grammar. Even a kindergarten c . knows tha¥-"boy the dinngr ate
.and most Tive-year-old children -

can convert these woirds to the s *the boy ate his dinner."”

It is this knowledge of how words YO together that constitutes the

grammar of English, and the rules whlch describe the order of words

are the content of syntax.

In traditional grammar se:stences are classified by purpose: declara-
tive, exclamatory; and by form: simple, compound, complex, compound-
‘complex. These classifications have been relativsly useful for a
long periad of time, but the students of contempomary linguistics

find them more categorical than descriptive, and as a result, less
informative about the syntax of English. Many patterns which under-
lie simple English statements. The sentences following these patterns
closely resemble the kernel sentences of the generative-transformational
grammarians. These latter speak of two types of sentences: kernel
sentences and transforms. A kernel sentence has only two parts, a
noun phrase and a verb phrase. This fact is represented by the form-
ula S——> NP + VP. While NP may function as the subject, and VP as

a predicate, they do not invariably do so, and are not so named. All
sentences that are not kernel sentences are transforms -- sentences
resulting from the application of transformational rules to the under-
lying grammatical structure by addition, deletion, or repositioning.

Conventions and Mechanics. Often mistakenly called grammar, such
mat.ters as capitalization, abbreviation, punctuation, indentation

for a paragraph, letter forms and other oral or written signals are
best described as conventions (most frequently oral) and as mechanics
(when they are part of the writing system). These terms overlap and
need not be clearly distinguished. To say "Good morning, how-do-you-
do? I'm fine, goodbye, so long" is to use conventions of speech.
"Please, thankyou, excuse me," and many others, mag be similarly
classified. In writing, such forms as "Dear Sir, Gentlemen, Sincerely
yours, Respectfully yours," etc., are also conventions. These change
gradually from time to time, but tend to be quite uniform in one
period of time. For example, it would be unconventional now to end

a setter with the phrase, "Your humble and obedient servant,” but

as every reader knows this was once the accepted convention.

In general, letter forms are conventions. The placement of the
address of the writer, the date, the address of the receiver of the
letter, the salusation, and the closing are all matters of convention.
We could do them quite differently, but custom established the
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currently acceptable forms with tolerance for only very minor var-
iations. We cannot teach such matters as "right" and "wrong" but
only as currently accepted habits or patterns.

Capitalizations, abbreviations, punctuations and other written
patterns are in one sense also conventions, but as their determina-
tion becomes a factor only in writing, it has been sustomary to
call these mechanics. In punctuation, for examvle, many "rules"
have been written in the attempt to standardize the use of punc-
tuation marks, but newspaper editors and book publishers show very
little agreement in following such rules. In fact, each major
publisher has his own "style sheet" to govern puactuation and other
mechanics. Wide variations appear among style sheets. In fact, it
sometimes seems that the only puhctuation about which one can be
absolutely sure is that what the publisher considers a sentence
ends with a period, znd what he considers a question ends with a
question mark! ‘

In teaching punctuation and other mechanics, it is wise to awvoid
being dogmatic. Though teachers can create a sense of the need.
for punctuation to clarify structure, they w’ll recognize that
much punctuation is conventional and subject to variation. It is
sound to adopt a style, or create a style sheet, and teach students
to use it, not because it is "right" but because it standardizes
the mechanics which you and your colleagues prefer. Let students
know that there are many variations, but that consistency with one
adopted style sheet can be expected. You will then have a ready
answer for any variations the students may reoort or bring in.

Semantics. Although this word has a number of different meanings
in contemporary psychiatry and philosophy, in its application to
language it remains close to its Greek origin, "significant mean-
ing." As we shall use the word in this curriculum, semantics is
the study of the meanings of words, and how they affect humarn
relat&ons. Some of the uses of semantics in the English curriculum
include:

Recognizing verbal context

Recognizing experiential context

Recognizing physical context

Identifying the nature of abstraction, and understanding

the "ladder of abstraction' . .

Distinguishing multi-valued orientation from two-valued

orientation, the "black-white fallacy"

e Learning to distinguish emotive language from referential
language .

® Learning to distinguish ir .ences from facts; recognizing
a Jjudgment

® Recognizing and bsing able to avoid some of the common

fallacies in argumentative speech and writing

Cf. Cleveland Thomas, Lan é:Power for Youth. {Consult
bibliography p. 146 for furtﬁer references. )
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Other aspects of semantics deal with the processes which create words,
and those which shange, extend, or cancel meanings of particular
words. Teachers interested in developing classroom applications of
these aspects of semantics will find valuable help in Words and Their
Ways in English Sveech by Greenough and Kittredge, now available in
paperback reprint, and McKnight, English Words and Their Backgrounds.

History of the English Lanpuage. This term needs no definition, but
the application of the historvy of English to the teaching of English
is largely unexplored. Yet it is a potent source of interest to
students at all levels of growth in the use of English, and it is
perhaps the chief means by which a truly linguistic attitude toward
English can be developed in .students. The history of English words
and their meanings is one interesting part of the history of the
English language. 1In structure, teachers should know the reasons
for, and be able to explain to students such matters as: (1) the
variety of forms of the verb to be; (2) why many verbs have the
endings -s in the form of the third person singular. present indica-
tive, but some, like can, may, should, do not; (3) the difference
between I think and I am thinking; (%) the similar forms of cer®ain
adjectives and adverbs, such as fast, slow, quick, and loud; (5)
why we use you, a plural pronoun, when we speak to one person; (6
why there are several ways of forming the plural of nouns; and many
other peculiarities of the English language.

Some of these details can be introduced to the language curriculum
as early as the intermediate grades; others will fit more appro-
priately into the program of the juaior high school. Senior high
school courses in English literature are appropriate to a simple

but systematic review of the history of English with highlights of
its three major periods.
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Samnle Performance Obiectives for

Late Childhood (7~11 yvears of age)

The Pasco County English Language Arts program objectives listed
in the preceding section have been translated into gsamnle vper-
formance objectives, giving an example ore-assassment activities,
the learning opportunities or activities, the materials which
might be needed, and evaluation techniques which may be used.

The following formétiis suggested by the writing committee for
teachers to use in setting up performance objectives based on
Pasco County English Language Arts program objectives:

(1) program objective:
(2) emphasis of program objective at this level:

(3) pre-assessment: to find out if students are already
performing in this area or at what level they are
performing. '

(L) example of an instructional (performance) objective
at this age level.

(5) learning opportunities or lesson nians which will
give students the opportunities necessary to learn
to perform. ‘ _

(6) approximate time it would take for the lesson plan.

(7) evaluation: How will you know when the student can
, perform: ' ‘ :

" Level 1 - Minimum
Level 2 - Intermediate
Level 3 - Maximum
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Late Childhood (9-12 years old)

VI. Language

1. Program Objective: To express oneself in one's own language
without fear of ridicule.

Emphasis: Strong program emphasis

Pre-Assessment: The teacher listens and notes the child's own word
groupings as he gives the child opportunities for verbal exvression
in" classroom activities.

Example of an instructional (performance) objective for this level:

The child is encouraged to enjoy his natural language by-orally
sharing experiences with his classmates that are centered around
himself, his home and his family.

Learning Opportunities: Sharing experiences centered around the
objective.

Time: Sharing time, 15 to 20 minutes for class

Evaluation: Level 1: Observe willingness of the child to express
himself. Level 2: Observe willingness of the child to share freely
with enthusiasm his experiences. ILevel 3: Observe child's ability
to communicate his experiences to others in the class.

2. Program Objective: To acquire a classroom dialect (usage)
which reflects the commonly accepted regional standard
" speech. '

Emphasis: Strong Emphasis

Pre-Assessment: The teacher evaluates his own, articulation, pronun-
ciation and usage and also notes who the child uses for a speech
model (family, classmates, teacher).

Example of an instructional (performance) objective for this level:

The child expresses himself in an acceptable classroom dialect through
imitating and accepting the forms he hears in the classroom.

Learning Opportunities: The teacher, or the children, or a "puppet"
asks questions associated with the classroom: Ex.: "What do we do

with a pencil?" The child replies in standard classroom dialect.
Other activities - using recording on the tape recorder, sveaking
over the innercom - all help the child grow in knowledge of a standard

Flassroom dialect.
LS.
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Time: All through the school day in every area of the curriculum.

Evaluztion: Level 1l: Observe if the child uses the standard class-
room dialect in their learning opportunities. Level 2: Observe if
the child is progressively becoming more confident in his acceptance
and usage of the standard classroom dialect. Level 3: Observe the
child's ability to effectively use the standard classroom dialect in
all learning opportunities. A

3. Program Objective: To explore and play with language in order

to become aware of language process without formalization. (no
memorized definitions)

Emphasis: Strong program emphasis

Pre-Assessment: Observe the child®"s overall attitude toward the

Tanguage process - his level of development and his interest in
exploring it deeper.

Example of an instructional (performance) objective for this level:.
The child explores the language process through informal activities.

‘Learning Opportunities: Game: "Authors With Endings". Make four
cards for each stem word (sometimes called a root word) to be prac-
ticed, placing a different key word at the top of each card. Examples
of the four cards for the word "grow":

grow FTrows rowin grown
grows grow Brows Erows
growing growing grown grown
grown grown grow growing,

Directions: Deal six cards to a olayer. The pla: ars will sort their
cards, placing the same root words together. Any »)layer who has four
cards with the same root word may make them into «: "book" and lay
that book down. The player to the left of the.dealer calis for any
of the three words listed below the key word on any card held in his
hand. If another player holds the card containing the called word as

™ a key word, he must give the card to the player who called for it. A

player continues to call words as long as he draws a card from another
player. When he fails to get a card he must draw from the oack and
then digcard. That ends his turn. The object of the game is to com-
plete as many books as possible.

{(copied from page 62 - Reading Aides Through the Grades)

Tire: Approximately 20 minutes

Evaluation: Level 1: Willingness of child to participate in informal
activities such as games. Level 2: Observe if child is progressing
in the language process as he participates in informal language activi-
ties such as games. Level 3: Observe if child is using the correct
forms of the words in his oral and written expression.

U 31
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L. Program Objective: To increase vocabulary through experiences,
actual and vicarious. -

Emphasis: Strong ovrogram emphasis

Pre-Assessment: The teacher talks with enthusiasm about the vocab-
ulary used in the various subjects, and observes the child's response
to these words. .

Example of an instructional (performance) objective for this level:

The child increases his vocabulary through using the words acquired
‘in various subject matter areas.

Learning Opportunities: The child finds a picture to show the mean-
ing for eacE word mastered in a unit of study; such as Social Studies.

Time: The number of words determines the time required. 20 minutes
for the group.

Evaluation: Level 1: Ability to participate effectively in the
learning opportunity. Level 2: Willingness to use words acquired
in various subject areas. Level 3: Ability to use words acquired
in'vgrious subject areas and find pictures to illustrate their
meaning.

5. Program Objective: To recognize and use words of imagery.

Emohasis: Strong program emphasis

Pre-Assessment: Notice if child uses words of imagery as he expresses
himself. ' :

Example of an instructional (verformance) objective for this level:
The child is able to recognize words of imagery.

Learning Opportunities: Game: Choice of Words: Each child numbers
his paper from 1 to 15 or 20. The teacher or another child will
read aloud a number of phrases or sentences. Each has three words
listed after it, and the child should select the two words that best
describe what is asked for. Ex.: Write two words out of this list
thot describe a cold day.

frosty snowy warm
(Copied from Page 61 - Reading Aids Through the Grades)
Time: 20 minutes

Evaluation: Level 1: Ability to varticipate with 50% sccuracy in

activities which require recognition of words of imagery such as
the game in the learning opportunity. Level 2: Ability to particioate
with 75% accuracy which require recognition of words of imagery, such
as the game in the learning oovortunity. Level 3: Ability to vartic-
ipate w%th 90% accuracy in activities which require recognition of

s o

1l Y,
Q

imagery, such” as the game in the learning opportunity.
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6. Program Objective: As they develop writing vocabulary, to use

mechanical skiils.
Emphasis: Strong prczram emvhasis

Pre-Assessment: Have the child pick out the exact words of the
speaker from an example of diologue.

Example of an instructional (performance) objective for this level:

The child is able to effectively use quotation marks in writing
dialogue.

Learning Opportunities: Bring in a cartoon showing cartoon balloon

JCZD Transfer words from balloon to quotation marks. "Hil"
said Bob.

Bob
Time: 20 minutes

Evaluation: Level 1l: The child should be able to recognize simple
quotations. Level 2: The child should be able to write simple
quotations. Level 3: The child should be able to use quotations in
writing-the exact words of the speaker at the beginning of the sen-
tence, at the end, or divided.

7. Program Objective: To combine words in writing to convey a
meaning.

Emphasis: Strong program emphasis

Pre-Assessment: Through his written assignments the teacher assesses
the students ability to communicate in writing.

Example of an instructional (performance) objective fortthis level:
The child is able to express in writing a true-life experience.

Learning Opportunities: The child writes about a true-life exper-

ience or the child can take a true-life experience and fictionalize
it.

Time: Approximately 3 30 minute periods.

Evaluation: Level 1: Ability of the child to communicate to others
in writing a true-life experience. Level 2: Ability of the child
to fictionalize in writing a true-life experience. Level 3: The
child is able to communicate his ideas in a logical order to give
meaning to his experience.

8. Program Objective: To recognize and write sentences having two
parts, subject and predicate.

» q ‘ - 15}3
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Emphasis: Some program emphasis

Pre-Assessment: Make certain the child can compose a complete
sentence.

Example of an instructional (verformance) objective for this level:

The child is able to write a sentence having two parts, a subiect
and predicate.

Learning Opportunities: The teacher letters large cards, each bear-

ing a word of a sSentence to be carried by individual children (e.g.
lhomg ). The children exchange places to see what happens

to the sense of a statement when the word order is altered. '

Time: 20 minutes

Evaluation: Level 1: The ability of the child to identify orally
the subject and predicate of the sentences formed in the learning
activity above. "Level 2: The ability of the child to write down
the subject and predicate of the sentences formed by the large cards
in the learning activity above. Level 3: Ability of the child to
create sentences having two parts.

9. Program Objective: To be able to use word forms (morohology)
which are plurals of nouns, the verb forms, comvarison of
adjectives, possessive forms, and pronouns.

Erphasis: Some program emphasis

Pre-As;essment; Give the child a pre-assessment worksheet on the
use of possessives.

Example of an instructional (verformance) objective for this level:

The child should be able to recognize and use the possessive of noun
niorphenes.

Learning Oovortuaities: The child chariges noun morphenes, to the
possessive form. 3tart personal possessions; then to proceed to
a varliety possessive nouns.

Time: 20 minutes

Evaluwation: Level 1: Ability of the child to recognize and use his
Qwn personal possessive noun. Level 2: Ability of the child to do

the above les recsgnize and use a variety of vossessive noun forms.
Level 3: Ability of the child to create and use in sentence his own
‘possessive noun forms.

10. Program Objective: Not appropriate for Early Childhood.

11. Program Objective: To derive new words from root words.

Emphasis: Strong program emphasis
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Pre-Assessment: Note if the children can identify root words with
endings added to them.

Example of an instructional (performance) obijective for this level:

The child should be able to form new words by adding prefixes and
suffixes to root words.

Learning Opportunities: A word is plzced in the center of the chalk-
board near the bottom, and roots are drawn around it. Words are made

from this "root" word. Ex: _ ;
autograph ;photograég;?\::;

Adapted from the Wisconsin
Curriculum Guide

biography hotograph

Time: 20 minutes

Evaluation: UTevel 1: Majority of the children can form new words from
a root word. Level 2: 75% of the children can form new words from a

root word. Level 3: 90% of the children can form new words from a root
word.

12. Program Objective: Not gppropriate for Late Childhood.

13. Program Objective: To recognize and use contextual clues to
figure out word meanings.

Emphasis: Strong program emphasis

Pre-Assessment: Determine the child's instructional reading level by
an Informal Reading Inventory {Betts-American Book Company) or some
other type evaluation.

Example of an instructional (performance) objective for this level:

The child should be able to read silently.a sight story on his in-

structional level from a supplementary reader and answer questions
about iv. ‘

Learning Opportunities: The child reads & story on his instructional
level and answers questions requiring the use of contextual clues.

Time: Approximately 20 minutes.
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Evaluation: Level 1: The majority of the children should be sble to
answer questions involving contextual clues accurately. Level 2:

75/% of the children should be able to do level 1. Level 3: 9n% of the
children should be able to do level 1.

14. Program Objective: To hear and to recognize the intonational
patterns (stress, pitch, juncture) as a part of language.

Emphasis: Strong emphasis

Pre-Assessment: The teacher reads a literary story to the class and
discusses with the class what makes the story interesting listening -
making certain the "tones of his voice" is brought out as one reason
why the story was enjcyable for listening.

