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The Conference Theme

I have that function pleasant in any conference. of
thanking those who have done so much to make our
Conference possible. First. I have three appreciations.
President Cal Idstein's support of our Conferences for
direr years and his mastery as host of the plenary
sessions. hove always done much to move our programs
forward. It's a personal pleasure for me to offer our
appreciation. Dr. Healy. once again, your remarks have
been an inspiration to us who hear you. You let us know
what our concepts and our philosophy not only should
bid can be. Chancellor K dilute, all of us deeply appreciate
your dedication and interest in what is today soessenlial
to education. In the name of us all. thank you very much.

On behalf of Dean Leslie Berger. ExecutiveCoordinal or
of the Conference and of myself, let me thank everyone
who has worked so holm and hard in creating this
Conference. In particular, Miss loan VIM ..and your
Conference staff, we are deeply indebted to you fur your
work and the achievement you so unassumingly create.
So, too, let me thank you, members of the Planning
Committee who, giving generously of the time of your
summer vacations. have made arrangements, established
workshops. enlisted personnel, all in accordance with the
well articulated guidelines established by Dean Berger.
And let me assure you that your work made my own iasks
infinitely lighter. For myself lel me thank you.

I should tell one story about the Planning Committee
this summer that fits this Conference. When the initial
reports of the Planning Committee's recommendations
came to me. I had to put out the preliminary program sent
to all the delegates. We were rushed and it was summer
and we had to gel it out. So I reviewed the titles aril we
sent it out to the delegates. One of the titles confused ime
and saidthe title wasand you will remember it from
your preliminary program perhaps"Students Who
Fail. I didn't know what to make of the title and I didn't
know what they had in mind. I wanted clarification so I
called up one of the senior members of that Committee. I
said. "Is this your title, 'Sluden!s Who Fail?'What do
you have in mind here?" My !Herd laughed. "That's not
my title, students don't fail." So said. 'Oh. I hat's true, so
they don't." When I went home I met with another
educator I respect, el man who has been retired for len
years after 40 years in education. He said."What's new in
the City University?" I replied. "Our Conference." He
said. "( )h. let's see the program." He looked at the program
glancing over it very quickly and said. "Wail a minute!
What kind of title is this ? - =Students Who
FairStudents don't fail." So I have the corroboration of
experience. I said, "That's right, we'd better re-think the
foci's of this Conference. Maybe Ne should look at what
were doing in terms of our progress, and the relation of
!lines as we build toward success." So let me cite for us
those areas where we can feel some justified pride in our
ochievemeat s. For example. our First Conference went
eut side this university to seek out experts to tell us what
we could do. And our Second Conference brought in a
number of specialists to address us. Today, with our
Third Conference. you will notice that most of our
workshop leaders come from within the t lniversity
Three years ago VIM Chancellor Healy remarked that ism

may be the only university in the country that talks to
itself. Today, he is certainly correct. Alter boar years we
areal last in at position lu talk Its ourselves with relevance.
We should Ile. We have learned byour experience. Tinkly.
our workshops contain model programs in the basic:
skillsreading, writing. mathematics. Today imr
Conference offers models of interdisciplinary planning
and new and individual approaches to what bt now are
old problems. If we know in today that we have much to
achieve in placement. testing and assessments of
strengths and weaknesses of students entering our
programs, we also know that we have progress to show.
We think our advance is solid but we are resolved not to
forget a guiding principle of this Conference as it was
articulated by Dean Halliard at the very first Conference in
his moving charge. lb suggested that although we may
disagree, we should not become angry with arc another.
Rather. we should talk and produce vital programs in
cooperation with one another. He also. said of the faculty
of delegates at the First Conference on Open Admissions
that in the room that day were the converted and the
unconverted. We have changed since then. Today there is
no more division. There are make.. converted our
unconverted here. Today our Conference is for a whole
university.

Thank you very much.

