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— Editor’s Page —

'

Twenty Five Years ol The English Record

“1 just happened to be here.” T have an idea that this simple state:
ment could be used by many people as they honestly assess their par-
ticipation in history. I know that this is the way itis with e as editor of
this twenty fifth anniversary munber of The English Record.,

Original plans called for making this special issue a “*Best of The
English Record” number; however, as |started to go though past issues,
I realize how presumptuous this would be. In twenty five years there
have been many important pieces published in this journal. To wy to
identify the best would have been impossible; thus, we have a representa-
tion of the sort of material which has been chosen by the previous
cditors.

I think you will find thesearticles as provocative today as when they
were chosen for first publication. It is easy to see that the concerns of
English teachers have not changed all that much, but these concerns
bear repeating. :

And what of the future? English teachers will continually be con-
cerned with language and helping voungsters gain control of it. As comn-
puterization gains in sophistication, I would predict that teachers will
berome even moie concerned with the affective domain, Lam convinced
that we have the technology to produce a machine which could handle
thie teaching of subject matter better than a human being. 1f this is true,
the survival of teaching as we know it must depend upon a teacher/stu-
dent learning situation which goes much further than mere content.

When the New York State English Council celebrates its fifueth an-
priversary, there will be many ways to mastet the subject of English. ‘The
ofgatiization will continue to be a national leader in effective state
professional orgynizations. Asalways, there will be concern for students
atid what is best fer them, The nexsttwenty five years will be a time of ex-
treme change in dur society; yet, if-we keep our sights set on helping
students make language work for thein, then we will have fulfilled our
TOMESE s vdm-mm\
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The First Ten Years

1/ Elizabeth ]. Drake

“Forty-niners"” of gold-rush days would certainly approve of their
counterparts one hundred years later, butin 1949 we were digging fora
different kind of gold, and our immediate goal was an organization.
Before 1949 there had been dreams of a State English Council—group
discussions of it, letters, proposals, speculative planning. All of these
culminated in a westward trek to Buffalo in November, 1949, when the
N.C.T.E. held its annual meeting there, Assisted by Harold A. Anderson

as N.C. T.E. representative a small but enthusiastic group of New York

State English teachers decided to initiate a State Council immediately.
Helene Hartley was asked to serve as temporary chairman of the group to
plan for a Conference in Syracuse in May, 1950. More planning meetings
followed, and a program was organized. This first Conference was a
great success, with Robert C. Pooley's *Where are we at?” and Archibald
MacLeish’s “T hebFun(uon of Poetry” ringing challengingly in our
ears.

From this small group of dedicated pioneers came the Presidents—
Elizabeth Drake, the first President, then Strang Lawson, Joseph Mer-
sand, Sister M. Sylvia, Richard Corbin, Milacent Ocvirk, Genevieve Hef-
fron, Earl Harlan, Rosemary Wagner, and Ruth Everett. We pause often
in memory of George Dawson, our first Secretary, and William
Beauchamp, two of our most faithful workers who died during the last
ten years.

The wheels of orgamranon rolled successfully past the making of a
constittition. promotion, memberships, and publications. Our objec-
tives, adopted in the Constitution at the May 13, 1950 Conference, were
stated as follows:

I. To develop an understanding of the problems that confront the

English teachers of New York State at all levels: clementary, secondary,
collegiate.

2, ‘To provide unity of action in the solution of our common
problems.

3. To promote discussion and smdy on a local, regional, and state-
wide basis, with the intention of increasing the understanding of the best
practices in English teaching.

4. To strengthen the English program in New York State so that
the needs of our students may be met most effectively.

Since May 12 and 13, 1950, when more than 500 English teachers
from everv section of New York State, representing rural, village, city,
and metropolitan areas, as well as all levels of instruction and all
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schools, private, parochial and public, assembled to organize the Coun-

cil, membership has been at a high level. In fact, one year we excecded -

2000.

Indispensable to our success have been the treasurers and their.

promotion chairmen, the regional and county committees, and other of-
ficers too numerous to name. Under the guidance of untiring Sister
Sylvia, the first Promotion Chairman, every New York State English
teacher of every county has been alerted to the benefits of membership in
the Council. Nearly two thousand have continued their interest each
year.

No Council can be stronger than its conference programs. Such able
chairmen as Strang Lawson, Joseph Mersand, Richard Corbin, Mila-

‘cent Ocvitk, William Beauchamp, Genevieve Heffron, Rosemary

Wagner, Marquerite Driscoll and Marion Thiesen have broughi to us
the country’s authorities in all phases of the language arts program for
elementary, secondary, and college teachers. Beginning with 1950, let us
recall our giants of the platform: Robert Pooley, Archibald MacL.eish:
1951, Dora V. Smith, Angela M. Broening, Mark Van Doren; 1952, Len-
nox Grey, Harold Anderson, Lou LaBrant, Robert P. Tristram Coffin;
1953, S. I. Hayakawa, John Mason Brown, Harry Oster; 1954, Roma
Gans, J. N. Hook, Bernard deVoto; 1955, Alfred Bentall, William D.
Boutwell, Robert G. Lee, John Ciardi; 1956, Charles A. Siepmann,
Louis Untermeyer; 1957, George N. Shuster, Houston Peterson: 1958,
Barry Ulanov, Maurice Dolbier; 1959, Morris Bishop, Charles W.
Ferguson, '

The “Forty-ninets” knew the value of communication and it was
only natural that The English Record was born in 1950 with Strang

Lawson as Editor, a service which he has so ably continued for the

decade. Our magazine has won national recognition, and receives many
requests for permission to reprint our articles and editorials in various
periodicals. The first year's issues were “‘off-set” and an outline map of
New York State was chosen as the official decorative motif. By the second
year, an interested printer was found, one who has served well all of our

- printing needs at a moderate cost,

Through The Record, methods, ideas, suggestions, and reporis
have been distributed to all members, and the most worthwhile addresses
at our annual conferences have been preserved. Three issues of The
Record are printed annually, our own members being the principal con-
tributors of its articles, case studies, methods and devices, Some of these
printed materials have eventuated in the form of monographs. Orchids
to these authors who helped so much by their creative effotrts: Richard
Corbin, Richard Decker, Mary E. Holleran, Harold A. Anderson, and
the Committees responsible for Monographs No. 5 and No. 6.
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Orders for Monographs have been received from all over the coun-
ry. For example, orders for Monograph No. | have been requested from
California, Florida, Illinois, lowa, Kansas, Michigan, Minnesota, Mis-
souri, Ohio, Pennsylvania, and Washington,

A complete index of The Record is planned for this anniversary
year, but here are a few titles you may wish to reread:

Harry V. Gilson: “Regents Examination—Sune Policy and Progiam”

William D. Sheldon: “"The Relationship of Failure in Reading to the Adjustnent of
Children” :

Dora V. Smith: “Old ‘Truths and New Directions™

Angela M. Broening: "The Challenge of Individual Differences”

Mark Van Doren: “How Imporiant Is Poetry?”

Lennox Grey: “An Introductory Perspeecrive”

Arno Jewett: “Differing Challenges in the English Language Arts”

Paul H. Kraiss: “A Year in a Greek Provincial High School”

Edwin H. Cady: “Whit Liwerature Is Good For”

Marvin D. Glock: “The ‘Feaching of Reading in Grades Four Through Six”

Harold C. Martin: “Look at the Secondary School Currienhum in English”

Charles A. Siepmann: *The Cultural Crisis of Qur ‘Time”

Edward R. Fagan: “Teaching Enigmas of The Old Man and the Sea™

Barry Ulanov: *“The American "T'emperament and the Humanities”

In addition to The Record, the Council brought forth a second
publication, the Newsletter, issued first in mimeograph form in 1950-

1951 by Joseph Mersand, then Chairman of Publicity. This is used-asa——

medium of informatior for the regional and county leaders who are ac-
tively promoting the Council’s work in all hamlets and cities of New
York State. Our Joe was the Council's third president, and now, in 1959.

1960, we salute him as President of 'T'he National Council of Teachers of
English. Let us meet him in November in Denver. Go West, English
teachers, go Wes!

Today the N.Y.S.E.C. Newsletter is printed on six pages, has pic-
tures and up-to-the-minute news under the editorship of Sister M.
Sylvia.

Council Committees have been active throughout this first ten
years. Surveys have been made of Regents Examinations, under the
leadership of the late Dr. Tressler, succeeded by Dr. Thomas C. Pollock;
surveys of certification, spelling, curriculum, constitution, affiilates,
teacher load and class size, supervision, elementary language atts, audio-
visual aids, teacher tecruitment, reading, literary map of N.Y. State,
junior memberships, and promotion. Some of these committees are still
continuing and will be reported later, no doubt, in monograph form.
Special tribute must go to one of our retired pioneers, Harold C. New-
tofi, who worked so arduously on the committee on curriculum.

After careful analysis of the membership distribution, the Council
decided to hold its annual conference in various centers of our State in
order to interest more teachers. Accordingly we have met once in Buf-
falo, once in Rochester, and once in New York City. All other times we
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have converged on Syracuse, where our initial conference was held in
1950. There it will be held again at the Hotel Syracuse in 1960.

Recently, interest in the Council among undergraduates has made
it desirable to form a Junior Council. These junior members have a
place on the conference program, have their own officers, and are the
enthusiastic replacement members of the future N.Y.S.E.C.

As we have grown, the Council has been confronted with new
problems of finance and organization. We have had to increase our
membership dues from the dollar of 1950 to twodollars in 1960. Now, as
a big leap forward, we have secured Hans Gottschalk to serve as the first
paid Executive Secretary. His office will include the duties of the
Business Manager which Elizabeth Drake has carried voluntarily during
- the ten years.

Another continuing function of the Council is the Summer
Workshop. Held thus far at Cornell, Geneseo, and Plattsburg, and
granting iti-service credit, these workshops have drawn teachers fromall
over the United States. More orchids to the countless Council leaders
who have served as organizers, leaders, speakers and instructors in these
successful workshops!

Today as we approach 1960, let us not only think backward over a
decade of experience to get new insights for the tomorrows of
N.Y.S.E.C,, but also, let us pause to appreciate the gold we have found.
We are rich, indeed! Rich in fellowship, growth, understanding and ser-
vice to teachers and youth everywhere.

May I conclude this far too short historical sketch, written on the
shore of Penobscot Bay, with a poern written especially for this occasion
by Elizabeth Coatsworth, famous poet and friend of children
everywhere: v

TEN YEARS

‘““I'en years, that’s the eager time.

Then the adventures really begin!

A boy's old enough to stand up for himself,

And big enough to go off by himself,

And young enough to find everything interesting,
And new enough to feel happy or vnhappy

All the way through to the backbor-e —

To be ten years old is an exciting thing,

And if for a boy, why not for an idea,

And for its record, The English Record,

Which for ten years has honored the written word?"’

6 THE ENGLISH RECORD




o | BEST COPY AVAILABLE
Editorial Intimidation:
A Twenty-Year Record

If there is anything to strike fear into the heart of the editor-to-be, it

is the perusal of the backruns of “his" journal. The immediate response

to appointment as editor is, of course, one of enthusiasm and confidence.
Even after receiving the twenty-year accumulation of old Records,a mere
foot in height, the new editor continues to generate ideas, exciting new
ideas on content, layout, and changes in editorial policy. But the
enthusiastm wanes on closer scrutiny of the faded stack of backruns;
“his" journal suddenly takes on communal identity, and in the end there
is the realization that it is not **his” at all. Indeed it is "“their” journal.

Twenty years after—this issue marks the twentieth year of English.

Record publication—this journal is still prestigious among state
organs. Over two decades it boasts three fine editors Strang Lawson
(Colgate), Earl Harlan (Plattsburg), and Bob Blake (Brockport), a
dedicated associate editor, Elizabeth Drake, and a handful of excellent
editorial advisors, Richard Corbin, Joseph Mersand, Sister M. Evarista,
and the late William Beauchamp. Those assisting in publication have
been legion—too many to cite, too important to simply forget. The
English Record is “‘theirs.”

Itis, I think, fair tosay that most significant contributors to English
Education in the United States have at one time or another been featured
in these pages, as have many other prominent American writers, I refer
to Robert Pooley and Archibald MacLeish, whose NYSEC addresses
appuared in the first number of The English Record twenty years ago.
And I refer to Dora V. Smith, Mark Van Doren, Ao Jewett, Paul
Diederich, Lou LaBrant, Bernard deVoto, J. N. Hook, Margaret Early,
William Dusel, Neil Postman, James Squire, and James Sledd, to name
but a dozen more. The reputation of The English Record has been built
on the reputations of these outstanding contributors and on those of the
hundreds of others whose manuscripts have shared covers with them.
Assutedly this journal is “theirs” too.

Though the familiar outline map of New York State no longer
graces the cover, the title The New York State English Council English
Record reminds the reader that The English Record belongs to the
Couricil, and in a special way it belongs to the “'Forty-niners,” the sinall
band of pioneers who launched the Council in 1949-50. In a vety teal
sense this journal belongs to past editors, contributors, founders of
NYSEC, and to three thousand members who have supported it over a
score of years.

Is it any wonder that the editor-to-be is intimidated? Strang Lawson
“off-set” several hundred copies of a forty page publication in 1950, a

i0
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E‘ publication that teatured Pooley and MacLeish, and Bob Blake printed a
’ journal two and half times thatsize in 1970 that featured Rod Jacobs and
other Chomsky transformationalists. The English Record reaches more
than ten times the readership it did twenty-years ago. The content,
layout, and the ¢ditorial policy appear more than adequate, and to be
truthful the new editor finds it difficult o lift the foot high stack of
backruns. A twenty-year tradition of excellence isa tough act to follow.

special dedication of this issue to Elizabeth J. Drake, First President of
NYSEC and Associate Editor of The English Record and to the founders
of the Council, whose credits gratefully are noted in a reproduction of
the inside cover from the first number. :

b
5
|
:
E
E I should like to begin, then, with kudos to my intimidators, and a
i
3
i
4
‘
; Daniel J. Casey
1

B MONOGRAPH NUMBER THIRTEEN
English Teaching in New Yorl( State Public Schools*

By
g Roger L. Cayer, N.'(.U.
: John E. Reedy, 5.U.C., Buffalo
3 Profile of the N.Y.S. English Teacher
‘s Preparation of the English Teacher )
: Subjects Taught in Secondary School English
Recommendations for School Districts and Colleges
: Available at $1.50 ,
: Phifip J. West
Department of English
- Skidmore College N
Saratoga Springs, N. Y. 12864
*Research Sponsored by the Research Committee of NYSEC with a
~ Grant from N.Y.U.
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" President’s Message

One cannotfhelp but stand in awe of the past when one con-
templites the future of an organization like ours, which for twenty five
years has been firmly dedicated to excellence in education. ‘Teacher-

scholars in this state's university and public school classrooms have, for

aquarter of a century, come together in the Council's publications, con-
ferences, and committees o exchange ideas, and ultimately to par-
ticipate in the greatdst of challenges, the teaching of the young,.

On our twenty-fifth anniversary [ salute those who have come
before us, those who are here now, and, most importantly, those who are
destined to take our place—our own students, In making them
worthwhile, we make the future of our profession worthwhile.

John C. Fisher
State University College at Oswego
President, New York State English Council

FALL, 1674
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Where Are We At?

v Professor Robert C. Pooley
-

In the title of my address you may detect a faint note of humor.
Humor is intended, but neither scorn nor detision. ‘The phrase “'where
are we at?” is an illustration of the trivmph of psychology over logic in
language usage. It is indeed the victory of rhythm over grammar, The ti-
tle of my address is, therefore, notonly atitle but is a symbol of the text,

[ spite of the ancient and dubious rule that a sentence may notend
with i preposition, or as one grammarian is alleged o have put it,4
preposition is a bad thing to end asentence with," the English language
and the people who speak English have favored the short interrogation
ending with the preposition. Intimate conversation would be robbed of
a vatuable patern were we prohibited from saying “Who is it by?",
“Where is it hom?”, "What is it for? ™, ete. So fixed is this pattern as a
form of interrogation that the people who are more interested in com-
murtication than in granmar have ereated the happy phrase, *Where is
itat?” You will note that this phrase permits the emphasis to fall upon
thie rerminal preposition as it does in the other more orthodox phrases,
‘T'a shilt the pattern to ** Where is it?”* requires mental and physical effort.

There is no doubt inmy mind that the familiarity of the pattern and the -

ca. of articulation will establish “Where is itat?” as one of the idioms of
standlard English. After all, itis no mere absurd than “flow do youdo?”,
or *“TI'his is why I came.” .

Sotne day a cultural historian will write the story of teaching of
English in the United States. It will be a document of extreme
pedagogical and psychological interest. This historian will reveal that
the teaching of English has passed through penods of great selfs
assuratice and equally perplexed doubt. When he reaches the period in
which we are now teaching, he will hesitate between the terms confusion
and cliios for the heading of his chapter, { shall attempt to sketch briefly
the epuchs of English teaching which will form a part of his history,

The teaching of English in u really professional manner in the Un-
ited States may be said to have had its origins in Webster's BLUE-
BACKED SPELLER and the American edition of Lindley Mutray's
ENGLISH GRAMMAR. 1t other words, we may begin out story in the
last decudle of the 18th century. From this point to approximately 1850,
where the milestone is the pablication of Gould Brown's colossil
GRAMMAR OF ENGLISH GRAMMARS, may be called the period of
otlgins. 1t was in this era that school masters discovered that English
gratmmat could take thie place of Latin goammar as a discipline for the
training of young minds, It was in this period that various extractions
were made from the great classics to form the rudiments of 4 canon of
English lierature in which the inculeation of moral virtues was a goal of
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13

O S UV U OO O S Oor SV




T T

ey

——_——

Q

ERIC

Aruitoxt provided by Eic:

BEST COPY AVAILABLE
at least equal importance with high literary quality, In this era the
teaching of grimnmar as a wholesome discipline for the soul was nicely
established by Lindley Murray and successfully continued by his im-
itators,'Gould Brown's book of more than 1,000 pages was merely the
capstone of the edifice.

We may call owr second era the period of standardization. It was
between 1850 and 1910 that reachers of English enjoyed the greatest
degree of assurance as 1o the rightness of what they were doing, Gram-
niar was gramimar. It began in about the third grade of what was then
called the granmmar school and went on through the eighth grade. A swu-
dent in high school was supposed to know his English grianmar but was
brushed up and polished off in his fourth year prior 1o taking the college
entrance board examinations, The study of literature consisted almost
entirely of those classics which the college entrance hoard had selected
and announced as the required readings for a given year. The teachers
knew what 1o teach and how to teach it in order 1o get the students
through the examinations, and apparently everyone was fairly happy
with the scheme. The colleges of this period expected students (o know
their grammar and felt there was no nonsense about it, ‘The college
carricnlim in lirerature made no bow 1o contemporary works. A course
in Enelish literatare usually wound up notlong after Wordsworth and a
very few Americin literature courses, daring innovations of the period,
scatrcely gor beyond Whitman. In the heyday of this period apparently
no one questioned what the teacher did and he could continue to do
what he was doing year after year without eriticism,

Nevertheless, the seeds of revolt were already sown around the turiy
of the centary, By 1910 the period of revolt was under way and it lasted
until 1930. It was in this time that several basic elements of the English
canon were challenged. The validity of grammar as a mental discipline
was challenged, the age at which children were to be taught gramimar
wiis challenged, the ability of grammar to bring about better composi-
tionn was challenged, the stuffiness of the literary transition was
challenged, the college English entrance examinations were challenged,
aitd the literary tradition as a whole was attacked on imany counts. The
general unreality of English teaching was challenged; its apparent lack
of relationship to the lives and interests of young people formed the chief
hasis of attack. Among the important docwments of this period was that
declaration of independence entitled *“T'he Reorganization of English in
Secondary Schools,” a veport published in 1911 and sponsored
cooperatively by The National Council of ‘Teachers of English and the
Natiotial Association of Secondiry School Principals. Our National
Council was in at the beginning of the revolt and it maintained the
leadership throughout the period of challenge.

Thie era of revolt led quite naturally to a period of expansion which
could be dated from 1930 o 1945, [ was in this period that English ap-

patently fell heir to everything which educators felt that children should
have atd which did not fall naturally into any other area of the
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curriculumn, ‘Fhis is the period in which the newspaper, the magazine,
the popular book, detective fiction, silent motion pictures, talking mo-
tion pictures, radios, the electrified phonograph, and finally, welevision
became a part of the English teacher’s job. ‘To these were added instruc-
tion in specch, both private and public, debate, the conduct of public
meetings, drama, and various clubs for the propagation of creative
writing. In colleges all sorts of experiments with the curriculum marked
the period, Freshmen began to read contemporary literature, popular
books, and contemporary magazines as their required reading, The
course in composition began to expand itsell into communication, I

“added 1o composition various phases of speech and the skills of silent

and oral reading. In this period of expansion the English teacher ook

unto himself plenty,

‘T'his period brings us almost up totoday. As Isaid at the opening, it
is hard to decide between the terms confusion and chaos as characteristic
of our present situation. We have on the one hand scientific linguistic
knowledge beyond anything known to our predecessors, We have the
theoretical and practical *know-how'' to doa superior job of instruction
in our language and literature, On the other hand we have the survival
in practice of practically every known ancient method, procedure and

poifit of view. A student can pass in dizzy progresston from a puristic
|

atthoritarian to a linguistic neologist. He can be told within the span of
30 minutes that anyone who splits an infinitive is a barbarian and that
anyone who opposes the splitting of an infinitive is an antiquarian. Not
only does this confusion apply to the unhappy undergraduate but it
equally influences the prospective high school and college teacher.
Pushed this way and that by the various forces of transition, inertia, and
linguistic observation, he forms convictions on half truths or emerges a
soutlsweary cynic. What to do about this situation is our concern hete to-
day. T

When Robitison Crusoe found himself in what we should call today
a tough spot, one of the first things he did was to sit down and make an
inveiitory of his resources and his liabilities. When he finished it, he
acknowledged gaining a great sense of relief and comfort. Now actually
his situation did not change at all, but his analysis of it did. The very act
of facing the worst and making the most of the good prepared him to
find his way toward a sane and reasonable solution to his problem. We
caiinot andertake as clear-cut an inventory as was made by Robinson
Crusoe because our situation is too complex, but I would like to analyze
with vou some of our basic assets and liabilities.

T'o change my illustration, you will remember the scene in DAVID
COPPERFIELD when David, after tramping from London to Dover,
has at lastarvived in hisaunt's house, dirty, tearful, and exhausted. Aunt
Betsey, struggling with astonishment, annoyance and pity, turis in
desperation to Mr. Dick and says, *Mr. Dick, what shall we do with this
bov?" You will recall that My, Dick says, calmly and triumphantly,
“CGiive him a bath.” Mr, Dick's common sense and grasp of the im-
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inediate thing to be done could be well applied to some of our current
perplexities in the teaching of English. As I shall point out in a few
moments, we have plenty of theory but we are often sorrily in need of
practical common sense.

I propose now to review quickly our resources in the various areas of
Fnglish instruction, with the hope of establishing the fact thatalthough
we have the knowledge we need, we have not asi yet fully, or in some cases
even partially, availed ourselves of it.

I begin then with English grammar. In 1894 the Danish scholar

Otto_Jespersen announced his brilliant thesis that change in language is -

not corruption but improvement. He made this statement with par-
ticular attention to English, He showed that the changes which had
tiuken place and were taking place were almost entirely in the direction of
simplification of the language and increased efficiency of its use. He
fired the first big gun at the purists wiovpposed change on the grounds
that changes corrupt the language and depreciate its efficiency in com-
muniction. :

Following this analysis Jespersen published a series of papers to
show that English grammar was very badly described by the system
which had been largely created in the 18th century. The system was bas-
ed upon Latin grammar and tried to force English into the pattern of the
classics, a patterh not congenial to the spirit of our language. As a result
of this artificial pattern, English grammar teaching had about it a great
deal of artificiality because rules were crcated to change the habits of the
language on the basis of external considerations rather than upon the
geius of the language itself. In 1924 Jespersen published his
PHIL.OSOPHY OF GRAMMAR in which he presented a scheme for the
description of English gramiar in terms of pure function. In 1933 one
of his American disciples, Janet Rankin Aiken, offered a modification of
the Jespersen plan for use in American schools and colleges. In 1940 she
joined in collaboration with Margaret Bryant to show the psychological
buses of English grammar and to plead for a recognition of these factors
in the description of the language. In spite of this sound and solid
scholarship, the 18th century tradition of English gramimar continues
almost unchanged. leaving us with an ever widening gap between the
sound conclusions of our linguistic scholars and the archaic method of
teaching the structure of our language. To these studies should be added
that of Chatles Garpenter Fries in his AMERICAN ENGLISH GRAM-
MAR. [gnoting formal categories entively and studying the actual use of
English from an enormous sampling of all levels of English, Fries
developed a descriptive plan of English as it s, a study in startling con-
st with the traditional picture of grammar. [ feel it possible to assert
firmly that we have sound and reputable scholarship to revolutionize the
matiner in which we present the graminar of our language in schools
and colleges. But as yet we have harely touched this scholarship, High
school teachers, college teachers, and those who train teachers still
perpetuate the unscientifie, lurgely haphazard grammatical system of
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the 18th centiry. When will we abandon this lability and utilize our
genuine resources?

The story of English usage is quite similar 1o that of English gram.
miar with the exception that we have made greater progress in this area,
In the latter part of the 191th cemury. i number of observers pointed out
that the prescriptive rules of English grammar prohibited constructions
and idioms of English which were regularly used by educated people.
‘These rebels insisted that usage established the rules and not rules the
usage. For the most part they were shouted down and made little impres-
sion upon their contemporaries. Interest in this vebellion increased
slowly in the 20th century and reached its peak in the 1920's. It was in
this decade that Professor Fries published a series of papers pointing out
the discrepancies between 18th century rules and current English prac-

tice. It was in this decade that Sterling Leonard conducted the largest

rescarch yet undertaken in the field of usage which resulted in the
National Council publication entitled CURRENT ENGLISH USAGE,
I this same decade he undertook the research which led 1o his book
THE DOCTRINE OF CORRECTNESS IN ENGLISH USAGE, 1700
to 1800, a scholarly milestone in the study of usage. His friends and dis-
ciples amplified his work in the 1930's and an increasing number of
linguistically sound exthooks testified to the influence of the work of
this gtoup. Nevertheless, the batle is not yet won. Not long ago a well-
written textbook in freshian composition, by an author whose name
would be familiar to you, was rejected in the largest state teachers college
of a midwestern state because the author admitted that although “itis 1"
is gtammatically correct, “it's me” has largely taken its place. The
authorities of this particular college would not risk corrupting the
minds of its future teachers with such heresy, Yet these are the teachers
who are now in the high schools of that state, What, we may well ask,
will be their atitude toward usage? It is not at all an unusual cir-
cumstance in a high school or college today for a student to spetid a
semester with one teacher who not only tolerates but perhiaps encourages
the use of idiomatic expressions established, or partially established, in
aurrent English, only 1o move the next semester to a teacher who red-
inks and penalizes his compositions for the use of such expressions, As
Caxton querulously remarked 600 years ago, *“T'ruly, what shall a man
sity?” We have come a long way in English usage but we are by no means
of one mind with regard 1o its principles, not do we present a common
front to the public. If the leadership waivers, who will follow?

At the heart of our instruction, through the history of English
teaching, has been the work in composition. Although the purposes of
cotmposition have differed from period to period, ﬁie importance of
writing in the teaching of English has never until recently been
uiestioned. I the lush 1920's 4 method of educational research known
as the “case method” developed. By this method one achieved informa:
tion by observing enormous numbers of cases and deriving
generalizations from the observations, For example, if one wanted to
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produce a good teacher the way to do it was tostudy a thousand teachers
10 analyze what they did, 1o generalize from their actions, and then o
teach prospective teachers to perform these actions. When this procedure
Lecame established in weacher training it was discovered that the method
captured the shell but lost the heart. No matter how many tricks you
tght a prospective weacher, she still wis nota good eacher unless there
was somethiag else there that could not be deseribed in statistical terms,
A similar misconception arose from the case study of language use.
Because people speak very much more than they write, said the
observers, the schools should give almost all their attention to oral
English, Never was there a more egregious fallacy. The assumption was
that the only reason for teaching writing was to prepare an adult to write
papers, reports, and other documents. Any good teacher of English
knows that this outcome is only one of the many goals of English com-
position. We are concerned with the development of adequate sentence
structure with exactness and elegance of phrasing which.can come only
in the more leisurely undertaking of writing, the development of clear
and logical thinking, and the enlargement of scope which permits a stu-
dennt o continue an idea, argument, ot opinion over a considerable
length of time and space. ‘These factors are not only important in
teaching the student to write effectively in his adult life, but they are
basic to the general education of every student.

‘I'hrough the 19th century the English composition was largely :
formitl essay. [t was academic in character and dealt with rather abstract
stbjects. With the growth of the public schonls and the influenices of &
large number of students with less than normat skill in English usage,
the English composition tended to become an exercise in grammar and
usage. In the carlier decades of this century a great many teachers utilized
the composition to find out what errors students made in writing. The
case study method gave rise to the theory that if students’ errors were cor-
rected, they would write good compositions. Some of that spirit still
carries into the present. Nevertheless, we have seen in the last decade the
growth and acceptance of the value of the concept of communication,
‘This concept has taught us that the purpose of speech and writing is o
convey ideas clearly and effectively froin one person to another. It has
shifted the emphasis from merely mechanical accuracy and precise dic-
tion to the tansference of idea in a form and style appropriate to and
inost effective in the situation for which it is intended, This enlargement
of our scope has had a powerful and beneficial effect upon composition.
It has brought writing back o the commuiiicative needs of the student, It
his protmoted a common sense attitude toward writing which was lack-
ing in carlier methods. It has tended to show the student the values of ap-
propriateness and the various uses to which language is put in active
adult life, ‘These gains, although excellent, are by no means universal,
‘There wre still many high schools in which the only attention given to
composition is to mark crrors, ‘There are still theme assignments made
which bear no relationship to the communicative needs and interests of
the students. There are many college instructors who, of their own volis
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tion or by direction of their superiors, puta failure on a paper which has
a grammatical or usage error, Such procedures violate the doctrine of
communication and set back our progress in composition. How can we
as a profession win over our own colleagues, and present a united front
to students and the public? How can we expect the most valuable aspect
of English instruction 1o be univorsally respected until we onrselves are
sure of what we are doing?

My time will not permit as full a development of the history of
reading instruction as the subject warrants. I can omit many details with
confidence inasmuch as most of us are familiar with the development of
a system of measurement in the skills of reading. These measurements
revealed, and have now established beyond question, what many of us
were aware of in o vague way carlier. They show that any large group of
students of approximately the same age and status in school have a range
in reading ability from ahmost illiteracy to superior adult skill. We
know, for instance, that any ninth grade entering a large school will con-
tain students who cannot read above the sixth grade level and some who
may be superior in speed and comprehension to the high school teacher
hersell. We know that any college freshman group will contain siudents
for whom the basic textbooks are too simple and elementary and a
similar number of students who cannot comprehend what they read in
the same books. Although this knowledge has been commonplace for
nearly a decade, we are extremely slow to do anything inuch about it. A
stnall number of high schools are now attempting some form of
remedial instruction for those students who are alarmingly deficient in
reading. Almost ne high school has yet dared to say to the student and
his parents, ‘Because you are so deficient in reading it will take you five
ot six yeats tocomplete the high school course.” We pretend that by a lit-
tle coaching from the harrassed and overworked teacher the student with
four or five years retardation in reading can be made in a shott tithe into
a norinal high school student. Deep down within us we know that such a
stipposition is ridiculous. Yet what have we actually donein a realistic
and common sense way to meet this realistic and cominon sense
‘problem? In our colleges we have established here and there a reading
clinic which is in the nature of a booster shot for the deficient student.
‘The intention is laudable and the results are in many cases very gratify-
ing. Nevertheless, large numbers of students still enter college greatly
deficient in the power to read and receive not only no help and instruc-
tioti in the art of reading, but are often times not even informed of the ac-
tuil nature of the deficiency. Colleges assume and exercise the right (o
reject from college a student whose physical health does not permit his
regular and successiul performance of college studies. Except for a few
private institutions we have not yet dared to reject the student whose
mental condition with respect to reading comprehension is such that he
cannot similarly profit from college instruction. [ think that we ate
struggting honestly toward a suitable answer to this difficulty but we
need more understanding and agreement among outselves and a more
unified front in the matter to our fellow educatots, Surely we who are the
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guardians, as it were, of those skills of communication which make
learning possible must strive for some standards, or at least agreements,
concerning minimum competence to perform at the various levels of
learning. The resources are available. We have the research, the ex-
perience, and the techniques of improvement. We have not yet solved the
practical problems of who is to be taught what, where, and by whom in
the vitally important area of reading.