Example of an instructional (performance) objective for this level:

The child should be able to listen to a tane of a literary story
(written on his independent level of reading) using the correct
intonational patterns so it will be interesting for his classmates to
hear.

Learning Opportunities: One of the students tapes a literary story
and after it has been played to the class they discuss why the story
was interesting or how it could have been made rore interesting.

Time: Approxirately a 15 minute story followed by a 15 minute dis-
cussion. :

Evaluation: Level 1: Majority of the children can imitate certsin
intonational patterns of story characters. Level 2: 75% of the
children can do level 1. Level 3: 60% of the children can do level 1.

15. Program Objective: To discuss the origin o*f words and the
semantics of language.

| Emphasis: Little program emphasis

Pre-Assessment: Note how often words such s "thing", "stuff", "swell",
"nice", etc., are used by the child in expressing himself.

i l - >
Example of an instructional (performance) objective “or this level:

The child should be able to imwrove his oral expression through selection
of words for exact meanings.

Learning Oovortunities: The teacher gives a2 short talk to the class

on a chosen suoiect using many of the vague terms the students use in
the classroor. Afterwards he guides the students in criticizing his

talk on the words he used ~ their vagueness, and what specific words

he could have used instead of the vague ones he used.

Time: Approximately 30 minutes.
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Evaluation: Level 1: Ability of the child to participate in the
learning activity. Level 2: Tha child can identify vague terms
used by classmates as they give short talks to the class. Level 3:
The child gives a short talk using accurate words instead of vague
words. Evaluated on how well he can do the above.

16. Program Objective: To discover that language has structure
and vocabulary through the study of lanpuage in general and
English in particular.

Emohasis: Little program emohasis

Pre-Assessment: Make certain the child can identify & kernel sentence.

Example of an instructional (performance)objective for this level:
The child should be able to exmand a Kernel sentence.

Learning Oovortunities: Several children are given cards with words
which form a Kernel sentence. They arrange themselves in {ront of

the class in proper order. A volunteer who has a suitabie word with
which to expand one of the phrases may play hirmself in the position

he feels is correct. He tz2lls the class what word he is. and the sen-
tence is read with the word inserted. (Wisconsin Language Arts Guide)

Time: Approximately 20 minutes.

Evaluation: Level 1: The child can write a Kernel sentence. Level 2:
The child has the ability to exvand a Kernel sentence orally. Level 3:
The child has the ability to expand in writing undeveloped sentences
put on the board, from their most recent writings.

17. Program Objective: To recognize that grammar offers alternative
structural patterns (transforms)

Emohasis: Little program emphasis

Pre-Assessment: Make certain the child can write a single kernel sen-
tence.

Example of an instructicnal (performance) objective for this level:

The child should be able to do a single-base (yes/no question) trans-
formation from a single kernel sentence.

Learning Opportunities: List on the board single kernel sentences that
the child can transform into questions that can be answered by yes or
no. Ex.: Kenneth has gone wasa Has Kenneth gone?

Time: Approximately 20 minutes.

Evaluation: Level 1: Majority of the children can do single-base
transformations from single kernel sentences as described in the
learning opportunity. Level 2: Child has the ability to do the
learning opportunity with 75% accuracy. Level 3: Child has the ability
to do the learning opportunity with 90% accuracy.

Q
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18. Program Objective: Not appropriate for Late Childhood.

19. Program Objective: To recognize and use certain language usage
appropriate to given social, geographical, and cultural levels.

Emphasis: Some program emphasis

Pre-Assessment: The teacher notes the language used by the child and
writes down the sub-standard forms to be used in his planning for
helping the child achieve a classroom dialect.

Exarmple of an instructional (performance) objective for this level:

The child should be able to use the classroom dialect which is ap-
propriate to the majority of the class‘'s social geogra?hical and
cultural level.

Learning Opportunities: "Guessing Gare" - (to revlace "he doesn’t"
for "he don't"™)., X chiid is selected to be "it". The conversation
proceeds like this:

"It" student - "I ar thinking of someone in our cliass".
Classmate -~ "Does he ride a bus to school?"
"It" student - "No, he doesn't ride a bus to school." (ete.)

Time? Approximately 10 minutes.

Evaluation: Level 1: The majority of the children are able to use
the classroom dialect whirh is appropriate to the ma jority of the

class’'s social, geogrart 1d-cultural level. Level 2: 75% of
the children will be ¢ -t level 1. Level 3: 607 of the child-
ren will be able to dc¢ 1.,

20. Program Objective: To be sware that the structure of languag=
(syntax) is described by various grammars and that these des-
criptions are not the language.

Erphasis: Little program ermphasis

Pre-Assessment: 'Let the child build simple sentences on the chalkboard
as a part of a grouo, and individually in writing,

Example of an instructional (verformarice) objective fFor this level:
The child should be able to relate word order to sentence structure.

Learning Ovportunities: 'The teacher writes on the board a sentence

of nonsense words: Ex.: The lub sat a bakh sach roking. The teacher
then asks the students to pick out the nouns and the verb. (6th grade
Roberts English)

Time: 20 minutes
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Evaluatidon: Level 1: The majority will be able to do the learning
activity. Level 2: 75% will be able to do the learning activity.
Level 3: 90% will be able to do the learning activity.

21. Program Objective: Not appropriate for Late Childhood.

22. Program Objective: To seek and use vecabulary words in order
to express oneself concisely, clearly, and aesthetically.
(no vocabulary lists to be memorized¥

Emphasis: Little program emphasis

Pre-Assessment: The teacher in all contacts with the children should
give attention to descriptive words, shades of meaning, and encourage
the children to find the meaning of a wcid in context.

Example of an instructional (performence) objective for this level:

As his vocabulary increases the child should be able to express him-
self more clearly and concisely.

Learning Opportunities: The child describes an actual experience
utilizing words learned in various areas of the langusge arts.

Time: Approximately 5 to 1C minutes.

Evaluation: Level 1; Ability of the child to use the new words he
has learned as he relates his experience.

23. Program Objective: Not avvroovriate for late childhood.

2L. Program Objective: To be aware that langusge is in 2 constant
state of change and to explain langusge in the light of its
history.

Erphasis: Some program emvhasis

Pre-Assessrent,: Note if the child is aware of new meanings of familiar
words in all subject areas.

The child should be able to discover as he exveriences many language
activities, that language lives and grows as words continually change.

Learning Opportunities: Have the children listen to a recording of

several people "rom different generations talking and oick out changing
language expressions.

Time: 20 minutes

Evaluation: Level 1: The child should be able to vick out the changing
Tanguage expressions in the learning activity. Level 2: The child
should be able to do level 1 plus interpret the language expressions.
,Level 3: The child should be able to offer some of his own other than
ERJ(?hose heard on the record. O
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LATE CHILDHOOD ELEMENTARY
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Background for Unit DevelOpment

The word "unit" implies unity. This is central to the teaching
process. There are three major sources of unity in English lan-
guage arts: (a) the unit organized around a segment of subject
matter; (b) the unit organized around an activity or process; (¢)
the unit organized around a theme or topic. In all three types
of units, it is essential that the English language arts skills
(speech, listening, writing, viewing, reading, and language) are
well coordinated, so that no skill is taught in isolation.

The "Subject Matter" Unit: The unit which finds its unity in a
segment of subject matter is the oldest and most familiar. The
teacher seeks unity through centering attention on the adjective
clause or some other element of grammar, on the short story or
some other genre of literature, on some specific literary work,

or on a chapter or section in the textbook. This type of unit

may or may not be successful; but it is certain that, in many
schools, the "safeness™ and definiteness of this kind of teaching
have brought an over-emphasis on it, resulting in an unimaginative
and pedestrian program, with too many thinge presented in high and
dry, unrelated fashion.

The "Activity”" Unit ‘

This unit finds its unity in a language activity or orocess.
Examples of this type are writing letters, reading the newsvaper,
giving a book review, writing a research or library vaper. The
subject matter may be various; the unity is found in the orocess
of skill. Again, such units may be successful, or they may rep-
resent sterile rehearsal of processes out of any live context.

The "idea-centered” unit o

Examples of such units are "The Faces of Courage," "The Frontier
Heritage," "American Mosaic," "The Individual's Quest% for Univer-

sal Values." The terms "topical" and "thematic" often are used

to identify this third type of unit. At its least significant,

the topical unit merely starts with a flowery label which is promptly
forgotten as the class plows through the next 123 pages in the
textbook or anthology. At its best the thematic unit vermits the
sharp unity of an idea pursued through various selections of lit-
erature, various media, writing, sveaking, listening, and language.

Eclectic

The three types of units are not mutually exclusive; a given unit
may combine approaches. TFor example, study of the short story may
be centered around a topic such as "People in Crisis."

From: A Guide: English in Florida Secondary Schools, Bulletin 35A,
IgGEjésiige Department of BEducation, lallahassee, Florida
pc - .

No matter which unit type is designed the design should include the
following:
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(1) What Pre-Assessment have you made?

(2) From the prededing section, towards what program objectives
are you working? ~

(3) Towards what performance objectives based on the program ob-
Jectives are you striving?

(4) What learning opportunities are you making available for
your students so that they can learn to perform?

(5) Approximaﬁely how long wili this take?

(6) How will you evaluate to find if the objectives were accomp-
lished? : _ ' .

The following sample unit or units were designed by teachers in
accordance to these six points. Please note that the different
fnglis? 1gnguage arts skills were integratad. No skill is taught
n isolation. .

In designing a unit the teacher should first study the following
grom W. James Popham’'s The Teacher-Empiricist, A Curriculum and

Instruction Supplement, Los Angeles: Tinnon-Brown, Inc., 1965,
po - °

Preassessmggg

In effective instruction it is first necessary to preassess the stu-
dent to determine his current status with respect to the posited in-
structional objectives. In other words, one attempts to identify the
learner's entry behavior. The term "preassessment™ is used rather
than "pretesting" only because preassessment may suggest a more gen-
erally applicable assessment procedure than the use of paper and pencil
tests. One of the real advantages of preassessment is discovering
whether the student has in his repertoire the kind of behavior the
teacher wishes to promote. It is conceivable students may enter the
course with far more competence than is assumed for them by the in-
structor and weeks may be wasted in "teaching" students what they
already know. In the same wein it is often the case students know
far less than we assume they know. They may actually €ail to possess
the prerequisite ability, knowledge, or skill they need to accomplish
the course objectives.

In either case, preassessment results may suggest modifications of

originally selected objectives both with respect to minimal levels

as well as the actual content of the. objectives themselves. For in-
stance, analysis of the student's entry behavior may suggest the

teacher add or delete objectives. In other cases it might be prudent

go %1ter only the minimal levels previously established for the ob-
ectives.

A particulary important advantage of preassessing is the establish-
ment with certainty that the student' cannot, in advance of instruction,
perform well with respect to our objectives. When, after instruction,
he is able to behave in the prescribed fashion the teacher's instruc-
tional efforts will deserve credit for achieving the behavior change.
This point will be discussed in more detail later under evaluation.

Q &;;\‘! .
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An additional advantage of preassessment is that through it3 use we
can identify individuals within the class for wham we may wish to
subsequently differentiate our instruction. It may be we might use
different objectives for remarkedly able students than those for the
rest of the class and, accordingly, subject these special students to
different instructional experiences. ’

The actual preassessment may be conducted either formally, as with a
paper and pencil evaluation instrument or, in come cases, quite in-
formally. If, for example, a new class in the Russian language 1s
instituted in a high school perhaps the only kind of preassessment
necessary is for the teacher to ask students how many know the

Russian language. Often it is revealed no one knows it and the teacher
can proceed with the assumption of no knowledge on the part of the
studen:s. JTdeally preassessment devices should take the same form

as those used in final evaluation. Perhaps the pretest, if it is a
test, should be the same as the posttest. It is obvious that in order
to consider jreassessment the instructor must already have given
serious attention to the question of final assessment. Once having
preassessed, and possibly modified his objectives accordingly, the
instructor is now ready to begin planning instructional activitles with
which he hopes his students will accomplish the objectives.

Selection of Learning Activities

The teacher is now faced with the act: :1 determination of what will
happen during.the class period. It is necessary to plan what happens
during particular minutes of the class period. As suggested earlier,
many beginning teachers make this decision on the most opportunistic
grounds hoping that whatever is done which seems educational will, in
fact, result in learning. In the instructional paradigm advocated
herein five learning principles ‘are offered to guide the teacher in
the selection of classroom activities. These learning principles have
considerable support from the field of psychology and it is probable
learning experiences for youngsters will be provided. There are
certainly more than five principles which could be described. But

as indicated before, it seems more profitable to giwe %%g>ﬂ!!ﬂ960tive
teacher intense knowledge of a modest collection of instructional
principles so he -can use them when he begins teaching.

Before turning to an actual discussion of the five principles a dis-
tinction must be drawn between use and effective use of a nrinciple.
It is clear some principles could be used, and clearly used at that,
but used in a fashion not particularly effective. Drawing an -analogy
from the field of sports we might think of a tennis vlayer who is at-
tempting to use a principlé regarding the proper way to hit a back-
hand shot properly. By watching the player during many games of
tennis, we might observe on one occasion, and only one, he hit the
background shot properly. Now, did he use the principle on which

the appropriate backhand stroke was based? Clearly he did. However,
if we ask ourselves whether he used it very effectively in the sense
he has an effective backhand shot we would respvond "No", for he only

used the principle on one occasion. Thus, a distinction can be
drawvn between use and effectiveness.

_1{13
{131)




However, it is often irpossible to determine in advance AFust what
factors should be involved in certain instructional principles to
rake their use effective. The best we can do is offer suggestions
regarding factors that presunably affect the effectiveness of a
narticular orincinle. The ultimate test of whether a nrincinle has
been e“fectively used rust be conducted in terms of the terminal
behavior change o the nunils. Sore teachers who violate the sug-
gestions regarding how a srincinle is used effectively rmay actuelly
medify behavior of their students in 2 desired direction. Sirilarly,
some tennis ovlayers violate basic stroke orincinles, yet continually
return the ball across the net. Who is to say they 40 not have an
"effective" stroke? The distinction drawn here is betwveen use and
presunptive effectiveness. Later in the instructional suvnle~ent
the reader will be asked to identify teachers who use certain in-
structional princioles and, in addition, to identi®y teachers who
use certain instructional principles effectively. Please recall

the latter effectiveness refers to presunptive effectiveness and
this effectiveness must be tested ultirately in 2n empirical fashion.

APPROPRIATE PRACTICE

The first and rost irportant learning orincinle is that the student
must have an ovvortunity to oractice the kind of behavior imnlied by
the objective. That is, he must be given vractice appropriate to
the objective. There is a host of osychological literature which
suggests that if we wish the student to behave in @ varticular fashion
we must give him a chance to resvond actively. If this resnonse is
consistent with our aims, all the better.

. If an algebra teacher, for instance, wishes a student to manifest
knowledge of the subject matter by solving story nroblems +he he
should not give him solely equations to nractice throughou . Lie course,
Rather, he should give him practice ! solving story problems.

A nmerticularly interesting voint arises in connection with the jude-
rent of whether a certain nractice is "appropriate". In orider to
Jjudge cenclusively whether mractice is appropriate we must have a
behmvioral objectiwe. Take for instance, & non-behaviorsl object-
ive smch as, "the student will understand algebra”. If you were tw
walk into a school classroom and note an algebra class sngaged in
certain activities, yom would be uncertain whether those activities
were appropriste to 2 fesired objective becouse vou would not know
with certainty what the desired objective was. We would not know
what eriterion of understanding was to be employed. At best, we
would not be sure if the practice was approyriete. Hence, for all
practical purvoses we rust find & behavioral objective in order to
assert. conclusively that appropriate oractice is present.

The beginning teacher will usually find this is the single most im-
portant nrincinle im seruring s desired behavior change. Many nee-
phyte teachers wonder in arazement as students fail to perform well
on their tests whén thev have snent the entire time lecturing, evem
eloquently, but not giving the students onvortunity to respond
during class. Through using the nrinciple of approoriate practice,
real behavior changes are usually accomplished.

ads

Q




Among the factors contributing to the oresumptive effectiveness of
appropriate practice is first, the ‘requency with which it is used.
In general one can assure the more frequently a student has avoro-
priate practice, the better. The second factor is the degree of
relationship of the practice to the obiective. The closer the prac--
tice behavior is to the terminal measure, the more e fertively the
principle has been used. If, for instance, a student is to resvond
in writing to certain stimuli, then it is oprobably best to give hir
practice in resoonding in writing rather than only oral nractice.
Although oral practice of orecisely the same kind of activity is cer-
tainly better than no practice, given a2 choice between the two kinds
of practice one should choose that which is closer to the behzvioral
obiective.