David M. Keller
Conference Director
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The Charge to the Conference

Thank you for coming le join us during these two days.
I have spent the past three years evaluating the Open

Admissions Program at the City I Iniversity ley visiting
each college to look at how thee program has been imple-
mented. For the fie hi four years of Open Admissions we'.
all of us. faced enormous problems. the simplest of which
was finding room for the Ilviusands of students w!ol
would not have been admitted he the University prim to
1970. We still have not solved the space problem. Hut we
have progressed tee the point where we' have' a better
understanding of the educational issue's. Perhaps the
highlight of the year is this conference. where we can
come together in an honest and open atmosphere to share
the real issues cionfremling us in Open Adtnissions.

Even though we have now hail several years of ex-
perineal. with Open Admissions. none of us has at ve-
loped an optimal program. Sonic' compel-
[tents of a sound program exist. And as for the others, we
are at least in a position now to know what is missing.
What we must realize is that we are still in the process of
improving on whit we halve accomplished. and of deve-
loping what we need.

In looking at the various college programs over the past
several dears. I cannot help but feel That none of them is
more than an adequate approach for the remediation eel
underskilled students. For this reason I have been trying
to enlist the assistance of faculty in all the academic (i.e.
part merits in the development of an academic
strategyof a more complete programthat will give ms
the opp'ortunity tee make Open Admissions a success. Al-
though our progress has been slow, we have been moving
surely in that direction.

Another issue that has trembled us in recent years has
been the question of student performance. One measure
of our progress under Open Admissions is that we can
now realize that student performance is not necessarily a
reflection of student ability. but rather of the appro-
priateness of the academic environment leer student
needs. It is time for us tee admit honestly that a good share
tel the responsibility leer students' failure has been ours
rather than theirs. Those students who have failed are
those we still have not learned how to leach.

Unfortunately. we in the CIINY Central Administra-
tion have little access to our own students except through
the nogot la; ions we have with yew administrators. who
then communicate tie you and to the shulents. It is my
hope' that I cab enlist the faculty in holping tee likvphip an
approach that MP work, but moreover one that will lee
acceptable tee all eel the colleges. This .conference. by pro-
viding an open and frank at mosphere. will contribute to
the sharing we' need to mewl' toward our goal.

Thank you leer coming. By sharing our ideas. our failure
and our successes. we will he able tee develop and imple-
ment better educational programs. I appreciate greatly
your contribution tee this el fort.

Leslie Berger
I !Invert:it y Dean eel Academic Evaluations
awl Coordinator eel the Conference

I
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Plenary Session

PRESIDENT LEON M. GOLDSTEIN
Kingsborough Community Collette

President Goldstein: I'd like to welcome yo to IheThird
Annual CI NY Conference on Oren Admissions. I know
that this conference will be as good, if not bet ter. than the
previnus ones held here.

On filly n. 114641. the Hoard of Higher Education of the
City University of New York promulgated a new
admissions policy cl.mmonly referred to as the. Open
Admissions Policy. It probably is the most far reaching
single educational advance in the twentieth century. The
plan made the billowing provisions: admission to some
university program to be offered to all high school
graduates of the city, remedial and other supportive
services fur all students requiring them. maintenance and
enhancement of the standards of academic er:ellence of
the university colleges, ethnic integi at ion of the colleges.
student mobility between various programs and units of
the university, continued admission of all students who
would have been admitted to specific community or
senior colleges under past admissions criteria.

To anticipate and plan for the action that would be
necessary to makeOpen Admissionsa success, college-
wide committees on Open Admissions were formed and
they continue to be operative. Such matters as space
utilization, scheduling, student orientation and place-
ment, remedial courses in mathematics, reading and writ-
ing, counseling services, the grading systems, retention
problems, registration procedures, financial aid pro-
blems. faculty recruitment and many other factors were
and continue to be considered.

Initial reactions to the new policy on campuses varied
widely. While some faculty members viewed Oped Ad-
missions as an extraordinary social advance, some
faculty members were concerned with the effect upon ad-
missions and upon the quality of education that would re-
sult in a lowering of admissions standards. Supporters of
tNe policy saw no threat to the quality of education
offered by the colleges an long as course standards and
degree requirements were maintained. The approach to

Open Admissions must be based on the assumption that
acadomie standards would not be lowered, that it is
possible to improve student skills in reading, writingand
mathematics upon admission to the colleges. This con-
ference will deal specifically with the problems of read-
ing and writing and mathematics. One of the foremost
proponents of Ora Admissions has been our Chancellor.
He has been in the forefront of advancing Open Admis-
sions internally and externally and it gives me great
pleasure to present to you our Chancellor, Robert I.
Kibbe'', who will give greetings to thisgroup. Chancellor
Kibber.