The teaching of literature suffers from as much confusion in basic
principle as does the teaching of language, but the confusion is more
easily concealed. If pupils in a high school class are kept quiet and out of
mischief by the perusal of LIFE MAGAZINE or the organized study of
the READERS DIGEST, no one is particularly disturbed, least of all the
principal who in theory is supposed to watch over the curriculum of his
school. What is taught in literature classes today is the product of a long

series of influences, some from the distant past and some very im- -

mediate. From the 19th century we have inherited the fairly standard list
of selections from the great writers which still forms the backbone of
English literature instruction both in high school grades and in the first
two years of college. This tradition of literature was crystalized by the
college entrance exarinations of the last part of the 19th century and the

first decades of the 20th. Texthook writers and anthologists gathered

together the selections of literature which appeared most frequently on
the examination lists and built up therefrom a fairly consistent canon of
literature. Another segment in the list of our materials is the product of
the period of expansion. 1t is in this time that the short story and the
light essay became a definite part of the literary tradition. "To these basic
types could be added a large number of other materials, the literary and
semi-literaty magazines, daily newspapers, news weeklies, motion pic-.
ture scripts, tadio scripts, and jokes from the NEW YORKER
MAGAZINE, Everything I mention here has appeared in one or more
high school anthologies of what is technically termed literature. Teo
these two sources can be added a third influence, perhaps the product of
the two wars of recent years. It is the tremendous emphasis upon contem-
potaty literature. ‘The student is supposed to profit most from the im-
mediate interpretation of his contemporary society as he sees it in the
books, magazines, and newspapers dealing with the present day.

‘T'o this confusion we can bring less help from specific research than
i the areas of language and composition. ‘There are few classic studies
of the literary interests and capabilities of high school and young college
stilents. We shall have to take most of our guidance from the studies in
reading which have made a few principles perfectly clear. The first of
these is so trite that [ would blush to mention it here were it tiot fof its
constant violation in our school and college progtams. The principleis
that without comprehension on the part of the student no amount of ex-
posure to a given piece of literature has any beneficial effect. It may have,
and indeed often does have, the negative effect of driving him from all
pleasute it literature, ‘The materials derived from the traditional list of
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English classics are mostapt o offend in this regard though some con-
temporary materials are nottree from the same complaint. To put it very
simply, unless the author of a picce of writing can lk to the students
who read his book, we are doing neither author nor students any good.
Reading research gives us a second basic principle, that comprehension
arises from the association of previous experiences with new ex-
periences, Translated into terms of teaching hiterature, this means that
any selection we put before a typical group of young people should have
in 1ta majority of experiences to which they can respond withoutundue
strain. Mingled with these known experiences should be new ones
which can be interpreted and comprehended by association, The
literature, then, should have hooks of recognition which the student can
grasp and which give him the support necessary to make his way
through the new experiences. ‘The third principle is equally simple.
What we call appreciation is a combination of emotional and intellec-
tual responses which arise from recognition and association. When the
material affords a maximum of recognition and association the student
can respoud with what we call appreciation. When he finds very little
familiar 10 grasp and is bewildered by an excessive number of new and
unfamiliar experiences, he lacks comprehension and therefore cannot
gain either ¢njoyment or appreciation. These principles seem self-
evident, but one may search far to find high school o1 basic college
courses in literature planned with these principles uppermost.

~ Itis evident that in this analysis of the teaching of literature there is
fo conflict between classics and modern literature. Some portions of the
great literature of the past speak directly and eloquently to students and
are more easily comprehended than some contemporary pieces. Both the
past and the present have a place-in the curriculum, but the principle of
selection must be in terms of what the literature can do for the student
and not in terms of what we think is good for him. Literature thus view-
ed is an aspect of communication. Our duty and our opportunity is to
bring about communication between the greatminds of the past and the
young minds before us, Considering the very wide range of quality in the
minds now before us in the typical classroom, we shall have to make im-
portant modifications in the traditional materials of literature presented
to students,

In our hasty survey of our resources and liabilities, we have examin-
ed some of the principal areas of what are now being called the language
arts. We are at the point where it becomes appropriate to ask agaifi our
initial question, “Where are we at?” Only a few weeks ago there
appeared in the ATLANTIC MONTHLY an article by a Mr. Alberi
Lynd which made a caustic attack upon teacher training in general and
English teacher waining in particular. It would be charitable to say that
Mr. Lyud was misinformed and prejudiced. His statements can be and
have been brilliantly refuted by Professor Lennox Grey and by many
others. While we recognize that Mr. Lynd's attack is unfair, we must
nevertheless grant that itis symptomatic of a segment of public opinion,
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The confusion of theory and practice which exists in our profession is
matched by a greater confusion of our aims and purposes in the minds of
the puiblic. That is why 1 feel itof wemendous importance at the present
time that we clear our own confusions by the acceptance of two well-
established principles, and sccond that we organize effectively to make
these principles effective among our students and with the public.

‘T'he first basic principle I think follows naturally from my analysis
of our current sittion. The best name I can apply to it is professional
aleress. T mean by it the employment of those patterns of thought and
behavior that distinguish the professional man from the unprofessional.
For example. few of us would consulta doctor who had not been to a lec-
tre of his medical society or who had not read and digested a
professional jonrnal for a period of several years. We would consider
him hopelessty out of date and even though he might have been very well
trained in his student days, we would consider his neglect to keep abreast
of the times a sign of unprofessional character. If we read in the
READERS DIGEST the discovery of a new specific for one of the dis-
cases which plague mankind, we expect our physician to beready to use
it immediately or shortly after. If on consultation we find he knows
nothing about it, we censure him in our thoughts. We expect the at-
orney who deals with matters of taxation or the conveyance of property
10 be awate of iand to act upon the latest legislation of national and state
governing bodies, We are inclined to be exceedingly critical of any lack
of professional alertness on his part. Should the doctor or lawyer and
other professionals wrn their attention to us as teachers of English,
would they find a comparable professional alertness? 1 leave the answer
to you. Here are some of the outward signs. The first is the subscription
10 and faithful reading of the leading professional journals in our own
field, ‘The subscription lists of the ENGLISH JOURNAL and of
COLLEGE ENGLISH for New York State seem to indicate that not
every professionally employed teacher is asubscriber. The second sighn is

_ the ability to read the articles of a professional journal so as to find those

that represent fundamental research and advancement in our work.
Most of the research that 1 have cited cartier in this talk appeared
atiginally in our journals or was reported there. Much of it was scarcely
noted at the time of its appearance and has had very little influence upon
our work. ‘The third demonstration of professional alertness is an at-
titude of mind. 1t is a characteristic of flexibility, the readiness to change
poittt of view und method when one is convinced of the significance ofa
new idea or 4 new procedure. This quality which we admire and com-
menid in our professional brethren—the doctor, the lawyer, and the
engineer—we are often too prone to scoff at in ourown professioin. Con-
strained by inertia and tradition, we tend to lose our mental flexibility
and with it our professional alertness, without which we are apt to end
in stagnation,

The second principle on which 1 feel we can come to a common
agreetent is that our primary concern in teaching English is todevelop
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the art of communication. From this essential point of view the con-
tributory parts of our instruction fall into their proper subordination.
Usage, for example, is the determination of what is customaty, ap-
propriate, and most effective in any given linguistic situation.
Mechanics become the study not of forms established by authority but of
the achservation of how modern English is written or printed with due
allowance for such variation as may occur. Grammar becomes the
science of reporting how the English language works here and now. If
we could unitedly agree upon such a fundamental principle much of our
own confusion would disappear, much of the rubbish we have carried
forward from the 18th and 19th centuries could be discarded, and our
chief goal, clear and effective communication, would be obvious not
only tw us but to the public by whom we are employed. 1 realize that put
in this brief way the principle is oversimplified. Nevertheless, the
genuine acceptance of such a point of view as a universal premise of our
profession could work wonders,

I turn now to the question of organization. No profession can exist
as such unless its members are united for effective communication
among themselves, Great teachers can and do arise in complete isolation
but as such they do not constitu . a profession. Our presence here today
is the illustration of my final point. New York State teachers of English,
for many years organized in local and regional groups, have made

viluable contributions to our teaching. Some of the best research in

clementary school and secondary school English has been conducted in
New York State. Some of the leading writers and research workers of our
profession live in this State and exercise their influence here.
Nevertheless, today marks an occasion of gratification to us all, that over
and above the local and regional organizations which our profession has
enjoyed so far, New York State is now united in this State organization
which has its inauguration today. It is my privilege and honor as a
native New Yorker and a member of our profession to congratulate you
upon this organization and to anticipate with certainty the advancement
in the teaching of English in this State which it will bring about. 1
believe Lalso have the privilege of extending to you the congratulations
of "Uhe National Council of Teachets of English whom I represent as a
pist president and an unofficial representative at this meeting. This
orginization means union for common understanding, for specific im-
provement of our tasks, and for a professional presentation of our posi-
tion to the public. In other words, it is a sign that we begin to know
"where we are at.”
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Some Current Issues
in English Instruction

Helene W. Hartley

Wherever changing conditions call for new procedures, or where it
is necessary to adapt the old to purposes not originally foreseen, there
issties abound. At present, teachers of English at every level of instruc-
tion are faced with such change and with new requirements. Out of con-
sequent uncertainties, three issues appear as both general and crucial.

The first concerns the relation of English to other areas of the
curriculum. Shall it be taught as a separately organized subject, with its
own specialized purposes, its own unique contribution to the sum total
of the educated person? Or shall it be taught in conjunction with other
subjects to which it is clearly related in content or purpose?

For example, is literature so clearly a record of man’s progress as he
seeks to evolve a society and a culture that itcan be best interpreted in the
light of history and the social sciences? Is it, even, a means by which these
sciences of society can be taught? Or is literature so closely allied with the
other fine arts, through which men from the beginning have sought to
convey their perceptions of truth and beauty, that it can best be un-
derstood and appreciated when studied with the other arts?

Again, is effective control of speaking and writing best to the end of
improvement in geieral? For example, is the “composition,” the “‘oral
topic,” presented as a basis for general criticism, the best route to etfec-
tiveness? Or are these skills better acquired as modes of communication
in situations requiring them—where need for effectiveness is clearly
felt, where the means for achieving it in that particular situation are
studied and practiced, and where successful communication, or the
failure of it, provides an immediate and genuine evaluation base? What
situations in each area of the curriculum and in the activities of the
school provide such opportunity to learn to speak and write effectively?

These ate but a few facets of this first basic issue — English as a
separate subject, organized for study according to itsown subdivisions of
content and skill, or English taught in the context of related areas of the
curriculum that provide interpretation and motive beyond what can be
provided through English alone. '

At all levels of instruction experimentation in integrating English
with other subjects is taking place. In the elementary grades, large units
of instruction require that techniques of speaking, writing, and reading
be taught in order to carry out the larger purpose of the unit or project.
In the high school, integration of English with the social sciences is
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perhaps most genetally undertaken. Here experience has demonstrated
that a mere fitting together of one course of study with another, if either
is formalized or functionless, can accentuate futility. Integration must
start with a fresh and realistic consideration of outcomes to be sought
and of the way by which the related subject matiers can be used to achieve
these ends, with a vitalizing of each. In such integrations the dreaded
“handmaiden role” of either subject will not become an issue. In
colleges, too, particularly where general education is sought, English
instruction is being  provided through broad courses iu com-
munications, the humanities, and in social areas such as American life
and culture.

A second issue is closely allied with the first. Shall we cease to con-
cern ouselves primarily with the mastery of English, alone or through
integration with other subjects, and'instead regard it as a vast reservoir of
skills and values and insights to be used along with many others in
meeting the basic social and individual needs of students? Shall reading,
writing, speaking, and listening be used as means for learning how to
succeed in family life, in coming to grips with the economic world, in
solving one’s emotional conflicts, in improving human relations? Out
of such proposals arise the core-curriculum and life-adjustment
programs.

Aside from these questions that concern the English curriculum, a
third issue, or group of issues, centers around the question of how. By
what content and by what procedures, whatever the curriculum design,
can the values and skills of English be acquired? For example, shall
classic or modern literature be stressed? What is the value of a systematic
study of the structure, or grammar, of our language? How can un-

~ derstanding of language as a social force be gained? What place have
radio, motion pictures, television in English instruction? To what ex-
tent can pupils plan their work and evaluate it?

In meeting issues such as these, there is almost equal danger in a
timid or closed-minded adherence to familiar practice and in too quick
acceptance of half-understood concepts. A thoughtful analysis of
problems, of purposes and objectives; acquaintance with recent
scholarship that gives more profound understanding of the nature of
our subject; use of the results of careful experimentation; exchange of ex-
perience; and most of all 4 sincere attempt to try, and test, and weigh—
through such approaches rather than meve verbal controversy will solu-
tion of current issues emerge.

THE CHALLENGE OF INDIVIDUAL DIFFERENCES—

reid cach one as a communication telling you about the writer, 1f you ever get a dull
piece of writing from a student, it is due to mis-education. To every human belig
writing should be as engaging an experience as talkiing = as talking when yoOu are
talking about something that matters, “T'he challenge of individua) differences in
terriis of writing is the challenge of getting to know each student you teach as an in-
dividual, to know his interest, hisaixieties, his past failures and suceesses, and what's
oh his mind now. In the right kind of classioom situation yon get personalized coin-
miunication that reveals those cosicerns.
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Even "way hack in kindergarten you can find out things about the individual
children if you are alert. 1 want to read o you a piece of a linle play that some
youngsiers were doing in the corner of the kindergarten over by the playhouse one
morning. Of course it was spoutaneous, This is what happened:

Audrey says: “Lam the mother and Vaderie savs: “Why not the biggest for the
mother, 1 am the biggest,” and Sandy says: *No, vou are just out of High School.”
Valerie: *No, | mn the mother.” Sandy: “Mothers are medium size, you are 100 big,
mothers are next to the biggest.” Frances: “Yon can be the weacher of the school.” San.
dy: “Caroline is the mediumist.” (You know what the linguists wonld say? Thatchild
in the kindergarten has the sense of the comparative. 1f we live long enough this may
even come into style.) Garoline is the medinmist she says, she is the mother, and Doris
is the littlest, she is the baby. Audrey: ™~ Pheyall go tosehool.” She is the teacher, point-
ing to Valerie: *She goes 1o school, we don't go to school, we stay at home.”” Frances:
“Where wilt 1 go?” Audrey: Y ou are suppostd to go tocollege. College is overthere ™
Caroline: “Now father,” pointing to one of the boys, * You stay here nntil breakfast,
after breakfast then you go 1o work. You can read the paper now.” (See the home life?)
Frances: ““This is the school, now come over here. Here is the wacher. Where is that
teacher gone? Come over here, Valerie, this is thé school.” (You notice her personality
as well as her language and her ideas.) Caroline: *Now get the breakfast. Here Sandy,
you brcak the eggs for me -~ open the door. get me aspoon. No, father, don't come omt
yet, breakfast isn't ready. Oh, [ haven'tariy milk. Come here, Sandy. go to the sioge for
me, get me two quarts of milk,”” Frances: "Where ismy wacher?” Audrey: “You've in
college, you don’t have a teacher.” Frances: "1 dont want o be in college, [ wanttogo
over 10 school where there are some other prople.” (She is not one of those
isolationists.) Jimmie, who is the father, says: *Is breakfast ready yet? 1 will be tate for
work.” (Have you ever héard that? Caroline says: “*No father, suppose you make a
fire,” and he goes over to make thefire, and Bobby, who is the graudfather says: "' love
10 sitat the fire and oast my wes'” and Catoline says: “Come on everybody, breaklast is
ready,” and then she says to Caroline: *“Use your napkin, baby, you will get cereal o
your dress and ; just ironed it yesterday,” and Doris says: “Yes, mother,” and Jimmic
says: "My, my, what lovely pancakes.” (Would you like 1o marry him if you could,
girls? He notices the kind of food and hecompliments the overworked wile who is do-
ing the cooking.) Audrey: 0. Fdropped mine on the floor.” Garoline: ** Dot teat it=
dot’t eat it, here is another.” Jisumie: *Well, goodbyeeverybody. Thave togo o work,
1'll catch the bus.” Caroline: “Come children, you must go to school. Do you have
your news?” (See, it's a modern school.) “Do you have your news? Be good children
and watch the patrol boys.” The children all call “Goodbye, Mother.” Fratik, who is
the postman, steps upand puts: letter in the mail box. Bobby runs o get the lener and
then says: *Maybe it is for e’ and thenhe looks atit. “Just a bitl, " and lie tosses it to
one side — (kindergarten). Caroling: ' will have to wash the dishes. Oh. how Thate to
wash dishes.” and she starts 1o bum. All the children and the father com» home agaiti
and she says 10 all of them “Itisn't time for you o come home, [ am just doing the
breakfast dishes.”

S0, as children play ogether, as they talk. as they read, as they write, they provide
us with informationabout their interests and individual needs. ' They wonld be leartis
ing a lot about English even if they didn’t come to school, but in the pime they are
with us they can learn more ¢uickly, more permanently, more offectively, how to
speak, 1o reid. 1o write, 10 listen, and 1o look, with discrimination, taste, aiid ability to
communicate. In doing this job we can find definite aids in questiontiaires. tests. anel
ifiveritories: but let's not forget: get 10 know 1he children.

One important device any wicher can use is grouping children within a class, to
teach them better than keeping them all together. We nsed to think we were meetitig
individual needs if, after giving standardized tests. we formed a “homogeticouls”
group by cutting off the extreies. Bt you can take a gtoup hotmogetieons with
respect to one factor and they willstill be differetit with respect to tmost other factofs;
eveti with “homogencous” grouping the wacher stilt has 10 individualize the work
within the group.
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Even if you could afford it, you wounldn’t want one teacher for every pupil, That
iltusion of Mark Hopkins on one end ol a log, and one student on the other, might
have been appropriate for a rustic age, but in onr kind of society we have 1o learn o
work together, Language is social behavior. and yon must teach language in social
sitnations corresponding to those of real life, We should separate into small or large
groups, the length of tiime depending on interestand instructional need. Tlearned car-
ly, from my own mistakes, that each oup should have some common interest 1o
begin with, that the youngsters themselves should help to plan group activity, and
that until you have developed pupil leadership it's best not to hiave too many groups at
ane tine,

The micar challenge to the wacher is to remain awake—that is, alert to the clues
of readiness for experience, helpful in getting young people to associate wonds with
non-verbal experience, appreaative of their attempts at communication, responsive
to their needs and inteests,

The job of 1eaching the inguage arts is one of releasing the individual's
language potential, of cultivating his talents, of correcting his imperfections, We
shov'd try to develop in him antimdes Gwvorable 1o:

lively conversation and correspondence =

reiding as 4 study procedare and a souice of recraion —

5. coutteons and discriminating listening, to capture the speaker's tneaning, 1o
sense his purpose, and to remember accurately whatever the listener may wish
to vemenber,

bospeaking, for adl the occasion and all the listeners are worth —

5. observing, with all his senses aert to the significant and the bemaiful in life

and in art,

1
o
i

.
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A Look At The
Secondary School
Curriculum In English

Harold (.. Martin

In one sense, 1 feel some trepidation at presuming to talk about
what [ expect from students who have finished their high school work in
English. Like you, I am accustomed to taking what I'get and starting to
work with what is, not what ought to be. Yet it is certainly not idle to
speculate on what ought to be, and that I take to be iny function here,
Having taken the ideal as my prerogative, therefore, I feel that I may as
well go the whole way and push my topic from the general to the
specific, altering it thereby from what a college teacher of English ex-
pects to what a college teacher of English-——this one, at any rate—
believes should be the components and emphasis of the high school
program in English.

Let me assure you, at the outset, that I an aware of the Protean
chatacter of the student groups with whom you work and familiar, too,
with the diverse needs and demands of the moderm secondary school, My
seven years as a teacher and five as an administrator in the schools of this
state may not have given me much wisdoin, but they certainly did give
me a sense of the impressively difficult problems of secondary school
work and a harrowing realization of the need for solutions to them,
Those problems are not peculiar to secondary schools, of course, but
they are the most acute in secondary schools hecause no pirt of the
educational system has 1o face so great a varicty of interests, preoc-
cupations, and drives as come 1o the surface in the turbulent years of
students qnmmq into their 'teens. On the other hand, no part of the
system is privileged to accommodate so greata wealthof energy, curiosi-
ty, and unpredictableness as the secondary schools. Everything is at
hand {or a great picce of work in the teaching of English; but not many
of us, | think, would be willing to say that, except inna few places in the
state, a really great job is being done,

In sotme measure, all of us share the blame, but tuming one's gunon
oneself o1 on one's fellow is useful only if we mike sure not to pull the
trigger. We may, it is true, hive to have something like a civil war within
our owh ranks before we can settle down to the job of reconstruction. It is
iny hope that it can bea war of principles <= not merely of words, and it is
to such a war that 1 dedicate these remarks,

First, let us face squately this question: how bad is the teaching of
English in secondary schools today? Will you agree if 1 say thut 1 think it
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is bad? Will you agree if I say that I think a better job is being done in the
teaching of science, of mathematics, of music, and even, perhaps, of
social studies? Perhaps you will not, but I would not be honest to say that
I think otherwise. At any rate, let me take that as a premise,

T'o mitigate the pain a bit, letime spread the picture, make this into a
Cinemascope projection. [ have just finished reading a good many
seminar papers by graduate students, most of them graduate students in
English, who are applying for fellowships to teach freshman English at
Harvard. Of every four candidates, 1 have had to reject one on this
ground alone: that the candidate did not write clearly enough, forcefully
enough, perceptively enough to warrant my feeling he could successful-
ly help freshmen to write better. Now a step down the scale, At the
end of each marking period, instructors in Harvard's freshman English
course write a brief analysis of the cause for low grades given to certain
students. Their most frequent comiment—an honest one, 1 believe—is
that the student did not have adequate school preparation. Still further
down: when I taught high school English 1 constantly heard—and
made—the criticism that elementary schools neglected training in
English. And kindergarten teachers, Lknow, express their dismay about
the lack of “verbal readiness” in their young charges, Were we all to get
together, graduate school to kindergarten, I suspect we would find the
fault lies in the state of our culture. Moreover, there is impressive
evidence that our difficulties are old ones, that students of ages more
golden than ours have also distressed their teachers and the public with
their lack of skill in reading, writing and speaking. The disease is not
new, but perennial. But so was typhoid fever.

If you will grant, even for the course of this paper, that the situation
is bad, we ought next to ask about the means to betterment. Is there a .
panacea? Will courses in “‘communication” do what needs to be done?
Or programs of “life adjustment’? Exclusive emphasis on reading
skills? on extensive reading? on propage 'da analysis? on grammar=
prescriptive or descriptive? on public speaking, dramatics, debate,
forums? on the reading ot newspapers and magazines? the analysis of
moving-pictures or of television prograrns? I hear you sigh, and 1 know
the reason, When [ was teaching English in New York State, we were im-
mersed in, steeped in, all but drowned in the reading controversy. "' Life
adjustment” was just a hand=or claw—on the horizon=if one can
coticeive of hands, or claws, being so located. Oral and written com-
munication were still thought compatible and complementary. The
argument about the new linguistics had not got under way. But change
wis in the air. The avantgarde was studying the Experience
Curriculum, and Regents examinations in English had taken on the
streamlining of multiple-choice problems. Now, 1 am told, all these
things are upon you in full force. And in the midst of all of them you
have, somehow, to go on teaching English.

26 THE ENGLISH RECORD
29




BEST COPY AVAILABLE

It does little good to bemoan the present, however, and if 1 am to
make any contribution at all to this meeting I must try to take a look at
the principal preoccupations of the English teachers and say whatever |
can about them,

Will you accept the arbitrary—and customary—division of an
English program into grammar, reading, speaking, and writing? [omit
the rules for dating, table etiquette, learning to live with others, com-
munity betterment, Youth-in-government, soil conservation, an(l slum
clezrance. Ali are important, but none—as 1 see it—belongs in the
English curriculum any more than in the mathematics curriculumor in
that of physical education. Indeed, not so much, because English
teachers have an endless job just in teaching English,

Grammar. I may as well make my position on the so-called new
linguistics and new grammar clear at once so that you can sit in stony
silence or listen with rapt approval as suits your taste. There is no
likelihood, in the present climate, of making converts in either direc-
tion, 1 suspect. Professor Fries' latest book, The Structure of English,
seems to me an interesting and even exciting piece of work. Yet I fail to

see its meaningfulness at present for the teaching of English in secon--

dary schools. Grammar is. as we use it, a shorthand. When we teach
foreign languages. we use 1t 1o expedite learning. When we use it to teach
English we are trying to develop a knowledge that will imake it possible
for us to talk intelligently about language. If we can tell a student that
the subject of an infinitive takes the objective (or accusative) case, we
have a shortcut to the correction of faulty expression, Without some
such tool we are reduced to the necessity of drilling him in enough
sentences to make that locution automatic — a laborious and unscien-
tific procedure, to say the least. Now, modern linguists charge, with
some reason, that the conventional terminology and structure of
English grammar are based on a false analogy with the Latin tongue,
They have found a whipping-boy called the eighteenth-century Latinist
and they belabor him mightily for having deluded generations and
bedevilled students beyond endurance. Insofar as those grammatians =
who, by the wav, were much more empirical in their procedures than the
new linguists recognize — insofar as those grammarians imposed un
ovetrforinal structure on English, certainly they did it one kind of disser-
vice. On the other hand, any systematization does it the same disservice.
Tiisofar as their analysis v-as inaccutate at the time or is irrelevant now, it
must, of course, be corrected. What we want is the most accurate and
most useful shorteut to learning language that can be devised. The one
proposed by Professor Fries in his recent analysis seems to me to require
much more memorizing than the one on which 1 was nourished and to
substitute curiously uninformative designations for the relatively
meantngful ones of converitional grammar, 1f 1 am tight, then the tool
loses in usefulness svhat it gains in accuracy, and 1 cannot see in the sub-
stitution of one for the other anywhere near enough advantage to
warratic the distress it will catise, As to grammatical matters less esoteric,
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I have only this to say. Teaching grammar for the sake of grammar is
nonsense. Teaching it so that students can learn to talk and write both
effectively and felicitously seems to me to make the best kind of sense,
Anyone who has tried to help a student strengthen a series of sentences
knows well enough the value of such terms as “clause,” “participle,”
“subordination’” and “infinitive.”” Any substitute that wili do as well as
the pattern we now use will have to be good indeed. Certainly there are
people whose lives will bemade no better by a knowledge of grammar —
or of the Pythagorean theorem, or of the bass clef, or of the provisions of
the Taft-Hartley Act. It is not a matter of making lives better but of mak-
ing learning casier. Grammar is a tool, and quality in tools is « matter of
efficiency and precision. ‘There ought, 1 think to be no mystique about
the matter at all. If it works, use ig; if itdoesn’t, sharpen itor find a better
one. Conventional English grammar seems to me a sound tool; the fault
if any lies kugely in its growing disuse and in its occasional misuse,

Reading. For the sake of brevity, I shall skip over many of the con-
cerns about reading which must necessarily preoccupy the teacher of
English in a secondary  school—remedial reading, vocabulary-
building, and so on. I want to consider briefly two matters much
debated: 1) extensive vs intensive reading; 2) classics vs popular selec-
tions. It goes without saying, 1 think, that we hope stidents will find
pleasure in diversified reading and that they will read extensively, will
develop the habit of finding in what Matthew Arnold called *“the best
that men have thonght and said” a resource of constant and growing
value to them. In the actual work of the classroom, however, it seems to
me that intensive reading offers a superior means of developing the kind
of intellectual alertness and sensitivity to language which mark the
cducated person. And I mean intensive reading in the most rigorous
sense — examination not only for general meaning but for implication,
for the unstated assumptions that condition statements, for the weight of
words, their tone and color, and their persuasive qualities, for structure
of statement, and precision of language, for relationships within
passages, for allusions, for undertones of irony, for doubles-entendres. 1
believe that this is the kind of work that makes the best readers, and 1
think it can be done only on fairly short selections. There is mote to be
gained froma full hour of such activity on one paragraph than from five
hours ona complete essay or story, "This is hard work for teacher and stu-
dent alike, and sometimes it is disagreeable work for the student, but if it
makes hith a keener reader, we must not mind too much the temporary
distaste it may provoke. 1 have heard often enough — and so have you =
that close reading kills enjoyment. Tdon't believe it. And even if it were
trie, even if one had to sacrifice " Dover Beach' to gain the end sought,
the sacrifice is worth the result.

As to the kind of reading, this is what [ have to say, I firmly believe
that there is no place in the English program for tripe. If we are serious
about our job, we must recognize thata dietof sloppy food neither builds
good metital muscles nor develops the taste buds. The content of a good
many high school = and college « anthologies today is little better than
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the content of the radio and television shows that are steadily dulling the
mind and corrupting the sensibilities of a nation that is supposed to be
literate. Contemporary writing? Of course. But exclusively contem-
porary writing, no. Nor unless we wish to make our schools the mirror
instead of the beacon of our culture. Thappen to think it is notnecessary
—niot even advisable—tor schools o jgiempt surveys of @ national
literature. But the reading of a few of the best works in English oughu, 1
believe, to be the core of every year's program. Newspapers, no; Colliers
and The Saturday Fvening Post and Time, no; the Reader’s Digest, a
thousand and one times no. Why? All those publications have a func-
tion, but they will be read and can be read without specific instruction.
The English program in schools ought not to trifle with its time. The
reading selections ought always to be superior in quality; they ought
always, in content, to be just far enough above the student to make him
stretch.

[ know some will say this is romantic nonsense. I swear itis not. tis
precisely this kind of intellectual demand that is made in other
educational systems, and there is no sound reason that we cannot make
it, too. And there is every reason that we should. Let it not be said — as it
may fairly be suid of our students all too often — that the hungry sheep
look up and are not fed,

Speaking. 1 shall say very little about speaking other than this: 1
hope it does not receive any more attention than is now accorded it. For-
mal courses in what is called public speaking undoubtedly have their
place; debate is valuable for some, if intellectual responsibility is not
forgotten in the zeal for victory; dramaties offers an even better prospect
for encouraging clear enanciation and expression, But it seems to me
that the best kind of training in speech can come within the regular
English classroom. provided that the teacher is inflexible — even savage,
if necessary — in demanding coherence in statement and good articula-
tion, or silence. 1 think the classroom is the best place simply because
speaking there is necessarily linked to thinking — ot ought to be. By and
large, those who have learned to think elearly will speak clearly, provid-
ed they are given practice and are kept to the mark. One of the most strik-
ing things I notice about my freshman classes at Harvard, particularly in
the Ist term, is the contrast between the stunned and bewildered silence
of most high school graduates and the confidence and ease == sometitnes
even glibness — of preparatory school graduates, The difference, L assure
yont, is not inintelligenee; it is in lack of practice in discussing matters
freely and thonghtfully and precisely without detailed written preparas
tion heforehiind.

Writing. "Uhis is the last of iny four horsemen, and could L summon
the apocalyptic tone T would do so here. Above grammar, above reading
and above speaking, 1 place writing. There is nothing that so readily
shows a man the shallowness of his thought, nothing that so powerfully
stimulates him to better thoughtas writing. [ suspect youwill agree with
me, and for that reason 1 wrn to the objection 1 can detect without

FALL, 1974 29

33




BEST COPY AVAILABLE

recourse to anything so esoteric as extrasensory perception. Where are
English teachers to getthe time o read the amount of writing they ought
to require? There are, it seems to me, two ways of attacking the problem,
and probably both should be pushed for all they are worth. One is to
belabor, nightand day, in as many ways as possible, the administrators
of the schools. English teaching has become the dumping ground for
many duties that could very well be delegated 1o others. 411 the teachers
of a school ought to be able to deal with language; and the newspaper,
the assembly program, and dramatics ought no longer to be the “little
extra duties’ that make the teaching of English itself almost impossible
or at best secondary. Moreover, English teachers onght to have fewer and
staller classes than others in the school system. This is a heretical state-
ment to make in an egalitarian society, but it is a sound statement,
Seventy-five pupils are all a good teacher can do a good job with in this
ficld. ‘There oughtiobe anew theme — or s equivalent — at least once a
week, and most of the pieces ought toundergo revision within the week.
Nearly every paper will demand a brief conference between teacher and
student. That makes a fifty-hour week for any man — and I'suspect fifty
hours won't even do the job.

My second proposal is designed to take care of the millenia that
must lapse before you succeed in convineing administrators of the truth.
It still suggests a theme a week but it admits — sadly — the presence of
125 to 150 students instead of 75, and of all the peripheral duties as well.
Itsacrifices re-writing, becanse something must go. And italso dispenses
with detailed comment. It rests, in the end, on the hope and premise,
neither of them really forlorn, that practice in writing will of itself
produce improvement. Two precautions accompany this proposal.
First, though not annotated, every paper should be graded in some
fashion — a goad, a reward, and a direction signal at once. It is possible,
also, to work out a system that will provide for detailed reading of one
paper out of five, or eight, or ten in every set, the students being kept ig-
norant of which papers will be chosen in any particular set. Secondly,
the topics ought to be of a kind to produce thinking and, at the same time
and quite as importantly, to make your job of reading enjoyable. If the
themes become quests for tire student, they will become discoveries both
for him and for you. There probably is value in the hoary topics about
last summet’s vacation and plans for the future; but there is more in
topics that push the student to look inside himself and then, with new
eyes, at the world around him. If he is asking why? and how? and what if?
he will be forced to think, and you will be pleased to read. The boy who
writes about the way his political — or religious or social — ideas have
changed will soon be uncomfortable with cantand cliche’ - particularly
if vou let him know vou are uncomfortable, too, The boy who asks what
his motey buys, how he really feels about dissecting a frog, why he con.
cealed his pleasure at being elected to an office = that boy is writing
something he wants and needs to get said in clear language, and
sotmething no English teacher worthy the name would not rejoice to
read. Poetns? Plays? Short stories? Humorous sketches? Yes, they too
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produce learning. But they need the ballast of inquiry and pondering
thatonly the essay will provide for people so young and inexperienced as
those in secondary schools. '

Let me return to my opening remarks. We all seek development of
knowledge and reason and feeling in our students. Nothing in the
history of education shows that those things come from indifference, or
laxness, or haste and cursoriness. As English teachers we cannot take
lightly our guardianship of language and of literature. We should not be
ashamed to be picayune, puristic, and fanatical about our subject. I1f we
do not love it with passion, none of our students will.