INDIVIDUAL DIFFERENTIATION

the next orinciole is individual differentiation or, nerhaps rore
accurately, differentiated instruction. The teacher using this
principle attempts to differentiate instmiction according to the
ability, interest, or orior achievements ¥ students. This suggests
not that the students rerely engage in individual or srall group
activities, but that the activity is differentiated to some extent
so the student’s unique learning potentisl is considered. It is
not necessary toc differentiate only in the case of the individual
students. By-grouoing the class into smaller work grouns, based on
some relevant index, the teacher also di‘ferentiates. |

A beginning teacher will usually be astonished at the tremendous
heterogenity oresent in his classroom. It is indeed a2 challenging
Zask to attemnt to use the orincinle of individual Jdif“erentiation
because 0 the tremendous time consurntion associated with nlanning
dtfferent¥ated activities. To the degree it is nossible in the in-
structional situation, the nrincinle o¢ individual differentiation
is one leadine to marked student success.

"ith respect to the nresurotive ef“ectiveness of this nrincinle it

is orobably more effective to use the nrincinle “renuently and. sec-
ondly, to incornorate a nurber of “actors in the Aifferentiation of
instruction. For exarole, i€ one were to differentiate on the basis
o" IJ alone rather than on the basis o” IQ 2nd achieverent, then the
latter should be more e”"ective. Another criterion by which to judge
the effectiveness o this nrincinle is the actual degree o” nuonil
individualization. For instance, it would be better to aiant the
instruction di“ erentially for five grouns of six nunils than Cor two
grouns of 15 punils. Ideally, of course, one would like to havg al-
rost a tutorial situation with instruction adanted “or each nunil. ]
It . is also imvortant to differentiste with tact fulness. There are in-
stances when teachers have divided their class into grouns and then
audibly referred to one of the grouns ass the less able or "dull" )
group. Such a tactless treatment of youngsters masy lead to undesir-
able emotional consequences.

PERCEIVED PURPOSE

According to this principle we try to promote the student's pércen-

tion of the ourpose or value of the learning activity. Many teachers
assume, in error, that their students autoratically see why they are

- ¥48, _
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studying a particular tonic. 1In fact, many students have great
difficulty in discerning why they are being “orced to attend to
certain subject ratters. In using this orinciole the teacher
atterpts to establish a "set" which increases the student's in-
clination to learn.

There is considerable research evidence suggesting students who
see-a real ourvose in learning sorething will learn it better. To
illustrate, it is often said sore of the worst instruction takes
olace in redical schools where instructors are frequently selected
because of their medical proficiency rather than instructionzl oro-
wess. However, the orospective vhysician tyoically learns very well
because he is so highly motivated to succeed in the school having
recognized the obvious rewards of the redical nrofession.

The princiole of verceived vurvose can be employed with only modest
effort in some cases, tut many experienced school supervisors in-
dicate it is the vrinciole most frequently overlooked in the case
of beginning teachers. The teacher tends to think student.s under-
stand why it is the tovic they are studying is worthwhile. This is
usually not so.

The oresurptive effectiveness criteria for this orincinle nertains
first to the time sequence in which it is used. The nerceived our-
pose activity, if it is going to be valuable, should be emvloyed
near the first of a unit or lesson so that even before he starts

to study the student sees why it is irportant for him to learn.

3¢ omdly, the degree to which the teacher attempts to communicate
this pmerceived purvose is an important criterion of effectiveness.
A teacher who walks into an English class and tells the students to
study prarmar because it is "pood for them" orobably communicates
very ineffectively to the class even though he is using the nrincinle
or verceived purpose. Techniques must be found which can "reach"
the student and suggest to him why that which he is studying is of
value. For examole, if one shows the student how the material to
be discussed is relevant to his every day experience. Then too,
perceived purpose should occasionally be used after the instruction
has begun to remind the student of the imvortance of the content.

KNOYLEDGE OF RESULTS

According to the orincivle of knowledge of results, the student
should be given an indication of whether his responses are correct.
This information should be given as quickly as possible, preferably
iuring, the same class neriod. Ideally, the student should know an
instant after he makes a resnvonse whether it is apvrooriate or not.
Therefore, teachers who systematically use this nrincinle often de-
vise oractice tests in which the student makes resvonses and then
finds out immediately after whether he is right or wrong. Knowledge
of results can be suovlied by having the students exchange pavers
and correct each other's work or by the teacher giving answers to
practice questions. In other words, any method by which the student
can determine whether his resnonses are right or wrong, is accentable.
Even in dealing with student.’'s resnonses to oral auestions the teacher
should let the individual know whether he is right or wrong. This,
of course, is alrost impossible to avoid in normal discourse even
between student and teacher. The question of how much delay can
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occur between the response and confirmation is still being researched.
However, it is gererally agreed that imrediate confirmation is orefer-
able to delayed confirmation.

The presumptive effectiveness criteria for this orincivnle are the
immediacy with which the knowledge of results is given, that is, the
more rapidly the student finds out the better and the freauency with
with knowledge of results is used. When students “ind out their re-
sovonses were .correct or incorrect aTter the end of an instructional
sequence~-for instance, on the final exarination of the semester--it
should not be considered knowledge of results. It does not contri-
bute toward the student's preformance on the evaluation rmeasure if the
only time he learns whether he is right or wrong is a“ter he has cor-
nleted the evaluation oprocedure.

GRADUATED SEQUENCE

The fifth princivle is the princinle of graduated sequence. As the
nare suggests, this orinciple dictates that learning activities should
be pnlanned in a graduated sequence of difficulty, comrnlexity, or auan-
tity. This refers not just to sevarate stens in the activities, but
to s gradval increase in the arount of effort required ‘“ror a student.
with some subject matter this nrincinle does not anoly as forcibly as
with others. However, the stens between conceonts or items of informa-
tion of the subject matter should, in general, be relatively small ir
order to allow most of the students tc becore familiar with each new
concent or task. It is varticulearly difficult to judge Jiust how
srrall the stens between conceots should be “or they should certainly
not be so small as to bore the student. It is irvortant therefore,

to get feedback from the students resardins how appronriate a given
stev size is for a particular class.

The oresumotive effectiveness criterion for this particular princinle
is the more gradual the sequence is the better--unless the senquence
reaches the ooint of boredor. This is extrerely difficult to deter-
rine and should devend uvon emnirical testing. Ideally, one should
pace the increase in size of the graduation so it is consistent with
the students ability to comnrehend the materisl.

In summary, it is felt the teacher who nlans his lessons so that some,
if not all, of the five instructional onrincinles are used will more
probably achieve his objiectives than the teacher vho does not. It is
not necessary to emonloy all the orincivles on all occasions for there
are some instances in which & certain onrincinle ray be out of nlace.
However, the use of these nrincinles will generally lead to more ef-
fective instruction. Rerember, it is necessary to ultirately test

the quality of instruction through assessing its influence on student
behavior. '

h ’ t ti dures

There are many occasions when the teacher in the classroom must func-
tion as a disseminator of information, demonstrator or discussion
leader. On all these occasions he is frequently posing cuestions to
the students. Over a veriod of years many writers have suggested
rules regarding ways in which these‘activ¥ties can be more effectively
Tconducted. For each of the following instructional orocedures, ie.,
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lecturing, discussion, demonstrating and questioning, the rules are
briefly summarized below:

LECTURE

o]

Plan the content of the lecture in advance.

Do not speak too rapidly.

Employ verbal enthusiasm, speaking somewhat louder than you
think necessary.

Use a conversational speaking style, maintaining frequent
eye contact.

Use short sentences and sirple- language.

Explain new words.

Modify your presentation according to visual feedback fromr
youn students.

Employ humorous illustrations adding to the clarification of
your ideas.

Move freely in front of the class bul guard against undesir-
able habits.

10. Use questions.

1l. Always surmarize.

DEMONSTRATION

1. 1In general, demonstration is most effective for teaching sci-
entific princinles and theories, rovement or relationship of
parts of tools and equipment and manipulative operations.

2. Deronstrations should be given when a few advanced students
are ready (either demonstrations to the entire grouv or
demonstrations to subgroups).

3. Plan the demonstrations so that all of the requisite equip-
ment is available.

L. Make certain that all of the students can see the demonstration.
5. If several methods of verforming an overation are available,
be sure that one method is taught thoroughly before other

methods are introduced.

6. The dcmonstrator should be certain that he is able to perform
the skill to be demonstrated.

7. After each part or major step of the demonstration, the in-
structor should ask questions to make sure that he is being
understaod.

8. Follow-uo, or student application, should occur after each
demonstration. -

9. 1In demonstration of potentially dangerous equipment, safety
precautions must be emphasized.

LEADING A DISCUSSION
1. Discussion questions typically involve the orocess of evalu-
ation.
2. Discussions should be used for questions that are important
enough to deserve the tirme that discussions take.
3. Students should be sufficiently informed on the topic of the
discussion.
4., The teacher must prevare for class discussion.
5. Discussions should center around nroblems the -students recog-
nize as important. .
6. In some instances students will need assistance in developing
skill in discussion techniques.
7. Discussion can typically be kept from rambling by making
ERIC sure students understand the problem.

L d
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8. Inexperienced teachers should typically avoid ‘ollowing uo
tangential remarks in oreference to the.tooic at hand.

9. At the close of the discussion summarize the major noints
discussed and conclusions reached.

QUESTIONING
1. A good question should be easily understood, thought provoking
and on the main points of the lesson.

2. Address questions to the whole class. .

3. Do not repeat questions which have been clearly oresented.

L. As a general rule, do not repeat the student's answers.

5. Plan questions in a purposeful order.

6. When students give no answer to your question, substitute,
for the difficult question, one o’ it°s coroonent parts.

7. When a student gives unimportant or incorrect answers, treat

_such responses tactfully.

8. Significant answers should be stressed.

9. A teacher's reaction to a student response which has been
ungrammatically expressed should depend upon the gravity
of the error.

Evaluation

The last major component of the paradigr is evaluation. It is at
this juncture the instructor determines whether the students can now
actually behave as planned when he formulated his objectives. The
develoorent of evaluation orocedures has, undoubtedly, been largely
resolved when the objectives were originally smecified. For it will
be seen that very specific behavioral objectives are often the actual
statement of the evaluation vrocedures. Objectives and evaluation
should, in essence, be identical. If the students nerform. sufficiently
well on the evaluation device, whether it he a test or some less con-
ventional form of assessment, in comperison with their pretest per-
formance, the instructor can be satisfied and can infer that he has
taught effectively. A superior student performence may suggest addi-
tional objectives need be added or nerhaps the minimum nroficiency
levels of current objectives should be raised.

On the other hand, if students have not verformed well on the eval-
uation instrument and have not achieved the objectives originally
established then the instructor, in general, must take resnonsibility
for the poor quality of the instruction. He should alter his instruc-
tional methods, perhaps re-evaluating himself to see if he used var-
ious instructional princivles effectively. Often the teacher will
discover the students have had insufficient opportunity to nractice
the behavior implied by the objectives. At this point, the teacher

is really evaluating his own instruction.

The question of grading students is a separate consideration. As
treated by most authorities, grading is a highly subjective process
in which decisions are made by the teacher based upon his own per-
ceotions of whether a student has earned a grade of A, B, C, D, or
F. There are no real guides to supply .the prospective teacher with
in the matter of grading. This is aimost exclusively & subjective
decision. School policies, however, often influence the grading of
pupils and hence should be thoroughiy investigated by the beginning
tagcher. '
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In conclusion, the instructional paradigm outlined in this document
embodies an empirical approach to instruction. The comvlete paradigm
is presented in Figure 2.

This empirical approach suggests that if the teacher posits instruc-
tional objectives and designs learning activities to accomplish ther,
then the evidence as to whether the student has accomplished them al-
lows the teacher either to revise or maintain his instructional pro-
cedures. Obviously, there will be differences from class to class,
but through a period of several years this approach allows the teacher,
in a highly technological fashion to increase his effectiveness re-
flected by student achievement. It should be pointed out again that
this is not the total answer to instructional proficiency and that
.there are many other factors involved 1in one's being a good teacher.
However, almost any teacher could improve his instructional efficacy
through tne uce of an empirical model such as that which has been
described.
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THE INSTRUCTIONAL PARADIGM

SOURCES 1. SOURCES:

OF Learner
OBJECTIVES Society
Disciplines

2. SCREENS: .
Psychology of Learning
Philosophy of Education

LEARNING
ACTIVITIES

PREASSESSMENT

1. Stated Behaviorally 1.
2, Minimally Acceptable Selected. According to:
Standard Specified . 1. Apvpropriate
1. Formal or Informal Practice
Veasurements of 2. Individual 2.

Students Status In
Relationshio To
‘Objective 3. Perceived Purpose

2. May Suggest Revision 4. Graduated Sequence

WHmww%mMMwwmmy mmwwmoa 5. Knowledge of Results

dards

Differentiation

EVALUATION' 7 -
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Reading

Program Objective: To know the literary tradition of our culture as
well as other cultures.

Pre-Assessment: Check to see if children know what a legend is (loo}
Up in glossary).

Performance Objective: Having read an Indi-- legend, the student will

identify and explain incidents in the story which distinguish it from
other types of stories read so far.

Learning Opportunity: Story "The Smoking Mountain". Teacher will
play recording while students follow in booklets.

After the story is over the teacher will ask such questions as: 1.
What events in the story probably wouldn't have haopened? 2. Has
this story been handed down from one generation to another? 3. Did
the story have some historical events but not nroved entirely true?
L. Did the story involve some of the supernatural?

Time: 50 minutes

Material Needed: Record of "The Smoking Mountain" (Children Heritage .
eries - Read as You Listen) booklets, record player.

Evaluation: Student is able to answer teacher's questions. Level 1l:
Student is able to answer one of the questions. Level 2: Student is

able to answer three of the questdons. Level 3: Student is able to
answer all questions.

Soeaking

Program Objective: The student will exoress his ideas before the class.

Pre-Assessment,: Observe if student takes vart in a classroom discussion.

Performance Objective: Having been given an ooportunity to view a
series of Indian oictures, the student will contribute his ideas about
the pictures before the class.

‘Learning Qoportunity: Teacher disvlays a series of Indian nictures
{showing their houses, women grinding corn, hunting, dances, et.c.)
After the student has had an onnortunity to view the nictures the
student, exoresses his owvn ideas about the nictures.

Tire: 40 minutes

L aterisl Needed: Pictures of Indians

Evaluation: Observe if1. student is willing to exvress his ideas before
the class. 2. His willingness sand esse of exoression. 3. His will-
ingness, ease of exnression and clarity.
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Listening

Program Objective: The student is able to identify what a sneaker
is trying to interpret by looking at his facial exnressions and
non-verbal signals.

Pre-Assessment: Observe student's ability to detect clues to iden-
tify characters portrayed.

Performance Objective: Having read a story silently in class and
watched a pantomime presentation, a student should be able to iden-
tify the character portrayed. -

Learning Opportunity: Having read the story "Wild Creature" silently
in class, ggve the students- the opportunity to olay a game "Who Amr I?"
Each student selects a character from the story to portray through
pantomime. (Characters such as Nummer, the Indian boy, the girl Mitty,
boy Ted, their Ma and Pa or the Indian chief are a few of the char-
acters) The student who guesses first stands next to his desk and
tells why he chose the name of the character, others listen, if he
guessed correctly, he may present a pantomime, etc.

Tire: 50 minutes

Yaterial Needed: Reader "Magic Word" by MacVillan (on.'211-223)

Evaluation: Observe child's Level 1: willingness to take nart.
Leve : His ability to portray a Story character convincingly.
Level 3: His ability to interact with others in the groun.

Speaking

Program Objective: The student will be able to retell a story in
an organized manner. | :

Pre-Assessment: Observe and make note if the student. _has been outting
events in the correct order in other stories.

Eerﬁgrma¥ge Objective: Having read a story, the student will be able
O reter € events 1n the correct order as listed. ,

Learning Opportunity: Having read the story ™fild Creature," the
teacher wiE% write on the board the following sentences:

Ma helped to care for Nummer. (2)

Ted and Mitty found the sick Indian. (1)

The old Indian helped Pa. (7)

Mitty tried to teach English to Nummer. (3)

Nummer returned with other Indians. (6)

Pa was bitten by a snake. (5)

Nurmber could not be found by the hunters. (4)
She will then ask if the events are in the correct order. (no)
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"Could ¥a have helped care for Nummer before Ted and ¥Fitty found
him?" (no) "Then you know these two sentences are not in the

right order."” Have children rewrite the sentences in the correct
sequencg of events. When finished, call on' different students to
read the events from their paver. If errors are made, ask questions
as those above to help student realize that certain events are de-~
pendent upon other events happening first.