12
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Chancellor Robert I. Kibbee
City University of New York

It is always a pleasure for me to meet with my
colleagues of the City University. particularly when our
meeting together is an (Invert unity to learn and to
evaluate matters of common concern to us all. This
Conference. the Third Conference of the City university
un Open Admissions, is indeed such an opportunity to
take stock of the results of nor work together in Open
Admissions fur a period of over four years. And. as we
take stock of the past, we can lay down probable
guidelines for our future.

Year by year. the directives and the goals ofour unique
and ambitious programs of Open Admissions become
increasingly clarified. What was for us at the outset a
desire and a hope becomes a more solid (objective each
year. Our increasing experience reveals what we have
achieved as it reveals what needs to be done in the
immediate and 'n the more distant future. A priori
estimates of what we desire to accomplish are usually
easy: in the final analysis the only basis for solid advance
must recognize the overriding importance of experience.
Through our experience we reach a new vantage point
that becomes in turn a new point of departure for
advances In new goals.

Nevertheless, experience without evaluative judgment
is as useless as judgment without experience. Evaluation
is essential for any positive action and evo.!uation
requires a realistic interpretation of the elements that
make up our experience.

The City University today has an opportunity to unite
these two. Obviously, neither experience nor evaluation
are of particular value outside the context of the
dimension of time. To make any rational judgments. time
in which experience has been gained, and time, in which
experience has been evaluated, is an essential element.
The City University now has had four years in which to
learn and to evaluate. These four years have not been
wasted. Year by year, the University has had an annual
stork taking. the Annual Conference, and upon this series
of mileennes the directions in which we move have
become progressively more clear.

Thus, for the University, the significance of this
Conference is that it becomes an unparalleled
opportunity for evaluation. Our yearly Conferences give
WI a tool by which we may evaluate ourselves with
increasing solidity. We have the experience t nat allows us
to press forward. to sharpen our directives to revise our
drivesall in order to achieve more fully the goals with
which we began.

As I see it. this Conference has a 3-pronged objective.
First, we need an even more sensitive mechanism of
assessment. We have a great deal of valuable experience
as to entrance placement for an entering at udent. We new
can apply individual criteria to the individual student
with a greater certainty we have the right place for each
entering student. Again, our et iteria are tools to evaluate
better programs designed to develop student strengths.

The sum of these approaches is that we now have
developed a fund of knowledge whereby we can give a
specific student what he needs. Thereby, our over-all
programs are more realistic and mom effective. And. to
encourage us. we know then. is always room for
improvement.

The second prong of our directive for the Conference is
that our specific methodology is more refined. When we
better evaluate our st udents for placement. this means we
have an unobstructed erport unit y evaluate the specific
role of teacher to student. This applies, not only to general
curricula. but , the relevance of the individual classroom
to the larger curricular structure. Increasingly. this
appears to he one of the great goals of Open Admissions
now within four reach.

The third prong is one which is really e ing: I refer to
the very real probability of in t enlepart mental
cooperation. As our Program of Open Admissions
continues. it 114:0111141 I'M 11111re evident bow st iltifving a
polic of rigid departmental compartmentalizatim. can
be. In the new context engendered by Open Admissions,
we see increasingly clearly that education is truly human
experience. and that educat ionel disciplines exist for men
to use. If we, who generate and administer our programs
recognize that their boundaries are fluid, by that slime
taken, We recognize their common humanity since
education worthy of its name i3 directed to the whole of
every man and of every woman. Experience in Open
Adenissions shows clearly we are learning that we face a
revitalized and human education and that our learning
opens new and renewed perspectives. Our previous
Conferences have taught us a great deal, and this one, too.
should add to our knowledge and to our understanding.