May I close with a true story, A friend of mine, a counselor in the
psychological counseling service at Harvard, recently had a rather tor-
pid fellow in his office. I should note that the procedure used in the
counseling service is what is called non-directive; the counselor listens,
grunts, smokes, repeats the counselee’s own phrases, and when occasion
demands, outwaits the counselee in alimost interminable silences. ‘The
day my friend had Smithin the office — a fourth or fifth interview for the
boy — he asked about a course the boy was taking, a course whose
glorious subtitle s "'Ideas of Good and Evil in Western Literature.”
Smith said it was going well, he guessed he liked it. " Whatdo youmean
by ‘evil’?" my friend asked.

The boy grunted, as if the question hadn't occurred to him hefore,
Then rose to the occasion with an airy reply, “Oh, you know, drinking,
gambling, swearing, . .”

M¢ friend cut him short, in non-directive fashion. “Oh, come off
it.”" he said. "Stop that kind of talk.”

‘The boy looked surprised, grew silent and stayed silent — for twelve
minutes. He twisted, burbled, grunted, grew listless and tormented in
turn. Finally a gleam came inte his eyes and he said, ' know, [t'ssqueal-
ing on your friends.” And, utterly exhausted, sank back into hischair,

‘That I submit as a parable. On one side of the desk, pain and pas-
sion; on the other, infinite patience, absolute inflexibility, and a beliefin
the job. And suddenly within the room the magic of education,

Our part in this magic is only one part, and I think we should not
try to do all the prestidigitation ourselves. Let us, as English teachets,
teach English. Let us teach it for all we are worth, And let's not permit
anvone = or anything = to get in our way or divert us from the difficult,
oncrons, and imtensely satisfying job of helping the young to read
deeply, think honestly, and write like the angels they are,
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Reading Skills For The
Forgotten In-Betweens

Margaret J. Early

The English teacher’s major task is one of selection. In a field that
may very well encompass the universe, the English teacher must select
carefully in order to avoid spreading instruction too thin. The old
cliche’, **We must teach less in order to teach more” is particularly perti-
nent in our field

In teaching reading skills we are constantly plagued by the problem
of scope and sequence. Who teaches what when? The question cannot be
answered in general terms. When it is, the goals for grade seven look just
like the goals for grade eleven. And such a guide is of very little help in
planning tomorrow’s lesson,

To arrive at specific answers to the question, *What reading skills
should 1 emphasize in my ninth grade class nf general students?”’, the
English teacher must first answer the following questions:

I. Who are my pupils? In what kind of community do they live?

2. In their life now in that community what reading skills do they
need?

3. In the occupations they will enter what reading skills will be

useful to them?

In school, what reading skills are required of them?

In a specific learning unit in my class, what reading skills will

they need?

(44 :.&

When the answers to these questions provide a list of skills and
abilities that might be included in any year’s program, this list must be
carefully analyzed to determine:

How difficult is the task of acquiring each skill? Is the inherent dif-
ficulty of learning this skill so great that instruction might better be
postponed until pupils have attained a greater maturity?

When the first list of skills and abilities has been analyzed and refin-
ed in the process of answering these questions, the teacher is ready to
ook for the answer to the most important question of all:

In relation to each skill, what are the strengths and weaknesses of
my pupils?

It is on the basis of this analysis of pupils’ needs that the teacher sets
up his program of skills instruction in reading. To talk about some of
the techniques that can be used in teaching reading skills, I shall have to
mike some assumptions about the needs of non-college-prepatatory
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students — assumptions that in a teaching situation would be validated
by the analysis described.

In a recent study of teaching practices in non-college-preparatory
English classes, we asked students to tell us what skills and abilities they
considered most useful. At the top of the list of reading skills was: in-

creasing my vocabulary. In this same study, we asked students to rate

selected teaching practices. They recognized only one practice as being
widespread: “looking up' lists of words assigned by the teacher. They
rated this practice as among the least popular. This attitude—in favor of
the goal but opposed to the most common means of reaching it—
ought to give us pause for consideration as we take a long steady look at
our skills program. These students are convinced of the usefulness of a
rich vocabulary, but they find the most common method of teaching
vocabulary dull. Certainly we would agree with our students that a
powerful vocabulary is a fundamental goal in education, for words are
the stuff that ideas are made on. It seems too bad not to capitalize on our
pupils’ interest in this instance. What can we do to make vocabulary
building less dull?

We can teach students that the dictionary is the court of last resort.
As adults, we would add little to our vocabularies if we had toassimilate
the words by the painful method of looking them up in the dictionary.
So we teach students the vatue of contextclues . . . the variety of clues to
word meanings that authors provide. Constance McCullough provides a
clear and practical approach to context clues in her well-known article
on word analysis in the January, 1952, English Journal.

For pupils who have had no Latin I see very little value in an ex-
haustive study of prefixes, suffixes and roots. They need to know the
meanings of common prefixes and suffixes, and a wall charthelps here.
‘The pupils should construct this chart themselves. Such a chartisan aid
in building word families. Frequent, brief exercises in finding words
that belong to the same family stimulate interest in vocabulary,

Pupils enjoy word histories. In connection with studying the
history of language they can learn about the origins of words and how
words change in meaning,. \

Especially for non-college-preparatory students, teaching the mul-
tiple meanings of common words is important, One of the shortcomings
of the average person is the vague understanding he brings to cotnmon
words. The college-bound student may be introduced to semantics in
college, but it is our responsibility to see that terminal students learn
now about the powet of language. We can relate to this elementary ap-
proach to semantics a study of the general and technical meanings of
wotds. Fot example, if the student learns the technical meaning of assets
and labilities in bookkeeping, he can learn the general use of these
terms in English class.

The end of all vocabulary teaching is to increase the pupils’
awaretiess of words. We can develop interest in words by such devices as
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word cards, picture dictionaries, committees for adding words to the
class vocabulary. We can use committees to scan reading selections for
words that may need enriching. We can provide opportunities for pupils
to discuss their experiences with words.

In the broader area of comprehension what skills should we teach?
From the many skills that fall under that broad and somewhat useless
heading—comprehension—we need to seiect those that the average
student uses. Should we, for example, teach formal outlining to pupils
who arenot bound for college? When will they use it? On the other hand,
do they need to know how to read the labels on cans, how to follow in-
structions for assembling a bookcase or using a steam iron? While 1
would omit formal outlining for general students, they do need instruc-
tion in organizational reading: following the author’s pattern, selecting
main ideas, evaluating major and minor ideas. These skills, however,
are probably best taught in relation to content fields like social studies
and science. Teachers of these content areas should assume the major
responsibility for teaching these skills.

If, however, we ask our pupils to give reports in English class we
must teach them how: how to take notes, how to skim for pertinent in-
formation, how to evaluate material in terms of its pertinence to the sub-
ject and in terms of reliability of the source.

In teaching organizational skills, we operate on the principle of
gradually removing props. For example, for the pupil weakest in com-
prehension we provide guide questions before reading a selection.
Gradually, we decrease the number of detail questions and increase the
number of inferential questions. We move from the elaborate aids to
recall provided by detailed study guides to complete unaided recall.

While the organizational skills may be chiefly the province of the
content fields, there are many, many skills in creative or interpretive
reading that no one but the English teacher can handle ef fectively. Do we
expect pupils to read plays? Then we must teach them how to read stage
directions and how to visualize action on a stage. Helping students to
read in technicolor may be one of the hasic steps in developing pleasure
in reading fiction.

Do we wish twelfth-graders to write a character sketch of
Arrowstith? Before we can suggest such an assignment we must teach
students how to read for clues to character. Easier than finding clues to .
character is finding clues to setting. Yet how many times have pupils an-
nounced “I dunno” when you have asked, “Where did the story take
place?” We must show pupils in direct teaching lessons how to find
clues to time and place. For example, you may construct a series of
lessons giving just the opening lines or first paragraphs of short stories,
Pupils should be asked to guess where and whea the story takes place
and to indicate the words that drop hints — words like “hansom cab’ or
“radio” of “franc” or “42nd Street. " These paragraphs might culminate
with the reading of a whole selection like Stephen Vincent Benet's By the
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Waters of Babylon, a story that depends upon the reader’s ability to pick
up increasingly pointed clues to the time and place.

Teachets frequently ask: “How do we teach comprehension?" |
believe we improve comprehension by the types of questions we ask. If
we ask only questions on specific details, we stulufy pupils’ growth in
reading for inference. We must vary the type of questions we ask to cover
the range of levels of comprehension. Indirect teaching lessons, we show
pupils how to find the answers to these questions. Then growth in com-
prehension can come from frequent practice in answering questions
that determine the depth of understanding demanded by the purpose for
reading.

So far I have been talking about depth reading—reading in close-
up. | have omitted talking about speed of comprehension, not because I
think it is unimportant, but because I can sum up practices in develop-
ing rapid reading very quickly. By a variety of materials and plentiful
practice, we teach flexibility of reading rate: how to adjust rate according
to our purpose and the difficulty of the material.

Skills instruction to be etfective must be repetitive. To .wmd
monatony, therefore, we must strive for imaginative approaches in skills
instruction. And in every case, the pupil must see his need for the skill
and his progress toward acquiring it,
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The Teaching Composition
In Junior High School

Robert W. Rounds

Our intent here, 1 take it, is to consider some of the problems in-
volved in teaching boys and girls in the junior high school how to com-
municate their thoughts suceessfully inwriting. We shall be thinking of
composition or writing as one aspect of a broader field, language or
commumication arts. And as we talk of teaching writing, let us
remember that in the classroom writing is not often a separated element;
more often it is fused with speaking, reading and listening—the other
formal segments of communication. Perhaps as we discuss writing we
shall see instanices of the "fused” character of communication and so
avoid the danger of being unrealistic in our discussion.

The first problem, a rather gencral one, is shared by all sincere
teachers of junior high school boys and girls, namely, gaining an un-
derstandinig of the boys and girls in our classrooms, Understanding of
pupils by teachers is important, of course, from kindergarten to college;
but in the junior high school it's vital. You just can't do without it—

‘and teach, that is. Consider. Somewhere during the junior high school
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years most boys and girls will enter adolescence. Most, but not all, girls
will mature before boys. Amost any junior high classroom will contain
examples of physical extremes. Differing physical development means
differences in needs and interests. So this problem, understanding
children and recognizing their individual differences, is a basic one.

We cannot go into a thorough study of this first problem, but we
may be able to suggest some practical ways in which the successful
teacher gains understanding of his pupils. Let's simply list the qualities
we think of as helping a teacher gain these understandings. Such a
teacher is, first of all, interested in boys and girls. He really listens to
themn when they talk and reads what they say when they write. He doesn't
listen or look only for ervors. However, though he responds first of all to
a pupil's communication, he is deeply concerned with helping himn im-.
prove his techniques of communication. And he sees cach pupil as a
unigue individual with his own special set of communication problems.
This teacher is a friendly persort, but he plays no favorites, He respects
pupils’ confidences. He's no teachers'-room gossip. In other words, the
words of his pupils, such a teacher is a regular guy—or gal.

Because much of the discussion we are coming to will explore ways
of meeting individual needs, we aren’treally leaving this first problem,
If the teacher accepts the point of view implied in what we have already
said (understand children; find their needs: help them satisfy their
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needs), then everything that follows should help to put that point of
view to work in the classroom,

The second problem that faces the junior high school teacher of
composition is this: creating the kind of classroom atmosphere that will
help boys and girls learn how to write. First, what will suchaclassroom
be like? Here are five characteristics that seem important to me:

I. The attitude of the teacher is democratic, notdictatorial; helpful,
not critical; friendly, not alien. (See discussion of problem one.)

2. The teacher values, savors, enjoys lunguage. He puts the imprint
of his enjoyment on his classroom by sharing his experiences in
language with his classes. He reads wisely and shares generously. He
also shares his own writing occasionally, for he must write himself if he
is to teach others.

3. ‘The classroom is attractive and colorful, bright with inviting
posters and pictures that don’t look as if they have been up since
September. (I know this is important. It's a dream I hope some day to
realize.)

4. The elassroom is not an isolated ivory tower. You cannot visit it
and not notice the many lines connecting it with the community and the
world. You will also observe connections with other subject-matier
classrooms. This room deals with language in action, not language
bottled in formaldehyde.

5. Life in this classroom is social as well as intellectual. It is not
regimented. People bump elbows. Sometimes they work together in
groups. They plan; they discuss; they work out problems.

Now, how does a teacher go about creating the atmosphere I have
described? He gets to know his pupils (problem one, again). Teacher and
pupils together plan units of work that will meet pupils’ needs (and
course of study requirements). And the teacher tries to see that tasks he
sets for the pupils or that they set for themselves are meaningful tasks,
not drudgery. What the pupil does must have meaning for him. To the
extent that it does, the atmosphere I have described will be achieved.

The previous paragraph is obviously an incomplete answer to
problem two. In broad terms, however, it indicates the direction in
which answers lie: and, in more specific terms, the answers to problem
three, which we are about to look at, may also help.

The third problem facing the teacher of composition in the junior
high school is finding meaningful writing situations. (I am just now
struck by the artificiality of my division of this subject into first problem,
second problem. and so on. When you actually face a junior high school
classtoom, problems aren’t so neatly numbered. And they come all at
once, like a ton of bricks. It will lend sotne realism to your thinking on
this subject if, when I say “the third problem,” you will say “another
problem that we will call number three.”) 1 am numbering the
suggestions | have for finding meaningful writing situatious. The order
of the suggestions has no significance.
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1. Establish the idea that writing is the base of communication.
When you want to be sure, you get it down on paper. This applies, for
example, to a secretary’s minutes. If there ave groups working within a
class, each group should have a secretary, so there will be constant need
for this kind of writing. Use writing also to straighten out a playground
squabble or to determine exactly what has happened in a elassroom inci-
dent. (Do you see semantics coming in here?) Use this kind of writing to
examine and perhaps straighten out the thinking that a group has ex-
pressed on an issue it has been discussing. (T'eacher: “Now, we've been
discussing this matter pretty heatedly for twenty minutes, Suppose we
take ten minutes to try to find out where we are—on paper. Let's write a
paragraph, each of us, that sums up what the class thinks on this subject.
Then we'll hear some of them hefore the period ends.”) A final example
of this getting-it-down writing is usable especially in groups, where fre-
quent evaluations are needed. Written evaluations will help clarify pur-
poses and goals.

2. Use letters that are written to be read by actunal people and that
will go to those people. Boys and girls, particularly in the seventh and
cighth grade, enjoy writing to “pen pals” in other cities or countries.
You might begin such a project with a class letter, written on the
blackboard as it is dictated by the boys and girls. It would explain the
project to an English supervisor in some distant city. Create and use in-
cidental uses for letters; for example, inviting and afterwards thankinga
speaker, arranging for a visit to 2 court or to a1 museum and then thank-
ing the authotities, responding to a TV program designed for boys and
girls. Have the children write letters you would ordinarily write yourself
in connection with speakers, supplies and arrangements. Check to see if
your library has catalogs listing free materials for school use. With dis-
cretion, have pupils write for supplies they need. (Some tcachets have
misused the idea of having pupils write letters. Do not suggest toa child
that he write to an author or to some other prominent persen. Do not
send a stack of thirty-five “levters” toaradioor TV program. Keep letter-
writing on a sensible level.)

3. Introduce the children to the joy of sharing their thovghtful, ex-
citing, humorous or otherwise meaningful experiences through
writing. The kind of atmosphere we talked ahout in problem two seens
almost bound to stimulate, to invite this kind of writing in which
children explore their worlds, The teacher can help to precipitate
writing of this sort by sharing with his pupils some of his own reading
and some of the observations he makes on life around him. If he will
keep his own eyes and other sense organs open and share his perceptions,
his pupils will soon match his observations with their own. With a
minimum of leadership most children will become aware of values they
had previously ignored or failed to see or, perhaps, just not talked about.
The sorts of things children will obsetve and share in class are unpredic-
table in that no one knows what they will notice, predictable in that they
will be honest and accurate and wise. They will notice such things as
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these: the feelings they have i high places, frost rimming the leaves of a
sumac bush, the construction of i tent caterpillar egg wass, what some
adults do with their hands, the smell of it carpenter’s shop, the feeling
they have when they think about deith, The shaving so far has beenoral.
The step to writing will be simple if the children themselves sense that
they need to record their thoughts to keep them, The teacher niay have to
hedp., One way is o watch for interesting relationslhips between what a
pupil is sharing with the group now and what another child said days
ago. 11 the exact words of the original have been forgotten, perhiaps
sonreone will say, “We should write these down.” Of course, writing
need not begin this way. 1t may come as the result of a4 common ex-
pericnce—an overnight cnuping trip: an expedition to a museum, a
hakery or a conrtroom (perhaps for social studies or science); a talk by a
dynamic personality; any chimee occurrence that sets sensitive boys and
girls thinking, ‘There are many other ways, of course, none guaranteed.
What is sure, though, is that the interested teacher will find a way that
works and that both he and his pupils will benefit from.

4. Use the classroom or the school newspaper to share knowledge
and observats ms. For muany children, writing tukes on meaning when
they realize thut their words will be printed or typed for others to read.

5. Use literature as a spark to set off writing in response to ideas,
characters and vicarious experiences, Suppose you know that a junior
high boy or girl has just read o book and enjoyed it. Can you, with the
child, work out a meaningful writing assignment based on the reading
experience? You want the writing to be something the pupil wants to
say, and vou also want to see that there is someone to whom it will be said
—a reader. (There should be real readers for everything children write in
school.) Tty asking the pupil why he liked the book. Maybe he can write
a paragraph that answers that question. Then perhaps he can get the
book's jacket from the librarian and post the paragraph and the jacket
ot the bulletin board for his classmates to read. Another person might
prefer to write a sketch of a character in the book, perhaps drawing a pic-
ture of the character to accompany the writing. Another might simply
want to write his reaction (as an expert in books, say, about atomic sub-
marines), and read it to the class, What Linn trying to suggest is that if we
ust a little ingenuity and imagination, we can make thiskind of writing
meaningful.

So far we have talked about thiee problems the teacher of composi-
tion  faces—gaining an understanding ot pupils, creating an at.
maosphere that will help, and finding meaningful writing situations. A
fourth problem, the last one shall raise, is this: finding time to read and
evaluate pupils’ writing. The average teacher of junior high school
English teaches five clusses five times a week and has i home room inad-
dition. With ¢lass size running around tharty, how can the teacher keep
from being swamnped by the job of reading 150 papers u week? Unless we
can find some ways to meet this problem, the rest of what we've said
won't mike much sense. 1 have the following suggestions:
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I. With your principal, look. for ways of reducing the pupil load, If
home rooms move as classes, and if the teacher of composition has a
home room, he should have his home room class s a composition class.
If your school is experimentally inclined, lool: fu. possible com-
binations—English and guidance, for example. or English and social
studies.

2. Use an open orange-box file in the classroom and keep pupil
papers in it in manila folders. Use occasional bits of time for classroom
conferences with pupils, checking the work in their folders with them.

3. Examine your position in relation to the pupil and his piece of
writing. Is he writing for you? For a grade? To communicate his
thoughts to you? Or is he writing to communicate his thoughts to a
group that includes you? What Lam getting at is this: We want pupils to
write in meaningful circinstances, to communicate to someone when
they write. We want such communications to be complete; that is, we
want someone to hear or to read the communication. If that is true, isn't
our purpose and the pupils’s achieved when the paper is read or heard by
the audience to whomit is addressed? Doesn’t the pupil often know right
then whether the paper was successful or not? If we take the paper home
then and examine it for success or failure, aren’t weactually conducting
a post mortem when the cause of death is already known? I'm ex-
aggerating, of course. Yet I think we have a tendency to see our jobs
bound by the time we have to read and grade papers. We shouldn’t. Qur
jobs are much broader and more significant, and we mustn't let
ourselves be swamped by unnecessary details.

4. Help pupils to set up and maintain their own individual stan-
dards for spelling and mechanics. Teacher-imposed standards and goals
arc often less effective for the pupil than self-imposed ones. Use pupil-
helpers to check papers for mechanics. Release yourself in these ways for
conferences. :
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Individual Differences:
The Basic Problem in
Planning a Junior High
School Reading
Program

Elizabeth M. Drews

Perhaps you will not all agree with ine that our basic problem in
planning a junior high school reading programn is in taking action on
what has almost become a cliche’—adjusting to individual differences.
You will agree, however, that at this period of schooling the range of
abilities is greater than it ever has been before, that there is more demand
for reading as a skill, and that most teachers in junior high schools are
relatively innocent of the art of teaching reading. Too often when tests
are given, results are ignored and children who are very different are
taught as if they were all alike. This is not to say that no tests should be
given. On the contrary, testing and the determination of instructional
needs is o necessary part of any good reading programm. ‘There is,
however, a need for intelligent choice, administration and use of tests.

Adjustment Needs as Indicated by Range of Ability

Although the range of reading skills is an easy matter todetermine,
many times proper precautions are not taken inmeasurement. Often we
consider variations to be smaller than they are because of testing
procedures. For example, a single test for all children, usually an
elementary form for grades seven, cightand nine, results in arbitrary test
floors and ceilings. Slow students receive unrealistically high scores
while the better readers’ scores are lowered by inadequate testing at up-
per limits, In attempting to view the situation more realistically, we
have, in our junior high schools in Lansing, used primary and in-
termediatd forms and informal inventories with our poorest readets, and
advanced level or even college tests with our most able, ‘The range of ob-
tained seores has been, in each of three junior high schools surveyed,
frotn pre-primer to sisteenth grade level. In New York the situation
appears to be no different. Here again thete are 16- and 17-year-olds with
nortmal intelligence who can read not at all or only pootly it primary
reading materials, and agiin we find high school students with reading
skills at the college gradiate level. As you would expect, reading, like
other developmental skills, follows anormal bell-shaped distribution so
that in at unselected population there are about equal numbers above
and below averuge. Often only one-third of an eighth-grade group test at
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grade level, with one-third testing above, ranging in grade level from
ninth to sixteenth, and one-third falling below, from seventh down to
first grade level.

Adjustment Needs as Indicated by Study of Materials

If we recognize this great range of abilities as a reality, we mustalso
recognize the need for special teaching approaches and materials. Two
years ago one of the superintendents in Lansing asked mme a very logical
question: Could a group of seventh graders reading at sixth grade level
use texts designed for grade seven? In order to supply an answer for this
question we set up a small experimental study. Fifty students with nor-
mal intelligence who read at or near the sixth grade level were selected,
(An individual intelligence te<t, the Wechsler Intelligenee Scale for
Children, as well as group and ndividual reading tests, were used in the
evaluation.)

Our next step was to select median or average paragraphs from the
social science and science tests, Three readability formulas (the Dale-
Chall, the Flesch, and the Lorge) were upplied to the texts, and in this
way we chose o selection of somewhat over 100 words thit was fairly
representative of cach book. Eight to ten comprehension questions were
then developed for each paragraph. The final step was to ask eachof the
50 to read the two paragraphs orally in an individual situation. A stu.
dent was judged to be able o read the material with understanding or
proficiency if he could pronounce 95 per cent or more of the words or if
he were able to answer correctly 75 per cent of the composition
questions. Only oac of the 50 could read the science paragraph ade-
quately and only two (ould read the social science selections. It should
he mentioned here, however, that even though the books were labeled
seventh grade exts, their readability level, as indicated by the formulas
used, was more nearly cighth grade.

In considering the extremes of the distribution—i.e., the lower and
upper thirds—it scems fairly clear, if our experimental study means
anything, that the lower group cannot read typical texts with any degree
of skill and understanding. A scarch for other materials for these
students, therefore, seems indicated. ‘There is moreover the question as to
whether adjustments are also needed for the upper third. Since we have
shown that texts, at least junior high texts, are sometimes written above
grade level, it seems feasible that they would be suitable for some of the
hetter students, The students who read at college level, however, would
profit by something mote advanced.

Adjusted Programs as a Possible Solution

In Lansing, as inmany other school systemns, adjusted materials and
programs have heen tried. ‘T'wo of these programs have met with con-
siderable success and acceptance, namely, adjusted instruction for the
lowest 20 to 30 per centand programs for the most gifted. With the lower
third we have found it most successful to place the students in groups of
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15 10 20 and to allow them to select several easy texts or read froma varie-
ty of library materials. Teachers volunteer for such adjusted instruction
atnd usnally do not teach more than one or two classes of this type. An ef-
fort is also made to keep the program flexible, Children are placed in ad-
justed classes only if they need casy level matertals ina particular area.
Thus, a student may be inacregular mathematies class and yet be in ad-
justed English. An ceffort is also made 1o move a student ino a regular
grade placement as soon as he no longer needs special materials,

Adjustments for the very able readers are still very much in the ex-
perimental stage but the small-scale attempts have been well accepted by
children, school people and the general public. Critical reading clusses,
stressing both depth and breadth in a given subject area, are being tried
in grades seven. eightand nine. Research seminars, also stressing critical
thinking and reading, have been another approach. Studies have been
carefully controlle-d. using matched groups (sex, age, and intelligence
level) as well as pre-tests and post-tests to determine possible gains.,
Results are promising, but there isaneed for much more study as well as
for experimental work with lurger groups.

Need for Action Not Reaction

If we are going to try to improve reading instruction, we do not need
to search for some new answer or for some magic panacea, We actually
have many of the answers to the questions we have been posing year after
vear. What is now needed is the courage and the persistence 1o do what
we have talked about so hopefully or perhaps even so despairingly: to
recognize the range of differences and make the necessary adjustments,
We have tests to determine reading level, we have students inall of our
schools who need the adjusted instruction, and we now have many ex-
cellent materials which appeal 1o readers of all descriptions. There are
many ways to meet the problem—some prefer to use a core activity or
unttoran individual project in heterogeneous groupings, some prefer 1o
reduce the range of reading levels by more homaogeneous grouping, and
some use special reading consultants or teachers. The point [ want to
make is that we should do something. As yet we do not know the “best”’
wity, but there are many approaches which make far greater allowances
for individual differences than a one-text, uniform assighment method.,
Instead of merely talking about the necessity of tiking differences into
account we must act upon our khowledge.

We have all been asked to give our main wish concerning the plan-
ning of reading programs. Mine is simply a desire that we make use of
the knowledge we already have.
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The College Problem of
English Vocabulary

lLeo 1. Rockwell ’—"“‘"—_

Criticisin of the teaching of English in the United States ranks next
after eriticism of politicians as a favorite indoor sport. Letme say at once
that as a college tweacher of Foglish 1 have no criticism of English
teaching in the schools. Rather 1 have the greatest admiration for what
English teachers achieve under grear handicaps,

I agree with the man who is probably the best informed foreign
critic of onr conntry, Denis Brogan of Cambridge. He has said: “The
political function of the schools is to teach Americanisin.” He adds: “the
task of an American school is in many regions to weach the American
Language, 1o enable itto compete with Spanish, with French, with Yid-
dish, with German, with Swedish.” Finally he concludes: the countless
teachers who have Labored, pedantically, formally, with complete and
erroneous conviction that there are correct standavds, have heen heroes
as important in the mass as was Williaan McGuffey.”

Those who compare us, to our disadvantage, with the school
achicvement in England and Scotland overlook the great ditferences in
our situation. England and lowland Scotland have spoken English for
centuries. Here we hinve millions of children who have to learn English
as a foreign tongue. Manv of them are sprung from immigrant parents
who have come to America chiefly as Dollarland, so that their aims have
been materialistic and they have been uninterested in *“'he American
Way.” Indeed, many leaders of immigrants from the beginning have
been hostile to our culture, including the linguage. In carly times Ger-
mans were chicfly subject to this separate pressure. Today it is perhaps
chiefly French Canadians and Puerto Ricans who suffer under it,

I shall not go into the many other forees hostile to the teaching of
the language. Theyare funiliar o von. And in the coltleges wealso suffer
from different but equally strong hostile forces. These too you know, So
let us turn to the English vocabulary itself. How much more difficult
that is to learn than it was fifty vears ago when 1 was a college student!
And how enormously imore difficule it is than it was when in 1828 Noah
Webster first published his American Dictionary of the English
Language! That work, the most complete of its time in the coverage of
English words, listed approximately 70,000 “words.” Today our selee-
tive collegiate dictionaries list ronghly twice as many, and the Merriam
Webster's New International Dictionary, second edition of 1984, includ-
ed 600,000 “vocabulary items,” as the editors called them, and even then
wits incomplete,
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It is then notrenuukable thin we Englishoteachers onrselves never
nuster the “word-hoimd," as voun may call it if vowave an antigquiarian,
the “vocabulary™ as we nsually terme it on the “lesicon™ if von prefer a
hifalutin expression. And it we cannot master i, what can we expeet of
onr stadents? To be sure, we have exhaustive fregueney cottis on which
1o base o judgment as to the most nseful words, and nmerons other
devices tomake o teaching more intelligent.

But betore we go further, we st make an important distinetion
between two  pluses of vocabmlary learning. We nmst distingnish
between an individual's productive vocabudary, which he uses in speak-
ing and writing, and his recogrition vocabulary. which he employs in
listening and reading. In the colleges we do pretty well with the produce-
tive vocabuliny, In courses specifically devoted o writing and speaking,
we can, under favorable conditions, equip a student with the diction he
needs to speak and write as an educated man shonld. By favorable con-
ditions I mean primarily an experienced teacher and a small class. Au
Colgare we make a fairly snccesstul effort to lmitonr conrses in speech
and writing toa maximum of twenty stadents. A class like that enables
the teacher 1o give individnal anention. Bevond that size, every added
student decreases the effectiveness of instinietion.

But the recognition vocabulary is another matter. English words are
increasing by thousands every vear. Some of the new ones we learn
hecause of their frequency of oconrence, but many which edncated men
and wormen should know are vare inappearance. Besides that, the older
words are less and less familiar to every generation, This is particularly
true of the words tsed in standard literanire,

This term | have a course in the recent American novel, The
preliminary vegistration is usnally too large. At the beginning of this
term, after warning the gronpy that onty those who could read vapidly
and well shonld attempt the course, T gave them objective evidence of
their relative ability by adwministering a vocabulary test,

For this diagnosis I emploved the Inglis *"Test of the Tutelligent
Reader's Vocabulary,” which probably many of vou know. It is i one-
hundred-fiftyv-word nmltiple choice test; most students can finish it in
thitty minutes, [eis primarily a test of the older vocabulary, sinee it was
prepared by Alexander of the Harvard Graduate School of Education in
the 1920s. Its use in this course is justified by the fact that even in recent
novels a good deal of the traditional word-stock appears.

Now [ should add that at Colgate our studetus ate prety carefully
selected, and that those who survive o be upperclassimen have had a fair
“general education.” Inaddition, should say thatmy novel course isah
omniton gatherom coursé, students coming from all fields, with a
sprinkling of English majors,

On the test approximately hall of these juniors and seniors ranked
lower than the thediian score for college freshimen when the test was stan-
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dardized. Now we must not generalize too broadly from this showing,
Hud I given the group the Michigan Profile Test covering eight fields of
human activity it is probable that these lads would have outranked their
fathers when the fathers were in college. It is possible that they would
have outranked their mothers as college girls, though this is less likely.
For one need not agree altogether with Ashley Montagu in his assertion
of “‘the natural superiority of women,” but experienced teachers are like-
ly to agree that girls are superior in the mastery of the language arts.
Perhaps Weston LaBarre is right in saying that our foolish clinging to
the ontworn Hebrew patriarchal radition and to Greek Platonism, even
when biology, linguistics, and other sciences have shown the fallacy, are
responsible for male domination of our culture.

It is certainly not irrelevant to our problem that there are more
women than men of college age in the United States but that our dis-
criminatory policies permit only half the women to enter college. It has
often been remarked that the term ""mother-tongue” is peculiarly ap-
propriate for our native speech because the mother is the most important
early teacher of a child. And il itis true, as linguists assert, that by the age
of five a child has usually mastered the structure of his native language,
then the importance of this early training is obvious. If the mother is un-
able, through ignorance, too large a family, or the disintegrating in-
fluences of modern life, to lay a good foundation, a child may suffer from
that deficiency into college and beyond. Certainly half my novel
students needed more experience with the mother-tongue.

To return now to our problem, what can we college teachers of
English do about this urgent need for expansion in range and accuracy
of a student's recognition vecabulary? 1 think the first need is diagnosis,
at the beginning of the freshman year, of the individual's linguistic
achievement. In this respect colleges have made some progress. 1 sup-
pose all colleges now give placement tests of an individual’s achieve-
ment in the various fields. But it seems to me that vocabulary has not so
large a place in the battery as it deserves. Would i not be well for colleges
which have a course in freshman English to supplement the general
placement tests with others given at the outset? Frequently the simple
diagnosis of his deficiencies is a powerful stintulus to a student to look
about for means of remedying them. Every year students who have
suddenly become aware of their need come to me for advice on indepen-
dent study.