Time: 50 minutes

Material Needed: Reader "The Magic Word" by MacMillan, paver, pen-
cil, blackboard, . chalk. :

Evaluation: Observe students ability to answer 1. four of the events
in the right order. Level 2: Student recalls 5 of the events in

the right order. Level 3: Student is able ‘to recall all the events
in the correct order.

Speaking

Program Objective: The student will be able to exoress himself in
creative dramatization.

Pre-Assessment: Observe if student has teken part in dramatization.

Performance Objective: Having read a story from the basic reader,
the student wikl be able to act a scene out making up his own lines
which are related to the experiences of the main character in the
story. ' ) -

Learning Opportunity: Story "Indian Bovhood'. Having read the story
about a Siox Indian named Ohiyesa, give the students an opportunity

to discuss parts of the story, then have groups of children vnlan and
carry out dramatizations of some of the experiences that Ohioyesa
related in the story. Example ~ 1. What he did when he met a wild
animal. 2. What did he do to show how brave he was? As one group
gives their dramatizations the others observe and wait their turn.

Tirme: 4O minutes (2 days or until all varticipate)

Material Needed: MaclMillan reader "The Vagic VWord".

Evaluation: Observe student's degree of particivation. Level 1:
Participation. Level 2: Participates and offers suggestions.
Level 3: Particinates, offers suggestions and consults others.

Reading

Program Objective: To know the literary tradition of our culture as
well as those of other cultures.

Pre-Assessment: Check to see if students know what a myth is and
review legends. '
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Egrfogmance'ObJECtive: Having read a myth, the studem: will ‘be ab s
o efine the concept of a myth, how it differs “ror a lepend -

and to use the <orrect intonational vatterns through role-olaying.

Learning Qoportunity: Story - "How Saynday Got the Sun." Having
read the story, the students are given the oonortunitv to so seme
dialogue reading for the parts of the Fox, Deer, Magoie, and Sayn-
day. Different students may be selected to read certain sections.
After dialogue reading Teacher questions: 1. How do you think le-
gends are similar to myths? * (told not read, both exnlain sore
natural phenomena.) 2. How do they differ? (Myths usually tell
about gods and goddesses, legends may or may not have an historical
basis often developed around admirable characters such as Buffalo
Bill or Daniel Boone. )

Time: 50 minutes

Vaterial Needed: MacMillan reader "The Magic Word"

Evaluation: Observe student's ability to answer questions about

ifferences between myths and legends and to read dialogue. Level 1:
Answer questions and read dialogue with some eéxvression. Level 2:
Answer questions and read dialogue with same exnression the anirals
used when they spoke. Level 3: Answered questions and read dia-
logue with same exvressions the animals used when they.snoke bplus
using such intonational features as fear and unhaoniness.

Sgeaking:

Program Objective: To ask questions as a way of learning.

Pre-Assessment: Observe if children ask questions about what they
ave read.

Performance Objective: Having read a story the student will be able
to ask and answer qQuestions based on selection and story details.
Learning Opportunity: Story "A Giant in the Wilderness." Having
read the story the students will be given an opportunity to ask
questions from the selection read, as each question is asked by a
pupil, another pupil will be asked to read the answer from the story.
If a child's question cannot be answered, suggest that he rephrase
it. Example 1. Who was Sequoya?

Time: 45 minutes

Material Needed: VacMillan reader "The Magic Woradn

Evaluation: Observe students increased skill in asking questions.

eve : Student can ask a simple question. Level 2: Student
asks questions involving simple story details. Level 3: Student
asks questions involving story detail and usage.
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Reading

Pro%gam Ob;ective: The student will identify and interpret the
eelings of story characters.

Pre-Assessment: The story is on 4th grade level.

Performance Objective: Having read a story, the student will be able
To identi’y ma%n characters,. tell what he was like at the beginning

of the story and at the end, and what he did to become a fambus
person.

Learning Opportunity: Story "The Earned Name™ Give the children
an opportunity to use the conversation between the two Indians
Wa-ha-chanka and Haska as a dialogue reading. After the dialogue
the teacher will question. 1. Why dfd Haska think he rmight some
day be 2 great leader? 2. What does it mean when he said "earned
name?" 3. Do you think he earned it? What was it? 4. How did
Has-ka feel about his new name?

Time: 50 minutes

Faterial Needed: Book - "The Magic Word"

Evaluation: Level 1: Student is able to answer one of the questions.
Tevel 2: Student is able te answer two or the questions asked.
Level 3: Student is able to answer all questions by teacher.

Language

Program Obiective: The student will recognize words as syrbols and
not objects.

Pre-Assessment: Check to see if students understand the format of a
glossary and alphabetical order of words.

Perfprmance Obijective: The student should be able to locate and write
words in the glossary through use of guide words.

Learning Opportunity: Present a mimeogravhed paver with some (10)
guide words taken from the glossary in the "™agic Word" reader. One
guide word is given, the other is missing, have the students look:
through the glossary to find the missing guide word on the sare page
and write it. Examole - Cherokee - (Missing puide word -comnlicated).

After this exercise is finished have students locate words that would
core between the guide words. )

Time: L5 minutes

Faterial Needed: "The Magic Word" reader by NacMillan

Evaluation: Observe student's ability to: Level l: Locate and
write five words frorm glossary. Level 2: Handles glossary with
efficiency and finds 8 of the guide words. Level 3: Handles
plossary with efficiency and ease, locates all of the guide words
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Listening

Progggg Objective: The student will be able to listen and follow
irections.

Pre-Assessment: Observe students ability to follow instructions.

Ferfotmance Objective: Having been given oral instructions on how to
make a sand painting, the student will be able to follow the directions.

Lzarning Opportunities: The teacher will read a story "How Sand
Fainting Came to the Navaho" to give some background information on
sand paintings. Teacher then gives oral directions. 1. Cut out
the picture which is on the vaper I have mimeogravhed of* for you.
2. Place cardboard on your desk. 3. Paste your cut out nicture
in the middle of the cardboard. L. You will find the letters B, R,
Y, ¥, and BL on certain sections. B is for Blue, R ~ Red, Y - Yellow,
¥ - White, and BL ~ Black. 5. Put Some glue on each section you are
ready to color, then sorinkle that color of sand on it. 6. Let it
dry and wipe away any excess sand.

Time: Children will be divided into grouns and each group work one
or two class periods until completed.

Material Needed: Mimeographed pictures, cardboard (12 by 12) 5 jars
0" red, black, blue, yellow, and white sand. Glue.

Evaluation: Observe completed sand painting to see if student fol-
owe irections. Level 1: Student cuts picture and vlaces it neatly
on cardboard with 2 of the sections nainted correctly. Level 2:
Student cuts and places picture on cardboard neatly with L of the
sections pnainted correctly. Level 3: Student cuts picture and
places it correctly on cardboard with all sections vainted correctly

Langgage

Program Objective: To look for and use vocabulary words in order to
express oneselr.

Pre-Assessment: As the student encounters new words throughout the
unit, he 1ists them in his own notebook with at least one reaning.
Teacher observes once a week how many he has listed.

Performance Objective: The student is able to exnress himself clearly
using The correct meaning of a new word as he encounters it in his
reading. -

)

Learning Ovvortunity: -Once & week give the students an onnortunity to
discuss the meanings of the new words on their 1list. After the dis-
cussion, students write one of the new words on 8 niece of waner and
put it in a box. Each student will take his turn at drawing out one of
the slips of paper with the word written on it. The student will then

pronounce it and use it correctly in a sentence.

e }\
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Time: About 20 or 30 minutes once a week.

Material Needed: Student's word list, .paper, pencil and a box.

Evaluation: Observe student's Level 1: ability to pronounce and
use the new word in & sentence. Level 2: Ability to_pronounce

and use the new word in a sentence with ease. Level 3: Ability

to pronounce and use the new word in a seritéence with ease and clarity.

Speaking

Program Objective: The student will understand and appreciate'poetry
related to the theme. '

Pre-Assessment: Observe child's reaction to reading poetry as a
means of understanding it. :

. Performance Objective: As a result of having had the opportunity of
Teading an lndian poem, the student is able to explain his attitudes
and develop realistic concepts concerning the Indians.

Learning Opportunity: Poem M™Circles". Read voem:

The white man drew a small circle
in the sand . .
and told the red man,
"This is what the Indian knows"
And drawing a big circle around the small one,
"This is what the white man knows."
The Indian took the stick
And swept an immense ring around both circles,
"This is where the white man and the
red man know nothing."

After poem has been read, have one child go to chalkboard and draw the
necessary rings or circles as another child reads ooem aloud.

Teacher then questions:
. How do you think the white man felt about the Indians?
. How did the white man compare himself with the Indian? (superior)
. What do you think the white man learned from the Indian when
he drew the immense circle? '
L. Do you think this is a good poem to end the Unit? (learned

facts and enjoyed Indian stories but still great deal more
to learn.)

W N -

Time: 30 minutes

Vaterial Needed: Poem by Carl Sandburg

Evaluation: Observe child's attitudes and concepts of Indians through
discussions. Level 1: Ability to answer two of the questions asked.
Level 2: Ability to answer three of the questions correctly. Level 3:
Ability to answer all the questions correctly.

i '. 1539*¢
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Sixth-grade Unit on Dialects
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The study of regional dialects is one of the most exciting
and rewarding areas of learning in the language arts. Learning
about the existence of dialects and about the reasons for them
makes poetryvand prose written in dialect more interesting. The
majority of children in our classes are not aware of these sveech
patterns. While dialects of a language differ from each other in
pronunciation, vocabulary, and grammatical structure, the soveech
of our children differs from that of othér regions in the United
States only in vowel sounds and vocabulary. Stories and voems.
written in dialect are difficult Pdr them to understand. This.
study will increase their enjoyment of literature through increased
understanding. |

Dr. Henry Lee Smith, Jr., Professor of Linguistics and English
at the University of Buffalo, has said that the best English is
that which gets the most cooperation. It is rather 1ifficult to
look at one's own sveech patterns objectively, but it is not too
difficult to understand that some language patterns are more vleasing
to the ear than others. Speech vatterns which do not sound oleasing
to other people do not get thevmost cooperation. This is an age of
great mobility; many of our children will not 1live a2ll of their lives
where they are raised. The best English for them will be‘that which
gets the most cooperation wherever they go. While there is a new
tolerance for accepting that which is in general usage, there are
certain speech patterns which are a handicao for the individual who
uses them in certain situations. An ﬁnderstanding of dialects will
enable the child to. decide which. of his own sveech vatterns might
not get him the most cooperation.

There is a very amusing story written by Annie Trunbull Slossen
entitled "A Local Colorist" and included in a book of stories oub-

Ga X .
"é-hed in 1921. The following is from the story.
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When I was a mite of a child I was always
sayin’ that I'd be a book writer when I growed
up... Near as I could understand, dialect was a
any kind of queer, outlan&ish télk folks in any
destrict use, the queerer the bétter......I had
to begin, first thing, to.hunt up folks that
talked dialects, and it wasn't an easy job I
tell you...... I lived in the mountains and there
wasn't a thing of the kind in the.whole place.

I knew every single soul for miles around, and

they all talked good, plain, sensible talk,

nothin' queer....I went over the river to Vermont,
but they didn'i speak different. They conversed
jest our way, only more so. Some of the old folks
kep' up words I didn’'t mind any more, but nothing
outlandish about them. I asked Grandma Quimb& how
her little granddaughter was. "Little?" says she.
"Why, she’s a big gormin' girl now." That "gormin* "
did bring back old times and oa.

And mebbe even dialect, if it ain°'t been too
long standin' may be broke uv and helped, or mebbe
clean cured, take it in time and afore you're too
-old and_sot in your ways.

This unit is planned for sixth-grade students. It will be de-
velooed through the use of the skills of listening, reading, writing,
speaking, and viewing. The goals of the unit are: ; _

l. to create an awarenesé‘of the usé of dialects which are

quite different from the students' own sveech patterns.

2. to develop an understanding that there are differences
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in speech natterns within his own grouo. Boys use vocabu-
lary which is different from girls'. Children do not talk
like adults. Certain activities, such as sports, have
their own peculiar;vocabularies.

3. to be able to analyzé his own speech to determine if it
contaihs pfonunciations_or vocabulary which will not get
the most cooperation. '

4. to understand a little aboﬁt how dialects develop.

5. to develop an appreciation.For literature which is written

 in dislect.

The program objectives whiéh will be adapted to this unit are

as follows:

Speaking

l. To speak spontaneously and easily with and before others.

7. To take part in an informal exchangé of ideas with others;
to consult with others in formulating olans.

9. To express one's self in play-acting, story telling.

13. To apply the conventions of general American English usage
and to use whatever functional variety of language is
appropriate to the occasion.

Listening

4. To listen attentivel&
"~ 11. To increase one's listening vocabulary
Writing |
3. To improve the quality and precision of ohe's vritten
vocabulary;

5. To develop an awareness of writing styles and forms.
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7. Td experiment with individual writing techniques; to
be able to break rules intelligently; to learn the
rules first and have a valid reason for breaking them.

Reading | |

3. To be aware of similarities and differences in reading
and speaking

9. To know the 1iteréry tradition of one's culture and
other culture. |

Viewing .

2. To identify the technique of the media obsérved.

L. To analyze the techniques of the media observed.

Language _ |

13. To recognize and use contextual clues to figure out

word meanings. |

15. To discuss the origin of wofds and the semantics of

1anéﬁ;ge. |

19>w\To/§ecognize and use certain language ﬁsage annrooriate

to given social, geograohical, and cultural levels.

24,. To be aware that language is in a constant state of

change and to explain language in the light of its
history.
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{First Wesk) ~ Langgage, Writing

Pre-assessment: The members of the class do not all speak alike;
boys do not talk like giris, children “rom 6ne home do not sneak
exactly like children from another home especially if the parents
originated in another area.

Program objective: (a) To know the literary traditions of one's
culture. (b) To be aware that language is in 2 constant state
of change.

Performance objectives: (a) The student will be aware of the use
of dialects which are different from the student’s own speech pat-
terns. (b) The student will show an appreciation for dialect
literature through hearing read The Yearling.

Learning Opportunity: After the ore-assessment 2nd introductory
activity on Monday, the rest of the week will by svent. ( about
thirty minutes a day) on the reading of The Yearling by the teacher.
Little comment should be made so that the childven ray “ully enjoy
the story for itself. Time should be left or qiscussion and ques-
tions about any dialect which confuses them.

Time: about 30 minutes daily

Evaluation: Level 1: Children listen attentively to the reading.
Level 2: Children can recall and discuss idiomytic and dialectal
language used in the story. Level 3: Children can rake judgements
about acceptability and appropriateness of the lialect.

e e e

Pre-assessment: DiscussSion of the meaning of blograohy, autobiography,
fiction, etc.

Program objective: To improve the quality and drecision of one's
written vocabulary.

Performance objective: The student will be able to find, choose and
read a short biography; then to condense this ih one‘’s own words.

165 £t
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Learning opportunity: Students will write a short biography of
Marjorie Kinnen Rawlings. This is of particular interest because
of the Florida locale of her stories.:

Evaluation: Level 1: Biography is accurate and legible.
Level 2: Biography is written in child's own words.
Level 3: Writer accomplishes the above and also
shows some personal reaction.
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First Week

The lesson for the first day starts with an introduction to
dialects which will include many of the ideas stated in the goal:x
of the unit. The members of the class do not all speak alike; boys
do not talk like girls, children from one home do not speak exactly
like chiidren from another home especially if the varents originated
in another area. It should be said that this is an age of great
mobility; many people travel about the country because of their jobs.
Other people are striving toward an upward mobility to imorove their
economic and social status. The preceding introduction should be
read. Class discussion will certainly follow.

To show the extremes to which dialects go, a chart may be

made from a humorous oamohlet, Guide Book and Dixie Dictionary.

This dictionary gives vocabulary such as: abode - a niece of wood;
braid -~ what you eat when you are out of biscuits; foe- what cores
after three. All of the pamphlet is not suitable so the use of a
colorful chart is advised. Answers may be hidden until the students
try to guess the meanings.

| Another booklet which will amuse the children is Ferhoodled

English, a collection of Pennsylwvania Dutch expressions such as

t he one about rain; "Ain't it wonderful how it keevs uo making down."
This will provide an oovortunity to expvlain how certain dialects
develop by exolaining that the word order in German, (Macht die Tur
zu), when carried over into English, produces such as "Make the door
gin." Tt will be imporpant to emnhasize that while such sneech
satterns are amusing, it is not our intention to make fun of this or

D3

o “ny other dialect.
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Reading, Speechl_Languége
{Second VWeek)

Pre-assessmenﬁ: To discover how many children are familiar wiﬁh
Lois Lenski.

Program obijective: (a) To knbw the literary tradition of one’'s
culture. To speak spontaneously and easily before others. (b)
To recognize and use contextual clues to figure out word meanings.

Performance objective: The child will read a book written by Lois
Lenski and give an oral reoort.