Let me conclude with a personal word of appreciation.
We all know we live in an imperfect world, that we have
difficulties still unsurmounted. and can expect new oars
to develop. Nevertheless, let me (mule you again how
much it means to me to realize we work as colleagues in an
endeavor every teacher, by definition. holds dear. We are
applying our intelligence, our skills, our patience. to open
doors to light for those who want to see. Thank you very
much.
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Using the Students' Affective Resources to Develop
Cognitive Skills

ELAINE AVIDON
C.' ROL SCHOEN
jAt 'ES VA1)CHN

Department of English
Herbert H. Lehman College

Since the advent of Open Admissions a steadily grow-
ing number of entering freshmen have been placed in re-
medial wiling programs. At Lehman College in the fall of
1973. approximately 30 percent of the students were en-
rolled in such courses. As numbers grow. so does our
awareness that many of these compensatory programs
are not doing the bob for which they were designed. Clear-
ly documented reports show that the results of remedial
programs are at best questionable. Research extending
back over the last 10 years and surveying many colleges
reveals remediat ion has done little to alleviate failure and
early exit from these schools.' And, as teachers of
remedial writing. we have seen failure in our courses
extends to other areas of the student's work. If a student
.:annet write for his remedial composition class. it is
prebable that he cannot write for history class, physical
education class, nursing class nor for any other
discipline.

In the process of teaching our remedial courses, we
have come to realize that too many of our students do not
respond to traditional methods of instruction. Initially
we began with a highly structured "drill and grill"
approach to teaching composition. We focused on what
we felt the students did not know and what in a very short
time they had to learn. Within a few semesters, we dis-
covered the rigidity of this head-on approach was .'e-
moralizing to the student's sense of self; consequently the
student learned little in his thirteenth year of education.
At this juncture we shifted our approach in the direction
of "urban relevance." This was a strategy designed to
reach the student via material we assumed would interest
and motivate him, and within a semester serve to correct
the grcsser weaknesses in his writing. Although more
student oriented than the previous "drill and grill" curri-
culum, this newer method naively assumed interesting
writing to be a natural outgrowth of interesting reading.
Despite the shakiness of this assumption, we did see an
improvement in students' writing skills, and began to feel
we were on a surer path.

Still dissatisfied with the results, however, we deter-
mined to reassess our methods. We were aware that while
conventional modes of teaching might be successful for
students who came to college with some record of suc-
cess in high school, the remedial student had made little
progress in the high school environment. This aware-
ness, sometimes overt, sometimes unconscious, was the
motivation for our submission of our course to further
change. We redefined our goals; we sought new class-
room strategies; we discarded texts and eliminated
grades. In short, we aimed at all manner of innovative
techniques, some of which we abandoned voluntarily be-
cause they actually didn't work or because we lacked the
equipment and materials to make them work. We know
that volumes have been, are being, and will continue to be
written explaining why some students do no respond in a

given learning situation. but until we can arrive at a de-
finitive statement. the teacher of remedial composition
faces the fact, every day in his classroom, that con-
ventional procedures do not work.

At this point we realized we needed to reassess our de-
finition of educationally relevant student charac-
teristics. In the past the student had been defined only in
terms of cognitive failures. Our redefinition of the stu-
dent takes into consideration not only cognitive needs,
but also those affective qualities that strongly influence
attitude toward classroom and self-image. Research has
shown and we ourselves have seen that there is a signifi-
cant correlation between academic self-concept and aca-
demic achievement,2 and we are convinced that only
when both these aspects are given sufficient emphasis
will remedial students perform at the level necessary for
successful completion of a college education.

While, for the purposes of discussion, we are accentua-
ting the division between thinking and feeling, basically
these characteristics are inseparable. As lean Piag "t has
said:

This. . .will seem surprising only if one attempts
to dichotomize the life of the mind into emotions
and thoughts. But nothing could be more false or
superficial. ..Of course effectivity is always the
incentive for actions...since effectivity assigns
value to activities and disseminates energy to
them. But effectivity is nothing without in-
telligence. Intelligence furnishes affect ivit y with
its means and clarifies its ends. . .Intelligence
thus neither begins with knowledge of the self
nor of things as such but with their interact ion.3

In other words, all learning involves both affective and
cognitive characteristics. Heretofore, this correlation has
been largely ignored, but we believe that the remedial
composition classroom offers an excellent opportunity to
integrate them in an overt and structured manner. The in-
clusion of effectivity in the curriculum, however, should
not be interpreted as .an at tempt on our part to become
therapists for the student. It is included only as a means
to achieve better learning. Our concern with affective
needs is only appropriate to the extent that it is relevant
to the learning our students need and to the classrooms in
which they are participants.