At Colgate we have no course in freshiman English! except for
students who are obviously in need of remedial work, for whom we
provide a writing luboratory and a reading clinic. But under this Func-
tional English Program we have persuaded our colleagues in other
departments that the general problem of English is their problem as
much as it is ours, and within the limits of their competence and energy
they are doing a good deal in this matter. Some courses have prepared
special glossaries of the technical terminology of the field.
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In colleges in which freshman English is a gencral requirement, a
good deal can be done. Even though the primary emphasis may be on
writing, a good deal of reading may be done, both intensive, with sharp
questioning on the meanings of words in context, and extensive, in
which the aim should be enjoyment, as a stimulus to independent
reading,

Today we have a new weapon in our atempt (o encourage indepen-
dent reading. When, back before World War L, Iwas a studentin German
universities, I envied European students the cheap editions of literary
works, such as the Reclam Bibliothek and the Classiques pour Tous.
Today we have not only a wealth of excellent reading in paperbacks, but
a composite catalogue of paperbacks in print. Low cost is not the only
advantage of the paperbacks. They are compact; not so much space is
devoted to cardboard as in the hardbacks. They take up little space in the
pocket or the living-room. In the constricted living quarters of today,
that is an important advantage. In an age in which, following the dic-
tates of so-called “gracious living," in many homes the bar has replaced
the bookcase, paperbacks area boon not to be sneered at, A society which
calls alcoholism an illness, and yet devotes strenuoas efforts to en-
courage the spread of this illness beyvond the four and a half million
alcoholcs row costing us all so much in money and human suffering,
may well tolerate a reading habit as an alternative 1o the anti-
intellectualism of the bar-room. It is perhaps part of our duty o per-
suade intelligent members of the coming generation that a book is a
better companion than a bock.

Another powerful weapon, perhaps more difficult to learn to hane-
dle, is a high-powered dictionary, Whether vour personal preference be
for the Webster Collegiate, the American College Dictionary, or the
Webster New World, your English deparunent should make sure that
every student has a copy of one of these and with prayerand perspiration
vou should pouder how to make students understand and enjoy the ' dic-
tionary habit.”” Publishers are glad to help in this task. Natarally some
students are linguisticalty sandblind, but many can be made aware of the
fascination of the history of words,

A piece of good news is the recent issue of a new single-volume edi-
tion of the Mathews Dictionary of Americanisms. It can now be had for
$12.50 instead of the $50 {less educational discount) I had to pay for it
when it was first published. e should be easily available to sudents. Our
good fortune today in an abundance of good dictionaries is not always
realized. ’ '

It is unfortunate that Mr. Mathews has not issued a revision of his
Survey of English Dictionaries published in 1933, But it still has
usetulness: my article “Look It Up in Which Dictionary?™! in the
English Record will supplement it,

If vou do not know Mr. Guralnik's essay on the making of a dic-
tionary and Hirry Warfel's song of praise for the Webster's New World
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Dictionary, they will doubtless be sent you upon request by the World
Book Company.

Of course itis true that, as Leta Hollingworth pointed out long ago,
control of vocabulary is a function of general intelligence, so that one
must not expect too much from the best teaching devices. Johnson
O'Connor's discovery that success in life correlates with range and ac-
curacy of individual vocabulary may however inspire some of the less
promising to make the old college try, if his findings are made known to
students. :

The value of direct vocabulary study with workbooks is still a con-
troversial matter: with our linguistically underprivileged generation it
scems to me it cannot be harmful, although the enthusiastic claims of
the compilers of workbooks are perhaps exaggerated. Some colleges
hiave courses devoted to vocabulary,

I think general reading is the best single method of expanding
vocabulary, and the habit once formed is apt to maintain the alertness
necessary to keep up with linguistic change in this field. In a college
class one can often find opportunity to recommend specific books and
articles; the appeal is strengthened if the book or periodical is visible.
Immediate results will almost certainly be slight, but even a 5% return is
worthwhile; and [ have evidence to show that the long-range effect is at
times surprisingly good.

Another duty of the teacher of English at all levels is to encourage
the study of foreign languages. As Ben Franklin said, we must hang
together unless we wish to hang separately. The country generally is
recovering somewhat froma badattack of linguistic isolationisim, partly
induced by certain professors of education. You should know the values
of foreign language study for gifted students. Your department should
have several copies of the booklet The National Interest and Foreign
Languages, initiated by the ULS. National Commission for UNESCO:
vou. yourself. should have read the first seventy-two pages, Today Lam
not thinking of those values. [ am concerned only with the value in
developing the vocabulary of English,

For this purpose, of the two classical languages I think for the next
half-century Greek will prove to be more valuable than Latin as a college
study. More and more our technical vocabularies are composed of
Greco-English formative elements. [ have one friend, a professor of
/oology, who says he does not care what studies a student who comes
into his classes has had, except for Greek, which he would like all to have
had.

Latin is likely to prove less valuable, Esay this with pain, since 1 had
alove affair with Latin all through my college course, and occasionally
read it now. But the strong tendency in English today is to replace
Latinate words with Germanic forms. 1 have for several years been
collecting adjectives and houns converted by funictional shift from verl.
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adverb combinations. I have hundreds of them; in many instances they
are replacing Latinate terms, Of course | discovered soon after leaving
college that the possession ofa Latin.ee vocabulary conld at times be dis-
adventageous, and we all know hove the atempt to apply the erms of
Latin grammir to English has long hampered onr understanding of
English structure, and of the desperate struggle linguists have had to
deal with old-guard detenders Hf this Procrustean system.

Of the modern languages, most collegiate freshmen having had
French, one should perhaps with many advise its continuance, since the
inshience of the Norman conquerors of England and the long con-
tinuance of borrowing from modern French make it perhaps for our
purpose the most useful of Enropean tongues.

Next | should place German: although the borrowing from this
tongue has slackened, it has been and will continue to be significant. Of
course Nalian, Russian, Polish, Pennsylvania Dutch, and several other
Linguages have particenlar value in certain regions, but more for their
own sake than for their influence on knglish.

Somewhere in college, 1o, astudent should be acquiinted with the
clements of semanties and semasiology, and gain some notion of
phonemics and phonetics, in order 10 become aware of the treacherous
nature of lingnistic symbolism, Some of this can doubtless be acquired
in courses in communication, but certainly the more promising should
have an opportunity to clect a course in General Linguistics with a
teacher who is abreast of recent findings in this field.

A Thee s avequnesh sopleanore cominiealion couws

0 Vedume 3 Sambier 2 Waoner 1902
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Goals In Teacher Educatibn

Programs For Junior
High School Teachers
Of Language Arts

Arno Jeweltt

The word “goals’ in the title reminds me that we educators like to
cling to our old fashioned terminology. In Government circles
metaphors have changed during the past 20 years. Whereas we once talk-
ed about laying a firm foundation for our projects, we now stress the im-

. portance of getting them off the ground. And Lami not referring only to

space satellites,

In planning a program of teacher education, certain information
seems essential:

I. What does the public wantand society need in terms of education
for its youth? These are the aims of education.

2. What kind of student is being educated: what are his needs, in-
terests, motivations, and growth characteristics? The student is.
the product of education,

3. What qualities and competencies should a junior high school
teacher of linguage arts possess in order to achieve desired aims
in educating boys and girls aged 12-152 The teacher is the
primary instrument of education.

Also. in serting up goals, there are certain facts which we need to
know for New York State. What is the trend in junior high school
growth today? What is the average size of the junior high schools? Where
are the three-year junior high schools usually found and the six-year,
combined junior-senior  high school? What subject-matter com-
hinations involving linguage arts are prevalent in the three-year junior
high school and in the six-yeir junior-senior high school? What are the
implications in block-time scheduling for the preparation of language
arts teachers? Who is teaching core? What is taught in core programs?
How does core affect teen-agers' reading and writing skills and their un-
derstanding and enjoyment of literature?

Office of Education statistics gathered during the past few years
have indicat ed that various types of junior high schools are steadily out-
distancing the 8-4 type of school organization in the number of pupils
etirolled in grades 7. 8, and 9. Our figures for the public secondary
schools in New York State in 1952 showed that there were 151 junior
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high schools and 451 undivided junior-senor high schools, ora total of
602 ot of 950 secondiary schools in your State.! Approximately half of
the pupils in grades 7. b and 9 were in some forn of junior high school.
Over 63 per cent of your public secondary schools in 1952 were either
junior or junior-senior high schools. ‘Today, the mmmber is certainly
Larger. The average entollment of yvour junior high schools in 1952 was
854 ol your undivided juniot-senior high schools, 1L

Almost 68 per cent of your junior-senior high schools in 1952 were
in rural communities under 2,500 and 24 per cent were intowns ranging
from 2,500 to 10,000. Three-year junior high schools predominated in
urban commumities of 10,000 or more. Almost 87 per cent of the three-
vear high schools were in cities of 10,000 or more.?

The concern for the boy and girl of 12 and 13 who are leaving
childhood and entering the hectic transitional period of adolescence is
perhaps the present rason d'etre of the junior high school, One of the
primary hunctions of the junior high school is to help the ddolescent
throngh this matrational period, at the same time educating him so
thit he will be prepared to succeed in his school, college.and life work.

T'o help junior high school teachers know their students better,
more and more principals are scheduling block-time classes in whicha
teacher is with the same class for two or more periods. Although such
scheduling arrangernents are sometimes called core, or general educa-
rion, or unified studies, they frequently consist of two subjects taught

“during consecutive hours with varied amounts of correlation between

stibjects, Ina study completed in 1956, Dr. Ellsworth Tompkins found
that out of 61 junior high schools in New York State responding to a
questionnaire, 46 reported having block-time classes. (Note: The simmple

" may not be representative.) English and social studies and English and

citizenship were the combinations taught in 34 of the 46 reporting
schools.? Perhaps a tentative conclusion to draw here is thatour futire
English teachers should have a major in English and a major or minor
in social stdies.

Of course you realize that your teacher education program will, toa
cettain extent, be based upon data which you collect concerning your
own college graduates. For example, where do they accept their first
juniot high school employment? What subjects do they teach? What
does the commmumity expect of them in extra-school service? How long
do they stay in their first teaching position? When they leave, where do
they accept employment?

As vou know, the qualities and characteristics of a first-rate teacher
have been described many times. Unfortunately, research has revealed
very few factors which correlate closely with suceessful weaching, Among
these are a liking for children, emotional stability, and success in student
teaching. In this connection, the 1,650 delegates to the White House
Conference on Education submitted a deseription of a good teacher.
Their staternent includes most of the general goals for a comprehensive
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teacher education programe Incits report o President Eisenhower, the
committee on “How Can We Get Enough Good Teachers — and Keep
Them:?™ wrote:

N good reacher i one who has i acive inerest i childien and vouth: Bas o browd
cducational backgromd: i protessionally quabibeed and competent; possesses good
physical and wental heatth, has agood woad chancer: manmtesis 1 desine bor sell
nprovement: can work constiuctivels sarh other professional workets, pasents, aid
the commumes s and s proud of reaching as a professeon.

In addition, the subcommitiee wrote:

Every parent wants for bis child aceacher with qood pessonality, cmotional stithiligy,
tnderstanding patience sineere interess inand tespect for others, andd goad health, Al
these e the mink ot a good teacher, butallogether these attibotes cannot substitane
tor the scholarship, the eductional poise. the contidem teeling of being equal to the
challenge of reaching that can come only thiough prepacition of the highest onder.

Before we consider specific goals in teacher education programs for
Junior high school teachers of language arts, we might briefly review
what parents and other citizens expect of youth enrolled in the junior
high school—realizing, of course, that the junior high school is not a
separate segment of our public school system. Ttisa few critical rungs on
the single educational ladder that begins in kindergarten and reaches up
into college,

Atthe White House Conference on Educacion there was remarkable
agreement among businessimen, labor leaders, farmers, educators, and
other citizens concerning what our schools should accomplish. In the

field of language ants the consensus was that the schools should continue
to develop:

I. The fundamental skills of communication—reading, writing,
spelling as well as other elements of effective oral and written ex-
pression,

This aim headed the list, Parenthetically, the delegates added that
schools are doing the best joly in their history in teaching these skills, hut
that continuous improvement is desirable and NCCessiry,

The other aims were bisically those vou know as the Purpases of
Education in American Democracy defined by the Educational Policies
Commission of the National Fducation Association in 1938, In 2 more
specific sense, they were interwoven in the text of Volume Lof The Com-
mission on the English Gurriculum of the National Council of Teachers
of English. How well these major educational concerns have been stuted
for the junior high school is illustrated by the following paragraph from

Volume I The English Language Arts, page 113,

Tanion high school programs in the Tangage ans e being organized aronnd centers
ob experience of concern o pupils of this age group. Commnon mnong theseare leagn-
mg 1o work together i vanons wags, living effecisely with one's family, taking a
Pattan one's communite, entering into and enjosing the Minerican heritage. seving
otiesell i the world commuenity, consetsing o lile and patural 1OSOLICUS,
achivving and anaintaining healthy inds and hodies, making prohitabile nse of
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Jeistae time, penctratig the workd ol heauts . worth and salue, exploning the world of
watk and ot socational appotianaties, having goud nme with hooks,

The accomplishiment of these objectives s dependent to a large
degree nponateacher prepared in theareas of the kingiage ants: reading,
writing, speaking, and listening. We can’texpecta person trained as a
social stndies teacher, a scienee wacher, ova physical education divector
to teach English well,

I we want adolescents 1o learn how to live satisfactorily with
themselves and others, we want them to find ont what the best literatare
of the past and present—which they can understand—has to offer
them. And if we wint boys and girls to Laingh at the escapades of Red
Chief. to sense the loveliness of woods o i snowy evening, and to thrill
10 the clater of hoofbeats on the wienpike 1 Goneord, we must have
reachers who know and tove literare, Teachers who know asmattering
of Hiteratare cannot help youth vealize the fun in hooks, the aesthetic im-
pact of poetry, and the significance of onr literary herttage.

I do not believe these aims can be accomplished by ateacher whose
ignovance of literature canses him o weach Masefield's “Cargoces” and
Sandbuig's “Chicgo' becanse they seemitofita seventh-grade core unit
on Transporvtation: or by a problem-centered enthusiast who teaches
*Fhe Deacon's Masterpicee' hecanse it fits in beantifully withammiton
driver education, which in e s taught as kinguage ans hecause
stidents can also vead, tatk, and listen about the dangers of driving hot-
rods recklessty. A student should not have 1o waituntibhe has i problem
in tront fishing before he can feelthe lifeand movement of *“The Brook”
by Alfred Lord Tenuyson, Problems are important, but there is no
reason why a child's educational experiences should be restricted to
problems and processes in junior high school Faglish. As the Awocrat
of the Break fast-Table once said, ** Just becanse ©like salt doesn’t mean
that 1 want 10 be pickled in brine.”

Within the area of general education, the first goal which Tsuggest
is that our prospective language ants weachers have a broad general
education which develops in theman appreciation of man'saspirations,
sttuggles, and suceesses through the centuries as communicated
through the media of music, art, architectre, the dance, drama, sculp-
tre, and most important of atl—=literature, But understanding the
diguity of man as transmitted througli the svinbols of the lnunanities is
not enough. 1f, as Dr. Vinnevar Bush has said, scientific fields such as
biochewistry and psychology e in theie infancy and if *Seience is ¢x-
panding exponentially™ we must train teachers to keeps up with the
techtiological world in which they and their pupils live. Too often today
the teacher lives ina world of the past and the pupit ina world of the
futare.

Ow futare teachets must know the effects science is having on fami-
by work and recreation as well as on international relationships, They
st realize the significance 1o themselves and their pupils of living ina

FALL, 1974 53




L —

Q

ERIC

Aruitoxt provided by Eic:

BEST COPY AVAILADLE

world with a hydrogen bomb and an atomic battery—both ready for
use; of living in a naton whose productivity on the farm and in the fac-
tory is almost unlimited; of living in a community exposed to the varied
influences of crime comics and The Atlantic, of television Westerns and
Ed Murrow, and of Elvis Presley and Pat Boone. Future teachers need to
appreciate the social complexities of living in a steadily expanding uni-
verse, a constantly contracting world, and a rapidly growing nation.
They need to understand the causes and possible effects of living in a
world pock-marked with ideological conflict and nationalistic ferment;
in a nation worried by self-doubt for the first time in a century; in States
and cities sometimes fragmentized by racial friction and group tensions,

Our future teachers need to realize how social and economic status
generate the motives which in turn affect the achievement of different
kids in Elmstown and Jonesville. ‘The boy from a shanty near the tracks
who whiles away his hours loafing in a pool hall or tinkering with a hot-
rod has motives and goals in his English class which are different from
those held by the hoy who wants to become a doctor because of the
steadying guidaiice received from his well-educated parents. Too often
the teacher knows the latter boy but not the former.

Study of the social sciences should help prospective teachers ap-
preciate the courageous struggle of man to continue upward on the
Jadder of civilization; also it should reveal the changing nature of the
family and the impact of mass media on people’s attitudes, beliefs, and
wants. A study of science should help future teachers to think rationally
and to respect the scientific method. Their learning of a foreign
language should awaken an appreciation of different modes of life, plus
affording a new look at the structure of the English language. Their
study of world history and international relations should probe the basie
causes of war and the aspirations of nations, races, and religious groups
—as well as the reasons for their differences. And finally, their study of
American history and political science should bring about an un-
derstanding of and concern for the guarantees in the Bill of Rights, a
devotion to the future welfare and security of the United States, and a
consecration to the ethical and moral values which are the keystone of
our heritage and our future.

‘The next goal which Tsuggest is that of acquainting future junior
high school language arts teachers with significant literature reptesen-
tative ot varied cultures and peoples. Such literary study would also in-
clude our American heritage: its concern for freedom, for truth, and
justice. It would stress the struggles, toil and sacrifices required to build
our Nation. It would show the beauty and grandeut of our country, It
would encourage a rational optimism for America's future, Such a goal
would involve a study of writers from John Smith to John Steinbeck
with emphasis on such authors as Franklin, rving, Bryant, Emerson,
Poe, Longfellow, Holmes, Whittier, Lincoln, Whitiman, Twain,
Dickinson, . Henry, [t would include modern writers such as Saroyin,
Hemingway, Wolfe, Faulkner, Frost, Sundburg, Jesse Stuart, Lew
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Sarett, T. S. Eliot, E. A. Robinson, Sara Teasdale, Eugene O'Neill,
Thornton Wilder, Stephen V. Benet, Arthur Guiterman, and many
more.

Besides their study of American life through literature our prospec-
tive teachers should know certain great literary works of the past and
present which depict life in distinctive cultural areas of the globe. They
should know writers who explain why certain values persist today. In
times like these the heavy emphasis on the study of English literature as
the piece de resistance of our literature program is at least slightly
anachronistic. Certainly a survey course in English literature and
careful study of Shakespeare as a dramatist and poet, plus a close ac-
quaintance with the works of such men as Burns, Scott, Wordsworth,
Tennyson, Browning, Stevenson, Kipling, Dickens, Yeats, Masefield,
Hardy, and de la Mare is essential for junior high English teachers. Of
course. it would be well if we could keep Thomson, Collins, Wycherly,
and Crabbe while we added Alan Paton, George Orwell, Andre Malraux,
‘Thomas Mann, Tagore, and Lin Yutang, but the curriculum is short
and time is fleeting, Certainly European, Asian, and American folklore
should be included. Perhaps our goal here should be to show future
teachers how patterns of culture in China, Russia, Central and South
Africa, India, and the Near East have evolved and how they are reflected
by writers from Homer to Hemingway. Obviously, the study of these
writers would be chiefly for the purpose of extending the intellectual
horizons of the junior high school teacher. However, such i teacher
should be able to use some foreign folklore, short stories, poems, and
sketches 10 help youth understand prople in other lands.

Within this area of drama, poetry, biography, and fiction there is
another goal which is extremely significant provided we want to use the
interests of carly adolescents to make reading a lifelong recreatiotal
habit and provided we wish to show them how other young people have’
solved their problems of growing up. ‘This goal is to acquaint our
teachers-to-be with the wonderful world of teen-age books by capable
anthors such as James Street, Fred Gipson, Stephen Meader, Maureen
Daly, Caral Brink, Howard Brier, Robert Davis, Elizabeth Foreman
Lewis, Esther Forbes, Bud Murphy, Mabel Robinson, Paul Annixter,
Miry O'Hara, Elizabeth Gray Vining, Betty Cavanna, Mariorie Kinnan
Rawlings. Armstrong Sperry, Liura Ingalls Wilder, Naney Barnes,
Shannon Garst, and many others. Although this list does not offer
serious contenders for future Nobel prizes in literature, it does include
accomplished writers who generally present asane and honest picture of
teen-age conflicts and ways of overcoming physical and emotional
obstiacles. ‘There is nothing sentimental, phony, or soap-operish in

Jatnes Street's Goodbye, My Lady, Esther Forbes' Johnny Tremain,

Mary O'Hara's My Friend Flicka, Joseph Krumgold's And Now M iguel,
Nancy Barnes' The Wonderful Year, ot Garol Brink's Caddie
Woodlawn. And for thrills, few classics can equal William Corbin's
tHigh Road Home, Janet Elizabeth Gray's 4 dam of the Road, Armstrong
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Sperry's Call It Courage, Fred Gipson's Old Yeller, Robert Heinlein's
Space Cadet, and Paul Brickhill's The Dam Busters.

To help adolescents elevate their level of appreciation and to extend
their reading interest, the teacher must know worthwhile teen-age
litevature of all types, including the classics which have been enjoyed by
generations of young people. Without this knowledge the language arts
teacher must depend on free reading which is usually worth just about
what the adjective free connotes,

To help kinguage ants teachers keep informed concerning recent
literature for adolescents, the Office of Education has prepared Circular
No. 450, "Aids for Knowing Books for ‘Teen-Agers.” "T'his annotated
hibliography ineludes 24 current reading lists which describe books for
junior and senior high school youth and it lists ten periodicals which
regularly review teen-age books, Acquainting onr prospective junior
high school teachers with such book lists and periodicals might,
therefore, be another goal of our wacher education programs.

Also, future English teachers can profit by knowing research find-
ings concerning reading interests of junior high school students. This
ficld of study would include research by Esther Andersen, Herbert Brun-
ing, Dwight Burton, Bertha Handlan, Evangeline Malchow, George
Norvell, Aubrey Shanter, Ruth Sirang, Robert Ridgway, and Robert
Thorndike. Teachers should know that most girls who are twelve and
thirteen usually like the kind of adventure, animal, humor, and mystery
stories that boys like at the same age. Of course, many boys like their
adventuare stories to be gory. Girls above thirteen like love stories, home
and family life fiction, and sentimental and romantic novels; whereas,
most junior high boys detest this kind of writing. Science, aviation, hob-
by and wtavel books, as well as biographies are currently popular,
Teachers should know that where motivation and interest ave strong in
the reader and where suspense and plotare powerful in the story, youth
can read above their normal level with pleasiure and profit.

The next and perhaps most obvious goal of all is o teach our
prospective teachers how reading is tanght from the primary grades
through high schoob. Actually, our goal is o teach them how 1o develop
the tollowing reading skills in their pupils:

I. To figure ont strange and difficult words through phonetic

analysis, context clues, initial sounds, ete,

2. T'o define reading purpose

3. To adjust speed to purpose and the density and complexity of
ideas in print

1o locate main ideas, including the author's basic purpose and
thesis

5. Torecognize the author's tone and implied meanings, especially
in satire, ivony, and various types of humor

6 Todistinguish between significant facts and minor orirrelevant
details
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7. Toread newspapers, magazines, and other matecial with sound
critical judgment; to distinguish fact from fiction
8. ‘T'obe able to make sound inferences and draw conelusions based
on one's reading
). To understand the basic principles of elementary semantics as
they aftect the anthor's clarity and purpose
10. To know how to discover the author’s veputation, biases, and
qualifications as related o his subject
1L To know how to locate information in reference books,
reputable periodicals, and various litevary sources

.-

There are other reading skills related 1o comprehension of literary
types which junior high school inguage arts teachers must be able 1o
teach, To appreciate poetry, as well as some prose, pupils must know
how 1o follow punctuation signals, to get meaning from inverted
sentences, to vistalize images, to understand analogies, and to interpret
svinbols.

In starting o short story or play, they need to get their bearings early
by noting time, place, and antecedent action—all of which are often
given incidentally by good writers. Early adolescents need help with
flashbiacks in books like Charles Lindbergh's The Spirvit of St. Louis.
And they need help with multple meanimgs—which are the source of
confusion in other subjects. Forexample, to conrt a lady inacourt, oron
a court, or before a court changes one's environment if not one's pur-
pose. And one of the most important of all reading abilities is 1o be able
to deduce why well-drawn characters behiawve as they doin fiction and to
be able to race canse and effect relationships, particularly as they affect
people’s suceess and failure,

Another of our major goals is 10 train our future teachers how 1o
teach carly teen-agers to write effectivelv—that is with clarity, honesty,
unity, good judgment—and in accordance with conventional usage, 'To
achieve this goal Thelieve we must doseveral things. First, we must teach
futire English teachers how to write straightforwiard prose which con-
vevs imeaning accurately and vividly, Secondly, we need 1o acquaint
futtne English teachers with the on-going, as well as historicil evolu-
tion of our iguage, and how it is different from other linguages inin-
flection, syntax, giunmar, and vocabubliny, We should acquinint then
with the eletmentiny means by which semanticists are helping us to see
how Language is used to expressas well as to conceal meaning and to un-
derstimd the elationship between clear thinking, precise vocabulary,
and elfective communication. We need to educate our future teiachers in
the purposes of Linguage, especially for vouth, its basic structute, its
patterns, its muances, and its social effects as expliained by intelligible
linguists. Tam not talking abouta conrse in Anglo-Saxon: neither am |
tecommending an advanced coutse in lingaistics. Several of voun
colleges alveady offer such . course, At Potsdam, 1 believe it is called
“Man and Language: Languages and Man.™
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Another sub-goal is 10 acguaint onn futare teachers of Lnguage
with  aretully conducted  weseneh whicle shows  the negligible
velationships between huowledge of formal grinunin and ability 1o
write, the inettectiveness of formal diagrnming and parsing, the types of
gramnutical and usage envors stadents make most often (pronouns and
trregular verhs account for about 50 per cent of these) sid the face than
students learn to write by writing withe the pevsonal help of a teacher
who knows how to write lnmsell. We need 1o help oar future teachers
understand the implications of rescarclefindings by scholars like Jesper-
son. O'Rourke, Leoward, Stormzand, O'Shein, Marckwarde, Walcot,
Pooley, Brvant, Fries, and Penin,

Oue of the most imporcime goals in educanng Lhinguage arts
eachers is the development of ideal vocal qualities which will sevve asa
maodel o their smdents. Also, these wachers should know how to
develop goad diction, aticulation, cuunciation, inflection, rate, and
pleasant tone e theie pupils” speech. Unlovtanately, Tangnage s
teichers too often neglect o wach speech skills during their regular
classes. We Englishoteachers ke to talk about every teacher's heing a
teacher ol weading of writing—but in the English classroom  we
sometimes let students wnunble, shout, shur their consonant endings,
and read poetry or prose inmonotone or singsong fashion. My basic
point is that we can'tconline instruction inspecch toaspecial course in
whicl pupils deliver a three- 1o five-minute talk once every two weceks.
Too often, teachers insist ona formal classroom situation where only
one student can tilk—provided of course, the teacher is not talking, We
need to train teachers so tae they canler their students work in groups
and committees—always observing criteria for speaking and listening,

Our future teachers need 1o teach vouth to converse interestingly, to
disagree politely, to argue from facts, to listen courteously and thought-
fully. And they need o have something more o say than “hello™ and
“goodbye.” Junior high school English teachers need to know how o
help their students do choral reading of poetry, take part in dramatic
productions, and see themselves through sociodrama. Both wicher and
student need to be sensitized to oral techniques used by owtstanding TV
and motion picture personalities. Edward R. Murrow, Dave Garroway,
Helen Hayes, and even George Gobel can teach the observant listenera
lot about how to convey meaning orally,

I shall now move into an area which many of you may think of as
professional education—although some of the goals I have already
mentioned might be thought of as belonging to this field. Frankly,
today's dichotomy between academic and professional education of
teachers is, I believe, the awful chasm that must be bridged before we can
turtt out the best type of beginning teacher. As James Bryant Conanit has
siid repeitedly o college faculties, “In the name of the welfiave of
American vouth, callatrace 1o the wan fare among educators, The time is
lung overdue for the professors 1 the tiberalarts and of education to join
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forces and work together o solve the emergeney problems and 1o jim-
prove o schools.™

To be able o fmlfill one of the unigue functions of the junior high
s hool, teachers imust know the psyehological and physiological natre
ol adolescentis from 1210 16, Such o goal includes o knowledge of ther
developmental tasks, their activities and tnterests, their emotions, their
vilnes and ethies, their aanbitions, and their pasonal relationships,
Bricfly, prospective teachers need to undersand the matarity profiles
and maturity traits of adolescents,

In discussing the preparation of English teachers, Jav 'L Greene,
Chairman of the Committee on English Licenses, Bowd of Examiners,
New York City, reported on the opinions which 250 prospective English
teachers had of their preparation in 1952, " The Lirgest nunber,” writes
Mr. Greene, “had words ol praise for their backgronnd in education
courses, which they said gave them a broad inderstanding of children.
Many emphasized the practical value o their conrses in observation and
practice teaching. . Ineriticismof their preparation, the largest nuanher
spoke of the need for more help inimproving their speech and for more
opportunitics to speak 1o groups, Many felt a need for more oppor-
tinities to apply in practical simations the theovies learned in their
education courses. The overlapping of content in education conrses wis
criticized by a substantial group.”™ I might add that my experience in
other parts of America has indicated that the superior college students
are the ones who are most vociferons in condemning the recurring
emphasis on the history, philosophy, and general aims of education by
professors in separate professiomal courses,

In these teachers” evaluationof professional training, as reported by
-Mr, Greene, we note several closely related goals for preparing teachers
of junior high school English.

First, prospective teachers need to see the relationship of
cducational philosophy and the psychology of learning to their courses
in methods of instruction and curriculiin planming. Whether a broad
professional course rather than a series of independent education
courses wonld prevent overlapping and duplication of topics and at the
stme time show the philosophical and psychological foundations of
method and curriculum, 1 do not know. But such a course might be
worth experimenting with. (n this respect, onr purpose is to place i coms-
petent teacher in the classtoom—a teacher who can provide for wide
pupil differences inaptitudes, attitudes, knowledge, interests, and goals;
ateacher who knows the laws of feaming, who can plan a sequential
program incnding resouree units and lesson plans integrating the
lanignage arts; a teacher who knows how to maotivate, guide, and lead
children; a teacher who knows how to utilize instructional facilities—
reference books, audio-visual deviees, and the classtoom, school and
community libraries; and a teacher who can stimulate pupils—slow,
average, and gilted—to work at their maximum at whorthwhile
educational activities,
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A special methods conrse in the waching of linguage arts, accom-
panied or followed by stndent teaching, is, T believe, one effective means
of developing these educational competencies. As part of the methods
course, education students should engage in directed observation of ex-
perienced junior high school teachers who demonstrane the methods be-
ing taght by the methods professor. fa faet, ifivis true than “teachers
teach as they have been taught” —all education professors—and at least
some of the English professors too—have an obligation to serve as
models of good instructional wechniques. Nothing is more hypocritical
than for a methods professor to lecture throughout a term on how 1o
carry on group work, how to individualize instruction, and how to use
other methods of waching., But it has been done!

In brief, the professional program should give our futare wachers
an understnding of the geneval aims of education, the specific aims of
teaching kinguage arts, the high school English curriculum, techniques
of lesson planning, instructional materials  including  textbooks,
methods of motivating and individualizing instruction, etfective speech
techuicques, methods of socializing instruction, evaluation techniques,
the natwe of adolescents, and techniques for elementary research.

The last goal whiich T shall discuss is 1o give our future teachers a
successful apprenticeship training in teaching junior high school
pupils under conditions as similar as possible to those anticipated dur-
ing the teacher's first few vears of employviment.

This apprenticeship experience should ensure that the student
teacher tries out the methods, ideas, and content which we have already
outlined for our program. If there is to be a transfer from theory to prac-
tice, certain conditions should prevail. First, the student teacherand the
master teacher should want to work together. For his first practice
teaching the student teacher should also be able to select one or more
classes that he wants 1o teach. He should observe the class, study its
membersand leaders, and assume instructional responsibilities gradual-
lv by taking roll, doing remedial teaching in small groups, conducting
spelling drills, evaluating compositions, giving assignments, ad-
ministering tests, and helping with extra-class activities,

My experience has been that the key persons in helping the student
teacher 10 acquire the basic teaching skills are the college methods
professor who supervises the work done and the master teacher who con-
stantly observes and plans with the student eacher.

Of coutse, there are many other competencies we should like our
future teachers to have, These include ability to direct such extria-class
activitiesits the school publications, class plays, and assembly prograims,
as well as the desireand capacity to participate in community activities, 1
know vou can think of many other goals.