Learning Opportunity: An assignment will be made for each one to
read one book by Lois Lenski. These books are not difficult, but
Miss Lenski uses a suitdble dialect in each one. Each book also
has an informative foreward. Book revorts will be rade orally at
various times during the following weeks as the students are ready.
Reports should be brief but should show an understanding of the
story and of the dialect in which it is written.

Tire: At éhild’s owvn speed

Evaluation: Level 1: Child is able to stand before the class and
tell the story.
Level 2: Child is able to tell the rain “acts of the
story chronologically. '
Level 3: Child is able to tell the story in such a
way that others will want to read it.




Listening, Language, Speech, Vriting, Viewing

(Second Week, Continued)

¥onday - class time

Pre-Assessment: Note reaction to a first reading of a Burn’'s noem.

Program obijective: To listen attentively

Performance objective: The student will becore acquainted with the
poems of Robert Burns and James Whitcomb Riley

Learning opportunity: Poems by Burns will be read by the teacher.
Class discussion follows. This Scotch dialect will nrobably be
unfamiliar to most. The reading of Riley’'s poers follows. Comnari-
son may be made between the two forms of dialect.

Time: 30 minutes

Evaluation: Level 1: Child can tell the main ideas of the poers.
Level 2: Child shows curiosity about unfariliar words.
Level 3: Child showsan interest in reading the poems
"~ of Burns and Riley: for himself.

Tuesday-class tire :
Pre-assessment: Have children bring in comic strips which they
think are written dialectally.

Program objective: (a) To recognize certain language usage sonro-
priate to given social, geogravhical and cultural levels. (b) To
develop an awareness of writing styles and forms, including those
found in business, in order to avvly them in one‘s ovn writing. (c)
To take part in an informal exchange of ideas with others; to consult
with others in formulating vlans.

Performance objective: (a) The student will vnoint out the meaning
of dialectal comic strips and the reason Tor the use of such dialect.
(b) The student will discuss and organize the writing of letters to
cartoonists. (c¢) The student will write & letter to a cartoonist.




Lesrning opportunity: The teacher (or'the students) will have
brought in strips such as Li‘l Abner, Pogo, or Smuffy Smith.
These will be displayed on a bulletin bosrd and discussed.
Committees will be formed to confer and write letters to Fred
Laswell (Snuffy Smith), Walt Kelly (Pogo), or Al Caop (Li'l
Abner) to inquire about the research which must be done to
produce authentic dialects for these car-oon strips. Letters
may be in business form or written informaily as students pre-
fer, provided they show correctness in the chosen form.

Time: entire ovewiod

Evaluation: Level 1: Child writes » legible letter using an
approved form.

Level 2: Child expresses his interest and anpre-
ciation to the author in such » way as
L0 encoursge an answer to his letter.

Thursday

Pre-rssessment: Discusasion of Twain stories 0o discover whether
children are familiar with his works

Program objectives: (a) To iden:ify techniques of viewing media
(b) To snalyze the technique of the medis. .

Performance objective: The studentvwill view = motion picture
which is connected in subject matter to the writing of Mark
Twain.

Learning Opportunity: Film - The Adventures of Tom Sawyer

This is a 77 minute film. The rental is $27.00. Actors are
Tom Kelly, Jackie Moran, May Robeson, Walter Brenna, and Victory
Jory. Since the memtal is so high, some arrangament may be made
for » larger numkmer :mo view it, with a small sdmission charge i+
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Tiﬁi&xwlghbur

'E!Elgéﬁiég; Level T: -

Lbvel 2:

Level 3:

Friday - Catch-up day.

Children are an sttentive audience.
Children can discuss the “ilm after
viewing. . .
Children can discuss the advantages o*
the movie over ors1l reading of the story

Discussion of the film. Lenski boonk
reports. Additional comic strivs.
Drawing of comic strios by children
if desired.
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Speech, Writing, Language
(Third Week)

¥onday, Tuesday, Yednesday

Pre-assessment: Observe willingness of-students to take vart and
ability to offer suggestions.

Program objectives: (a) To express one's self in play acting.
(b) To take part in informal exchange of ideas with others; to
consult with others in formulating vlans.

Performance objective: The student will help produce a creative
dramatization of one of the materials used in this unit.

Learning opportunity: Plans are made on Monday for creative
dramatics based on a story by Mark Twain or Lois Lenski, an Uncle
Remus story, or a series of comic strips. Committees organize and
meet to prepare for a spontaneous production, with no memorized
lines. Tuesday and Wednesday will be svent doing these productions.

Time: 3 days

Evaluation: Level 1: Child is willing to varticipate.

Level 2: Child shows ability to take on versonality
of the character he is wvortraying through
sveech and actions. |

Level 3: Child shows ability.to use dialect in his
characterization.

Thursdax

Pre-assessment: Oral discussion. "How would you describe what a
girl is wearing?" and similar questions.

Program objectives: (a) To experiment with individual writing
techniques. (b) To avply the conventions of general American
English usage and to use whatever functional variety of language
is appropriate to the occasion. (c) To be aware of similarities
and differences in reading and speaking.

. 1VR
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Performance objective: Each child will be aware that he and those
with whom he associates do not use identical speech vatterns, but
that each speaks in a way approoriate to his age, sex, etc.

Learning opportunity: Each student will write a story about his
own life, using his own natural speech pvatterns. After an intro-
duction of setting, most of the story should be in diologue.
Subjects should be familiar, every-day ones, verhans a recent
happening at home, at the fair, on the olayground. The story need
not be long, but the dialogue should faithfully vortray the char-
acter of each speaker. Grandfather or little sister may be char-
acters, neither of whom would speak just as the sixth-grade writer
himself does.

This is a form of evaluation. If the student is not able to rec-
ognize the use of regional vatterns in his own sneech or of those
close to him the unit will not have succeeded in reaching several
of the goals set. (1, 2, 3). There is still the possibility

that the sixth goal has been attained; to develoo an aporeciation
for literature which is written in dialect.

Time: at least one class period

Evaluation: Level 1: Each child writes dialogue about a recent
event in his life.
Level 2: Each child uses apvrooriate soeech in the
dialogue. : - _ i
Level 3: Each child accomolished above and also uses
the correct mechanics of writing dialogue.

Friday - a day to finish. Some students may still need to revort
on the Lenski book. One of the creative dramas ray not
have been given. Students may have brought in additional
materials which they would like to share with the class.

Following are some additional activities which may be added
to the unit or substituted for another activity if the teacher so
desires:

1. The reading of the Mennonite story Ellie's Furnishings,
which is listed in the materials.

-
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Listening to the Gallooing Gourmet, a CBS program
featuring cooking and English as spoken in England.
Tony Hamilton, newsman on Channel 8, also is inter-
esting for his speech. _

A short, informal research vaper on the vocabulary
differences in English of England and Arerican English
such as lorry (bus), petrol (gasoline).

Runaway Home, the out-of-adontion sixth-grade reader
published by Row Peterson. Children enioy the con-
tinuity of this story about the Harding family which
travels from Maine to Washington the long way. As
they visit in such areas as the Outer Banks of North
Carolina and the Ozarks of Arkansas, the idiomqgtic
dialects of the areas are apparent and interesting.

b4
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Materials

Books and short stories
Arbuthnot, ed. Time for Poetry
Botkin, B.A. ed., Pocket Treasury of American Folklore
Coatsworth, Elizabeth, Runaway Home '
Lenski, Lois, %%you Suzette

1

1eber Corners
ETEE—RiE e B1lL
Boom Town Bo -
Corn Farm BoO
Cotton in My Sack
Judy's Journe
Mama Hatiie's Girl
Shoo Fly Girl
Jtrawberry Girl

Texas Cowboy

NMartim, Helen R., Ellie’s Furnishings
Rawlings, Marjorie Kinnen, The Yearling
Twain, Mark, The Adventures of Tom Saﬁier
' he ventures ot Huckleberry Finn
# (Gelebrate rog o Calaveras Lounty and other
Sketches

Record - Gullah, Dick Reeves, Lenwal Entervrises, Charleston, S.C.
Film - Adventures of Tom Sawyer Fl 101

ssociated Instruction Materials, Atlanta, Georgia
Booklets - '

GCuide Book and Dixie Dictionary, The Progress Press,

Roancke, Virginia

Ferhoodled English, Yorkcraft, Inc., York, Penna.

Poems -
Riley, James “hitcomb - "Little Orphan Annie"
"The Ruggedy Man".
Burns, Robert, "To a Mouse"

"A Red, Red Rose™
"Auld Lang Syne"

. R
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ORGANIZATIONAL PATTERNS

LATE CHILD#ECOD ELEMENTARY
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Possible Organizational Patterns
For Early Childhood

Articulation

Articulation has been a watchword in educational deliberations for
years. Attempts to develop an articulated curriculum in the English
language arts, however, are beset by cseveral problems. The first of
those involves the nature of English langusge arts. The English
language arts is more a network of skilles and proeescses than a body
of content. It is impossible to designate a2t which grade all students
will lesarn certain language skille; recearch shows that language

power does not develop in such a logical and systematic fashion.
Furthermore, the linguistic skille are more highly related to factors
independent of the school - especially social-economic environment.

It i= impossible to alocate phases of the subject to the different
years Since English language arts if a required subject in all
grades, the natural selection of students which operates in the hlgher
grades in most other academic subjects is not prerent.

Despite these problems it is necessary for faculties to plan a real-
istic sequence for English language arts. What is the difference in
English language arts from one grade to the next? Simple a2llocation
of titles, etc. has been resorted to with disturbing frequency.

Factors in Planning a Sequence

The task of working out an articulated program which will cerve a
given school well is a complex but not impossible, one. Several
factors must be considered together:

1. The characteristics and needs of students at the various levels.
This approach i1s especlally useful if a study of student inter-
ests leads to some definition of student motivations. For example,
why are pupils, at certain levels, interested in animal -stories,
in science fiction? What motivations can be identified which may
furnish important keys to the nature of the Englicsh language arts
program? »

2. The processes and activities important in communicating for life
needs.

3. The nature of language and literature and of the components of
effective reading, ertiggL,vIewIng, speaking, and listening.

4. Those themes important in human experience: such as man and
deit man and nature, man and other men, man snd his inner
celf, 1t is Eecomlng increasingly clear that a most effective
means of determining sequence in the English lsngusge arts pro-

gram is to identify for each grade a ret of major themes around
which the study of the English language srts may be orgsnized.
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Procedures in Articulation

Nothing is to be gained when a teacher at any level blames a lower
level of instruetion for the inadequacies of the students he meets

at the beginning of his course. The good tescher takes his students
where he finds them and helps them to improve in terms of their in-
dividual needs. He has a competent understanding of the total educa-
tional process which a child goes through, with specific information
on the content and conduct of courses immediately preceding and fol-
lowing his own level of instruction.

From: A Guide English in Florida Seconda Schools, Bulletin 354,
1962, State Department of Educaticn, Tallahascee, Florida,
po iss-léou
Regardless of how a school organizes itrelf, the key to an effective
English lsnguage arts grogram is for that progrsm tec provide for »a
consistent and cequential development of the communication skills
outlined in the sectien on Program Objectives for Pasco County.
An elementary school may evaluate itself using the following:

Criteria for Evaluating Organizational Patterns

Factors related to curriculum content and structure ~ The orgeniza-
tional patterns of schools and classrooms chould contribute to the
effectiveness of curricular planning and experiences. In view cf
the purposes of modern education, the recommended curriculum plan:

21; Places special value upon the uniqueness of each lesrner.
2) - Provides both bslance of content and opportunity for corre-
lations among the various sreas of study.

(3) Structures the expected outcomes in continuous developmental
growth sequences that include provision for spaced review.

(4) Expands or contracts its offerings in depth and breadth to fit
t?e varying capabilities and purposes of learners at different
times. :

.(5) Provides a variety of types of learning experiences to capitalize
upon learner's different interests asnd modes of learning.

Factors related to the personsl success of the learner. -~ In order
to enhance the child's opportunities to become an increasingly ade-
quate person, the modern school:

1) Develops & warm, supportive teacher-pupil relationrchip

?) Helps various pupils, in accordance with their different capaci-
ties, to set comewhat different academic goals that provide
challenge and stimulation. .

(3) Provides opportunities which will help the learner see himself
as a worthy, adequately caspable person

(4) Provides opportunities which encourage the child to interact
with others in ways that strengthen his social understanding
and habits as well as his academic competencies.
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(5) Facilitates the placement of responsibility for learning on the
pupil, meking him an intellectually active participsnt rather
than a passive observer,

(6) Developes habits of constructive self-direction through increasing
opportunities for purposeful independent work.

(7) Offers a consistent work load rather than one which fluctuates
greatly from day to day and week to week.

Factors related to teacher effectiveneses - A desinable pattern of
school and classroom organizstion: :

(1) Makes the teacher fully aware of the extent and types of indi-
vidual differences among children.

(2) Provides for frequent evaluastion of each pupils general progress
in terms of individusal capacity rather than of class standards.

(3) Enables teachers to do individual diagnostic appraisals and cor-
regt}ve teaching for most children who encounter temporary diffi-
culties, . -

(4) Makes fairly comprehensive pupil records readily available for
adding notes about significant behaviors and for ure in examin-
ing and analyzing problems and progress.

(5) Provides enough flexibility of scheduling to permit teachers to
readily change or extend daily time blocks and to slter curricu-
lum plans in order to capitalize upon various types of learning
opportunities.

56; Utilize the special capabilities of ‘teachers ss fully as possible.
7 Makes efficient use of teacher time, providing the maximum amount
of learning possible for the amount of instructional time and

effort expended.

(8) Is reasonably economicsl with respect to teacher -pupil ratio and
utilization of school facilities.

An elementary school may use the following organizationasl patterns:

General Patterns

Each system of school arnd classroom organization can be classified to
its degree of polarity on one or more of the following four continumse
of characteristicss '

l; One-teacher &3 Multiple-Teacher Instruction

2) Hetrogeneous 5 Homogeneour Instruction
3) Independent ¢ Directed Study -
L) Differentiated ¢3 Uniform Instruction within the classroom

Specific Patterns of Current Interest

1 Intraclass grouping within the self-contained classroom
2 Departmentalization
3) The Joplin Interclass Grouping Plan (interclass grouping)
) The Dual Progress Plan (%4 day heterogeneously cectioned in a
graded manner in languasge arts and social studies and 3 day
sectioned by achievement levels in each subject)
i ; Team Teaching '
Individualized Reading (Child chooses a book he wants to read

from a large selection and is given needed instruction in in-
dividual conferences) '
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7) 1Individually Prescribbd Instruction (carefully developed se-

(
quences of numbered lessons (K-6) grades)
{8 Pupil-team Study (pupils paired to lead each other)
9] Non-graded classes (planned learning sequences)
(10) Continuous Progress Plan (a refinement of non-graded using a .

combination of organizational innovations)

Research reports Suggest that pupil growth depends on tescher effort
and capability more than on such factors as school-organization
patterns,

It is not likely that research will =oon thow clesr and consistent
achievement-test results favoring one organizational pattern over
another because pupil achievement is €0 much affected by teacher
performance, curriculum structure, and other factors that may differ
in schools having the same form of organization. Concequently, each
faculty must determine the type of s=chool snd classroom organizationsl
patterns that appear likely to be most helpful in its schools.

From - Harry W. Sartain, "Organization Patterns of Schools and Clace
rooms for RBeading Instruction," p. 195-236, Innovation and
Change in Readi Instruction, The Nationsl oociety for the
tudy o ucation, 67th Yearbook, 1968, 5835 Kimbuk Avenue,
Chicago, Illinois 60637.

These organizational pstterns, combinations of these petterns or
others should be chosen to do the best possible job of providing
akgggsistent and sequential development of the communication

s s.

Diagnostic tests should be administered to determine which English
language arts skille a child needs to be taught. Some companies
from which to order such tests would be:

(1) Harcourt, Brace, and World, Inc.
Test Department
757 Third Avenue
New York, New York 10017
(2) Californis Test Bureau
1375 Peachitree Street, N.E.
Atlanta, Georgis 30309
(3) American Testing Co.
6301 South West Fifth Street
Fort Lauderdsle, Florida 33314
(4) Cooperative Tests. sand Services
Educationsl Testing Service
Princeton, New Jersey 08540
(5) Houghton Mifflin Co.
2 Park Street .
Boston, Massachusetts 02107
(6) Science Research Associates, Inc.
259 Egst Erie Street
Chicago, Illinois 60611
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Other tests to be considered are:

1) Bender Visunal-Motor Gestalt Test

2)  Frostig Developmental Test of Visual Perception

3 "™Making of Auditory Diseriminations® section of

the Harrison-Stroud Reading Readiness Test

(4) Wepman Auditory Discrimination
Teacher made tests may be administered if others are not availsble.
English language arts teachers should get together and decide what
it is they would like to know about the students®' writing, spesking,
reading, listening, viewing, and language skills and device a .test
or tests which will give them the snswers. (See Marjorie Seddon

Johnson and Roy Kress, Informsl Reading Inventories, Internationsal
Reading Associstion, Newark, ﬁeIaware, 196%)

The teacher should work with students in acoordance o their skill
needs as indicated by the dognostic testing.