In attempting to assess the characteristics of the reme-
dial student, we have discovered that for 11, 12 or 13
years of his academic life he has been presented with an
image that emphasizes his inadequacies.

. It is no wonder that the remedial student has been
characterized as one with an "academically squashed
egoNfor the student has come to expect failure and it is
with this internalized expectation offailure that he meets
each new learning experience.

While we know from first-hand experience that these
students may be bright, lively. vibrant people. we also
know that, as a result of prior learning experiences. much
of their genuine radiance frequently is concealed. In a
recent Kt inly done at Queensborough Communi t y College
remedial students characteristics were thus described:
"...students had a low image of themselves. This was
demonstrated by a variety of self-deprecating
reinarksii.e.. 'I'm such a dope.' etc.). by extreme



reluctance on the part of the student to admit to not
o niler3tandine a paint made by the teacher. by inabil it y to
handle even a minor faux loos wit hunt an obvious display
of shame. by a quickness to give up on a problem as being
too difficult if the solution was not readily seen."--

The truth is that these students have adopted a protec-
tive armor of overt distancing strategies; that is. they do
not trust us nor themselves nor the possibility of educe-
lion so they create an emotional and intellectual demili-
tarized zone to protect themselves from the teacher and
the curriculum. Although this may serve to protect them
as individuals, such strategies severely limit the stu-
dents' ability to profit from education. Such defensive-
ness leads to compositions without authentic thinking
and feeling fur these students experiment neither with
language nor with awareness. Their writing is empty of
life and experience: the substitute the cliche and the
superficial, the hackneyed and the plagiarized thought
line. Small wonder their efforts see widen) please their
instructors.

We were fortunate that. while we were rethinking our
approach. the h:nglish Department at Lehman also was re-
defining its course sequence. The net result of our com-
bined efforts was a 3 semester sequence for Preshntain
Composition. 2 semesters of wh;ch are required for all in-
coming students not quail! ying for an exemption from
the first half of the course. The course we shall talk about
today is the first course of that sequence and is intended
only for those students who score in the lowest fifth on
the ACT. It is a 6-hour, 2-credit course, taught by mem-
bers of the Academic Skills Department. with its objec-
tive to raise the student's level of performance in writing
through a system of study stressing an experiential learn-
ing environment. Our course considers equallystudents'
affective and cognitive Characteristics. Strategies for
transforming the student's self-image as an academic
failure are combined with studies in language and usage
appropriate for college work.
Affective Objectives: To strengthen the student's aca-
demic self-concept to enable him to participate confi-
dently in educational experiences.
Cognitive Objectives:
Voice: We seek to develop the ability to communicate
thoughts on a given subject both verbally and in writing.
This ability derives from the student's sense that his per-
ceptions have been recorded honestly and lucidly.
Grammar and Usage: We hope to train the student to use
language appropriate to each writing experience. Em-
phasis is on the sentence as a unit of thought.
Form: We emphasize the ability to shape thought into
logical written patterns. Students will be involved in ex-
periences stressing the value of unity, coherence and
clarity, and they will learn economy sharpens the force of
one's perceptions. The paragraph as a formal unit of the
expository essay is emphasized.
Approach: The approach .s one which thoroughly corre-
lates language learning to strategies for reducing the stu-
dent's negative academic self-concept. A primary con-
cern here is to make the student comfortable with writ-
ing. The locus for the first seven weeks is the student and
his relationship to the group. In this segment of the
course, we introduce experientiee learning exercises to
help the student gain a better awareness of self and relay
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tionships with fellow students and the instructor. We be-
lieve thews ewe/wises stimulate a sense of solidarity with
other students and increased self-respect. After the first
7-week period, we begin to add other sources of learning
from written, visual and oral media, taking care not to
hose the student- and group-centered approach that
characterized the opening section.