However, 1 already feel as though 1 have taken all khowledge for
my provinee.” The year is not 1592and Lium not Sir Francis Bacon, But 1
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was askaed 1o set up some goals for yvour consideration. Teachers and
teacher training schools are now under attack by many sincere groups
and perhaps a few others as well, Occasionally T wonder whether the sins
of today's parents are not being visited upon their children and the
teachers of their children, Teachers of todav's children are being eriticiz-
ed tor the faulis of todav's adulis, who in i were educated daring the
20's and 30's. Yer some of the erities would have us go back 1o the good
old days of the “20's and "30's. But there is no more 1o be gained by going
back in wacher education than there is in renovating Lucky Lindy's
“Spirit of St Louis™ 1o fly the Atlantic in 1958, “The old order
changeth”™ and weacher education nmst change with it. For this is a time
when “explorers’ in the seas, on the land, and in the air are bringing
forth wondrous knowledge which can be used for good or evil, ‘The
(quality of public and private education will determine the goal we
reach.
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Creative Supervision in the
Secondary School

Joseph Mersand

It is always helpful in discassing supervision to define one's terms.
By creative supervision, I mean the encouvagement, stimalation, and
guidance of cach teacher in your department to his maximum capacity
so that he may in tarn contribute to the maximum development of every
child in his class. To think of creanve supervision without considering
the effect upon the children is to think of means without awareness of
the nltimate end, which is instractional improvement.

If vou accept this definition of supervision, then von will agree that
there is no one best means of supervision, no one roval road to teacher
improverment. What mity work successfully with one type of teacher
would be destructive and staltifving to another. John AL Bartky in his
Supervision as Human Relations lists seven types of supervision:

. Autocratic

2. Inspectional

. Representative

b Cooperative—democratic
)

[}

5. havitational
. Scientifi
7. Cacative!

—
-

Lam sure that there e several other types that are modifications or com-
binations of these, and that newer concepts will develop in the future.

The modern concept of education for all American vouth is
predicated on the philosophy that the teacher takes the child where he
firds him and by whatever means at his command develops him to his
maximum capacity, The supervisor does pretty much the same thing
with the teachers under his divection. It is pointless 1o ey to make a
Horace Mann or an Elizabeth Peabody of every eacher who works for
vou, and many of us will seatle for written daily lesson plans; for we
know that tor some teachers that is a professional victory. Common
sense and o modicam of knowledge of human nature and human
relations will make vou realize that there are limits bevond which you
GUINOL BO s 4 SHPeTVisot.

Based on my experience as asupervisor of English weachers sincee
1943 in the senior high schools of New York City and for five summers in
the New York Gty stnmner schools, and {ive years in the evening high
schools, the followmg are the gaiding principles of my own philosophy
of aeative supetrvision; ’
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Supervision works best inan environment of mntual respect and
understanding,

Teacher growth through instructional supervision is a slow
process. ‘This means that the supervisor's level of frustration
must be high. T personally do notexpect even a small change in
my entire department before eighteen months have passed.

The supervisor himsell must bea master-critic; quick to perceive

the strengths and weaknesses of every lesson; a master-critic,
ready with worthwhile suggestions to improve the lesson; and a
master diplomat capable of pointing out to the teacher how she
may best improve herself without offending her.

. Communication lines must be clear between teacher and super-

visor, This means face-to-face conferences; small group con-
ferences: departient-wide conferences; and the various types of
supervisory bulletins.?

. Supervision is both an art and something of o science. Some

supervisors may become skilled technicians but never artists; for
the art of supervision is not quickly learned, while the prepara-
tion of a rating sheet is a comparatively simple process.

Methods  without  materials  are  as  undernourishing  as
sandwiches composed exclusively of bread. The supervisor must
make available texthooks in sufficient quantity: reference books
for both teachers and students; andio-visual aids, ete., so that his
suggestions for improvement may be more than words on paper,

Encouragement is the best fuel to light the flame. ‘This does not
mean the phony slap on the back or the comforting arm-around-
the-shoulder philosophy: but a genuine desire to see something
good and praise the teacher for it I personally find my day in-
complete if T cannot write one or two notes of encouragement. If
vou look for good things, you will find them. Some supervisors -
follow the practice of writing notes of commendation at the end
of the school year, and the practice is a good one. But on-the-spot
enconragement for anything outstanding goes far toward im-
proving teacher morale (never too high these days) and inspiring
the teacher 1o seek ever-higher levels of improvement,

Fairness, firmness, and fidelity 10 the staff are important. Your
staff st know that vou have no favorites, that all of them are
important players on the team. Even your weakest teacher is
better than an inexperienced substitute (usually outof license) or
no teacher at allbecause no one witl come in inclement weather.

Although some teachers may call vou “unreasonable™ (as 1 was

because 1 refused to excuse one teacher from marking Regents). yet you
st be finn when vou are detinitely in the right. Lam proud to be con-
sidered “inflexible because ©insist that every teacher in my department
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should be preprned dailv in writing, should see thather room is aurie-
tively decorated: should prevent the Hoor from being livtered and should
stand on her feetas mnch as possible when she is waching, If Lnn called
“intlexible” for insisting on these minina, Twelcome the appetlation,

Closely alhed to Evirness and finnness is fidelity 1o vomr staff. O
subicct, particnlarly, is coming under nnwsnrmted atack from un-
qualifiedt or biased crities. Tnever permit these attacks to go unchatleng-
ey whether they come inmy own school, or in the public press, When
vour staff reatizes that you have faith in them and are confident of their
ability to grow . and that vouare always ready to give them support when
itis needed, vouwitl go a long way toward achicving that munal respect

that is the most nonrishing environment for maximum stimnlation of

teacher growth.

Rome wasn't built in o day and a happy and efficient departiment
takes years to develep, Yoo s onr staff and you must grow or retrograde in
these times of many changes, Teachers, like plants, will grow and
Hoursh. Given the proper envivonment, the right kind of intetlectnal

‘nourishment and the proper dosage, your staff is bound to grow intoan

ethicient team that makes vour work as asupervisor the dailyv rewarding
experience to which we as supervisors have dedicated ourselves,

Eofobin v Banks Sapusviaone oo Hoatoan R Lassns Bosten 1 C Hleath 1998 440 1)
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Literary Theory And The
Teaching Of Literature

Francis X. Connolly

I begin with the assumption that we e sull asking these two
questions: What Hierature should we teaclvin the list two years of high
o hool and the firsttwo vears of college? And how shonld weteach itz We
continue 1o sk these guestions even though official carvicula and
wikabi otten prescribe the content of these conrses and authorities e at
hand. in libraties and in the persons of various supervisors, to tell us
what methods of teaching are most appropriate, Yet the experienced
wacher is perennially restless becanse he knows that, between the
curricula and the cksstoon, between the methods officially proposed
aned the methads actally used, there e at times only Ging similarities,
Do we teallv believe that i college conrse named Shakespeare, the Major
Plavs, o high school conurse called the Development of American
Literstute, means the same thing in ditferentschools, or, indeed, within
the same sehools TEwe don’t know, the students can tell us that no two
conrsesare il ike, save perhaps inafew tigorously regimented s hools, In
these schools, as i T9th-century France, adoctrinaite principal can pull
ont his watch, note that it is nine o'clock, and say with the sell-
satisfaction of a benevolentdespot that now every teacher inevery class is
explaining how the firstsentence of the Gettysburg address illustrates
the tight use of participles,

Literature itselt is personal: teachers are persons: so oo Papilsare
People.” as one Progressive Edncation Association Report sententiously
reminds us. We should not be surprised then it the comses in literature,
especially the intoductory ones, are characterized by highly personal
Choices of the literature to be studied and highly personal emplhiases on
those aspects of literamre that eflect the personal, social, patriotic, o1
religions preocoupations of the wacher, the community, wad ihe st-
dent. There is ner sethatituie for enthusiasi or personal enjovinent, we
keep telling orselves, even thongh this sometimes means an almost
irrational love alfair with some socially significant catcher in the rve.,

And et we know too that, in another sense, the teaching of
literature is not wholly personal. We have, T uast, niade some progress
from the davs when the teacher of English was expected to be sithply an
appreciative enthusiast himself and o make appre fative enthusiasts
out of his students, Thedirection of recent movements in literary study is
woward the developament of a program as an articulated discipline in
whic i the student is instructed, according tothe measure of his abilities,
in the science and antof Tanguage and of literature, We have seetchow a
beginning has already been made in the study of the stractare of the
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Lmgnage. A significnt number of wachers colleges, and some liberal-
arts colleges too, e now preparing teachers o presenta new program in
strncturval limgnistics. And in the stndy of Hitevature, we e aware of i
new stress on hiteratone as asubject 1o be studied inaddition to the older
stress on hitevature as a body of experiences to be enjoyed. Inshort, recent
developments make it necessiny for us 1o comsider just how we can
achieve imourselves and inowrstdents notonly the capacities of the -
preciative enthusiast butalso thos: of the disaiminating scholi-critic.
To thenoto, “Enjoy, Enjov,” we ac odempting o add, “Understand,
Understand.”

That this new divection, o1 ditference in emphasis, is nota hasty in-
novation, albwill vecognize, It isalluded to thme and again in many jour-
wils and committee veports, notably in ssues, Problems and Ap-
proaches i the Teaching of English, a very vecent publication of the
Maodern Lamguage Association of America (George W, Stone, ed., Holr,
Rinchartiand Winston, 1961) that sims up much of the think ing on onr
problem during the past 20 years. We may note particularly the
suggestions that fovm the conclusion of this challenging collection of
conmrittee veports and individual analyses. In **An Articulated English
Program: A Hypothestis o Test,” we discover comment like this:

“In the American High School (Grades 9-12), though development
of the individual vemains the goal, intellectmal developament assumes
sharper emphasis. The smdentis by this time well-oriented to the study
of subject-matter and knows thatadjustment to life demands his mastery
ol cevtain blocks ot knowledge onside himself, . ., He should be in-
creasingly aware of literature as a unigue way of retlecting upon and
presenting life—a step beyond the stovy-content and experience-transfer
of yonthful reading.” (p. 237) "

‘The high-school student is expected to have discovered the roots of
the knoseledge embodied in literatwre.

“In high school. also, some introduction should be given by the
English teacher of the whereahouts of classical expression of ideas that
have animated modenn Hteatre in Plato, Lacretins, Cicero, Augustine,
Dante, and Montaigne, ., " (p. 288)

Again, in discussing the kind of training desirable in the first two
years of college, this veport continues to stress the necessity of a wider
knowledge and a deeper anderstanding of titerature,

“At this level teachers should be concerned with () intensifying the
students interest and their desive to form good standards of judgement;
(h) improving their reading skill by demanding more perception and
sensitivity; (c) helping them to understand certain of the masterpieces in
the English-American tradition; (d) giving them some sense of the cone
tinuity of that tradition.” (pp. 238-9)

The careful teader of the report will note that the progriam of
English stdies is not it mere listing of hooks to be got through or blocks
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of rebared infonmaton o be acguired buta directed movement from the
moment where the student meets literature on the level of sharcable ex-
perience, through successive stages of greater knowledge, greater un-
derstanding and more mature judgment. The end in view, atiined by
relatively few but, it is hoped, approxinuted in some measure by all, is
the status of the scholar-critic who judges literature on the basis of expert
knowledge. The scholar-critic is expected 1o have mastered whit the
committee calls the five approaches o literatuee, wnnely, testual
scholmship. dose analysis and interpretation of a literary work, the
ability to discover the interaction of works of literature and the history of
ideas, the ability o apply eritical theories and a cultivated comparative
judgment bised upon knowledge of a foreign literatue in its original
Lainguage. (See p. 210.)

‘The progrun, thus, is incremental; that s, the sinne kind of literary
work, indeed the siame works, Shakespeare's plays, for instance, are
sindied again and again but in different perspectives and with in-
creasing intensity from high school through graduate school. Teis also
sequential; that is, it provides for the study first of individual worksand
authors, then of the literary, types or genres, then of literature in its
historical continuity, then the more difficult problems of scholarship
and criticisin, In short, the progrinm has a plan,a rationales ithas anend,
and the means to achieve that end, a sense of the whole and its related
parts, This is to say that it proposes a theory of literary study clear inits
miain objectives but wisely indistinet inits preseriptions as to the time
and the pliace these objectives should be stressed.

Some of vou will have already noted a paradox developing in this
brief discussion of some of the findings contained in Issues, Problems
and Approaches in the Teaching of English. he program of English
studies stresses knowledge and discrimimation. It places great emphasis
upon the hunmanistic content of literature, For instance, in " Literature
and American Education' the distinguished withors set forth *“the fun-
damental reasons why literary studies should form a staple part of our
education.” Their principal reason is that literatare enlarges the life of
human beings. It does so. they say, in four ways: by enlarging the
readers” experience in human understanding, their experience of other
countries, their experience in quality and their experience of the past,
(See Issues and Problems, p. 169.) At bottom all these experiences are ex-
periences of value, not simply of weehnigues, They contribute to the
student’s practical need 10 understand himself and his society and to
communicate that understanding among others. But most of all they
are, taken togethet, “the enabling act of the soul,” whereby men come to
possess the means of achicving the fullness of their human powets. Yet,
while the leaders Hf our profession have clearly set forth a theoty of
literaty study cmphasizing eritical values and judgments, nowhete in
the actual program conducted in the American schools, save in the area
of taining for the PhuD. is there an acknowledged place for the formal
stidy of that theory, Not does the program make a special place for the
kind of critical guidance that is available to the teachets in training.
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Even the books that embaody critical theory are prepared for prospective
teachers.! Few are directed o the student of English.

The paradox then may be stated in the question: Should we not tell
all English students, in a more formal and concentrated way, just what
weare up 1o? And if we should, does this notmean that we need o find a
place, somewhere between the Thh grade of high school and the
sophomore year of college, 10 »resent what the ancients called the Ars
Poetica, or a poetic. what the 18th century called the Elements of
Literature, what the 19th century called the Principles of Literary
Criticism, and what modern aestheticians call Theory of Literature?

I happen 1o believe that some kind of poetic, one that sets forth the
origin, techniques and end of literature and the various ways it may be
studied, is a fundamental necessity in any English program. Poetry, or
imaginative literature in general, considered as a school subject rather
than a source of personal present pleasure, is incomprehensible without
a poetic. Withont standards 1o guide, but not to mortify, his judgment,
the student may well adventure among masterpieces without ever dis-
covering them, or.aay well discover them, as children do the Easter eggs
an artful parent has made it easy o detect, yet not know why a master-
piece is a masterpivce. Perhaps this is why masterpieces, like Easter eggs,
awe marked with a price: “Shakespeare’s Hamlet—extremely valuable';
“Osstan, once thought valuable bat now interesting as an ingenious
fake”; “Kilmer's "I'rees’—meretricious and sentimental. © With a
poetic, on the other hand, the student is prepared to ask important
questions about poetry. These questions began when the Greeks in-
quired why Homer's fliad and Odyssey delighted the old and instructed
and delighted the young, and will not end even if we come to answer the
riddling inquiries that Mr. Eliot ha« proposed about the pastiess of per-
sonal poetry and the contemporaneity of the poetry of the past,

A poc e it seems to e, is as necessary to the study of literatmre as
scientific metiod is to the study of science, as logic and epistemology are
to the study of philosophy. T'rue. it is not a scientific method, nor is it,
strictly speaking logical. but it is a method drawn from an age-old yet
continuing experience. [t does inform and harmonize standards of taste
and judgment; it does make for that exactness of description and that
developed comparative sense which, as in Coleridge's analysis of
Shakespeare’s genius, has the foree if not the formality of scientific or
logical detmonstration.

These assertions on the necessity of a poetic do not lack arguments
to support them but rather the time to do them justice on this occasion.
Moreover, it is difficult o imagine serions objections to the inteinsic
value of a study that purges enjoyment of its idiosynerasy and evokes
from scholarship both the decision and the expression of that decision
that illuminwe and explain and stitnulate the stady of literatare, 1 is a
poetic that not only whets the appetitie for literary experience but also
discovers the means of eviduating and re-evaluating that expetience, t
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keeps  re-echoing  the  tantalizing mystery—""Poetry is  more
phitosophical than history” and more delightiul than philosophy
because of its gratification of all man’s faculties. For poetry is, among
other things, the embodiment of wisdom, But, rather thanatempt a his-
tv snmmiary of the intrinsic merits of apoetic, we nay more profitably
consider severt objections to s formal stndy at the end of high school
or the beginning of cotlege.

The first objection comes from an educational publisher of some
experience. Having failed 1o discover a poetic inuse inthe schools, T
this question 1o him. Do yon publish or do your well-studied com-
petitors pmblish a poetic? ™ He assured me that there was none, so far as
he knew, in general use among the high schools: that, although many
were as ailable for the college freshmen, few were actinally used. For the
most part, he said, a poetic, oratheoryof eriticism, wisdevel sped inad-
vanced comrses. “That's where it belongs. doesn’t it at the end of the
standird coutses in composition and literare?”

It does betong there no doubt. A study of the poetic from Aristotle
and Plato throngh Hovace, Longinus, Dante, Sidney, Dryden, Johnson,
Coleridge. Arnold, down to our day, is a capstone of all serious literary
stidy: But how often is the capstone put in place? At the end of his
studies the student who has completed acourse in theory will be in the
position of an explorer who now knows where he has been. But did he
not have aright, along with those who had no conrse in theory at all, 1o
know beforchand where he was going?

In answer 1o this my publisher friend said, *We do provideatvinfor-
mal reatmient of what you call a poetic. In the introdnctions to our
books on literature, in headnotes and comments, in essays on *How 1o
Read 2 Novel” and “How 10 Read a Drama,’ and so on, we supply the
eqpivalent 1o poetic, tittle by litte” The key word to this objection is
the word equivalent. But may we reatly say that the apparats of an
anthology. necessarily restricted 1o the service of the readings, can ade-
aquuntely raise all the guestions involved in a poetic, or give all the
(iestions a proportiotate treanment? Trae, skiltinl comment, scarching
in cncial poems, the constmt exposiee 1o go d poetry, ath wend o dis-
pose the student to the acceptance, ina subconscions way, of the prin-
ciples that underlie imaginative Tieranne. Bt disposition to aceept
principles may never result inan acnal grasp of them. Learning from
the experience of partiatlar poems may never result in a thorongh
srutiny of the poetic principle, any more than repeated particilar ex-
petiments necessarily result in the mastery of experimental method.
Fabitual emphisis on how o read a poem leads one np 1o bt not into
the areas contained in the presently neglected questions: Whitl is poetry?
What are its clementsy What are its values? Why do we read it? How is
concerned with processs what and why with valnes. Weall can poitil o
ingenions essavs that explaing or explicate, the how of a poem, ity
cohetence of thetne and image, withowt ever touching on the human
virlue of the coherent whole. Is it for this reason, that, for alinost thiry
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years, the majesty of Milton, who sometimes Lipsed into the incoherence
of mystery, was less explicated than the wry witof Donne? A poetic may
induce an undue severity to innovation, but it is the infallible preser-
vative of achievement.

Perhaps the most important objection to formal study of literary
theory clusters around the word difficulty. One difficulty concerns the
determination of a common poetic theory, that is, one that explains the
whole body of writing that is included under the erm English literatare,
Like the British Constitution, or what we call the Western tradition, a
poctic is not to be found completely ina single written document with a
surrounding glossary of interpretations. One cannot explain it by point-
ing to mathemarically precise description in a dictionary or an en-
cylopedia, or to works crowned by an Academy or 1o books chosen by
popular vore at conventions of the Modern Language Association or the
National Council of Teachers of English. A poetic cannot be captured
and reduced o permanent statements. It is rather a body of principles
capable of many formulations and indefinite expansion. It is drawn
from books that have been found 1o be indispensable for a full un-
derstanding and  interpretation of literature. Thus it includes the
biographical criticisin of Samuel Johnson as well as the analysis of
Aristotle, the esthetics of Burkeas well as the historical interpretations of
1. 8. Eliot, The Poesis perennis survives hardly because of advocacy or
partisunship, rarely becatse of fashions in ideas, but because italone em-
braces the polarities of classicism and romanticism, realism and
idealistm, convention and revolt, tradition and experiment. It survives
hecanse, like imaginative literature itself, it cannot be forgotten without
irreparable damage to our collective memory of our most valuable
human experiences. Hence to call i difficult is simply o say that the
study of literatare is itself difficult. We may say further that the greater
the valuesa subject contains, the greater the difficulties we have in study-

- ing i Difficulties then are unavoidable if we are to do justice to the sub-

ject we profess to weach,

May we now come to our conclusion by drawing one? ‘The current
program of FEnglish literature studies in the American schools does set
forth ;i desivable end, the formation of the scholar-critic, and it does set
forth the means to achieve it In this program the emphasis on un-
derstatiding and evaluation is decisive, Should we not agree that some
place shouled be found for a poetic carly in the English program, where
we may offer the greatest benefit to the greatest number? And if we, un-
like our predecessors in the teaching of English, do not have a poetic,
should we not hold ourselves responsible for developing one?

i}
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Learning To Speak And
Learning To Read

Isadore Levine B’EST COPY AVAI J BLE

A study of the language achieverments of preschool children may
ht-ll) answer sore questions frequently asked by composition specialists
and geoint to seme new divections in veading instruction.

One of the mewe recent statements of the problems confronting
teachers of writing is phrased thus:

“How does a writer (or speaken) actially generate the sentences he uses in discourse?

How is he able o make up sentences that he has mever seen or heard before? What are

the exact telations berween wrmg and speaking? . .. Wht isthe telation between the

bt of wide reading aned shittwwriting?” (Adbert Katzhadser, 4, Freshiman English

and the Futine” e the Ot 1963 issue of College Camposttion and Convnuntication)

Adithough we can agree with the wahor that selutions to these
problems are difficult, we should be able to make some educaged guesses
which can be affirmned or denied through experimentation. Liaggically we
might begin our explorations with the procedures umeonsciously
followed by those who are learning to speak, the infant babblers.

We know that baby Johnny's first experiences with language are
secured via auditory and vocal organs. ‘The child may use his eyes to
watch the speaker, but the major organs of communication are the ear
and the mouth. For the first five years of his life the average youngster
will depend on these two media of expression for speech and language. It
is only when he enters school that the child will begin to translate his
spoken words into specific graphic sytnbols. That is, his first year at
school will compel him to familiarize himself with his language via eye
and hand.

Just how familiar does Johnny become with the language through
heating and speaking? A little caleulation will reveal thata child hears
and uses some 20 million words duting his three or four preschool yeats,
As described thus by Dr. Ruth Stric!land,

“ A cild of thiee or four has been estimated o be tinguistically inactive onty 19
mintes of his waking dav with four iinutes his longest period of silence. He says ap-
prostnately 700 words perday at dueeand 10,500t five.” ( The Language Avis in the
Flementary Sehool, 80y

‘T'his means that Johnny has interpreted and composed some two to
three million sentences before he sets foot in our schools. He has un-
derstood or formulated hundreds of thousands of simple, complex, and
compounid sentences; he has synthesized every part of speech into
countless phrases and clauses; and he has used rationally, though un-
consciously, such concepts as gerunds, participles, strong and weik
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verbs, perfect wenses, the imperative mood, the passive voice, phonemes,
headwords, and_a host of other notons created by lingnists who have
given these wdentities o local habitation and a name.

Furthermore, and very significant for reading teachers, Johnny has
leinned 1o observe the signals of the English Lingiage. Thus he knows
that something is wrong when he hears such sentences as:

The twa bos were hungiy. Yesterday kddie sleep a long time.
Fdds Bhes wosleepang. Steep nakes he teet sometimes ted.

He realizes that tweo signals a plural form; yesterday signals a pist-tense
form; to signals an infinitive rather than a participle: makes signals the
objective form of the prononn i this context; and feel signals the word
order tired sometimes, vather than sometimes tired.

During the early stages of learning o read. Johnny's anxiety 1o
identify each isolined word in printcorrectly will affect his sensitivity to
language. Unless he is constantly canntioned to compare what he reads
with what he has learned abowt the lingnage through listening and
speaking, his eve will compel his ear to accept such linguage fallacies as
the following:

Fhe boss ook the forese to the stable. Sleep makes hinfeel tived somethmg. he
little bovy saa hungry. Yesterdas Fddy sheep a long tine.

The experiences which shaped the oral language Johnny takes to
school as his basic intellectual treasure should help us discern new
avenues of approach to reading instruction,

No one spends time systematically weaching the child 1o create the
millions of phrases and sentences which help hinto communicate effec-
tively. A mother, for example, does not plan to have her two-year-old
begin using simple phrases because research workers have found that
these are in common nsage at that age. In fact, one speech expert
characterizes her efforts 1o help the infant to speak as follows:

“Ancaathories on child caoe once siad thae chaldien learm o speak not because ol
paretital teachimg butin spite ot he average child cettainly does seem 1o exhibit a
remarkable ability o acquite speech when the teaching is so poor that it haed by merits
the name. Al thatmost voung parents know of teadhing of tilking s that they shohd
hold outan objectand repeat ats name over and over. Meanwhile, thes hope that the
i e will happen, and e usuidly does, But some children need more skillfol

teaching . do notacquire speech unolsuchweaching is forcheoming. ™ (Speech Cor-
rectron Princaples and Methods by Cliarles Van Riper, Prentice Hall, 1954, 1))

Aldogh Van Riper itnagines that it is a miracle that children do
learn v speak, he does notexpect such prodigies in the development of
readng skills. Inoan carlier chapter, he asserts:

“Ieis e thar smany children leatn w speak without iny consejous ot delibesite
teadching on the pattof then parents. Indeed, some children deselop speech despite in.
aedibly poor waching snethads, emotional conflices, and parental negleet. T
sttnilar mantier, even though some cildren hase learned 10 read by spelling out
BurnieShave signs along the haglisas, we siill enplos elementary se ook tee liers
who spend seas preparing for their task of wachg childien how o read. The skills
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involved i spred: aee far more complex than those inreading, yer how imangqgatents
have ever read a word on the subject of weaching a child o k.

The authors of The Torch Lighters — Tomorrow's Teachers of
Reading might disagree with the above statement on the preparation of
reading teachers. Furthermore, somne reading experts would dispuee the
pronouncement concerning the relative complexities of the skills of
reading and speaking. No doutht few teachers of reading would favor 4
plan to entrust reading instruction to the parents on the argument that
the child who learned to speak successfully at home could therefore learn
o read successfully at home.

Yet we may well ask the question:—Why do almost all chiddren
learn to communicate by voice and ear, while a large percentage of wthem
never reach i happy self-confident level of success via eye-and-hand (i.e.,
writing) communication?

We would like to think that reading is a more formal accomplish-
ment requiring more disciplined training, that speech is a necessity for
survival where reading is not. (The blind, deaf, and mute do learn to
communicate, t0o.) However, what is far more likely to explaim fohn-
ny's failure with printis his paucity of reading experiences as compared
with his plethora of speaking experiences.

In learning to speak, the child, to some extent, follows the pattern
set by primitive man who produced sounds in sufficient repetition to
create a system of communication; that is, the quantity of sound im-
itations yielded the quality of recognizable words. The child babbles and
chatters endlessly in his first two years, until the sheer quantity of words
he hears and the number of rational sounds he enunciates flower into the
meaningful messages enabling him to take a normal place in the world
of communication. It should be added that his parents and relatives will
approve and encourage his creative speech efforts and tend to disregard
his countless language errors. 'To repeat, if we consider the miracle by
which the untaught child, regardless of nationality or intelligence,
learns to speak the language of his parents to the point where he is the
ervy of the most educated foreigner, we must conclude that the stagger-
ing number of words, phrases, and sentences heard und used over a
period of years inamentally hygienicatmosphere is the key factor in this
achievement. '

This emphasizes the major weakness in our reading instruction.
Johnny does ot attain quality reading (effective communication with a
writer) because he does not experience quantity reading; that is, because
he does not concentrate visually on millions of words animally just as he
heard and spoke that number in his nonreading years. Too many John-
nies are still in the “babbling® stage of reading because they do not
spend sufficient hours with print, daily and weekly. The pupil with
limited reading practice resembles the youngsters deseribed thus by Van
Riper:
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coCtchiddren who e Tost then hearing as a tesuldt ol diness oeaccident freguently
lose ntelligible speech to sach o degree that mans ol the speedh sounds ate never
egiined

Just how many words does the siverage schaolboy pevuse aomually?
During his first three years, when word-recognition skills are the focal
point, he will speak perhaps 5,00010 10,000 words daily, but will not cast
his eye on more than a tenth of that number. This is o be expected.

However, when he reiaches the fourth grade and has learned to cope
with i majority of the sounds of the written language, he should be ap-
proaching independence in reading through a daily diet of some 7,500
words. Research reveals that an average fourth-grader can read and un-
derstatnd some 1,000 1o 6,000 words. (Arthur 1. Gates in the May 1962
issue of The Reading Teacher) Instead. it is doubtful that Johnny reads
2.000 words of narrative and other reading matter daily in the average
classroom.

Unfortunately, we do not provide opportunity for daily silent
reading as a recognized necessity in establishing the reading habit and
fostering intellectual growth, We imagine that the home is the proper
place for silent reading and that it is a waste of time to allot 30-45
minutes daily to an activity in which the teacher plays but a minor role.
Although reading can take place only between the reader and print, as
instructors, we do not hesitate to interfere with that twosome constantly.
We have established hundreds of u-'ulinq skills and justify our separa-
tion of a pupil from his book by i msnsnng that these skills must be taught
in the classroom hefore we can permit Johnny to read at some length by
himself.

We can only speculate on Johnny's success with language if he had
heen deprived of voice and hearing for two-thirds of his waking day dur-
ing his toddling years. But we cannot conceive of a healthy teenager un-
able to communicate in speech. If we assume that evety child, not just
many, learns to fulfill his tasks of communication required by voice and
car because of the sheer accumulation of verbal experiences, we can ven-
ture the hypothesis that the youngster will acquire similarly the com-
plexities of reading communication through saturate contact with
print.

Certain objections to this proposal of a definite period for quantity
reading daily will be considered and answered below,

. Won't the mechanical concern for the number of words read
emphasize mere word reading rathes than meaning and thought? -

There is no doubt thaw if the child could read silently without gar-
nering any ideas or emotions from the page, such efforts to improve
reading would be fruitless. However, only the occasional rare child can
continue running his eye over thousands of words without absorbing
both interest and enthusiasin for what is communicated.
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2. Why not coutinue the present practice of depending on out-of-
school hours for extensive reading?

This would be wise if the teacher could direct the learning situation
in pupil homes. But she is unfamiliar with the physical, psychological,
and cultural conditions of most pupil homes. Certainly the vast majori-
ty of parents who avoid books provide strong incentive for their children
to emulate such neglect of literature. Unfortunately, there are too many
such homes. A large percentage of adults today do not have worthy
reading habits because the schools they attended regarded silent reading
as a chore to compete with such home interests as the radio, personal
hobbies, family socialization, and domestic tasks.

3. What can be done for the pupils who cannot or will not par-
ticipate in this program?

Although these groups seem to create problems, the teacher will dis-
cover that the class atmosphere during these book hours resembles that
of the occasional intervals devoted to testing. The nature of examination
periods compels individual effort from the least competent student.
When it becomes obvious to the recalcitrant youngster that all his
classmates are busy with a task where results are recorded daily, it will be
almost impossible for him to occupy himself otherwise. As for the stu-
dent whose sight vocabulary is limited, the teacher will need to supply
special reading materials to suit his abilities and interests.

4, How can we evaluate such classroom practices?

Standardized silent-reading tests may be administered to ascertain
progress in reading. However, we should not be unduly alarmed if the
pupil does not achieve month-for-month growth in test scores at first.
The parent needs no standardized test to assure her that once her Johnny
begins to use words orally he will develop successful communication in
timne.

1t is most important for the child to note the number of words and
pages read daily on appropriate prepared forms, The titles of books
should be entered on the pupil's permanent record and considered part
of his annual progress. Such notations are excellent for the child's
morale regardless of his reading ability.

5. What is the role of reading skills in quantity reading?

While no basic change in the prevailing methods of teaching word-
recognition skills s contemiplated in this philosophy of reading, it is
vititl to have much more time devoted 1o practical use of the child's
knowledge of the language signals discussed previously. Ina lesson on
phonics, for example, the teacher should take advantage of Johnny's
familiarity with the structive and meaning of sentences. Thus inexplor-
ing the phonogram, {1 the instructor should elicit the nonserise
resutlting from each incorrect choice of word in reading the following
sentefices.
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Mother putthe oo the cake. dflew, floor, L flame, floury Baby likes 1o play
on the (fly, Hea, Han, Hoor, tame)

Children should be given extensive practice in correcting such errors as
the following.

Mather put the baby oncihe Hs. Phe baby las floor on her back.
Mather hegan o pot flune in the cake. She brashed a floar from the baby.

Thus Johnny will be learning phonics in the meaningful language
he is accustomed to and he will be preparing for his silent reading.

6. Why not use an auditorium for mass silent reading and thus
relieve-some teachers for other responsibilities?

Although such an administrative measure might seem practical, it
should be avoided. Reading guidance is most effective when Johnny
knows that the teacher is interested in his daily achievements. The
anonymity of an auditorium would encourage undersirable reading
habits.

7. Can all books for the appropriate school level help achieve the
aims of quantity reading?

Only the short story, the long story or novel, and the intimate
biography can be used o gain ourends in this program. A 1:le facilitates
the enjovinent of thousands of words at one sitting. Most dramas, poetry,
the informative essay, the periodical, and the subject textmust be studied
and cannot be read rapidly despite the pupil's interest in the content. Itis
not wise to encourage the children to interrupt silent reading to consult
dictionaries.