Baced on these test results, the teacher should design units. (See
sample units in this guide). Often thematic, topical, or specific
subject area units are 2 means of organization. Within these units
there is the integration of the English language artrs skills.

The Scholastic Magazines, Inc., 900 Sylvan Avenue, Englewood Cliffs,
New Jersey 07632, has designed thematic units which could be used
as ghe nucleus of cuch an organization for the 4th, 5th, and 6th
grades: _ _

The Struggle for Indeporndence

The Western Men -

Everyone ie "Special"

Prejudice

Science: The Animal Kingdom

The Prehistoric World

Family -

What. the West Was Really Like

Our World

These units each have spprox:i=:itely 60 books and range in reading
level from 3 to 8.5.

Elementary English language srts teschers could derign similar units
based on student interests snd abilities. These units can be taught
coordinating the skills of writing, spesking, viewing, lictening,
reading, and language. Teachers of each grade level could design
units to be used at that particulsr level. All Materisls to be used
with the units could be designated to that grade level,

If 211 teachers derigned three units 8 piece and shared them, just
think of how many units (designed for specisl purposes) you would
have. If these units were centrally located wgth materials to be
checked out by grade level teachers, i1t would facilitate their use.
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The program objectives listed at the beginning of the guide should
be reflected in the units designed to make up an English language
arts program. The units should be designed to include steps listed
in the sample instructicnal objectives sections snd the sample unit
section of this guide.
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MATERIALS

LATE CHILDHOOD ELEMENTARY
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Background for Materials

There are main sources from which teachers have access to materials:
the school library, the Regional Film Center, Bartow, Florida, the
departiment or grade materials center, and the state textbook adoption
list which comes out yearly. For information concerning these, check
with your principal, the school coordinator for the Regional Film Cen-
ter, the school librarian, and the coordinator of textbooks.

Accessible to every English language arts classroom should be a tape
recorder, a8 language master, a film projector, an overhead projector,
an opaque projector, a record player, a portable stage, a listening
station, and bookcases or racks for paperback books.

In addition to this equipment certain materials, beyond what is avail-
able from the main sources mentioned, should be available to the teacher
and students. Following are suggested materials which may be purchased
with funds budgeted for such purposes.

These materials should be selected by the teacher who should ask the
questions, "Will these materials help do the job? Are they aopro-
priate to both the program and instructional ocbjectives ?"

184

(170)



SPEECH

Guide to Better Speech
{Grade L-1Z] record - $4.98. FEduca*tional Associztion, Orla=do,
Florida 32806

The Language Instructor - Sound Teacher
Through the automatic execution of a listen-reccri-compare
routine, a student may now effurtlessly comvare his «¢vm vronun-
ciation - matching attemp*s with a succession of sveech mcdelis.
Educational Sound Sys%ems, Inc., 4965 New Haven Avenue, Meltourne,
Florida 32901 ’

Bcok Collection of Royvalty _
Free plays for young pecple. Flays, Inc., Publishers, 8 Ar-
lington Street, Boston, Mass. 02116

Speech Actiivities in the Elementary School
Ruth Heinig, National Textbook Corporation - $1.25

Discussion and Argiumentation Debate in Secondary Schcol
Herman - Ratliffe - $L.35

Records:
"Fun with Speech, Vol. 1 and 2," Educational Record Sales, 157
Chambers Street, New York, New York

"Countdown for Listening, Speech Improvement and Drama," Educa-
ticnal Record Sales; 157 Chambers Street, New York, New York.

Books: A
Scott and Thompson, TALKING TIME, Wetster Publishing Co., St.
Louis, Mc. (A book that provided the teacher of primary children
with informal materials which are designed to improve or correct
a child's speech pattern.

Charts: Posters and Pictures:

: Poster Cards of the alphabet., conscnant ard vowel sounds, also
words for the child to say. (Milton Bradley, ABC School Supply
2L0 Ninth Street, North, St. Petersburg, Florida)

INSTRUCTOR'S "Mother Goose Rhymes" and "Folk and Fairy Lales"
for storytellers. ABC School Supply, 24,0 Ninth Street, North,
St. Petersburg, Florida)

"dpeech Sounds" Picture Collection - Pictures to illustrate
poems from magazines.
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Films:
"Fun with Speech Sounds" (1l min.) Primarv level - Film shows
how some difZficult sounds should be spoken-Children pvarticipate.

Records:
"Cuide to Betler Sveech" Classroom Materials, Inc., 93 Myrtle
Drive, Greal Neckx, New Jersey.

"Listen and Lezrn Records for Children" Primary level, Speech
training records for the classroom. Stories repeat certain
sounds and the children participate making the sounds. (Pacific
Records Co.)

Lape:
"Learning the Alphabet and its Sounds with Amos and Friends."
Imperial Production, Inc., Kankakee, Il1l. {Children participcate
as the tape is played.)

Activity Kits: | .
Peabody Language Development Kit, Level #1. American Guidsnce
Service, Inc., Publishers' Building, Circle Pines, Minn. (The
kit presents lessc as a daily interlude from regular academic
work. The lessons promote active participation by all children.
in the class in recepticn, conceptualization, and sxpression.)

The Mike and Cindy Stories, Elemertary ievel. Steck-Vaughn Co.,
P. C. Box 2028, Austin, Texas. (Activities centered arcund 46
Vike and Cindy s*ories used Yo introduce the key sounds of the
English language.)

Toy Cellection to make "Speech Sounds" - Label a box for each
of the sounds and place within it all of the objects containing
that souad in either the initial, medial or final position.

Machines: ,
Cassette dual track tape recorder with an instan* response unit
with earphones. (The child can hear the teacher's instruction,
such as words to say,.through the earphones and the child can
respond instantly. Afterwards the teacher and the child can
listen to the tape, hearing the teacher's instructions and the
child's responses.s School Equipment Distributors, Inc., 319
Monroe Street, Montgomery, Alabama.

PUPPETRY



STICK PUPPEIS

not. colored and they have holes for eyes.
and any other properties agains*

STAPLE B2

Lo

[
STAPLE____\/./ ' --

USAGE: Stick puppets are most appropriate
for the primary grades. Most of
the stories at this level may be
easily adanted *o puppetry, and
stick puppets are easy to make.
They are usuaily short-lived. A
variation may be t add tails,
trunks, or arms to ther which may
be manipulated.

Stories that are easily adactable
may be found in Read In Another
Story, N. Y., Crowell, 194L0. or

in Ward, Winifred, Stories To Drama-
tize, Children's Lheater Press, 1952.

SOURCES:

Just like stick puppets excep* that they are
Chiidren place them
a tranciucent screen with a

2. SHADOW PUPPETS
Shadow puppets are
light behind it.

3+ HAND PUPPETS

May be made

or plain paper bags.
of liquid glue and tempera paint.

clude:
ayes:
ncse:
nostrils:

mouth: red
hair: woed

Wwool,

3 -
15

Clothing
Arap arcund

wish.

pins,
pins, paper pyramids, small pieces of aprles or carrots

styrofoam, sponges,
Vegetables may be painted with a mixture
Ofher accessories might in-

from scooped out vegetables,

but*tons, marbles, cloves, thumbtacks

two cloves or two thumb*tacks

construction paper or a checker
shavings, crepe hair, absorbent co-ton, rove, yarn,
strips of paver, foam rubber, carrot curls

simple. Just cut a viece of cloth large encugh to
“ne hand; may have *wo folds for fingers if you

Socls make excellent bodies for puppels.



Hand Punpets Made From Pacer Bags

Papier Mache is a more 4ifficult form of pucpetry, but is alsc more
rewarding, for in *this way children can actually sculevture *heir own
desired espressions into their characters. Once ouopels have been
constructed from wall paper paste or other papier mache material, it
should always be the last step to shellac them. In *this way *the
puppets become much more permanent, much more useful.

VARIONETLES

String-operated puppets are called marionettes. These shculd not
generally be attempted until children have had the opportunity *o
manipulate and create several simpler oupvets. The operation of

the strings requires prectice, and often a child will become so
involved 1+h the mechanical aspe\,‘r of the marionettes that it will
be easy for him to project attitudes and feelirgs in*o the croduc-
tion which he would otherwise be hesitant of. In construLthg mar-
ioneftes, it is important that the leg and arm join*s be movable and
that the feet be weighted (fishing sinkers do nicely). A svecial
stage should always accompany a performance with marionet*tes,
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SOURCES FOR STORIES TO ADAPT TO PUPPETRY

5, 6, 7 year olds:

Ask Mr. Bear--Marjorie Flack

The E1f and the Dormouse--Oliver Herford

Fancy Dress--Marion St. John Webb

Goldilocks and the 3 bears--Robert Southey

The Musicians of Bremcn--Crimm

‘he Tale of Peter Rabbit-—Beatrix Potter

Why *the Evergreen Trees Keep their Leaves in Winter--Sare
Bryant

Ihe Wcnderful Tar Baby Story--Joel Chandler Harris

8, 9 year olds:

Cinderella--Charles Perrault

‘he Clown Who Forgot to Laugh--Elanor Leuser
Doorbells--Rachael Field , .
How The Robin's Breast Became Red--Flora J.Cooke
A Legend of Spring--Geraldine Brain Siks

The Miser and his Monkey~-~La Fontaine

Paddy's Christmas--Helen A. Monsell ,

Mrs. Mallaby's Birthday--Helen farle Gilbert+
Tigger Has Breakfast--A. A. Milne

1C, 11, 12 year olds:

Lhe Bad Joke that Ended Well--Roger Duvoisin

A Christmas Promise--Ruth Sawyer

The Emporer's New Clothes--Hans Christian Anderson
Johrnie Appleseed- -Enily Taft Douglas

The Sourcer's Apprentice--Richard Rostren

Ltom Sawyer Discovers a Law of Human Action--Mark Twain
William lell-~James Baldwin

the Bishop's Candlesticks-~Victor Hugo

A Christmas Carol--Charles Dickens

Macbeth-~told by Mary MacLeod

‘the 01d Woman and the Tramp (Nail Soup)~-Swedish Folk Tale

Lhe Prince and the Pauper--Mark iwain

Hin Van Winkle--Washington Irving

- Squire's Bride-~-Tudrun Thorne-Thomsen
tree of Freedom--Rebecca Caudill
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LISTENING

L.%srary Stories _
Cassert ($7.95) and Reel ($8.95) listening ‘tapes, Language Arts
L~9, Learning Arts, P. 0. Box G17, Wichita, Kanses 7201.

Mythology of Greece, Rome

L albums-8 records-$40.00. Society for Visual Education, Diver-
sey Parkway, Chicago, T1ll. 60614 .

Devolopmental Motivation Series
Poelry, phonics, spelling taves and cassettes. C(Classroom Com-
munications, P.0. Box 138%, Ocala, Florida  32670.

The Columbia Children’'s Book and Reccrd Litrary
Audio Visual of South Florida, 37L8 N.E., 1l2th Ave., P.0O. Box
23308, Fort Laudsrdale, Florida 33307. The Columbia Children's
Book and Record Library is a series of %op quality, fully illus-
trated books with companion records.

Listening Center
A group of students may listen *+o recorded material without
disrupting other class activities. The unit plugé irto a tape
recorder, record player, L head-sets with cushions znd indivi-
dual volume controls. Approximate price $44.50-$59.50) Audio-
Visual South Florida, 3748 N. E. 12+*h Ave., P.O. Box 23308, Ft.
I,auderdale, Florida 33307. (other companies also)

Listening Skills Program:
Internationar. leaching Tapes, Inc., SRA - Grades 4, 5, 6

Developing Auditory Awureness and Insight
Workbooks: Program 1 - (k-3) - 5 lessons - $1.25
Program 2 - (L4L-6) - 88 lessons - $1.25
Program 3 - (7-12) and Adult - 88 lessons - $1.25
Lleacher Handbook for all three programs and 264 lesscns. $7.50
IMED Publishers

Durrell Listening Reading Series
Intermediate level - Vocabulary-Listering
Vocabulary~Reading
Paragraph -Listeaing
Paragravh ~Reading
Harcourt, Brace and World, Inc.

Sounds for Young Readers
& - 33 1/3 RPM records,. Educational Record Sales. 157 Chambers
Street, New York, New York.

Discovering Rhythm and Rhyme in Poetry
~ Records, Educational Record:Sales, 157 Chambers S*reet, New York,
"RlC‘ New York s

A ruiToxt provided by ER
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Records and Books:
Books and Record sets for listening stztions such as Benefic
Press's Animal Adventures for Primary Grades, Walt Disney Books
and Record sets; Scholastic Record and Book Comvanion Series.

RCA VICTOR ALBUM - Listening Activi*ies: 30 Rockefeller Plaza,
New Yori, New York, Vol. 1-3 Primary Grades; Vol. L-5 Intermediate
Grades.

SOUNDS I CAN HEAR - HOUSE

SOUNDS I CAN HEAR - FARM IN THE 700

SOUNDS I CAN HEAR - NEIGHBORHOGD

SOUNDS I CAN HEAR -~ SCHOOL

All c¢i above: Scott Foresman, Glenview, Illinocis.

LISTEN AND LYHINK RECORDS with activity books: Educational Devel-
opmental Laboratories, Systems for Learning, Inc., 51 Wes*
Washington. Street, Orlando, Florida *see above

Laboratory:
SRA READING LABORATORY SERIES, Grades 1-3: MY OWN BOOK FOR:
LISTENING. Science Research Associates, Inc., 259 East Rrie
Street, Chicago, Ill. (The listening activities are in the
Teacher's Handbook and are designed to develop *the s*tudent's
ability %o sift, understand, and retain what they hear.)

Records:
CLASSROOM MATERIALS, INC., Listening Skills for Pre-readers.
Vol. I and II: Sounds for Young Readers, Vol. I-VI., 93 Myrtle
Drive, Greatneck, New Jersey.

Poems Children Will Sit Still For, compiled by Bea‘*rice de Regiers,
Eva Moore, Mary Michaels White. New York: Citation Press, 1969.

L1491
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READING

Reading Skill Builders
InTermediate Kit; 51 books (level 2-6)-$53.50; audio lessons.
Packet of L with Master Manual (level L4, Par* I): casse’ " -
$23.80; Reel-$27.80; Record-$19.89. Individually each: cas-
sette-$5.G5; Reel-$6.95; Record-$4.95. Practice Pads (levels
2-6) - _6¢ (L-6) - 8L¢. Progress Record Books, Level 4 (I)-
30¢ (ITI)-30¢; level 5-30¢; level 6-30¢. Master manual-90¢,
Answer Key-75¢. Tleader's Diges* Services, Inc., Educational
Division, Fleasantville, New York 10570

Sounds of Language Readers

Hol", Rinenar® and Winston, Inc., 383 Madison Avenue, New York,
New York 10017

Shapes Around Us
6 reading sets - 25 copies of the same title +to a set $45.00.
Reading level $1.70-$2.35

Learning *o Read While Learning to Learn-5 copies each of 17
titles $175.05 reading levels: 3.185-4.2. Century Consultant,
286 Fifth Avenue, Suite 120L, New York, New York 1001 ({212)
565-0420) .

SRA Reading Progrem

Reading labs: Grade 2-66.50; grade 2-66.50; grade L4L-68.95;
grade 5-68.95; grade 6-68.95,

Spache Readabilifty Projects
Readatility Level Ca*alog
Over 60CO ti*les graded in rela“ively exact reading levels -

$5.95

Correlation *o Basal Readers

American Book Zo., Betts Basic Reader, Golden Rule Series
(finzl 18 pages) $5.95.

Books for Slow Readers

Over 1500 *i*les relating to a variety of *ypes of reading
matter. $£.05,

Follet+t Litrary Bock Company, 1018 West Washington Boulevard,
Chicago, Illinois 623607

Cenco Reading Language Arts Catalog
26C0 South Kos¥ner Avenue, Chicago, Illinois 60623. Lists
Prejection Rezding, Tachistoscope, Pacer, Portable Reading
Centers, overhesd projection matsrial, tapes, records, film-
strips, library materials, and audio-visual equipment®.
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Catalog of Instructional Materials
Pre-school through grade eight. Webster Division, McGraw-Hill
Book Company, Manchester Road, Manchaster, Mo. 63011. Con-
tains Basal series in spelling, language, reading, professional
books.