In conjunction with these strategies fm affective learn-
ing, we incorporate materials dealing with cognitive
needs. All experiential learning exercises are followed up
with assignments in which the student puts his thoughts
down on paper so that writing becomes an habitual and
accepted mode of action rather thsn an occasional and
frightening experience. Discussions are geared to help the
student realize the need for depth and documentation in
writ; re 4. Moreover, in keeping with our general approach.
we ...rims appropriateness of usage rather than the teach-
ing of grammatical rules.To deal with mechanical items
which, for one reason or another. the student has not yet
learned, we use a peer-mediated system to strengthen
assurance that he is capable of handling his own learn-
ing. and to enforce the recognition that learning is thesta-
elent's responsibility as much as that of the instructor.
The instructional material itself develops ideas that grow
from the experiential learning strategies until the
grammatical experience is not only relevant to t he class-
room experience. but also strengthens the concepts which
the experiential learning attempted to convey.

We have developed a series of exercises that we use
during the first, or experientially-based, module of the
course. Its functions are: 111 to make students com-
fortable with their peers and to build group cohesive-
ness; (2) to help students to recognize their own capa-
bilities: and (3) to lessen student tension during writing
and to establish writing as both a normal activity and a
valuable tool.

We do not present this course as a final answer to the
problems of remediation. All of us a: CIINY are grappling
with the problems of teaching these students, and all of us
are concerned with the need to find techniques that will
help a larger percentage of them. Our ideas seen. fruitful
to us and may he helpful to you.

FOOTNOTES:
'Over the past ten years there have been numerous
studies attempting to assess the effectiveness of college
remediation by comparing students in remedial courses
with students who should have been placed in them but
were not. It was found that traditionally designed com-
pensatory courses have at best a modest effect on subse-
quent performance. More often results indicate: no
higher scores in reading and writing, no meaningful rip-
duction in college withdrawals, no effect on student sat is-
faction or performance: no higher achievement in social
141 udies, humanities or English. In a survey of twenty such
programs, the summary statement reads. "the effect of
these programs on students' subsequent educational ac-
cmnplishments is questionable." For further information
see john Losak, "Do Remedial Programs Really Work?"
American Personnel and Guidance journal, 1072. 363 -
380; Arnie! Sharon, "Assessing the Effectiveness of Re
medial College Courses," journal of Experimental Edu-
cation, 1972, 60 -63.: A. Hurlburt and 1. Roueche. ' The

A



Open Doe. College. The Problem of the Low Achiever."
Journal of Higher Education, 1968, pp. 454-460: and two
studies by John Roueche, Sa ivige, Re-direction or
Custody? and The Junior College remedial Program.
R.M. Brooks, "The Self System: A Sociological Analy-
sis," Catholic Counselor, VIII (1°63), 27 30. M. Lowther.
"Academic Achievement and Self-Esteem."Universityof
Michigan School of Education Bulletin, XXXV (1907). 7-
11. Henry Olsen, "The Effects of Compensatory Educa-
tion upon the Self-Concept-of-Academic-Ability. . .of
Black and White Pre-College Students." American Edu-
cational Research Association, 1971. Wilbur Brookover
and Edsel Erikson. "Introduction." Symposium on Self-
Concept and Its Relation to Academic Achievement,
Chicago, 196. lames Coleman. Equality of Educational
Opportunity, Washington. 1986. R. Roth. "The Role of
Self - Concept in Achievement." Journal of Experimental
Education, XXVII (190). 47-56. Pietrofosa, "Self-Con-
cept: A Vital Factor in School and Career Development."
Clearing House, XLIV (1969). 37-42.

quoted by David Elitind. Introduction to lean Piage1.10X
Psychological Studies, New York. 1967, p. xxi.
+Unpublished study. "Report on the Spring 1973 High
School Remediation Program" by Vita Tauss.