8. When should children begin this program of quantity reading?
As soon as pupils have mastered a sight vocabulary of 100 words they
should be given a quiet period where they can read books described thus
by Dr. Anne M. Fagerlie. ("' Books for Beginning Readers’* in the March
1962 issue of Elementary English)

“However, a hook for beginning readers must have something more thana controlled
vocabulars . The story should have such i strong interese pull that the child does not
watit ta puit the hook aside until he hasfinished seding it Suchabook is *“The Carin
the FLar™ by Dy Stess.™

The time allounent can be increased so that children in - - intermediate
grades will be reading some 5,000-10,000 words daily. tin the junior high
school, this plan will need to be implemented by alt subject teachers so
that one period a week will be devoted to silent reading in each content
area.

9. How does such a program of quantity reading differ from the in-.
dividualized reading program?

Since the proponents of individualized reading agree with the
traditional explanations of how children learn to read, their proposals
ot method can differ litde from those offered by the promoters of the

76 THE ENGLISH RECORD

”

o




ERIC

Aruitoxt provided by Eic:

BEST COPY AVAILABLE

basal-reader group method. Thus, the N.Y.C.. Board of Education
monograph, A Practical Gude to Individualized Reading (1960), notes
that the essential concepts of the project were shaped by studies which

“revedled that many teachers, considering the time and effort they put forth, were not
completety satistied with their wading pnoginns — neither with their methods nor
their resulis,

coSome of the priactices were merely producing texthook readers instead of real
readers.”

This somewhat uncrystallized criticisin of existing practices could not
lead to much more than some well-meant tinkering with procedures.

In summary, it may not be difficult to believe that the child's early
language maturity was registered with his daily stint of words and
sentences. One may not be soready to accept the analagous concept, that
the youngster at school can derive the same self-confidence, self-reliance,
and pleasure from the written language as from the spoken language, if
he is trained to read thousands of words as systematically as he breathes.
But without some abiding conviction based on obvious results, in this
case the child's phenomenal success with speech, we can but flounder
from one proposed practice to another for lack of the philosophical
moorings to steady our procedures.

Without quantity reading, our pupils are in the same predicament
as Mactcth when his dilemmma was described thus:
New honours come upon him,

Like ourstrange garnments, ¢leave not o thein moukl
But with the aid of nse.”
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Three Ideas
About English

Jaes R, Squire

The learming of English must concentrate on the “structure of the
subject’” and avoid attempting to "‘cover” the entire subject field.

The real “knowledge explosion’ is in the humanities, not in the
sciences, according to Father Walter Ong, who asserts that we have ac-
quired more humanistic knowledge during the last two decades than
during the last several hundred years. Charles Ferguson, Director of the
Center for Applied Linguistics, makes an equally drastic assertion. **We
have learned more about language learning during the past five years,”
he says, “than during the past five hundred."” Most of us haven't even
begun to absorh this new information. It should be clear that in English
as in other fields of study new knowledge is being accumnulated so rapid-
ly that it is impossible for any single specialist to achieve complete
mastery of the content of a field. What this means for teaching is that we
need to concentrate on the basic ideas or basic structure of each dis-
cipline (or in English of the several disciplines of rhetoric, literature,
and linguistics), rather than on a unitied presentation. By developing
insight into the great, simple unifying conceptions which bring unity to
a tield of swdy, the individual gains not only some control of the in-
dividual illusuations but an awareness of structure which will make it
possible for him to cope with futire knowledge in the field.

Many recent auempts have been made 1o define the structure of
Fuglish-—the basic concepts of our field. In essence the new language,
the new literary criticisim, and the new rhetoric are such attempts. The
papers presented at the first two national conferences on English educa-
tion show the influence of such thinking.! Hans Guth's new book on the
content of English offers impressive insights.2 Many of the curriculum
study centers are looking on the structure of English in unique and in-
teresting ways, Although they may differ on precise illustration, they
seern agreed that there are controlling ideas which bring unity and
cohesiveness to learning and which should free student and teacher from
the futile attempt at coverage of all the details of the subject. .

It is too soon to tell which of the structural models being ested at
these curriculum centers may emerge as dominant. Itis not too soon to
suggest some of the directions which the search is taking. The literature
prograim seems likely tochange most radically as we give up the demand
for incomprehensive coverage (the history of English literature taught to
children who have never studied the history of England by teachers who
have all too seldom studied English history themselves), Rather the
newer programs seem more o offer an introduction to the study of
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literary gemes—examining in depth fewer works but works more
carefully selected and explored for their many implications. The
methods of organizing lterary study seem less controversial than a few
vears ago, Whether we use thematical or topical approaches, stress social
ideas and values, concern ourselves with ethical problems, or engage in
formalist study seems today to depend more upon the particubar literary
work we are studying than upon any Procrustean predisposition.
Modern literary criticism has perhaps tanght us that each method of
critical analvsis vields new understandings of certain selections; studies
like the A.nerican Adam and the Power of Blackness set Emerson and
Thoreau and Hawthorne and Melville against the continuing develop-
ment of American ideas; analytical studies by Robert Heilman and
Wavne Booth open our eves to the strengths and weaknesses of Henry
James; the archetypal criticism of Northrop Frye brings new urgency to
programs for teaching myth and reservoir literatured We need all ap-
proaches, reinterpreted and introduced as approaches for study. And we
need wide reading also 1o supplement such concern with individual
texts. As that distinguished scholar, Helen C. White, said in her address
two vears ago to the Modern Humanities Research Association, It is
guite rue that wide reading can often be aimless and without critical
direction and reflection, but it is no less true that critical reflection
without wide reading can be a very sterile thing and even perverse,'

In language, concern with the structure of ideas is leading to many
kinds of perceptions. We all know that we have at least three or four
scholarly grammars bidding for attention: traditional, structural,
transformational, and tagmemic, to mention the common terms. With
respect 1o the essential nature of our subject, the really fundamental
leanning seems 1o he awareness that the English language is so complex
and varied that it canadmit many varieties of categorical analysis, each
of which has something important and new to contribute, Perhaps one
of the most important concepts which our students must learn is one
which many of us did not learm—and hence suflered more than we
should have—that any system of grammar is marely an arbitrary way of
classifying linguistic behavior and that the English langnage itself is so
rich and so complex that no perfect method of classification isever likely
to emerge. We need 10 welcome these new approaches to stdying
language just s we do the varied approaches to literary analysis, not to
feel we must choose between them, '

‘This means not, I think, that we teach everything to all students at
all levels. Indeed the very economy dictated by the search for basic unify-
inng ideas requires careful selection. The teacher, hopefully, will com-
mand more applications than will the children in his classes. He witl not
attempt to present everything he knows about transformational theory
or tagmemics—even when he does acquire such knowledge—but he
will strive to see whatever he does present is related to what he knows is
fundamentally rue about the structure of English, The classroor ap-
proaches based on structural grammar emerging from the University of
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Minnesota may olter us one way; the rhetorical theory based on the
tagmemics of Kenneth Pake ar the Unisersity of Michigan suggests
another; Athert Kitzhaber's junior-high-school progrim for studying
tanstormational grimmar seems o he working wetl in first tests incthe
Oregon schools, The variewy is heatthy and augars well for the future of
our subyect,

Pupils learn the inteliectual constructs i any subyect area through cir-
ctdar processes,

Teaching i a subject aren tike Enghish can be so organized that
students may he introchuced 1o bisic ideas through simple ithastrations
much eartier than customarily thought, then reintroduced 1o ever more
complex exinples as thiey progress through the grades,

Take the learning of pattern in language, for exannple, As the dis-
tinguished literary critic Northrop Frye said in Design for Learning, one
of the more important recent books on carricubum in Fnglish, “lris casy
to forget that astudent's earliest experiences with form and pattern are
his experiences an the English kinguage. ... Long belore he cane 1o
school, he began to grasp the sense of Yorm and pattern necessary for us-
g our complex commumnication system, . L Literature also can be un-
derstood onby against the design and pattern which is called language,
for kinguage provides the primary materials out of which literature is
made.”

Thus concern with the patterns of language, with repetition and
simple manipulation at the elementary level, may lead in time o
awareness of Hnguistic patterns in writing as wellay inspeech, roobser-
ving the patterns used by other writers as well as the restrictions which
such patterns place on cach anthor and how the author solves the
problems imposed by such restrictions, At every other grade level or so,
the concepts would be introduced imew with ever more complex ex-
anples.

The interrelationships of aspects of the English program also
hecotne eritical if certain basic concepts are to he stressed throughotit the
progrinn. For some time now leaders in English and the English
curticubutn like Harold B, Allen, Priscitla ‘Uyler, and H. AL Gleason
have talked about a kinguage-based carticubum—one inwhich the total
instrue tional program lrom grades 12 gains strength and solidity from
relating its parts to a central coneeption of its whole, o ar failute to see
thitt the teaching of reading, spelling, usage, grammar, and speech is
held together by certain common conceptions has greatly limited the
possibilities for platming a traly developmental curriculum, much less
one founded on basic conceptions of out subject, Too often we stitl find
English taught vivtuallye as o series of sepatate subjects—spelling on
Mondiy, vocabuliary on Tuesday, writing n Wednesdity=or i the
clamentary schoal, seading hom 9:00 to 9:30 and spetling from 11:10 1o
H:AO==perpetiating neeedless confusion about the design of our subject
in the miitds of our studenty.”
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Yer we know today that these subjects iire not as sepirate as we once
had made them. In San Dicgo, Van Allen has shown how carly writing
experiences can contribute toreading. The impressivei taexperiments
in Bethlehem, Pennsylvimia, seem to do as much o awaken the child’s
awareness of the richness of the hinguage that he writes as of the
language that he reads. The Oregon Cuarricnlum Study€Center is testing
a progressive study of rhetoricin the high school related to both oraland
written language; the exciting new language-based - programs for
teaching reading are usually based on the sine pointof view toward the
structure of English sounds and sentences as are subsequent approaches
1o language study (avoiding the radically different, usually conflicting
notions existing in many present reading progrims). There is hope even
that the work of modern scholars will bring sense 1o the teaching of
spelling, relating it once again to the study of reading and language,
rather than isolating it for fear that interference in the learning of ;
children may oceur if oo many different conceptions of the English |
language happen 1o be introduced. (Of course interference can be ex- !
pected if we are teaching students o spell a different language from the
one we are teaching them to read and write! It is this condition that has s
catsed many of our basic problems.)

‘The new approach w curriculun here, as inmany other areas, sceks
the central ideas which tie spelling, language, and reading together and :
base instruction on them. Fortunately, Paul Hannaand others have just j
completed a monumental study of Fnglish spelling which shows the
regularity of phanological representations in English orthography, i.e.,
the regularity w < which souiids dte reproduced in written E‘.nglish, and
suggests that a pedagogical method based upon aural-oral cues to spell-

~ing (similar 10 the aural-oral cues being introduced into reading tasks)
may be more efficient in teaching than present methods relying primari-
ly on visual and hand-learning approac hes.®

I the teaching of rhetoric and writing too, theoretical understand- ,
ings seem 1o be emerging, understandings introduced in special ]
fashion at various levels, understandings which graduady may bring ’
some conception of unity to study at different levels. The absetice of in-
tellectual constructs was noted this year by a panel of rhetoricians which
characterized the pre-modern classroom, the one predating modern
rhetorical studies, as follows:

fooking cviicalls gt what was happening in the Clsstoom=aid what often still
happens—ote mml«ltliml a saviets of telited subjects teplating thetoric and the
studdy of composition Surviving maindy in the assigmnent aned eriticisin ot thie weekly
thete. Tnvention fall becote wtainly o maner of assigning a book of reiiclings
prestitiably to provoke thought or o stimulate ideas for wrinng, Disposition wis
likely to be a drilton ghe form for an outline. Elocition or syle was likely to be mmainly
4 workhook drill onfusage. There was obviousty, and still is, need for a pew thetorie.?

‘This tiew thetotic—emerging from modern linguistics, usage, semans
tics, philosophy, ad studies of classical rhetoric=promises a greater
awareness of the constructs through which unity can be acirieved atd
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developmental reasoning through circular processes obtained. Until
modern rhetoricians show us more about the simple unifying ideas, we
probably shall continue to flounder. Fortunately, a series of special
programs on modern conceptions of rhetoric are being planned for this
year's Boston convention of the National Council of Teachers of
English.

No single testructional approach 1s alone successful in teaching any

swbgect or any segment of a subject. Approaches to learning must be

found which are appropriate to the structure of the discipline.

Concern with the various patterns for teaching have been with us
fior some time now. The Trump Plan, the Diederich or Rutgers Plan, the
Pakewood-Decatur Plan, the Metbourne Plan—these signity “thrusts”
ot “breskthroughs” or, more modestly, attempts to achieve more ef-
ficiemt learning. Our journals today are fi ?ed with charges and
copirtercharges concerning lay readers, overhead projection, language
laboratories, paraprofessional help, and reorgamzation of the school
day. Not always are the new approdclies ;I,tl}vmt,tc,d bcitise tgé‘y re
uniquely appropriate for instruction in English, evets less often | ceause
they advance students' fearning in English. And yet in the long i 1}&:
be-all and end-all of such upprosches can anly be fouid {1 thelt relation
to the instructional progiom,

As one looks over the experimeiitiiion from coast to cogst, patieris
afe difficult to determine. During recent tiionths, | have st,tl(([ied'ﬁ,éw dp-
praaches to teaching in some 23 separate high sctiools in almiost s iy
states; yet Lam loath to comment on any clearcut trends. S(‘Vt’.‘tdl‘}eiidéﬁ-
cies seern manifest, however, all reluted todehieving variation i iiis,ih.ic-
tional planning.

a. Variation in the Amount of Time Needed for nstruction

Do students require instructional time almost {n jnverse proputtiof
to their 1Q's? Some schools seem to think so and offer up to 1 ha(,fi‘-
day for independent study during grades 11 and 12, Melboutiie
High School in Florida requires slower students to devote twice the
numbet of niinttes to English as do average or advanced pupils.
Some believe that five hours of English time is necessary at the in-
termediate and junior-high levels, but that this may be decreased to
tioy more than two teaching sessions per week in grades 11 and 12,
Soine 26 Detroit high schools are demonstrating that such 4
program will work. lis one California junior high school, English
is divided into modules of 30 minutes, and each Friday for each class
the teacher indicates the number of modules he will need for the
following week—three or six, or fourteett, or twenty, as the case
ihiy be Such is the wonder of the automatic data machitie that a
tiew class schedule can be punched out each week.

b. Variation in the Kinds of Material Needed for Instruction

A national conference of high-school English chaitmen this year
tecommended some 500 appropriate paperback titles in every

82 THE ENGLISH RECORD
80




English classroom, as well as an overhead projector, a flexible
audio-visual unit (with earphones to make possible group and in-
dividual listening exercises which do not disturb the class).
Meanwhile “systems” approaches to reading, literature, and com-
position are growing. These are packaged units of study, often
programed, which seek 10 combine hooks. drill sheets, and audio-
vistal materials which have a single unifying effect. The impact of
the national Title HI programs on suppleiaentary book and equip-
ment purchasing remains 1o be seen. One shudders, however, (o
think of unused rooms of reading machines already accumulated in
some schools throughout the country. Insight and imagination are
surely called for in processing such orders.

¢, Variations in Approaches

Sernimars for advanced students—at least twice weekly for groups of
not more than 15—are regularly part of the English program in
Notridge, Winois, and Jegerson County, Colorado, In Chicago,
soue 2,000 high-school students at Marshall High School re ularly
master stundard informal Englishdialect by using tape recorders, in
the elementary classrooms of Knoxville, Tennessee, teachers and
supervisors struggle to learn what linguists can offer them concern-
ing the midland dialect so that they can better help their children
wgth the phonemes of standard informal English, in Detroit,
siierlally printed readers are being prepared for disadvantaged
('};Hdrt“n. ir Dallas, Texas, both teachers and students leari struc-
(ital gmlﬁlmf- uigt 4 edicational television series. Crestive-
iﬂnguage play in the child’s awh tion-standatd Plnglli dhigleet s
et @ regulat activity in many of out cities; chi g‘en rﬂgsg
ledith to express ideas 1t the ,o,ﬁ,iy didlect they kipw, evet uﬁ ¢ thes
i raeally Jtiglieed in gfingier e o s!n:eakmgs N r‘mﬁ
dreas ke Alammo, Nevada, progamed lrfxit'n,mt eﬂm-‘gas i8 i hlusse
ing. With only four teachers and 27 stiudents, how else would you
itk all that must be erifitaced by the modetn high SChQO%? The

fniglish program there {5 dlvided irito 405 assignimedits fraim Fude 7
to grade 12, There surely s progression at otie's natiira) pitet

At Novit High School in Florida, it is possibie for teachers to tape-
record their ow lectures and deposit them in the library. At absenit stu-
detit or ofie seeking a review of classwork merely etiters a small booth,
dials an appropriate number, and listens to the recorded message aff the
entphotie. Televiston olso iy e dialed at this school, where otie cliss Is
woril to prepate a TV tape of u scetie from “Mucbeth' for showing sijhse:
quently to other pupils. The world of 1965 is indeed a magjc wotld in
termis of approaches to learning,

‘The variations noted here reptesent only some of the expérimenta-
toti. utider way throughout the coutitry, The conception of un English
classtoom and English laboratory utilque to our subject is ohly rtst

beginning to emerge, Probably in this area, mofe than almost aty other,
we shall see important changes during the next few years, The publica-
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Literature And Tests

Alan C. Purves

‘The title of my talk coutains within itsomething ofatcoxymoron,
i that it joins two antithetical activities, the htnatistic encounter with
literture. and the mechanical appraisal of education. The two might
even tie thesis and antithesis in sowe Hegelian dialeciie, What, then, is
ihe third et the English teacher? Is he perhaps the synthesis? Is he,
rather, 4 pour tunctionary caught on the homs of a dilemma? Before |
aswer that question, letine define the two other doraine,

I he natuee ol ariticism has concerned me for the past two years, dur-
ing which [ have been engaged ina project for T'eachers College and the
UNESCO Institte for Education in which the writings of students
aboui i Bterary work are to be comprred. Tnour sech for imeans to
compare these wiitings we tuned to current ctiticisi, looked at such
fertns s neo-Asistotelin, new, fornalist, neoluumanist, among others,
bt repected these Labels as finally undeseriptive, They do not really
differentiate the wiitings incan anthology of modera evitiey and they cer-
Lindy are notapplicable to a high-school essay on “Ozymandias,” good
as Uhant essay might be, With the help ofigreat number of eminent eritics
and teachers, and affer serutinizing the essavs of some 500 students
(American, English, Belgian, and German), we derived what we call the
elements of writing about literature. These elements-—there are seventy-
odd of them=de¢ . ribe the procedures used inany eritical or itterpretive
discussion, Each element is, we think, neateal in its définition: in com-
bituation, the elements can deseribe the writings of any critic.

The elements fall into four general categories: engagement, percep-
tiot, interpretation, and evaltation. The first category includes the
critic's stated reaction to the work or its characters, his discission of the
vicarions experience as it velates to himself, and his impressions of the
work. The second covers the various compenetits of the work—its
Linguage. imagery, and content amd their combination in tone and
rhetoric, as well as the literary nature of the work—the fact that it is
specilic occurtence in a larger phenomenoty called literature, Perceps
don, thet. is analytical or classificatory==it sees the work as a sell-
contidned objeet or as a partof the literary whole which needs to be plac-
ed i telation o the whole, Interpretation, the third category, is that
PrOCeSs by which the reader relates the litetary work to the nonliterary
world, wherehy he invests it with meaning. Hedoes this by showing that
the work imitates the world, that it presents a typological view of the
worlid, or that it comments on the world, That is 1o say, he interprets the
work is timetic, svinbolic, or total. Each of these is sub divided aceor-
ding 1o different modes of interpreting the world-=the psychological,
e socit, and the political, the historical, the ethical, the aesthetic, and

FALL, 1974 8s



BEST COPY AVAI.ABLE

the suchetvpal o mvthic e the mades common 1o literatare and
cpisterology, i D may use that tenm, Fhe Last categars s that of evatuoa-
tion, which we have divided into clements according 1o the criterion
wsed, Teseems there ine nine ariteria: that of effect, that of form, that of
vhetonic, that of genre, that of taditon, thar ol intention, that of
mimetic phasibibin, thar ol themanic sutticiencs, that ol ssmbolic
phausibility, that of moratioy, and that ol multilnionsness.

These elements we have tested against the essavs of a great nmmber
of students and several” eritios, and we find that of these essays no
sentence that deads with the text ails o fall into one of the seventy-odd
pigeon-holes. Let me say that we have o kuge pigeon-hole—almost a
dust-bin—for digressions, statements about the reader's or the writer's
Fife, statements that do notdeab with thereader s encounter with the par-
ticuk work heis discussing. To summarize, these elemenis deseribe the
four major stances i reader takes inrebation o o work at hand: that
whichosees the work s altecting hin personatty, that whichsees itas a
distinct entits, that which relates the work as object to the reader's
milicw, and that which judges the woik,

To i o objective testing—that is, the westing of knowledge and
understanding in order 1o measure the ability of a studen—1 shall not

center o adisaussion o it merit, but shall simply aceept its existence,

As Banesh Hoflman has repeatedby pointed ont, this sortof testing must
be free ol sanbiguity, in the sense that there can be for the intetligent sta-
dent only one unegnivocitly bestanswer and that the question muast be
sodivected as to mike ondy oneanswer traly apposite, Inadiscipline ke
ntathematics or inc particubn area of i discipline Hke Hevary history,
objective testing s rather simple. "T'wo and two do equal fonr and
Shakespeire (or some other author of the sinne name) wrote Hamlet, For
those interested in literatre and education. however, the guestion of the
authorship of Hamlet is veltively unimportmt compired  with
questions of the ability to deal with o Hrerary text.

Cansuch an ability he yeasured? et s ke passige and see wha
(puestions we cantask about it Thave cosen this e quatiain hecause it
is sitnple and because it itusttes the problem nicely,

.

Huopts Dampts sat ona wall:

Hoampis Duompes bad g gaeat Gl

ALE che King's Borses and atl the King's men
Conldn'e pe Hhompits ogether agaim

We cnvask severab ivivial questions: What is the scansion simd whai
is the thyme scheme of the peoniz What happens 1o Humpiy? Wha
wotld a prose paraphrase of the second couplet her More comples
guestions might include: What is the sttactiioe of the poen? ¢ Fheditiswer
to this is that one line is devored o Humpiv's prebapsiian state, one to
his fall, and two to the failure of tesurection or teconstrution, ) Whal
pradduces the itony of the situation? (Fhe answet 1o this is that soldiers
ahid horses==noticeably clumsy things—try but fail to estore the status
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quen. What s the pomi-ol-view of the speither? (Detaehed, Twould say).
And what s Flimpte? ¢ Phe answer is that Hnmpy isatuigile being.)

[having gone this Lo, we now see that there are other points one
might want o make about this poem. Phe first is that Humpty isanegg
—but carr we assert thatz The seconed is alar Thoumpey s @ svinthol —
petlaps of o government, petips of areligions power, perhaps ol
nunkind teither pssehological man, with erplusis o hubris, or
religions mian, with cmplasis o Adan's tally, Can we assuredly assert
any ol these—ot 1ejectany ol thesez A third question might beabow the
speaker’s moral comment on the king, cither his godlike Langhter orhis
disapprnobation. Canwe assert cithers A fonrth point would beabout the
worth ol the poem, asianusery thivine, s i cotceit, asasymboltic edifice,
4N i Lifiens on s tolly, Which criterion are we going o choose
dile

whitl evidence are we going o nrashal 10 substiantiate our
judgment?

Uhese Last points, Twortld suggest, are not anenable o objective
testinig. Phere is no right or wrong, That is notto say, however, that in
this area ansthing goes, it beyond i certain pointivsall o nater of
apinion ane that Titerary sty is nota discipline atath. Thereare some
sitennents ahout literature thatare matters of opinion. “Hike i1 find
it moving.” 1 felt as if T were there” Such statements are {inaltly
wmpm'h.lblc only by reiteration. Statements as 1o worth, however, are
.ur)pnnuhlv by the establishing of a.criterion and demonstration that
this work fulfills that criterion. Statements like the others 1 have men-
tionetd e supportable by recourse to the text. Hind it imnpossible, for ex-
ample, to support an analogy between Humpty and Adam, and quite
eausy tosupportone between Humpty anda political figure like the Duke
ol Motittiouth.

What sotts of statements are those which c form the basis of objec-
tive testitg and what sorts cannot? 1 one uses the clements which Tont.
Fitedd catlier, one sees Hiat statements of etigagementare generally of the
autologicl soit. They canbe elaborated, thev cimn use parts of the text o
shiowe theit origin, by they can be neither proved not disproved,
Siatetnenits of eviduation and statements of interpretation are supprort-
able, but they are also subject o modification if one is to change the
preises by saving, for instancee, that a work is good in its working out of
struc ture, but bad in its Taiture to treat of asafficient theme, That leaves
staternents ol petception: these cealy, are empiricatly verifiable,
Aihough not alt statements of pereeption would gain general assent,

sitticadin Iy not stateiietits of tone, mood, or pace, ‘These statements,
hen, necessitily form the basis of objective testing, They are ilso @
pather stnall part of the lterary or aesthetic experience. Let us add the
qu;,”!’ic awtion that good objective questions dealing with interpretation
attd eeiluation are possible, but thby measute theability to reason about
i work of liertuie more thai they do a striedly literary skith, ‘T'hey
measure the ability 1o justify conelusions from the evidenee given. Lot
e addd, too, that while have been referring o objective testing, | think I
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G broaden my reman ks to e bude atbiesting, and sas thi insodar s one
istesting criticab shiths one can onh sk qaestions about perception and
perceprual vocabulars and procedares, A ebse that one asks Guestions
about—questions Fike “Whit does the work mean = How did the work
allect youz ™ “How is the work bike Filez* and ' 1s the work goods*—are
questions  aboar the abilinn 10 present evidence 1o sUpport a
genetalizaton—and this ability, cerainty, is not confined to Herane,
butisa mansterable abitinn. Phatis, though the object ol the question he
a lieerary work, the question catls tor what one might call o general
chalectical and thetorical power, one that is applicable 1o any set of
phenomena, The procedures that we use to establish one inerptetation
or evithttion ol a Hierary work are the sime as those we use 1o interpret
or evaluate any event, historical, political, social, or biological,

Where thenis the Fnglish wacher? Is he condemned 1o a lile s an
exegencl dradges 1 he is o consider himsellas one who teaches people
simph hov o be reiaders o lierame, if he sees himselfas waching fora
test G worthy ocoupation il the end is worthy) amd sees thit test as only
deating with the einpivically verifiable in lieratare, thein he must con-
bine himsetbio tetting stadenis abont titerary perception, There 1S quite
alottado there,as many of you know, for literary perception includes
most fiterary history and scholarship; there isagreat deat of backgrond
about thompry Dampiy we could give onr students. But, let's face i,
testricted this way, e English eacher would soon Tind himself con-
demned by school boards to the dreary sk of hinting comma faales and
ob waching Hterature only 1o prospective graduate saadents in English,
Fortunately, there isanother side to the coin, Phe other three categories
ob the aitical procedure are, as 1said, diadectical and rhetorical, Their
specific focus may bealiterary work, but the mental operations involved
ae transferables Justas the test of these citegories measures ;) general
rather thar a specitic ability—the ability o reach atd support a conclue
sion of worth, orisconclusion of meiming, or a conclusion of effect and
impression—so does e bing in these categories develop a general
ability. Thereacher of Uas! <hy when e deals with engagement, inter-
pretation, and evalanon, o educating the student,
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Literature Of Protest

Maxine Greene

Letns begin by remsinding yvou of the discontent in onr world, of the
awireness that penetrates the blandness of the most tradition-bound
teacher and the most unimaginative child—the awareness that there isa
kind of slippage underfoor, thatall s not right in this most afflient of
alb possible workds, Smm'lmw. theopening of Hamlet springs to mind as
search for i context. I see those soldiers peering from the platform in
Elsinore, not knowing whiat unnerves them so mnch, made uneasy hy
the slighiest sound, distrustful even of cach other's views.

Betnardeo: Who's therer

Froncisco: Nov,answer mes st and untold sowsell,
Bevado: Long live the king!

Francesco Betnardo?

"l'lll.llllu He

Who else, after all, would it be? Bt Francisco, at the moment of
customary ritwal, needs to be twice reassored, And why? 1 am sick at
heart.”

Our students may not be “sick at heart,” norconscions of the bitter
cold™™s but, like those sentinels in Hamlet, they are frequently abflicted by
the feeling that the mrest they see bodes sotne strange eruption,” and
they do not know what it means. 1t is against a bac l\x.,lmm(l of feltam-
hignities and batf-heard discord that Twish 1o examine the problem of
teaching “protest Hretatare™ today,

[ should like to begin by distinguishing our time from such periods
as the Thitties, whett “protest literare™ was far more cotmmaoti atid
whet, even more significantly, the “goods ind “bads" were clearly ind
sharply defined. Granting the objections of right-wing and pattioteer
groups, 1 believe that the actual waching problem presented by
proletatian and anti-war literatute was not particularly acute. Consider
John Steinbeck's expression of rebellions idetitification with the poor
anidl the outraged in novels like In Dubious Battle and The Grapes of
Wrath. Hesitant as some teachers imight fatve been to nurtire discoites::.
there was something undeniable about the suffering and seeking of the
disinherited, something unguestiop: I'I)l\ good about those whio were ex-
ls aited] o caist down, snnut“lnqu Labtsut those who thrust them off the
atid o out of the factories, or who had worked them until they dropsped
from exhanstion. And the vilues which emerged from a reading of The
Crapes of Wrath were hasically “respectable’ and deeply taditioal,
Revolutionmary in oie setise, the in('zm'ngs of Tom Joad's great speech at
the end were ahatguable i another:
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“Well, mavhe,” Casy savs, “a fellaaan’t gota soul of his own, buton’y a picce of a big
one — il then., then icdon’ s mateer, Fhen where = sherever you look, wherever
they'sa fight so hungey people can eat, Ul be there, HHCasy knowed, why, 11 e in the
wity guys vell swwhen theyve mad an'-=F 1 be in the way kids Lingh when they're mad
an’ they know suppet’s ready. An” when our folks can the seafl they raisean’ live in the
howses thes build=—whis, FH be there, Seer™

I think the same might be said about other works of that era—
Agee's, Caldwell's, Dos Passos', Farrell's, Gold's! and even, whenread in
that era, Richard Wright's Native Son. ‘T'he quality of the works

~varied exceedingly, as did the political attachments of the authors; but
there was it core of mesming that made the rebellions novels continuous
with the grear tradition of seeking in America, They were all in some
nranner ouched by the American Dream. Lam going to suggest that the
works of protest literature now avaitable—and, in fact, the very meaning
of “protest” today—lave changed dramatically in significance and
impact. and that the problems faced by weachers with respect o them are
far more complex. Itis notonly the growing moral relativism which has
complicated the issite, the prevalent ambivalence on the matter of com-
mitments, the erosion of fidelity and faith, Nor is it merely the tranma of
living it an increasingly depersonalized corporate society, with the ac-
companying sense of powerlessuess and loss. There is, it seems to me, a
growing disaffection with respeet to what once were taken to be our fun-
damiental norms. Sociologists, like E. H. Erikson, talk of differentiation
atd the disintegration of core beliefs:
1 may be that oday wach of Negro Youth, as wellas anartistic-humanistic seetion of
White Youth, feel disadvantaged snd, therefore, come to developri certiin solidarity
in regard 1o the arisis” on “the tevaluation™: for young people in privileged middie.
Chass homes, as well as in anderprivileged Negro homes, nay miss the sameness and
continuiny Hioughont development which make a grandmother's wirmth and a fer.
ventaspitanon pant ol an identical world. One may go forther and say tha this whole
segient ob Aimetican vouth isatempting o develop its own ideology ad its own rites
ol confinnation., . tafilkan obvious void in the traditional balanee of American life—
a void Gased by denth of that realism, solidarity, and ideslogy which welds
wgether a fundctioning adical opposition.* .

‘This suggests one of the crucial difficulties faced by educators to-
day, and not English educators alone. Part of our charge, after all, is to
induct young people or, more properly, to initiate them into the ways of
believing, valuing, and knowing that which we associaie with out ongo-
ing way of life, Erikson conceives i functioning radical opposition” to
be essetitial to the batance which helped give our eulture identity, With
the balance lost, thete exiats a void, a discontintity. When young people
begin to develop their own “rites of confirmation,” when they declare
thetiiselves to be anarchists or nihilists in their <fforts to dramatize rejec-
tlons of the cultural patterns, teachers find themselves confronting
sotnething very different from the generational unrest of the past.

Now, | recognize that the majority of young people do not weat
beatds, carry placards or yellow flowers, go to Mississippi, sit in ut ad-
ininistrative offices, or picket the Pentagon. Most of out students quite
obviously accede 1o the demands we make of them and go on o take their
allotted plices in the routine dance of tife, But, it is hard for me to believe
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that many of them e wholly unawire of what is happening around
them, or wholly untouched by it Surely, they are sensitive to the outeries
from the slums in Wats, Ghicago, Rochester, San Francisco, aid New
York. They hear the sonnds of the peice demonstrations and the be-in's;
they hear the talk of marijuana and LSD. They certainly understand
when we tilk about cop-onts and hippies and those who “turn on' in
the big city parks, and they have heard about the sexual revolition.