Sheldon Basic Reading Series
K-8; Allyn and Bacon, Inc., 695 Miami Circle, N.E., A*tlanta,
Georgia 30324

EDL Catalog
Educational Developmental Laboratories, 51 West Washington
Street, Orlandc, Florida 32801. Tachistoscopic programs,
reading programs from primary to adult levels

Multi-Sensury Learning Aids
Scott, Foresman, fiti-Sensury Learning Aids, A*lanta, Georgia
30305. Materials for reading programs in primary grades.

Growing Through Readin, :
Complete set of 8 films%rips with *eacher's manual. $327.75.

Eyegate House, Inc., Jamaica, New York

Supplementary Reading Books -
EBasy reading, high interest, Benefic Press, 1900 North Narra-
gancott Avenue, Chicago, Illinois

Dolch Reading Books
To buiIg sound growth in reading. TFolklore of the World Books
(complete set of 12 books -~ $31.08). Pleasure Reading books

(complete set of 13 books - $31.07). Garrard Publishing Co.,
Champaign, Illinois 61820.

Illinois 60201

BuilCin Reading Power
Remedial; éﬁarIes E. Merrill, Columbus, Ohio  432lc; $35.00

per kit.

EDL Learning 100 Systems
Educa¥iona evelopmental Laboratories, Huntington, New York

New Reading Skilltext Series ,
Charles K. Merrill, Columbus, Ohio, $.81 each

Readers Digest Skillbuilders Kits
- $52.50; Readers Diges™ Services, Inc., Pleasantville, N.Y. 10570

Reading Skill Practice Pad _
5>6¢ each; Readers Digest Services, Inc., Pleasantville, New York

10570

193
(179)




Scholastic Pleasure Reading Labs
$17.00; Scholastic Book Services, Englewocod, Cliffs, New Jerse.

" Follett Classrooms Libraries
Follet® Edqucafion Corn., Chicago, Tl1l. 60607; $36.75.

m—

Audio Visual of South Flcrida, 3574
23308, Fort Lauderdale, Florida 33307. The Columbia Childre:
Book and Record Librarv is a series of *oob aquality. “ully illu -
trated books with companion records.

Dell Paperbacks for Elementary Schools
Education Sales Depw., Dell Publishing Co., Inc., 750 Third 2v:..
New York, New York 10017.

The Columbia Children®'s Book & Reccrd Librar
8 N.&. 12th Avenue. P. G. Eo

A big 8" x 10" in size and 32 pages in length, each Our World of Pec-
Books is library bound. $1.95 per cooy. Silver Burdett Co.,
Atlanta, Georgia

Indepehdenf Reading Program-
Every sel includes 25 books, 35 copies of the personal reading
record book. Scott, Foresman & Co., Atlanta, Georgia 30305

Easy Reading Books

For independent® reading especially by children using Open High-
ways Scot*, Foresman & Co., Tucker, Georgia 3008L.

Scholastic Curriculum Units
Collections of paperback boocks on specific curriculum by Teachi. s
Guide. Approximately $25.00. Scholastic Magazines, Inc., 902
Sylvan Avenue, Englewood Cliffs, New Jersey 07632

Reading Skill Builders

Reader's Diges*t Services, Inc., Educational Division., Pleasan*-
ville, New York 10570. '

Webster Classroom Reading Clinic

By Kottmeyer and Ware, grades 4-9 -~ $90.00. Webs*er Division,
McGraw-Hill Book Co., Manchester Road, Manches*er, Mo. 63011.

Words in Color

Encyclopedia Brittannica Press, 425 North Michigan Avenue,
Chicago, Illinois. *

Durrell Listening -~ Reading Series
Intermediate level: Vocabulary - L .s*tening; Vocabulary - Reading;
Paragraph - Listening; Paragraph - Reading. Harcourt*, Brace and
World, Inc.

Specific Skill Series _

Loft, Barnell. 111 South Cen®re Avenue, Rockville Cen*re, N. Y.
7 reading skills for levels one *hrough six...six books A, B, C,
D, E, F. Price $3.89 - $6.45. i.e. Following direc*ions, get-

ting the main idea, drawing conclusions. Practical for indepen-
dent work. :

Q
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Basal Reading Program
For grades 1-6. Linguis*tics: readers A-F. Net price $.60-$1.95.
Science Research Associates, Inc., 259 East Erie S*treet, Chicago,
Illincis 60611. Practical for children wi*h language difficulties.

Word Games Reading Laboratory I
Selence Research Associates, Inc., 259 East Erie S*ree*, Chicago,
Tllinois  60611. Reading Laboratory Ib, ITb.

Open Highway Series
Practical for Special reading help. Scot+

Atlanta, Georgia 30305.

, Foresman and Comvany,

Reading Skill Builders

Reader's Diges* Services, Educational Division, Pleasantville,
New York 10570. $.66 *to $.9( each.

Charles E. Merrill, Publishers Co., 1300 Alum Creek Drive, Columbus,
Chio L3216.

Basic Reading Program i
Sco*t, Foresman and Company, A*lanta, Georgia 30305.

Ginn and Co.. 717 Miami Circle N. E., Atlanta, Georgia 30324.
Hough*on Mifflin Co., 3108 Piedmon* Road, N.E., Atlanta, Ga. 30305
Sheldon Reading Series

Allyn and Bacon, Southeastern Division, 695 Miami Circle, N.E.,
Atlanta, Georgia  30324.

Tapes: :

: Charles E. Merrill Publishing Co., 1300 Alum Creek Drive,
Columbus, Ohio. Mini-Libra 3, "Children's Stories and Rhymes,
(1; You Read Lo Me, 1'11 Read to You Vol. II," includes:

(2) A Child's Garden of Verse, Vol. 1

(3) The Happy Prince

(4) The Story of 3 Pigs; Mr. Vinegar; The History of Tom Thumb;
The King 0' the Cats

Charles E. Merrill Publishing Co., 1300 Alum Creek Drive, Colum-
bus, Ohio. Mini-Library #4, "Tales from Across the Ocean," include
1) Irish Fairy Tales: The White Trout; Jamie Freel and the

Young Lady

2; The Happy Prince by Oscar Wilde

3) The White Swans

4) The Three Sillies; The Laidly Worm of Spindleston

2} Heugh; The Ass, The Table and the Stick; Master of All Masters
7)

8)

How the Leopard Got His Spots
Lhe Sing»Son% of 0ld Man Fangaroo
Rikki-Tikki-Tavi
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Peabody Language Development Kit
Level #3, (MA 7:-92), Kit, American Guidance Services, Inc.,
Publishers Building, Circle Pines, Minnesota 55014.

Games:
Délch Teaching Aids, Garrard Publishing Co., Chamvpaign, I1l1.,
includes: _
Popper Words, Set 1
Popper Words, Set 2
Basic Sight Cards (220 words)
Group Word Yteaching Game
Sight Phrase Cards
What the Letters Say
Consonant Lotto
Vowel Lot%to
Lake
The Syllable Game
Group Sounding Game
Read and Say Verb Games
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Posters:
"Haiku Posters", Perfection Form Co., Inc., 214 West 8th Street,
Logan, Iowa

Films:
Polk Material Center, Bartow, Florida, titles include:
(1) Reading Improvement: Defining *+he Good Reader
(2) Reading Improvement: Effective Speeds
(3) Reading Improvement: Vocabulary Skills
(L) Reading Improvement: Comprehensive Skills
(5) Reading Imgrovemenf: Word Recognition Skills
(6) Christmas Through the Ages
(7) The Loon's Necklace
(8) Birds of Our Storybooks
(9) Yom Thumb in King Arthur's Court
Books:

Bloom:ay; R. H., SKILL GAMES TO TEACH READING. State University
leachers College, F. A. Owen Publishing Company, Geneseso, New
York. (200 games with particular uses to strengthen learning
patterns.) :

Gainsburg and Gordon, BUILDING READING CONFIDENCE, Hammond, Inc.,
Maplewood, New Jersey. (Skill building materials, oral and
written for intermediate gr ° .

Roy, Mary M., SPICE, A LANGUAGE ARTS IDEA BOOK, Educational Ser-
vice, Inc., P. 0. Box 219, Stevensville, Michigan. (Games)

Russell and Karp, READING AIDS THLOUGH LTHE GRADES: Bureau of
Publications, Teachers College, Columbia University, New York,
New Y?rk. (Specific suggestions for things to do in language
arts.
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Schubert and Torgesoﬁ, IMPROVING READING IN THE ELEMENiARY SCHGOL
William C. Brown Company, 135 South Locus*t Street, Dutuque, Iowa.
{A handbook emphasizing individual correction.)

Smith, James A., CREATIVE LEACHING OF THE LANGUAGE ARLS IN +HE
ELEMENLARY SCHOOL: Allyn and Bacon, Boston, Mass. (Specific
suggestions for activities in language arts.)

Bol ks for Students:

Cha:*

INVITALIONS 10 A PERSONAL READING PROGRAM: Scott Foresman, Glen-
view, Tllinois. (Books by grade level interests, but varied in
diff%culty--biography, history, realistic stories, hero *tales,
etc.

Vartin, Bill, Jr., SOUNDS OF LANGUAGE: Hol*, Rinehart and Win-
ston, Inc., New York. (Elementary reading skills program
characterized by sequential language experiences based on the
concept that "Language is learned as it is perce.ved in the ear
and reshaped on *the tongue.)

Bétts Phonic Charts: American Book Company, 55 Fifth Avenue,
New York, New York

e

leading Charts by Ideal: Ideal Supply Company, Chicago, Ill.

Latcratories:

SPFECIFIC SKILLS SERIES: Barnell Lof*, LTD, 111 South Centre
Avenue, Rockville Centre, New York (Activity books for locating
answers, following directions, using the contex*, etc.)

READING SKILL BUILDERS: Reader‘'s Digest Services. Inc., Pleas-
an*ville, New York. ' (Primary and infermediate s*tories *o teach
specific skills.)

READ-STUDY-THINK Activity Books: My Weekly Reader, American
Bdncation Publications, Columbus, Ohio. (Practice exercises

te ouild skills, in reading for facts, interpretation, creativity,
wnd thinking organization.

SPELLING LEARNING GAMES KITS: Lyons and Caranahan, LO7 East
<5th Street, Chicago, Illinois (A series of games fov grades one
through six, such as "Snail-Trail?® - beginning consonant sounds,
"Pa*ch-Mat.ch" - anagram type game emphasizing beginning and end-
ing sounds. )

UNTTS OF INDIVIDUALIZED READING: Scholastic Rook Services, 904
Sylvan Avenue, Englewood Cliffs, New Jersey (Children's literature
for grades *three through six in colorful paperback form with in-
dividual conference cards, informal reading inventory, e*tc.)
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READING SKILLTAPE/SKILLLEXY SERIES: Charles E. Merrill Publishing
Company, Columbus, Ohio. (Kindergarten through six materials for
getting information, understanding ideas, making judgements, etc.)
PHONIC SKILLTEST SERIES (Structured understanding and sound of
words. ) DIAGNOSTIC READING WORKBOOKS (Checks and reinforces major
basic skills.)

SRA READING LABORAYTORIES (grddes one through six) Science Research
Associates, 259 East frie Street, Chicago, I11l. (Skill building
materials that span a number of ability levels.)

Films: :
READING IMPROVEMENT: DEFINING YHE GOOD READER (11 min.) Inter-
mediate level--points out the characteristics of a good reader.
Regional Library.

READING IMPROVEMENT: VQCABULARY SKILLS (11 min.) Intermediate
level-suggests specific vocabulary skills and exercises which
increase reading effectiveness. Regional Library.

READING IMPROVEMENY: WORD RECOGNITION SKILLS (11 min.) In%er-
mediate level-designed *o help the s¥udent in improving his
word recognition by showing him skills he may develop for quick
accurate recegnition of words by form, context, and sounds.
Regional Library.

WE DISCOVER 'HE DICTIONARY (11 min.) Intermediate level - the
dictionary is presented as an invaluable guide to the world of
words. Regional Library.

Filmstrips: _
‘READING READINESS: Set of nine films, kindergarb%en and first
grade. Encyclopedia Britannica Films, 425 North Michigan Ave.,
Chicago, Illinois

YOUR DICTIONARY AND HOW TO USE IT: Society For Visual Education.
1345 Diversey Parkway, Chicago, Illinois. '

Transparencies:
Learning %Yo Use Your Dictionaries
Be a Dictionary Detectiwve
Finding Information - In the Table of Contents
In %he Index
In Encyclopedias
A1l of above - Jean Publications, 815-825 East Marke® Street,
Louisville, Kentucky.

Records:
PATHWAYS 1O PHONIC SKILLS: American Book Company, 55 Fifth Ave.,

New York 3, New York, Vol. I, II, III. (Develops and extends
phonic readiness skills)
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LEARNING TO READ WITH PHONICS: Yeaching Aids, 128LL Weber Way,
Hawthorne, California (Activity booklets accompany *the records. )

Meclines:
FLASH X -~ Educa*ional Developmental Laboratories, Inc., Hunting-
ton, New York (Individual hand-operated tachistoscope for im-
proving seeing skills. Sight vocabulary-discs can be bought or
you can buy the blank discs and write your own.

CONTROLLED READER: Educational Developmental Laboratories,
Huntington, New York {(Projects visual material in a line-by-
line or -left-to-right fashion at controllable rates in the
form of picture games, vocabulary presentations, and owal or
silent reading.)

Games For Reading:
READING AND SPELLING TEACH XKEY: The entire alphabet is printed
across the bottom of a display box, with a hole by each letter.
The child inserts a large card with a picture and its word des-
cription (minus one letter) in the display box, then uses plastic
key Yo choose the letter that completes *the spelling of +the word.
Only *he choice of the correct letter "unlocks" +he card for re-
moval. Forty-eight picture-word cards. Age five and uo. 3M
Brand EduPLAY*icnal Games, 3M Center, St. Paul. Minnesota 55101.
At toy/department stores. $6.95. Additional sets of advanced
cards at $1.75 per set.

SENTENCE BUILDERS: This game contains 312 word cards, color-
keyed according to their jobs as parts of speech (nouns, verbs,
conjunctions, e*c.) with an explanatory reference table. Players
draw cards and build sentences with poin*s given for speed and
number of words used. Helps clarify the "parts of speech" for

all grades. Ages eight to 1l4. Cadaco, Inc., 310 West Polk Street,
Chicago, Illinois 0607. Departmen*/toy stores. $6.00.

DIAL 'N SPELL: This is a board with a plastic dial in the center.
The dial has all the alphabet letters on it, and it is surrounded
be various pictures of familiar objects. A child dials the spel-
ling of a selected picture. When he dials the spelling correctly,
an arrow points to *he matching picture, proving him right. (He
can check his spelling using words printed across the top of *the
board). Many cards are provided, with a total of 99 words to
spell. Milvton Bradley Company, Springfield, Massachusetts. In
toy/department stores. $2.00.

KIDDICRAFT'S 300 COMMON WORDS;: An English import, this game con-
tains 300 word cards which notch together. Within an agreed time
(varied +to age, ability, number involved), players make sentences
using the word cards. A child mus* learn to recognize words and
to use them. American Distributor--Childcraft Equipment Company,
Inc., 964 Third Avenue, New York, New York 10022. Mail order
only. $1.75. ’
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TEACHING TYPEWRILER: Programmed teaching machine, built to resemble
typewriter. Each program consis*s of 20 cards. Youngsters from ages
six and up learn to recognize words, building at own pace. Ten pro-
grammed card sets, on reading and math. Powered by batteries. Child-
craft Equipment Company, Inc., 155 Eas* 23rd, New York, New York
10010. Mail order only. $.40.00. Programmed card sets, $1.50 per
set. Converter $5.00 extra.

FUN WITH RHYMES ACTIVILY KIL: Contains *wo board games, plus rhyming

picture-card game, players draw cards and then must *hink of a rhyming
word to match the picture on the card in order Yo advance a marker

on the board. A third game ma‘*ches cards inrto rhyming vairs, wi*h

the greatest number of pairs winning. Ages six Yo eight; *wo to four

players. Instructo Corporation, Paoli, Penansylvania 19301. Avail-

able in school supply stores. $h.50

ENDS 'N BLENDS: <Lhis game has a playing board, word-voart cards,
spinner, and point markers. Player pu*s beginning and ending word-
part cards together to make words in order to win points. He may
lose poin*ts with hit/miss cards. Spinner determines number of cards
players use. Helps child see parts in words. Ages six to 12; two
to four players. Educational Games, Inc., P. 0. Box 5833, Grand
gintral Stafion, New York, New York 10017. Department/toy stores.
.00. :

VOWEL LOTLO, AND CONSONANT LOTL0: The players of this game must®
match small picture cards to the large board cards according to vowel
sounds. (Some single, some double vowel.) No letters or words are
printed on cards, so a child learns to listen closely to the sound
of the word. Key-list checks correct matching. Consonant Lot*o is
based on the same principle. For two to ten players; ages six *o_
nine. GCarrard Publishing Company, Champaign, Illinois  61820. In
school supply stores. $1.98 each game.