Whether our students are committed 1o cuses they have shaped
themselves, or whether they are cooland Mod, or given o acting out by
imitating the “great unwashed,” their exy erfepiee is to some degree an
CXPUHENce in restiveness and ambignitv. Thev know, wli,_('glw" tiqgv coli-
ceptualize itor not, that weare living “on darkliig plain.” . it accord-
ing 1o most reports, English wachers do not acknowledge this, at least
when it comes 1o the waching of litevamre and the selection of readiiig
lists. They seem to have accommodinted to what may beakind of revolu-
tion in awareness as stowly as they have accommodated 1o the soctal
revohition in the cities of our day. "The pointis that we have not yet
developed curricula, except, perhaps, in the case of onr most gifted
students, which are sufliciently relevant to the coneerns of young people
today.

Lamesure that one of the first things that cune to your minds when
vou saw the title of this talk was the matter of Negro lueratine, or,
perhaps, the Negro i liteviaare, Although it is probably wue that the
most explicitly protesting literiunre is being written by Negro writers
about then own condition, T think we should be wary of associating
Negro literature and protest literature too closely. Also, 1 think we
should be wary of considering Negro literamre 1o be solely i protest
litevature, Isiy this for two reasons. One of them has to do with my con-
ception of protest literature today. Thave already tried to communiciite a
seiise of the ambivalence and ambiguity in contemporary protest
movements and to distinguish what we now might reasonably conceive
to bt protest literature from the more sharply defined social protest
literature of the Thirties, I we subsuine Negro literature under i rubric
of “protest,” we are all oo likely o consider ivin werms moreappropriate
to the Thirties than o the Sixties, thus creating new irrelevancies and
misusing Megro literature. My second redson has to do with thisnisuse.
If we categoriz, such literature, we become unable to make distinctions
between those works which constitute art and those which do n‘ul. We
end up by reinforcing our stereotypes ot creating new oties, “All-White
Wotld” or not, the introduction of a shade of color here and there just for
the sike of enlivening things and making the picture more aceeptible
solves nothing=und, from our point of view, may make things worse.

The challenge posed by what we call Negro literature is a challenge
to innocence sind ignorance. English teachers need 1o know enough to
mitke distinctions; they need to have the courage required for asserting
that a given piece of work, although written by a Negro writer, is simply
tot i work of art. Also, they need to have the sensitivity required to dis-
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cover these works which ate poténtiadly relevant in pardceular classroom

contexts and those which are not, Where protest literatmre is concerned,

they need o make a whole range of distinetions and to think hard about

whatt they vonceive 1o be the ineaning of “protest™ and about what they-

believe to be the significance of various kinds of protestfor various kinds
2 of groups.

“Havihg at least pointed o the need o make distinctions, 1 find
inysell wanting to talk about the importance of doing justice to Negro
literature in the classtoom. My reasons are very close 1o the reasons |
would offer for weaching the literanmre of protest in general; since they
have to do with the vades of confrontation, even painful confrontation,
and they have to do with the connection herween breaking through
stereotypes and what Ralph Ellison calls the “invisibility” affecting
others, and the discovery of a reader's wue. authentic self,

Let me illustrate by describing three literary works by Negro
authors, cach of which presents a different problem: Richard Wright's
Native Son: Ralph Ellison's Invisible Man: and James Baldwin's The
Fire Next Tune. As L ried to suggest carlier, Native Son, on one level,
may be teated as o proletarian novel,asocial protestwork, I in fact, we
were consigeting itat the time icwas written, in 1940, 1 think we might
well place onr mijor stress upon its social feamires: especially, the
n-mlvt‘i'n‘g of the role played by ahostile environment indetermining the
tragic plight of Bigger Thomas. If this were 1940, we might even find a
kitid of “lesson™ i i for ot students, a “miessage” not 1oo unlike the

one certain teachers found in Drelser's dn dmerican Tragedy.

I should like to submit that a number of things have changed ina
quatter of a century, within and owsideof the schools. As have said, the
very landscape of American dissenthas been greatly altered; and the kind
of revolutionary consciousitess which gave rise to Native Son bt-\ﬂ'ﬁjs i
a rather startling way to the far-off past. But, our approach to fiterature
has changed as well, We are far more inclitied 1o deal, when we teach a
work of literature, with “the work itsell” in complexity and its several
levels of meaning. In the case of Native Son, therclore, weare inclined 1o
penetrate the surfuce thematic meanings. Yes, the book presents the
tragic history of an isolated, innocent young Negro in Chicago. Yes, it
goes bevond his history to conmmunicate something importantabout the
plight of masses of Negro shum-dwellers inacountry which has not kept
the promise implied by the statement. “Fach man is endowed by his
(n-;i!m with cerbatin unalienable righes.”

But. thete is thore, certainly for those willing to enter into the work
and probe the many Layers of theaiting to be found, T the section of the
novel dealing with the confrontations between Bigger and his lawyet,
Mi. Max, Bigger finds irrelevant the liwyer's radical interpretatdon of
what Is happeiiing to him. [t seems o mean Htle that he will Be cotié
sidered a kind of martyt to exploitation and discrimination as Mrs. Max
siys, Far more important to him in his owit assertion of freedon:
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Sy want o bl Bieeor shoated Baewhon VR d tons e LonistUv e been
preny deepom e o me KO Diost Tane obe e awtnl oedooomnder 00

Bigger needs, as he savs o moment Laer, 1o feel veally alive in this
world:” And we reahize, encountering what he is saving, that 1 may he
the tagedy ol contemporins nancthat the onds beesedom leteio himin the
universe Is the hreedom o desiios, o destros hoth others and himself,
Wherther we beliece this onacognitive level or nor, whether weake it to
be “true™ in some cmpirical sense or not, i perception of this level of
meaning mas give the novel enotmouns statare and, Fshould say,athens
te universaliny,

Isitany longer a protest novel, when regarded in this wan? Twounld
sav b, s more ndversal sense than it it were merely considered a
proletanian novel, This as hecaase T helieve that, especially for young
people the mose crucial pnoblems in the comemporary world center
around the feeling of powerlessness and the vearning foridentity, Fam
sure Tdo not have to el your that Tdo notthink Bigger Thomas isan ex-
craplar, that Tda not believe itis i good and hiealthy thines 1o murder if
there is no other available mode of self-expression. £ simply
suggesting tua the voung person who is able to read Natere Son with
awateness obwhat itis.and what itdoes, may experience the kaed of con.
frontation which resubis in heiglhircned self-awareness, Thrown back
upon one’s innerness, one’s subjectivity tas the existentialists siev), one s
in i posttion to act upon one’s freedom—io choose oneselt—to be.
Nativce Son, thevetore, may Limch pnotests against non-heing, against
nothingness, Fnconnters with it mas lead to new comnitnents jn the
vers midse of lite.

Raiph Ellison's tevisible Man may be, in one dimension, an enagt-
ment ol this unique expenience—the experience of moving from feeling
onescll to i evpher, amercobjectinothers' eves, o affinming oneself asa
persoa, even underground, within onesell. The range of the fovel s
“both broader and deeper”™ than the tange of Native Son. Moving
through o grcat spectitum of expetience, itcalminates inan ivonic affir
mation of the person—not as mutderer now, bat as artist, an artist and
mote,

Wh shondd E e dedscned and seraside = ses b not at least o el low peaple ahount

o Thevervacrobisang o putecall down Tas confused me and negated some ol
the anger ated some of the bieress So et s it nose Fdenonnee and detend, on Teel

prepated wdelend. Toondemn and athoe, sas noand sas ves, L denonnce because
though implcated and patteadls vesponstble, T have been b o the point of ine
isthilees s And Fdeferd becanse visprite ob albEBmd that Hose nordes togecsote ol it
down D have o toves Esell son o phions forgiveness, P acdesperate sian—Dbai ton
minch ol o Rle wall be dostais teansag, fost uiless soncapproac i as much
throngh lose as thegugh hate
This, to me. is one ol the great renderings ol protest inour time, and one
of the most moving atfitmations. The et that FEllison is Negro and that
his nartaoon is Negro seems impottant mainly hecause the condition of
the Negro s it so many wavs exetnplary, and has been recognized o be
so by many hundreds of voung people. Uhere isiasense in which Ellison

FALL, 1974 9%




:
:
1
L

presents something essential about the human condition, not simply the
Negro condition, in his novel: and this, to me, is what makes it protest
liwerature,

Baldwin's The Fire Next Time (once entitled “Letter from A
Region of My Mind") is an aniobiographical essay, which achieves its
climax in an outright cry of protest and of threat:

' One isaesponsible o dies Teis thesivall beacon in that tenifving dirkness trotm which
we come and o which we shath retars, One anase negotiare this pissage as nobly sis
possible, focthe suke of those coming after us. Bur white Americans do not believe in

death, and this is why the darkness of wv skin so intimidares them. And this is also
why the presence of the Negro i this country can bring about i destruction,

This brief work may be taught, of course, as an account of what it is like
to be a Negro growing up in Harlem, Itmay be taught as an account ot
James Baldwin’s own growing up and an explanation of his anger and
his disdain, But, it may also be presented as an occasion for dcfininq
responsibility and shaping commitment, the very processes in which
literature of protestis traditionally realized and fulfilled. Baldwin, offer-

ing: possibilities of engagement, provides opportunities for defining a
cause as well, paradoxically a cause which is continuous with the
Amcerican striving throngh the years, for all the writer's apparent rejec-
tion of the American myth and the American dream.

There are remarkably few contemporary works which  offer
this much. 1 have in mind Letters from Mississippi by Elizabeth
Sutherlund, Sally Belfuuge's Freedom Swmmer, Martin Luther King's
Why We Can't Wait, Martin B, Duberman’s documentary play, In White
America. None of them, interestingly enough, are fictional; we shall
probably hive to wait for the literature of the civil rights revolution, But,
I think they ought to be considered in addition to the literature which |
have come to call the literature of existential protest. They offer oppor-
tunities for identification and the reconstitution of continuities, for
what Frik Erikson has catled the vatue of “fidelity,” at least for those
who are groping for commitment, for a place in history,

1 would also like to suggest the possibility of conceiving moderi
works like Bernard Malamud's The Fixer, Saul Bellow's Davngling Man,
and John Knowles' 4 Separate Peace s protest novels in their own right,
The Fixer, as vou know, has to do, not mérely with a dreadful, ex-
etiiplaty persecution, but with a man's journey out “in the open’ in
search of i species of education, a wider and more meaningful life:

Once sou leave, . oyou‘te out in the open; it rains wid silows, [Csnows history, which

meaits whiat huppeis jo sotmebody starts i a web of evenis outside the personal, i

starts, of convise, before he gets there, We're all histors, thai's sure, but sotie arve more

thith others,

Cai we, s teachers, imagine any ntore sighificant protest than a protest
against the ndarrow  confintes of provincialism and ighorance=y
willingness o adventure with ideas?
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1n Dangling Man, there is a kindred discovery when Joseph, who
has been spending most of his time apart, writing compulsively in a
diary, reatizes that "goodness is achieved not in a vacuum, but in the
company of older men, attended by love." Terrified of being trapped and
determined by society, he huddles into himself; but, every time he em-
barks on a journey outward, he linds himself retreating again. Although
the tension is never truly resolved, he does see that 1 had not done well
alone,” and this too makes possible the confrontation of self even by the
young reader who is restive and unsure, whose protest has become the
protest of copping out. Some of the same things may happen with a
teaching of A Separate Peace and an encounter with the deadly contest
between two boys in the midst of wartitne. Who can forget Phineas, who
escaped the hostile thing in the world because he “possessed an estra
vigor, a heightened confidence in himself, a serene capacity for affection
which save him"'? And is not this also a kind of protest, a rebellion? (“All
of them, all except Phineas, constructed at infinite cost to themselves
these Maginot lines against the enemy they thought they saw across the

~ frontier, this enemy who never attacked that way—if he ever attacked at
all: if he was indeed the enemy.”) -

I must leave the accumulation of examples, and, T hope, the testing
of some of them, to you. I have been trying to say that, in a world like
ours, where protest is diffuse and strange, where young people find little
to believe in and litte to trust, the old simplicities of the social protest
novels have become archaic and irrelevant. 1 see nothing harmful in
teaching Cry. the Beloved Country, A Man for All Seasons, The Grapes
of Wrath, or any other work of art that seems to you to celebrate the en-
during and rudiznt values which give so much dignity to life. But, |
think it is important, sometimes, to recall the prevailing ambivalence of
the young, the disregard for laws, absolutes, all the "“sentries of the pist,”
the endless, sometimes hopeless quest for identity ina world felt (o be in-
creasingly “absurd.”

It may turn out that the “anti-hero' works, the drama of the absurd,
and the black comedies speak most truly to the young, Our students may
be what they themselves sometimes affirm: the generation of The
Stranger=of Meursault, who could define no values and make no
choices until he felt the “dark wind of death.” They may discover
theinselves miost acutely by means of encounters with Catch-22, End of
the Raod, The Zoo Story, The Dumbuwaiter, V, and Stern. You have
heard some of your students talk about the film, Morgan, and you know
the attraction of primitivisin, of romantic naturalism, even in the form
of mad antics and a return to ancestral slime. You have seen them line up
for Alfie, Georgy-Girl, Blow-Up, The Knack, and even for Who's Afriad
of Vitginia Woolf? 1 am simply asking that you keep this in mind as you
choose what you think it is impottatit to teach. I am asking that you keep
remembering what all of you have always known: that all fine literature
becotmes a literature of protest if it is taught in such a way that it serves
the cause of life.
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A Talk to Teachers

Jonathan Kozol

We meet, ' afraid, at a tragically appropriate moment. The nii-
tion is divided between a false facade of superficial mourning for a dead
man [Martin Luther King] it seldom genuinely honored and a more
authentic and gut-level terror that we are soon going to be obliged to pay
it terrible price for the racisim and brutality his murder symbolizes.

The over-riding fear, the constant question, is whether or not we are
about to have a summer of unending urban riots. To my own mind the
inost saddening fuct of all-is that, in the long run, in terms of the ultimate
issues, it is not going to much matter. More people may die and another
thousand buildings may perhaps be burned or batered but the same
problems will be with us even after the wreckage has been cleared away
and, riots or not, destruction blatant and overt or destruction only
gradual and ordinary, the same bitter problems of a divided society and
of a nation dorn by bigotry will still be with us in September.

[ think_that in America we love to believe in apocalyptic interven-
tions. It would be comforting almost to think thata rebellion, 1o matter
how devastating, no mater how expensive, would at least have the ul-
timate result of settling our problems. It is—unhappily—not so.

Broken glass and streams of blood will be good covers for news
magazines in the middle of the summer=but they will not even begin to
solve our problems. Probably they will not even destroy us.

‘They will scare us for a while and force our newspapers to write
long editorials. And then we will go back to our ordinary American lives
again and to our old, more quiet ways of dying,

It is for this reason, [ believe, that now is as good a time as any to take
an unforgiving second look at some of the ways in which we have defin-
ed the basic problems. | would like to focus on the schools. [ would like
to focus on the teachers. And 1 would like to get beyond some of the un-
productive things that hive been said already.

The problem within the ghetto, stated in the very simplest possible
tertits, coimes down to a very few plain and painful facts: Black kids,
black parenis and black leaders do not=-by and large=either like or trust
thedr schools or the kinds of white people who wotk in them, A great
many black people, given even half a chance, would dearly love to buri
the whole mess down and=unhappily, in a good many cases=would

ot be very much the losers if they succeeded.

I'say this not facetiously but because [ believe that many Negro peo-
ple have been fortunate enough to recognize fairly carly in their lives
that the schools were not their friends, that the schools were not going to
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stand beside them in a struggle, that the teachers were not likely to stick
out their necks on crucial issues, ‘

I am going to try to be as frank as possible in attempting to an-
ticipate the reactions to this statement among many of the people in this
audience. Many of you, I can imagine, will protest at this kind of dis-
loyal assertion on my partand will want to stand up and tell me that lam
heing insolent and speaking out of turn, needlessly defiant and unjustly.
disrespectful to my fellow-teachers: Don't 1 know—these people will
want to ask—how many of the dedicated teachers of the inner city
schools have given their lives to the education of young children?

To this, 1 am afraid, that theve is only one real answer: It does not
mattet, in the long run, what 1 think—what mauers in the long run is
what the black communities BELIEVE, And what they do believe at the
present time, throughout the nation, is that professional teaching
hierarchies, prin pals, superintendents—are servants and acolytes of a
hostile, unfrien. v and ultimately unmerciful white structure which has
trodden them ¢ viand kept their souls and lives in prison for over three
hundred years and which still today oppresses their children, murders
their leaders and disdains theit own humanity.

If this is the case—if this is what the black communities believe—
then the challenge for us is not to withdraw into a militant and stiff
defensive posture in which we ward off criticism with our pious
slatitudes of *‘professional experience' and “long yeurs of dedication”
hut to ask ourselves instead just exactly why it is that all our
“professionalism’ and all our inheritance of reiterated “dedication”
seetn to have had the ultimate effect of compelling most black people to
despise us?

‘The deepest, most direct and most immediate personal experience
that a black child in Ametica is ever likely to have of white society is that
which he will have within a public classroom—in the person of the
school teacher. That experience, as we well know, is anything but hap-
py. Bitterness and cynicism are the primary inheritance that most black
children in America take from the classroom,

“Hate whitey!” cries the 14-year-old Negro student standing on the
corner.

“Hate whitey!" repeats the 16-year-old drop-out as he sees a white
policeman cruising through the ghetto.

But who is this whitey?? What white people do they knotw? Whiit
white tman or white woman have they ever fuced directly, known with in-
tiiacy, hadd a chance to assess and study and evaluate and learti how to
trust ot distrust=hate or admire?

Well, you know the answer as readily as I do: sometimes it's a slums
lord, a grocer, a money-lender, police officer or soctul worker- =but in
almost all cuses it is a white school principal or a white school teacher.
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And it is from us, whether we know it or inot, whether we like it ornot,
whether we can admit it or not, that black kids sooner or later get the
message that white men and white women are people who—for one

reason or another—they cannot take for real. Some teachers keep on
repeating the same question, as though they haven'tan idea in the world

M —————— -

of a possible answer: Why don’t they trust us? What on earth could we be

doing wrong?

I don’t think we really have to look far to find the answer. Teachers
gooutonstrike for all sorts of good and palpable and powerful reasons:
they strike for pay, they strike for better working conditions, they strike
for extra benefits, cccasionally they even strike for issues which have
soinething to do, specifically, with the immediate demands of educa-
tion: but when, the black community asks us, did we ever strike to bring
about racial integration? When—they ask—did the junior high school
teachers of the ghetto ever strike to have the dishonest and openly

bigoted and destructive Allyn and Bacon social studies textbooks taken

ouf of their shelves and classrooms?

You called us culturally deprived—ihe black parents tell us=—you
told us that we were the ones who lacked stability and values. All the
while you, as the teacher, remained the keepér of the classroom and ihe
guardian of its hooks and values. You were the ones who could examine
those texts and prepare the lessons, ready ihe lesson-plans, state your ap-
proach, your purpose, your methods, and your evaluations. Yet all the
while you failed for some reason to make the one most important and
most obvious and necessary evaluation of them all: Are these books, are
these values, are these areas of evasion and dishonesty consistent with
democratic principles and with all that you (the teacher) are supposed to
have kiown about the “professionalism™ and “moral dignity” of
education?

Allyn and Bacon, publishers: Our America,—a textbook for fourth

grade children on our nation's history:

‘Our slaves have good homes and plenty to eat.”. .. Mo.  outhern people treated
their slaves kindly. . . *When they atesick, we take good care of them.” No ohe cai tr:
Iy say, “I'he North was tight” or “Ihe Southern cause was the better.’ Fof in Oui
Ameriva all of as have the right 10 our beliels.

You were there—you were in the classroom=you were the one who
had the education and the professional judgement and, supposedly, ihe
inotal character: What did you do-~what did you say? (the Negro mother
isks us) If you ever protested, you must have done it in a whisper: we
never heard you..,American Book Company, Publishers: Our
Neighbors Nedar and Far;

‘The siteets of this Oasis city of Biskra {in North Alrica] are interesting, “I'here are
matty different people apon them. Some who are white like ourselves have come here
from Europe Othets are Negroes with black skins, from other parts of Africa. And
many are broneesfuced Arabs who have come in from the desert to trade i the
Stoees, |
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T'hese people e tine looking. Pheir black eyes are bright and intetligent, "Their
features are e Like our own, and although th i skin is brown, they belong 1o the
white tice, is we do. 1 is the scordhing desert sun <hat has tunned the skinof the Arabs
to such a dark hown colen, .

Yimbu and Minho are a blisck boy and a black girl who live it this jungle village,
I'heir shins are of so dirk o brown color that tsey look atmost black, Their noses are
Largge and (lat. Phein lips are thick, Pheir eyes are black and shining, and their hair is
so curly that it seeims like wool. They are Negroes and they belong 1o the black race.

Two Swiss children live ina Tarmhouse on the edge of town. .. These children are
pandsome. Pheit eves are blue, Their hair is golden yellow, Thewr white skins are
clear, and theit cheeks are as vad as nipe, red apples.

' You were there—you were in the classroom—what did you say?
What did you do? We were the uneducated—(the Negro mother, the
Negro father tells us)—we were your maids and ironing-ladies, gar-
bagemen and janitors. We were the ones who were illiterate, we were the
ones who were culturally deprived. Daniel Moynihan has told the whole
world what was wrong with us—but who has yet been able toexplainto
the world what in God's carth could have been wrong with you?

Allyn and Bacon, Publishers, Our World Today, another
geography texthook, this one for junior high school:

The people of South Africy lave one of the most democritic governmerits now in
existence in any country,
Afvica needs more capitalists . . White matagers are needed. . . 10 show the
Negroes how 1o work and 1o manage the plantations. . .
“The white men who have entered Alrica are teaching the natives how o live.
You were there—you were the guardian of our children—what did
you do?

And this (these things) the Negro child remembers—and the child
who read that book five years ago, of course—is the full-grown black
teenager of today, and he wants to know what you were doing ot saying
on these matters: He wants to know why you weressilent, when you were
the one who was the adult, the grown-up—the professional in that
public classroom. You kept the cupboard. You prepared the meal, And
what you fed the child—without remorse—was poison. Whether you
taught math or physics, Russian, Chinese, English, French or
cooking—you were there. You were an adult and you said nothing.
There is no way in which you can escape responsibility.

‘The Negro mother and the Negro father speak to you, quietly: You
went ofi strike (they say)=you went out on strike for your “professional
rights and dignities” but you never once went out on strike for your
rights or our rights as respectable human beings.

“Why is it they don't trust us?** ask the sweet and bewildered white
school-ladies to each other. ‘
 Because we'te frauds and it ook the Negroes a long time to figure it
out: but now they know it.

A couple of years back a highly respected board of inquiry spon-
sored by the Massachusetts State Board of Education issued 4 report
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documenting the fact of racial segregation in the Boston Schools. The
report was signed by owstanding figures in all areas: the Catholic
Archbishop, leaders of the Jewish and Protestant communities, the
presidents of Boston University, M.1L'T", Brandeis and Northeastern. . . .

In response to this report, a young Boston teacher, assigned to a
third grade class within the gheuo, initated a brief levter simply assert-
ing in an unbelligerent manner that she, and other school teachers,
were aware of the presence of racial segregation in their classroom, were
aware of the deficiencies of their school buildings, and shared the sense
of impatience and of discontent evineed both by the State Report and by
the Black Community. She—like others—had heard the children sing-
ing when they were walking on the picket lines and she knew very well
the words of one of the songs they sang:

“Which side are you on?" the song was asking, "Which side are you
on?” ltcame outof the labor union struggles of the 1930's and was taken
over by the white and Negro people in the Freedom Movement.

So here was this young whitegirl in the schoo system trying, with a
good heart, o give an answer and she appealed to her fellow-teachers in
the system to do the same. ’

Ladies and gentlemen—there were at least 4,000 professional
employees of the Boston Public Schools at that time. Not 20 people
would stand beside that one young teacher by affixing their signatures at
the bottom of her letter.

“Which side are you on?** the black parents were demanding.

And 3,980 professional employees of the Boston School System gave
theiranswer, Then. . . in their faculty rooms, over their sandwiches and
over their cups of coffee, the dedicated white ladies sat and stared at each
other in sweet bewilderment—asking the time-honored question: “Why
is it they don't trust us?"

Because they had done nothing 1o deserve being trusted: because
they were not trustworthy,

The distance and the withdrawal on the part of a school faculty
from its immediate community is, 1 think, well-known to many of us.
Those among us who are acquainted with the classic faculty-room
dialogue within a ghetto grade-school or a junior-high know well, I
think, how older teachers coach the younger ones about the ways in
which to deal and talk with Negro people: Be careful, is the message;
Don’t be unguarded or informal. Don't let yourself be hnown to the
black community in anyway that might be vulnerable, that might reveal
your feelings.

The first advice that I received from my school supervisor was not to
make use of the informal and casual word OKAY.
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“I noticed you used the word OKAY three times this morning, Mr,
Rozol"—said my superior. "OKAY is a slang word, Mr. Kozol. In the
Boston schools we say ALL RIGHT, we do not say OKAY.”

It seemed not worth the pain, not worth the trouble to reason with
the nan=to try to el him that OKAY could be a very good and power-
ful word, that ALL RIGHT says nothing, that OKAY says everything,
that President Kennedy used to say the word OKAY o his brothers, that
good reporters say OKAY 1o their editors, football captains o their
managers, pilots to the airport, T wanted to tell him that OKAY was a
good word, an American word, an OKAY word—a word with life in it
and energy. But I didu’t eyen argue with him. I just looked at him and
nodded—and denied myself and said quietly, “All right.”

I'here was the titne, 100, when I took a child over to visit in Camn-
bridge. We visited the museums, went to call on an old classmate, had
lunch with my girl friend, and went back 10 my own place to set up an
electric rain lay-out in the kitchen. ' T'he principal of my school heard of
this visit in short order and later wrote of it in her report on me. She in-
dicated in her report that unattractive conclusions might well be drawn
of a man who takes a young child to visitin his home. Said the principal
in her report, 1 told Mr. Kozol ol the possibilities. .."

I think, also, of the tragedy of a PTA meeting in my building at
which T arrived a linde late—late enough to stand a moment in the
doorway and look out at the extraordinary scene in front of me. Parents
on one side—teachers way over on the other. In the middle—a huge safe
space of unoceupied and untouched chairs.

I looked and watched and wondered:
How did this happen?

Was it conceivably a random accident?
Was it just a fluke of timing?

Obviously—with all mercy, all reservation, all wish to be wise und
kindly and compassionate and back-bending—one could not CON-
CEIVABLY write off the professional STUPIDITY, VULGARITY and
sheer ROTTENNESS of the school principal and faculty in allowing
this kind of situation to develop. ' ‘

Was it hot, | had o ask inysell, part and parcel of the same stupidity
that prevented white teachers from dropping in on Negro families, from
driving kids home from fooling around in a comfortable and easy-
goitg way out in the schoolyard? Was it ot the same tragedy, the satne
igtiorance, the same brutality which allowed a school faculty to drive
through the ghetto every morning with eyes looking neither to left nor to
right, nor, in some cases, one felt, even down the middle? Teachers on
one side=parents on the other. In the center, an area of graphic steriliza-
tion. No germs might travel, no blackness, no ugliness, no race-
contagion, could journey the distance from the seated mothers of a black
community and the prissy teachers, their legs and souls up-tight
together in their safe and sexless little corner on the aisle,
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Iwould like to be able to deserve to be called generous by my fellow-
teachers and’l recognize all 0o well that, in ringing such a note of out-
right indignation, 1 bring upor: myself once again, as | have done before,
the co... “ted rage of a profession of embattled people, teachers in panic,
principaus in frenzy, aroused w vengeance at the implications of their
personal cowardice, dc/ca‘?itfulncss and pathos.

Yetitis true. 1uig there before us every day. And the very rare excep-
tions only stand ¢t 10 prove the rule.

Avoidancy” of intimacy—avoidance of blackness—avoidance of
humanity. A times, the tagedy involved in such a stance withdrew into
the hackgzOund and all than remained was o kind of wild absurdity.

AJsurdity seemed uppermost in a confrontation that developed
oncebetween our principal and one of the other Fourth Grade teachers.
The teacherin question, a woman, happened to be Negro and happened
to live in Roxbury and happened, as i matter of fact, to live in the precise
neighborhood in which the school was situated. The principal had ad-
vised us to observe unusual caution in regard to any casual or day-to-day -
involvements with the bluck community. She did not, of course, use
those words. but it was appurent to us all that this was her real meaning.
So this teacher, the Negro woman 1 have just mentioned. went up and
asked the principal what she expected of her.

“What if Fin in the supermarket,” she asked, “and 1 meet the
mother or father of one of my pupils there? What do you think I'm going
o siy:’’

The principal was taken aback, ebviously baffled by the situation.
It did not accord properly with « reasonable understanding of such
mutters thata person ought 1o be living within the sume community in
. which she also was a teacher. Qur principal, however, was good at
regaining her composure—she never lost it for long, nor lacked of
authoritative resources for regaining it. And so in this case too she soon
regained her self-possession, looked directly into the eyes of this young
teacher, and said o her simply:

“Well then, in such a case all I can do is to advise you not to forget
your professional dignity."

Itis hard to know exactly how she meaxt this, or how indeed one is
to lose dignity in the purchasing of grocerie- except by confirming to the
mothiers and fathers of a community that you, like them, possess an
alimentary canal, need food, spend motiey, buy things cheaply. It is hard
to knnow=but [ don't even want to ask. What [ would like to do instead is
to ask what we can do for our part to change these things and to break
down these walls of inhumanity,

['think, to start with, we have got to ask ourselves straightforwardly
where most of these teachers and administrators come from=and in
what ways they have been prepared for teaching. This, of course, is the
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real question and I am afraid—no matter what we say—the majority of
us adready know the answer.

They come from schools of education.
They come from teachers’ colleges.

They do not, by and large, come from the liberal faculties of our ma-
jor universities, but from those faculties which are geared to teacher-
training,.

I think it is time to place some of the blame where it belongs and to .
cease trying to placate those who are most likely to take offense at words
of frankness.

Some schools of education (a few) are relatively competent and
provide a rich and humane education. (For the sake of politeness, let us
assume that the education faculty from which any of my listeners may
have graduated was one of the exceptions.) By and large, this is simply
not the case. Education schools, in their great numbers, are institutions
which perpetuate precisely the kinds of uncasy and defensive behavior
which 1 have been describing. At times they offer, 1 suppose, certain
courses which may be truly helpful in a very few and highly selective
areas of learning. Much of what they teach, however, is not necessary at
all, has little relevance to the human or intellectual or moral demands to
be placed upon a classtoom teacher, and leaves her worse off than she
was hefore she started.

In every other field we are willing to acknowledge the failure of a
process of preparation when the products of that preparation prove un-
eqqual to the responsibilities for which they had thought that they had
been prepared. Only in education, it appears, do we attribute the blame
for failure not to the training institution, not to the Education School
nor even to the teacher—but to the consumer, the victim, the public, the
Negro family and the Negro child. Teachers, filled full with all the
newest codification—with all the most recent and most sophisticated
formulas of condescension concerning the supposedly under-motivated,
lethargic and culturally disadvantaged Negro child—go out into the
ghetto, memorize the words of their sociologists and suddenly find
themselves bewildered and helpless, over-whelmed by the realities
which are imposed upon them, Sometime—seeing the bewilderent
with which so many education school graduates respond—I wonder if
they would not have been better off in the beginning if they had had their
courses, their training, their preparation right on the spot, right in the
ghetto all along? What did they gain from all their courses in the
philosophy of education, in methods and materials, in sociological ex-
amination of so-called “culturally deprived" but a wearisome and inap-
proptiate and somehow dehumanizing sense of condescension=and an
inflated and artificial image of their own individual importance s
“professionals’?
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‘Teachers tell us very frequently of the hostilities they encounter, the
disappointments they face, the distrust their presence repeatedly
engenders in their Negro pupils.

There was no such distrust of teachers in the Freedom Schools of
Alabama and Mississippi. :

There is no suchdistrust of teachers in the tutorial classes run by the
various militant Negro community organizations in this country.

‘There is no such distrust in the classrooms of those experimental
grade-schools begun and operated by the black communities.

Nor. I think we remember, has there ever been distrust of that sort
within the Headsturt Classes, Upward Bound Programs, or other in-
dependent educational projects of the War On Poverty.

Yet none of these programs that 1 have named are dominated by
those whom we designate “professionals.” It is, indeed, one is almost
tempted to believe, the adamant non-professionalism—the amateur ex-
uberunce and uninhibited sense of personal commitment—which
makes such programs possible and successful.

Why can we not bring some of the same energy and exuberance into
the public clissrooms? Is there no way to bring into these classrooins
right away the kinds of people who will be able to earn the confidence of
a black community because they will in fact share its aspirations? There
are thousands of young, bright, brave and revolutionary pupils in the
liberal colleges of this country and L know from my experience—from re-
cent weeks and hours of long discussion among the parents and leaders
of the black communities—that they are still needed and still wanted
within the schools that serve the inner cities.

For all the recent militance, for all the rhetoric of separation, for all
the tatk about black schools with all-black children and black teachers,
the authentic leaders of the black community will still tell us frankly
that they cannot go italone without white teachers. For a long while to
come, the situation is going to remain the same—and the only question
is whether we are going to give those children the worst or the best—the
dreariest on the most exciting—the narrowest or the freest—that we have
to offer.

The liberal and vadical kids are there in our colleges right tiow. We
send them 1o the Peace Corps, we give them to SNCC and 8.D.S. or else
we let thein out on loan o Senator McCarthy but—poor economists that
were=we do not atlow them to give their lives to the black children of
the inner cities. Not, that is, unless they have previously agreed to have
their brain picked dry and their outlook rendered sterile within the
thankless surgery of one of our schools of education.

It isa rcasonable question, I suppose, whether such kids would stick
it ont forever in a public classtoom, Would they remain in teaching?
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Would they last for ten years? Would they last for forty? Would they be
“dedicated”  forever to  their  “professional”  responsibility  and
obligation? In a curious sense; Lalmost hope that they would not—not,
atany rate, in the manner in which those words have been interpreted up
10 NOW.

Rather an impulsive and energetic and unpredictable amateur than
a-drearily predictable, dedicated and dehydrated professiondl—and |
rather a person dedicated o life, and love, and danger, and activity, and
action than to the wearisome and unchangeable sterility of chalk and
stick and basic reader.

Recently in Newton a parent complained to a School official at an
open meeting: ““There is so much teacher-turnover within this system,
Many of our teachers seem to leave so soon, after only three or four years
in many cases, sometimes after seven.”

Said the School official: **Of this we are not in the least ashamed. We
would rather hiave teachers we can't keep than teachers we can’t get rid
of.”

There, 1 believe, in few words, is a very good and adequate answer.

I see no shame in having high teacher-turnover—if what we are tur-
ning over is something fertile and exciting. Rather have a lively, attrac-
tive and exciting girl who will quit after five years because shie has the
healthy urge 10 marry—than a girl who will never quit, for that reason
because she will never get an offer.

Many older people, 1 can well imagine, might consider the kind of
proposal I have made impractical. They will tell me that young people,
by and large, are selfish and ambitious to settle down, raise families, buy
their ranch hotnes in the country, hire maids, have holidays abroad, earn
lots of money. Young people, they say, niay talk idealism but.they will
not act upon it. They will not make the sacrifice to stand up and serve as
teachers.

When people tell me this—I always look at them for a moment—to
think about their motives—and then I'say that L donot know the kinds of
young people they are speaking of. It was not the selfish and self-
centered spoiled (luughlm of the selfish and the opulent rich iman who
ran the Freedom Schools in Mississippi and Alabama, who worked with
the poor and the hungry for the Peace Corps in Argentina, Bolivia and
Brazis. 1t was not the young man dreaming about a ranch-house and a
million dollars who gave up his studies and his comfortind his security
to go down South and risk his life, his respectability or his career, o walk
a Negro citizen to the City Hall and give him the courage to go in and de-
mand the right to register to vote.

Michael Schwerner wits not thitking about cocktails, about sports
cars or rutich-wagons when he lay down his life thtee years ago in Mis-
sissippi to help to make this nation free.
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James Chaney was not calculating how he could make it to the top
when he was buried at the bottom ofthe mud beneath a wall made out of
stone in Mississippi. because he beligved that black people still had the
privilege to be frec. '

The young Unitarian minister, James Reeb, murdered three years
ago in Selma, Alabama was not worrying about nailing down a fancy
parish, sending his kids to faricy schools and buying his wife a fancy way
of living when he walked out upon the streets of that racist city and
received a club over his head; and fell; and died.

There isa new nation within the old one in America. It is better than
the old one; itis honest and it is not selfish and it is not afraid. The old.
titne teachers, the oldtime autocrats, the oldtime political school ad-
ministrators do not really want to believe that this can be the case. It is
too threatening. 1t hurts them very badly. They are involved with guilt
and with the memory of cowardice and with the fear of an unspeakable
retribution. ‘They knew about the rucist books within their shelves and
did 1ot speak. T'hey saw the Negro parents across the room and did vot
smmile. They heard the moral challenge—the plea—coming out from
within the black community and they did not answer. And now they are
unwilling—they are unable—to believe that we can be more decent.

It is up to us o prove that they are wrong.

400,000 Negro kids are going to be attaining the age of eighteen this
seasot. Of those 400,000, not 10% will have received an education equal
to the white standards. '

It will not be due to their mothers and their fathers.
It will not be due to a defective family-structure.
1t will not be due to an inherent lack of intelligence or motivationi,

It will be due to ineffective and irrelevant and dishonest EDUCA-
TION.

There is no way to get arounsd it. The facts are there and they are
devastating,

We are going to have to look those facts straight in the face and take
them seriously. The sweet white lady in the classroom who weirs
blinders, cannot make her way through to a rebellicus generation of
black children. ‘The white bigot or false liberal who teaches his lesson,
locks up his room, and hops into his car 0 return o his nice home

“within the safe suburbs, cannot and should not have a serious tole

within a ghetto classtooin, There is only one kind of person who can
initke it work=and that is the person who, in his class and in bis life, is
peady 1o take a militant stand beside the black community, There is no
other way to do it

Often now, when 1 have linished with a lecture of this sort, younig
prople come up to e, wachers just beginning ot people who believe
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that they would like to teach, and they question me, and they ask me, it
seems—almost as if it were an amazing and undecipherable riddle:
“How is it, Mr, Kozol, that you were able to go in, as you did, to an angry
and revolutionary Negro area and into a turbulent and unhappy and
properly embittered classroom, a room in which Kids had had sub-
stitutes half the winter, or emotionally unstable teachers, or teachers
who despised them, or—more frequently—teachers who simply didn’t
really ever care—and did not right on the spot receive a knife in the side
or, at the very least, an eraser or an elastic or a paperclip or a spitball in
the cye?”

When this question is asked, I often am aware that the questioner
expects a complicated answer—a subtle and elaborate and sclf-
complimenting explanation of how I woraed out and contrived some
amazing and fascinating ‘English lessons guaranteed to hook the most
apathetic and lethargic students. It just is not so. There is a far inore
stmple-minded answer. “Listen,” 1 say; “l1 walked into a ghetto
classtoom, an inept amateur, knowing nothing. In my iapel there was a
tiny listle button that the children in that classroom recognized. {t was
white and black—an equal sign—you remember it, I hope~—it was the
symbol of the Civil Rights Movement in America, The children had eyes
and they could see—and they had hearts and minds and they could feel
and know. And they knew what that little button stood for. On Satur-
days sormietitnes they saw me on a picket line in front of a dilapidated
building whose absentee white landlord had been negligent. On Fridays
sometimes, a little while before supper, they would see me and iy
girlftiend coming up the sutirs of their own home to visit with their
mother and theit father and sometimes stay for dinner,

If it was revolutionaty you may say, with a smile, itcertainly was the
most natural and easy and deeply satisfying kind of a revolution that a
man or 4 woman could conspire.

Then=on Monday~I was in the classrooin; and the kids would say

“We suw you Saturday." Orf another child would say, "He's got a pretty .

girlfriend.” Or another one would say, “He's got a junky old beat-up
raggedy car.” ‘

But the thing is—they were not angry any longer. And I wasii't a
very excellent or fancy teacher=I can assure you=but 1 was someone
they'd seen out in the real world and someone they were willing to take
on as a real friend,

Well, there aren’t many picket-lines any longer in America, and
they don't sing Freedotn Songs in this coutitry any mote, but the kids otit
it the ghettos are still turning to us in the same way and asking us the
saime question that they asked before,

“Which side are you on?"' is what they're siying,

And, truly, there is no way to get around that question,
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It hurts somnetimes, 1thurts wrribly, I know. Buteach and every oiie

of us has got 10 come up with his own answer.
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The Education Game
Arthur Daigon

Several months ago, [ was approached by one of the officers of the
New York State Gommittee of English Educators and asked to address
this meeting. ““What do you want me 1o talk abou?'’ said I in all in-
nocence, “Well, er, -a-..," he began. “How about “The Rise and Fall of
Humanities'?" 1 offered, filling in the hesitations produced by whit
seemed (o be a rather serious speech impediment, “Well, er-a, you
sec....”" “"What about ‘Issuc-Centered, Activity-Based, Cross-Media
Programs to the Rescue’?” " No-er-a-you don't understand. . ..” [ made
what I thought was an offer that no English Educator worthy of his
Media and Methods subscription could possibly turn down. “How
about "I'he Sensuous Curriculum’?™ I asked (with some feeling). Still
the fellow hesitated, and my repertoire of titles was just about exhausted,
as wiis my patience. “Well, what do you want?" said I hoping I would
not have to pin him to the wall with something as obvious as “‘Perfor-
mance Based Teacher Education”. That would be grossly unfair, only to
be used if all else failed. After a [lurry of apologetic pitches, stresses, and
junctures, accompanied by anxious glances fore and aft—during which
time I began to suspect [ was trafficking with either a madman or sonie
purveyor of X-rated curriculum materials—he revealed all. ' You know,
we are a teacher education group, and the making of English teachers,
not of curriculum, is what we are about.”

That explained it. The messisge was clear. It said that English
teacher educition was not the most it teresting of subjects, and it would
he my job somehow to liven up that part of the education gume that
seemns, sooner of later, to depress or to bove almost all of the players,

Now it is troe that conventional English teacher preparation eun be
a frustrating exercise for those who teach the methods course and super-
vise the clinical experience of the English teaching novice. Certainly
there are good reasons for the high incidence of ticks, stammers, and
othier assorted symptoms of nervous anxiety some enterprising doctoral
student is sure to discover in a randomly selected sample of the English
educator population. Consider all of the special interests and cir-
cutmistances opetating on typical English teacher pmdmtinn lines thut
seem o conspire against the s.miw of the mnm(nnom English
educator,

Incidentally, from here on, T will use the musculine pronoun when
referring to the English educitor, beciause men seeim to be in the majoti-
ty, and the feminine pronoun for the prospective English teacher
becauise some seventy pereent ire womnen. We really do need a singular
pronoui that will represent both sexes,
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In atiy case, the English educator is hard pressed from many
directions=—four at lcast, In the college or university where he works, his
academic colleagues view him, at worst, with cold contempt as the ex-
emplar of Mickey Mouse,—cook-hook philistinism; atbest with bemus-
e sympathy as the quixotic hustler of fantasies suggesting that English,
is something more than Beowull 1o Virginia Woolf and that learning is
best accomplished by ways other than talk, test, and term paper. In-
teresting notions—but they'll never sell.

His students come to him, reluctantly for the most part, 1o fulfill the
methods course requirement for certification. The prospective English
teacher probably wanted to go to graduate school and do her thesis on
“The AMlienated Adolescent in Contemporary American Literature,” but
was discouraged by the graduate school and her liberal arts professors
because her undergraduate grades were not high enough for the heady
eyries of graduate scholarship.

These sine professors have alveady warned their outstanding
studenis away from education, assuring them that they will best be
fulfilled in the stacks surrounded by PMLA and The Philological
Quarterly. The teaching candidate resents having o confront the
alienated adolescent in the flesh rather than reading about him in the
quiet, safe study halls of a college campus. Furthermore, she has fallen
in love with literature—more accurately with the idea of literature=and
how can working with apathetic or openly hostile students compete
with listening to professional insights about The Tragic Hero, The
Whiteniess of The Whale, and The American Dream? Itis in these college
English classes and from the respected professors of English that
methods of teaching and the role of the English teacher are really learn-
ed. As she fills notebook after riotebook with other people’s evocations
and insights about literature and life, she begins to see herself asa kind of
junior professor in the high school classroom she will soon call her
own—offering profundities, suggesting influences, and elucidating im-
agery in the sane imanner as her English professor. And she sees her high
school charges listening, just as she did, with the saime rapt attention,
carefully noting cach literary insight and bon mot. No wonder she is
skeptical of the English educator's nagging thae telling isn't teaching,
that prestigious titles are not necessarily appropriate for most high
school students, and that literawire is only one componetit of the
reasonable high school program.,

After his colleagues and his students, the third souree of frustration
for the English ecducator is the secondary school. The moment he enters
the front door to make his weekly (or iy it bi-weekly) visit to the student
teacher the miracle of modern communication reliys the news of the in-
vasion. The miracle of modern communication is, of course, a cofi-
spiracy of receptionists, switchboard operators, and members of the
trick teatn masquerading as student messengets. 1t becomes appatent (o
the English educator carly in his career that, paranofa aside, he is viewed
as in inteloper==the supervision of student teachers only an ingeiious
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deception enabling him to judge programs, evaluate teachers, pry into
book lists, and generally to document the inadeguacy of what is happen-
ing in the English department. Behind the smiles and correct politeness
of the department chairman and the cooperating teacher is their hope
thaat the visit will soon be over and thiat the professor will return to the
ivory tower and leave the taining of English teachers to those who are
on the battle ficld facing the daily onslanght. Later 1 hope 1o convinee
yout that they are essentially right in their brutal analysis, and that their
views can be the basis of salvaging English teacher preparation
programs.

The student teacher, meanwhile, is displaying the unmistakable

symptoms of galloping schizophvenia, She knows by this time her .

cooperating teacher thinks the nniversity supervisor is a hopeless
romantic who spins wopian fantasies in a college classroom. She also
knows that the university supervisor thinks the cooperating teacher is an
inept, unimaginative cynic who really hates kids. By the third or fourth
week of work in the high school, the emotional allegiance of the novice
rests firmly with her cooperating teacher with whom she is intimately
associated during the entire trauma of student teaching. She does,
however, want to get a good grade (the university supervisor decides
that). She also wants good recommendations for her personal folder.
(She'll need one from the supervisor and one from her cooperating
teacher.)

Her plan is simple but effective, because it proyides cach of the an.
tagonists with what each wants 1o hear. To the cooperiting teacher she
complains (in confidence) about the uwtopian suggestions of the
supervisor—absolutely unworkable in real classrooms with real kids.
‘I'o the university supervisor she laments (in confidence) the staid and in-
flexible English teaching view of the cooperating teacher and the
absence of any encouragement or opportunity to try soine of those ex-
citing things talked about in the methods class. “1 came in just at the
beginning of Julius Caesar, and I'll have to cover that and a grammar
unit. There just wort't beany time to mike a movice, or stide-poetry shot,
or to do the unit on sentantics.” If joir-t meetings should somehow
materialize, she plays astrietly non-directiv e role and lets supervisor and
teacher work things out in the by now ritualized conflict between statiis
and territorial privilege. In any case, whon he finally does leave the
school, the university supervisor is usually - bit sadder and a bit wiser
with this added evidence'of the network of cross purposes and conflics
ting roles that is English teacher prepatation,

The fourth source of mental upset and depression for the English
educintor comes from his suspicions and doubts about his role in the
making of English teachers, He suspects that hus weekly visits to hostile
territory to look in ona siudent, not knowing where she his been and
where she will be going with her lesson, to offer a bit of adviee here and
suggestion there is. in view of the nieed, an exercise in futility, Somehow
all of those hours on the road, all of the planning and scheduling that go
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into the school visitation m.lclunmy don’t seem to praduce nearly the
results that would make it all worthwhile. It is as if he has been
choreographed into anelaborate traditional dance with rigidly prescrib-
ed movements and highly formalized conventions, a dance that must be
performed for long forgouen reasons,

‘The cruelest cutof all is the realization that even the methods course
that he teaches in the college just before the student teaching session,
is—for the most pavt—another exercise in futility—whether it is donein
small or large groups, with TV equipment, mdnmvcly. or in role-
playing scenarios involving make-believe teachers instructing make-
believe classes with make-believe lesson plans.

The reason for the failure in the methods classroom is the same
reason teachers fail in the English classroom—for it is clear that the
problems we face with our young prospective teachers in our methods
classrooin closely parallel the problems English teachers face with their
students in the English classroom. Our pmhlem with our students in the
methods class is to change attitudes aad behaviors about the teaching of
English. The way weattack the problem we call teacher education. The
teachers’ problem with students in the high school is to change their
communicative attitudes and behaviors, The way we attack that
problem we call the English curticuhun.

The question is "How do we change our methods students, so that
they will be able to change their students? —or, if you prefer, what are ap-
propriate experiences for prospective English teachers that will enable
them to arrange appropriate English experiences for adolescents?”’ It is
at this point. that curriculum and weacher education come together for
only as you have a coherent view of the one will you be able to perform
consistently in the other.

For the most part. what we did in res ponse to the upheav ts in the
world of English in the late sixties was to be innovative in our scheimes
for ctirriculum reforms in the high schools and to fit these reforms into
the conventional methods class-student teaching format. Thad is, in-
stead of telling about transformational gratnmar and suprasegmental
phonetnes, we tilk about social dialect and language situations; instead
of mock teaching occasions calling for close analysis of a4 poem, we con-
duct mock classes analyzing rock lyries: instead of making study guides
for ‘Tom Jones, we make stitdy guides for Le Roi Jones: itistead of look-
ing at the short story, we look at the short fitin, Instead of calling for
final projects on “coutage,” “Who Am B and “‘Alienation” with
suggested novels, poems, and short stories, we assign projects on *“The
Drug Seene,” "T'he Oceult,” and **Bucking the System” with suggesied
tock lvries, editorials, film, photos, and collage. :

Atted these materials and activities should be the grist of the high
school English program. The nagging question remains whether the
old pattern of learning about in the methods class and trying ot in stu-
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dent teaching is the hest way of equipping teachers 1o do these things.
The old teacher education bottles into which we have poured new
cwrricular wine is bound to change the taste of the wine, perhaps even
spoil it completely, Why not tuke advintage of this time of the
throwiwity bottle and throw this one away? No need to worry. Tt won's
be missed, and the potlution potential of figurative bottles is relatively
low. :

Now. 1 had intended 1o spend the remaining time talking about
what thought were some promising developments inteacher education
— the movement into the schoots, the chinge in the roles of methaods in-
structor, superyisor, English department chainman and English weacher.
1 addition 1 was going to say something about tying in-service educa-
tion to the pre-service progrimn — and how all of this harmonized with
the new English curricutum with its emphasis on “field"” experiences
and solving problems through direct and active involvement. 1 wanted
10 describe how all of this is put to work in the English teacher prepara-
tion program at The University of Gonnecticut and in some of the
variant programs in other institutions — and I will.

But 1 find that try as 1 might I cannot avoid some passing reference
to 4 subject that has roused the passions of professional educators across
the country. Our professional publications and mectings reverberate
from the blasts leveled first by one side then by the other, The subject, of
course, is performiance based teacher education, and Lam ashamed to say
that although 1 have strong feelings about it, they are mixed feelings. 1
arm not sure where Ustand on the issue — attimes feeling yes, anything is
better than what we have, and other times feeling that what we hive
might be perfection compared 10 what is coming. After a definition or
two. let me share some of my indecision and some of the inner argiiment
and counter-argument. Who knows, maybe the behavioral objective of
completing this paper will effect some kind of resolution, and by the end
of it, the burden of indecision will have been lifted.

The Commitiee on Performance Based Teacher Education of the
AACTE says “In performance-based programs, performatice goals are
specified and agreed 1 in rigorous detail in advance of instruction. The
student preparing to become a teacher must either be able 1o demoitstrate
his ability to promote desirable learning or exhibit behaviors known (o
proniote it."" Such programs are generally f ield-centered and a consot-
tium of college university faculty, students, and public school per-
sotitiel detertmines which are the desirable performance eriteriaund who
has met them and who has not. Course requirements, degrees, und time
itivested mean nothing. The only determinants of certification are
successful performance of predetermined  hehaviors which reflect
evidenice of “student's knowledge relevant to planining for, analyzing,
interpreting, or evaluating situations or behaviors.™ Draft #2 of *“The
Master Plan for Higher Education® in the State of New York goes much
furthet saying. “Pupil performance should be i basis for judging teachet
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{ compatence.” Much is made in the Master Plan of developing teacher
1 competencies vather than merely putting-in time in semester hours
E without systematic evaluation of clearly defined performance objectives.
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tis an attvactive idea. We can finally do away with the cumbersome
and clanking machinery of certification requirements—the courses in
educational psychology that affect no one's educational psychology and
the crunnbling foundation courses that discourage the bright students
from continuing in education, the methods courses retnoved from
classroomns, the antagonisms between school, college, and community
about teacher training. the talk, talk, talk thatis the substitute fordoing,
the knowing about rather than knowing how . . .. All of this would be
swept out by the behavioral broom and the performance pickup.

Aren’t all enlightened educators concermed about impact on the
learner? Aren’t all enlightened English educators concerned with
whether the poem, the film, the discussion, the drill or whatever has
happened in the classroom has added some shred of an idea or insight or
understanding or skill that wasn't there before—and don‘t we want
evidence of it? We demand that our methods students plian a variety of ac-
i tivities that will involve high schoolers in significant issues and
problems so that there will he some carry-over in the way they perceive
themselves and the world, and in their ability 10 communicate their
perceptions. Yes, the name of the game is students’ response and perfor-
: mance, and it would seem that performance-based certification for
i teachers and behavioral objectives for students address what is impor-
k tant to learning: outcomes, performance, behavior, rather than verbiage,
semester hours, and a system of tasks and obstacles unrelated 10 the real
- demands of the teaching task or subject,

But wait. There are other arguments which suggest that very little
good and possibly much evil will come from the behavioral movement.
1 Let's explore some of their implications for the classroom,

Deciding what are the competencies of English teachers will be dif-
ficult enough. Deciding who is demonstrating these competencies and
wha isn’t will be no fair task 10 assign any group of human beings — the
laymen, teachers, students, and professional educators likely to be given
the responsibility for passing or failing teacher candidates,

It seetns gratuitons to use a consortium of fallible human beings to
judge teacher competency and performance. Each has his own vesied in-
terest, often running contrary 1o what is good for young people, Each is
susceptible o what Francis Bacon called the idol of the cave, whiere one's
local situation and socio-political initerests obscures the reatity. The fair
way, the systems way, the only way to eliminate the stibjective, and the
impressionistic is—you've guessed it—use a computer to make
judgnetits of eacher competence!

Can’t you see it==the logical extension of objective evaluation of
perfortnance. Here's the way it would work.

114 THE ENGLISH RECORD
px 117

I i Text Provided by ERIC




As the bell rings for the class period to begin, a cleverly hidden con-
sole of computer-connected devices is activated. The computer has
carlier been fed the mean 1.Q. of the class, its past academic pertormance,
and the number and variety of discipline problems reported. By n ultiple
regression it has adjusted the antici pated performance range of the class.
A timer records the lapse between the sounding of the hell and the
teacher's voice. (Average mean time should range between 0 and 10
seconds). Good classes, of course, are expected to respond more q uickly
than problem groups. Humanistically inclined administrators would
certainly suggest to the teacher that there are other ways of starting a
period, but until the technology to detect them is developed, it would be
best to do it the conventional way. yon know, just to keep the machine
happy. Mcanwhile, as the class is getting started, the room temperature
and lighting intensity are guickly gauged by heat and light sensors, and
depending on the time of day and month of the year, the correct height of
window shades within a standard deviation of two inches would be
noted. An audiometer measures the decibal output of the class to deter-” -
mine the control situation and would probably acceptar rasonably high
range, recording "animated discussion’ before the needle plunged into
the red zone signaling “loss of control.” Those who regulate the
machine would no doubt point to the liberal tolerance for noise as
evidence that the computer has indeed been humanistically programm-

ed.

Anothet audio device traces the patterns of discussion. It already has
a copy of the teacher's and students’ voiceprints and is able to provide a
profile of classroom talk and evidence that the teacher wis or was not
conducting a reasonable give-and-take discussion. The same device
could record rising and falling pitches and produce the ratio of
questions to statements, but because content analysis has not yet been
perfected, it would be impossible to tell whether the discussion revolved
around the fate of mankind or a missing ballpoint pen. '

Fach seat is wired with delicate sensors measuring  body
temperature, blood pressure, pulse rate, and evidence of perspiration.
"Those who nag about “affect’” are readily satisfied witha detailed graph
of each student’s rising and falling emotional state—all synchronized to
a videotape (in color) of what happened or didn’t happen i class.

Compositions are objectively evaluated by computer which coutiits
the number of woids, clauses, sentences, and key syntiactic structufes and
instantly compares them with national or local norms. It assigns a grade
and provides each student with intelligent comments. suggestions and
an individual homework assigniment,

Out scenario is not quite finished. After all of the results are
statistically analyzed and correlated (10 seconds after the bell ending the
period) the teacher is notified via computer printout just before she
leaves for the next class how well or how pootly she did=and how
much will be added or deducted from her next paycheck.
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I have by no means exhansted all of the possibilities. Surely people
in this room could make some imaginative suggestions for further
classroom uses of the computerized systems approach. Itshould be noted
that all of the echuology mentioned in onr lile fantasy is available
(some of ivar The University of Connectiont), and awiits only purchase
and installation. Anv wkers?

Let us go one siep urther: One way 1o solve the whole problem of
teacher training, cemtification, and performance would be o capitalize
not only on the recording and evaluating talents of computers, but on
their stimuli generating possibilities. Linked 10 tape decks, television
screens, electric typewriters, computers can talk 1o students, show them
pictures, and write a response 1o their response. So who needs weachers?
Reason suggests that i lotof money wounld be saved and mueh agonizing
controversy avoided were the imperfect, subjective eacher replaced by
the objective, no-nonsense computer. Thave litle doubt that those in the
vanguard of the behavioral systems movement will very soon see the
logic—indeed the wisdom of my suggestions, And when they do,
teacher training programs will reap some of the benefits. By a simple
change in word order teacher training programs will be converted (o
Programmed T'vacher ‘Training. Our jobs will change from preparing
human bheings cadmittedly o messy job) to preparing machines for the
classroon,

The present phase of preparing lists of competencies, performance
characteristics, and behavioral outcomes cotresponds to the paper
programmed instruction of the fifties and early sisties. Programmed in-
struction has already been computerized, Enterprising educational
planners will very soon, put the behavioral objectives on computers and
awtomaticully check theiv performance or non-performance with sen-
sing devices. T is a relatively small step from lists 1o punch cards and
from clearly delineated human behavior (o computer simulation of
human behavior,

Sull. fun and games aside, there are reasonable opposing
arguments. They maintain that we hae beter see to it that ineluded in
the list of behivioral objectives iand evidences of competency are those
that we can live with—that we had better not abdicate the task to the
cager tribe of educational psychologists and 1o the machanics within our
own ranks only 100 anxious o do the job,

‘The assumption here is that humanistic and affective outcomes can
be delineated with the required precision and can be verified in petfor-
mance. Our professional waining, the argument continues. is in a seise,
a program of objectives that we have intertialized as we evaluate teachers
and students, For a long titne tiow, it has been a cliche’ among super-
visors tosay 1 don't look at what the teachers are doing but at what the
students are doing.” Why not clarify and codify those students behiviors
that signal good teaching? Why not eliminate the idosynicratic, the im-
pressionistic. and record for all to see those behaviors that reflect changes
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in the knowledge, attitude, and feeling vesulting from experiences in a
classroom? Those who can demonstrate theirability to so move students
should be certified; those who cannot should be trned away from
teaching,. ‘

The opposing group. however, insists that the campaign for
behavioral objectives and performance-hased teacher education is really
the counter-offensive of the educational and political right, that itis an
elaborate promotional pitch supported by the trappings of pseudo-
system’s scientism whose behavioral objective is a return to narrowly
defined basic skills iand abandonment of the issue-value-affect-centered
education only recently come tolife in our schools. Cevtainly we are, and
will be. encouraged 1o make lists (and lists, and lists) of wrange of affec-
tive outcomes—both for prospective teachers and for students—but the
expectition is that the low state of the measurement-evithntion art will
demand that teachers and teacher trainers focus on the obvious and on
the pedestrian, on what most easily and clearly demonstrates ability to
modify the behavior of stundents, Gresham's Law rides again as the bad
drives out the good. Each teacher in the classroom and each teacher
trainer in his class is, in effect, thrown into the role of perforinance con-
tractor, teaching for the narrowly defined test or objective, hoping for,
the rewards of success and dreading the penalties of failure,

Opponents of the systems approach in education point to its dis-
astrous employment in Vietam. The overail hehavioral task was to win
the war—a more humanistic objective was thrown in to appease the
naggers and the doubters: to win the hearts and minds of the people.
T'hose in the ficld who were to accomplish the tasks found the results of
their efforts to win over the people were too difficult to measure and the
little hard data they were able to gather too difficult to interpred, ‘They
concentrated instead where their efforts would show hard, verifiable otit-
comes—and the bigger body count became the favored criterion in-
dicatirig that the objectives were in hand. It should be noted that the men
in the field made special efforts to give those in charge what they wanted,
by juggling numbers or killing those who were not even involved in
combat. There are lessons for us here, I think.

‘The lists of behavioral objectives and performance criteria and
reports of their successful accomplishment were all fed into the com-
puter whose printout insisted the campiign was just about won. Is it
possible that all over the country the systetns approuach will encourage
attd intimidate those on the educational battle field to comtnit perjuries
and atrocities it the name of behavioral outcomes?

Othet questions demand answers, What about performance-based
cortification for administrators? What will be appropriate behavioral
outcomes Gor thetn? As those ultimately respousible for the school
program, will state depiarunent people be judged on the perfortmance of
those who attend the schools? Will their suceess or failure be determinied
by fluctuations in the reading rate, the dropout tite, the college entrance
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rate, the attacks on teachers rite, the eacher resignation rate, the vite of
friendly and unfriendly telephone calls and letiers from principals and
professors around the state? Certainly, any member of i state department
of education or any administrator who creates and implements a
program without extensive consultation with those who we o be
profoundly affected by it has already flunked the performance test and
should receive a compiter typed letter indicating his services are no
longer required.

So much for the “passing reference’ <o performance based teacher
edwcation.

Letme spend justavery few mimes telling vouabout our program
at The University of Connecticut. There are viriants of what we do at
other institutions—"Temple University, Trenton State and Towson
State Colleges and others I don’t know about.

We assume that anything important about the teaching of English
will be learned, beter yet, become part of weaching behavior, on site, in
schools, as a result of working with kids.

After identifying a school with a better than average progriam and
anontstanding  deparument chainman, we suggest that the school
become a teaching center 1o which we will send each semester up o six
student-teachers, The department chairman takes on the role of methods
instructor and gives two method sessions a week which are basically
responses o what happened, what didn’t happen, what could have
happeried in the classes tught by the student-teachers. Becatise he
knows the program, the cooperating teachers, thie high school students
and sees the student-teachers daily, the department chairman also under-
takes the role of the University supervisor. He observes each of the
student-teachers once i week and feeds his observations into the methods
class. For these services, over a twelve week semester, the University pays
him 600 dollars and considers him to be part of its faculty.

‘The money saved on mileige and part time supervisors mitkes this
progritm truly innovative, becatse it costs no money. Meanwhile back at
the University the professor of English education has taken on a new
role—that of currictlum consultant for the school. He brings materials
to show and 10 ry, talks to the English deparument about aliernative
ways of teuching English, joins the methods session run by the depart-
ment chairmen, attends conferences with stadent-eachers, cooperating
teachers, and depariment chairman.

We have, in effect, given over English teacher education to the
schools while maintaining a pipeline between school and college.
Morcover, these new definitions of roles have done away with the old
resentnents and divided lovalties.

A hidden but very potent dividend accruing from this scheme is the
in-service possibility for the pinticipating cooperating wachers. Giiven
six student-teachers, the departmencehairman is justified in asking their
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twelve cooperating teachers to get together to discuss and work out
reasonable experiences for the prospective teachers. What the depart-
ment chairman is really doing is beginningan in-service progranyin the
context of the pre-service activity. What the cooperating teachers will
tlk about in such “preparatory” sessions are their views of what
English instruction should be and what they do in their classes — the
heginning of in-service activity.

The University, then, contributes the student-teachers, a
curriculum consultiant, payment to the department chairmen and
cooperating teachers, and an opportunity o get with it and open up
their program. The school contributes places for six student teachers
and release time for the department chairmen. That very briefly, is how
we handle English teacher education at The University of Connecticut.

Now, at the close of my talk, [ am embarrassed at what T must say.
An unimpeachable source has informed me that the program commitice
of this organization has instituted a new performance-based evaluation
of the guest speaker, whose honorarium will depend on the hard;
positive behavioral evidences testifying to his guest-speaking com-
petence. A small but fanatic consortium of evaluators has been cleverly
concealed aimong vot, and they are even now preparing to measure and
record your affective and cognitive behavior. Suffice to say that what you
dos a1t the end of this talk is rather important to me. fnner passion does’t
count, not does unverifiable intellectual activity. Turge you, for the sake
of my wifeand two little children, to smile alot during the next ten or fif-
reen minutes. “The « among you with beards might stroke them reflec:
tivelv. I understand that this will be viewed as evidence of profound
thought. Also. Lam open to hearty slaps on the back — considered to be a
very significant sign by the evaluation team.

And in case things don't work out, can I hitch a ride with someone
heading in the direction of Connecticut?

“Some of the most
fascinating poetry
written in our time”
“Sore ul the moal lascinating '?qiw wiits
ton In ou? time . . . & postic mythof unusus!
wisdom and contemporary signilicance. it
ii 8 unique handilhg, & iesh vision."
~C, P, Crowley
\, TS0t B Wi 48 o
: ] ¢critical dcelalm. ih this one ss;ﬁgisfl
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