THE SOUND WAY 1O EASY READING: <Lhis is phonics self-teaching course
which thoroughly explains the phonic alphabe* and sound relationships
of letters and words. It uses recordings and text material for ex-
planation and drill. Very valuable teaching aid for a youngster of
any age who has no® yet grasped a phonic understanding of le*ters and
words. Bremner-Davis Phonics, 161 Green Bay Road, Wilmette, Illinois
60091. Mail order only. $24.95. :

PHONIC RUMMY: Thé cards with this game have a word printed on them,
with its vowel in a contrasting color. Players match up *hree cards
which have same sounding center vowel. Available in Sets A, B, C,
and D--each one progressively more challenging. Each set contains
two packs of 60 cards. Age six and up, depending on a youngster's
needs. Kenworthy Educational Service, Inc., P. O. Box 3031, Buffalo,
New York  14205. TIn school supply stores. $1.50 per setb.

PHONICS WE USE--LEARNING GAMES KI': An extensive set of ten phonic
games designed Yo give children experience and drill in hearing,
saying, and seeing importan® basic phonic elements in words. Games
range from the very simple %o the relatively complex. Some fa@iliarity
and experience with phonics necessary. A teacher's manual is included.
A1l ages. Lyons and Carnahan, Tng.;, LO7 Bast 25th Street, Chicago,
o"1llinois 60616. Mail order only. $52.00.
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LISIEN AND LEARN WITH PHONICS: Recordings and books for learning and
using a phonic approach to pronouncing and reading le**ers and words.
All ages. Americana Interstate Corporation, Mundelein, Illinois
60060. Mail order only. $19.95.

READING KIL: This varied reading kit contains a record of nursery
rhymes, stories, and the alphabe song; letter cards; several let-
ter lo*tto games; a board game; and a printed folder of suggestions
for games which develop auditory and sight discrimination. The kit
can be used by one child, or several; ages five to eigh*. Associated
Press, P. O. Box 5, Teaneck, New Jersey 07666. Mail order from
Associated Press. $3.00.

READING LOTL0: Players draw from 36 individual picture-word cards
and then match +hem to a larger picture-word board. Six board cards
provide considerable variety of words and pictures. They can be
matched by pictures alone for pre-readers, or by pictures and words
for beginning readers. Lhis helps children learn words through pic-
Ture-word association. Ages four to seven; two or more players.
Lhree separate games available: Zoo, City, House--all familiar sub-
Jjects. Creative Playthings, Princeton, New Jersey  08540. 1In
department/+oy stores. $3.00 per game.

LINGO: A lotto game in which small, individual word-picture cards are
matched Yo a larger picture board. <Yhe words are orinted in English,
French, or Spanish. Llhis game, in addition to it*s word-recognition
value for beginning readers, provides a good in*troduction %o a foreign
language. Pamphlet explains value of food Yhroughout +he world, gives
history of UNICEF. Two to four players; age four and up. United
States Committee for UNICEF, 331 Eas* 38th Street, New York, New

York 10016. $2.00.

PICLURE FLASH CARDS: A deck of cards with picture of familiar ob-
Jjects on one side of each card an the correspondir ; word on the other
side. The child stacks the cards before him with °he word side show-
ing. He then pronounces the word on each card, fl _pping *o the
reverssa 3ide of the card for a picture clue when te canno® recognize
the word. This game helps a child build a vocabulary of over 100
words. He learns by associating pictures of common objects with the
words that identify them. Ages five through eight. Mil*on Bradley
Company, Springfield, Massachusetts. In school supply stores. $1.00.

POPPER CARDS: This is a card set of 220. basic "sight" vocabulary
words which cannot be learned from pictures. It is a word-recognition
exercise *to encourage these words. to "pop" into *he mind of a child
when he see:s “he word card "flashed!" by another player. Set One is
the easier half of 220 basic sigh* vocabulery; Set Two, the harder
half. Ages five %o ten. Garrard Publishing Company, Champaign, Illi-
nois. 61820. In school supply stores. $1.00 per set.

SCHOOLHOUSE IN A FUN BOX: Sturdy picture-cards have identifying words
printed across the detachable tops of each card. Child matches picture
with scrambled top. For children age four to six. Ed-U-Cards Corp.,
Commack, New York 11725. 1In dime-to dollar chain stores. $1.19.
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SHUFFLE 'N READ: A set of three lotto games, consisting of small
word cards which match a word board. Games concern familiar sul-
jects already in child's vocabulary--colors, months and days. Uc
to six players; ages six and up. Johnson Library of Reacding Alds,
Box 68, Rochelle, Illinois 61068. $5.00 for three-game box.
Mail order only.

WONDER WORDS: “Lhis game consists of a playing board, s*rios 2f
basic reading words, and spinner. Word stripos are inserted in

rows, and the player pronounces the words as he advarces his marker,
according to spinner. Row arrangemen® encourages eye movements
similar to those used in line reading. Includes over 100 words,
plus blanks. Ages four to six (with pic*ures);five *o seven: six
to eight; seven to nine. Educational Games, Inc., P. O. Box 5833,
Grand Central Station, New York, New York 10017. In department/

toy stores. $L4L.95. Extra sets of strips, $1.00.

SCRABBLE FOR JUNiORS: Youngsters' version of original game, based
on pictures and words. Playing board has one side for.pictoral
version for younger players, advanced jurior version on other side.
Develops word and letter recognition. One hundred_le**ered tiles.
Ages six toc 12 (and up); two fo four players. Selchow & Righter,
200 Fi‘th Avenue, New York, New York. Department/toy sbtores. $32.

LEAPIN' LETTERS: Players take turns picking from 36 plastic le*-
ters to spell vany animal names. If letter can't be used by player
who gets it, it's promptly launched in*o air b{ spring device for
others *o grab and use. Lively way to use letlers. For *wo %o
four players, ages five and up. Parker Brothers, 200 Fif*h Avenue,
New York, New York. Available in department/toy stores. $4.50.



WRITING

1he Ginn Word Enrichment Program, 717 Miami Circle N.E., A+lanta,
Georgia  30324.

Teaching Main Ideas

Nine transparencies, $47.0C, CCM: School Materials Catalog,
Standard School, Inc., 5817 Florida Ave., Tampa, Florida 3360L.

Outlinin
7 transparencies, $38.00.

Writing Our Language
cot®, Foresman & Co., Atlanta, Georgia 30305,

Science Research Associates, Inc.
East Erie Stree¥, Chicago, Illinois 60611

Basic Composition, Series II ,
iWriEing Skills Laboratory) $6L4.95. Practical for stimulation
of students powers of observation and imagination aids in or-
ganizing -and communicating ideas.

Education Reading Services, Inc.
Writing and revising ?iImsErips. Media Associates, East 6.4

Midland Avenue, Paramus, New Jersey 07652.

Films:-
Polk Ma*erial Center, Bartow, Florida. Titles available include:
(L) Writing Through the Ages
(2) Spelling is Easy
z g We Discover the Dictionary
Story of a Book

=W

Books for Students:
COMPOSILIONS THROUGH LITERATURE: American Book Company, 300
Pike Street, Cincinnati, Ohio. A creative writing course._for
upper elementary in which the s*udent is exposed to examples
of writling techniques and then through composition, uses *these
Techniques and finally the s*uden*t explores the s*ructure of
language on *he level of sounds, words and sentences.

Laboratory:
SRA Basic Composition series II and III - Writing Skills Labora-
tory: Science Research Associates, Inc., 259 East Erie St*reet,
Chicago, Ill. Grades five *hrough eight--designed to stimulate
*he student's imagination and to teach him hcw *o organize and
communica*e his experience.
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Films:

Regional Library, Bartow, Florida

WRITING THROUGH THE AGES - (10 min.) Chronological history of
writing as a means of communication.

STORY OF A BOOK: (11 min.) Film follows the real life author,
H. C. Holling, through the exciting and satisfyirg vprocess of
creating PAGOO, the story of a hermit crat.

READING IMPROVEMENT: COMPREHENSIVE SKILLS (11 min.) Intermediate
level; emphasized ways of organizing varagraphs and outlining.

Materials:

Acetate sheets ob*ained from any school supply is excellent for
tracing.
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VIEWING

"Regional Film Library Catalog, Bartow, Florida

Weston Woods .
Wes*on, Conn. 06880. Lis* of bocks, filmstrios, recording,
sound filmstrip sets motion pictures. :

Society for Visual Education
Diversey Parkway, Chicago, Til. 60614

Educators Purchasing Master-Audio Visual
Catalog-LisUs all companies - $27.50. Fisher Publishing, 3
West Princeton Avenue, Englewcod, Colorado  80110.

Films:
Doubleday Multimedia, Department 0-ST-3, Schcol and Library
Division, Garden City, New York 11530.

Developing Visual Awareness and Insight
WorEEooE-38 pages, $1i.25, IMED - Publishers
Our Children's Heritage
Audio Visual of éouth Florida, A/K/A Educa*ional Electronics,

ud:
3748 N. E. -12th Avenue, P.0. Box 23308, For* Lauderdale, Fla.
“Practical for literature for seven and eight year olds.

- Pictures: .

Let's Start. Picture Collections (Kindergarten and Primary)
Scholastic Magazines, 902 Sylvan Avenue, Englewood Cliffs,
New Jersey. Pictures with a *eaching guide to help students -
observe and relate to their immediate environment and learn
about the world beyond.

Kits:
Storytelling with the Flannel Board, Such as 4O s*tories to be
told with the flannelbocard. (Dennison Teaching Aids) ABC
School Supply, 240 Ninth Stree%, North, St. Petersburg, Fla.

Transgarencies: -

ransparencies for Milliken Publishing Co., 611 Olive Street
St. Louis, Mo. (Colorful transparencies with records and ac-
tivity sheets in every area of the language arts.)

Stage:
€ Table stage, such as the "Talk - N ~ Picture" stage which
sits on the table as a theater for puppets or a viewer for
diorams. (Milton Bradley) ABC School Supply, 240 Ninth St.,
North, St. Petersburg, Florida
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McLuhan, Marchall and Quentlr Fiore. THE MEDIUM IS THE MESSAGE. New
York: Bantam Books, 1967.

Films:
(1) Dot and the Linem" - Films, Inc.
' 1144 Wilme¥tte Avenue
Wilme¥te, Illincis 60091
(2) nJazoon - Imperial Film Co.
fhe Executive Plaza
LLOL South Florida Ave.
Lakeland, Florida 33803
(3) "The Moods of Surflng" - Pyramid Film Producers
P.0O. Box 1048
Santa Monica, California  90L06
(4) mSky Capers" - Pyramid Film Producers
P.O. Box 1048
Santa Monica, California 90406
(5) "Wonderful World of Wheels" - Pyramid Film Producers
P.O. Box 1048
Santa Monica, Calif. 90406
(6) m"A Chairy Tale" - Pyramid Film Producers
P.0. Box 1048 .
Santa Monica, Calif. 90406
(7) "The Red Balloon" - Pyramid Film Producers
: P.0. Box 1048
Santa Monica, Calif. 90406
(8) "Dune Buggies" - Pyramid Film Producers
P.0. Box 1048
Santa Monica, Calif. 90406
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LANGUAGE

Transformational Grammar Sound Filmst+ips
(2 series) (10 day oreview) Bach Series 6 filmstrios, 3 records,
6 guide-$45.00. Colornial Films, Inc., 752 Spring Street. N.W.,
Atlanta, Georgia  70308. '

Complete New Adventures In Language _ :
Unit with I5 full color captioned filmstrios. $90.00.  iroll

Associates, 6021 Farrington Avenue. Alexandria, Virginia 2239L.

Focus on Language
Complete se?t o0f 10 color filmstrips with 5 records and teacher's
manual. $77.00. Eye-gate House, Inc., Jamaica, New York.

Fundamentals of Gramnar
Complete seb of nine color filmstrips and teacher's manual -
$42.50. Eye-gate House, Inc., Jameaica, New York.

Study Skills
NoTe Taking, outlining, repor*ing. 8 taves far $49.L0 on devel-
oping %ood study habits. Tapes Unlimited, 13001 Puritan Avenue,
Detroit, Michigan  L8&227.

All Aboard The Punctuation Express
ix color fimmsirips - .00. Learning Arts, P.0. Box 917,
Wichita, Kansas 67201

Building Language Power Series
Charles ﬁerriII, Columbus, Ohio. $1.05 each. Grades 3-8.

Skills in Spelling
Grades 1-8. 69¢. Correlation with all Language Arts areas.
McCormick, Mathers, P.0. Box 2212, Wichita, Kansas 67201.

The Language Instructor - Sound Teacher
Through the automatic execution of a listen-record-compare routine
a student may now effortlessly compare his own vronunciation -

matching attempts with a succession of speech models. Educational
Sound Systems, Inc., 4965 New Haven Averiue, Melbourne, Fia. 32901
: \

Learning A Second Language [
Oral Engliskh. 1e conomg Co., P.O. Box 13998, 2033 Monroe Drive,
N.E., Atlanta, Georgia 0324

In Other Words .
A Beginning Thesauras by Greet, Jenkins, Schiller - $2.31. Scott,
Foresman & Co., Tucker, Georgia 30084

In Other Words. .
A junior thesaures by Greet, Jenkins, Schiller - $3.06. Scott,
Foresman and Company, Tucker, Georgia  3008.4.
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Let's Speak English by D. G. Wheeler
Grades 1-6. Especially designed for foreign language speaking
children-programmed. Webster Division, McGraw-Hill Book TCo.,
Manches*er Road, Manchester, Mo. 63011

Our Changing Language _ '
By Evelyn Gottl and Raven J. McDavid. Grades 4-9. McGraw-Hill
Book Co., Manchester Road, Manchester, Mo. 63011.

Building Language Power Series )
Models (3-5} - $.96; Fatverns (4-6) - $.96; Blueprints (5-7)-
$.96; Frameworks (6-8) - $.96. Merrill Publishing Co.

Charles E. Merrill Publishing Co., 1300 Alum Creek Drive, Columbus,
Ohio L3216.

Building Verbal Power in the Upcer Grades

5-12" 33 1/3 RPM records, Educa*ional Record Sales, 157 Chambers
Street, New. York

Developing Fundamental Lang&age Patterns
6-12" 33 1/3 RrM records. BEducational Record Sales, 157

: Chambers Street, New York City, New York.

Films*trips: :
Encyclopedia,. 425 North Michigan Avenue, Chicago, I1l. 60611.
(a) Filmstrip Series No. 8840 (color); "Beginning Grammar,"
includes:
Words That Name Things
Werds That Show Action
- What Is a ©
Words Use Ny cf Names
Words The = ,ibe Things
Words Telling How, When & Where
Using Punctuatvion Marks
Writing Conversation
(b) Filmsbtrip Series No. 8220 (color), "Par*s of Speech,"
includes:
Why Study Grammar
Nouns - -
Pronouns
Adjectives
Verbs
Adverbs
Prepositions, Conjunctions & Interjections
Phrases and Clauses .
(c) Filmstrip Series 9260 (color), "Understanding +he Sentence,"
includes:
The Verb and *the Sentence
Recognizing Phrases
Recognizing Clauses
Kinds of Sentences
Parts of *he Senterce or Clause
Using Personal Pronouns
Reflexive, Relative and Interrogative Pronouns
Making Words Agree
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Films:

Polk Material Center, Bar*tow, Florida. Titile includes:
"Punctuation - Mark Your Meaning"

Books for Students:

Roberts, Paul; YTHE ROBERTS ENGLISH SERIES,- Harcourt, Brace and
World, Inc., Atlanta, Georgia, State *textbook for grades 3-6
*hat uses *he linguistic .approach to language. The workbooks
are available tc accompany the text* from the Florida Schoolbook
Depository, Jacksonville, Florida.

Fiims, Filmstrips, and Records:

"Black Treasure™ filmstrip and record concerning the culturally
deprived from *he Coke Bottling Company.

"Punctuation - Mark Your Meaning”_ (11l min.) A film. from the
Regional Library, Bartow, Florida for the Intermediate level.
Shows the simple rules of punctuation and how essential punc-
tuation is.to the meaning of our language.

"Billy, *he Lonely Word", a record from Classroom Materials Inc.
93 Myrtle Drive, Great Neck, New Jersey. A set of two records
with stories such as "Billy in Verbville,"” "Billy on Adjective-
Avenue," etc. -

The Best in Children's Literature records; stories of "The
Universe Around Us."; from Bownar Records, 1051 South Burbank
Boulevard, North Hollywood, California

Transparencies:

Hayes Language Transparencies (Negatives, Antonyms, Sentences,
Contractions, Parts of Speech, etc.)
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- General
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