5Michale Kressey. "The Community College Student: A
Lesson in Humility." College English, 119711. 772.
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The Writing Center

MYRTLE BATHS
Department of English

City College

The first 3 years in the life of the Writing Center were an
exploration of large scale tutoring in writing. We found
that students respond to and are helped by tutoring, both
in individual and small group sessions, and that peer tu-
tors can he effective, if trained.

The training of the tutor, therefore, is our main acti-
vity. Training begins with an interview with Santiago
Villafane, who lets the prospective tutor know what his
problems will be and what we will expect of him. In these
interviews Santiago is probing beyond credentials for the
qualities, the attitudes, the experiences that are essential
for effective tutoring.

Training is continued in the presemester orientation.
This year's orientation consisted first of a guided tour
through the Writing Center to explain its procedures,
modules, records, files, and included interviews with the
Center staff. As the gathered that morning, the tutors
examined their copies of the Tutors Yellow Pages and
chatted with each other. Then the tours, led by
emierienced tutors, began.

A videotape of the tour was shown .
The tour ended in the Rap Room for a discussion on the

tutoring process. It was just about then that prepara-
tions for the demolition of Lewiaohn Stadium began, and
we had severe competition from a pneumatic drill. So we
have had to delete several portions of the tape, and some
of the remaining sections are not too clear.

I began the discussion by suggesting that the tutoring
process is a complex one involving more tha,i the know-
ledge of grammar and writing. In the ensuing discussion,
we touched an four problem areas: the student's atti-
tude toward himself and toward writing: the tutor's
handling of questions when he is not sure of the answer;
the relations between teacher and tutor; the question of
dialect. Here are a few snatches from what we were able
to salvage of the discussion.

The videotape continues.
Orientation was continued the following week. Each

tutor spent A hours in the Writing Center going over text-
books and modules with the help of experienced tutors.
The modules are brief instructional units in grammar and
writing skills, created for the most part by the teachers
assigned to the Center. A few of these are on display. The
tutors spent some of this time consulting with Hill
Mitchell and getting acquainted with audiovisual equip-
ment and what we have in the way of software. Also on
display is The Living Sentence, a 12 minute sound -slide
lesson on the sentence and how it works.

A portion of The Living Sentence was shown.
These materials, whether or not used in sessions with

students, help to prepare the tutor. Training is continued
throughout the semester in several ways. The teacher on
duty during the tutoring hours answers questions be-
fore, after, and even during tutorials. This Week, a weekly
newsletter, edited by one of the tutors, provides informa-
tion on new procedures, program changes general pro-

blems. and occasionally features a bit of grammar gossip.
In-Class tutorials, an experiment this semester, provide
another kind of training. The tutor learns something
about classroom techniques. In the weekly semin
tutors discuss problems encountered in wiirking with
students. shore techniques, investigate grammatical pro-
blem areas. And the videotorialsour name for taped
tutoring sessionshelp the tutor to see himself as the at u-
(lent sees him.

A sample videotorial was shown.
It sounds, I know, as though we spend more time on the

tutors than on the students. But if Santiago's radar is in
good working order in the interviews, the time will he
well spent. A good tutor training program multiplies
considerably the number of students who can be helped.
provides training for many who plan to teach, while
recruiting others who discover their interest and
aptitude, and brings together in friendship and
understanding the. academic haves and have nuts on the
campus.
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The "interdisciplinary "Trivium and Trivia
for the Freshman Class

JOAN SALIM
Department of English

York College

"Interdisciplinary." There's no such word. It's an
illegitimate. a hybrid. an example of educator's
jargonnumber a in column 1 on the "Instant Jargon
Generator." the London Times' Guide to Gobbledygook,
reprinted the-:. October CUNT Courier.
"Interdisaidinary" is a ieoi vilabic. Latinate concoction,
speciously suggestive of subscntial things. It's a heady
wordthe whole seems greater than the sum of Its parts.

Although the parts of the word "interdisciplinary"
compounded would indicate "disciplines combined."
many so- called interdisciplinary courses seem to he no
more than loose juxtaposition. a laying side by side of
related subject matter For separate but equal opportunity
in the classroom. Of course, it doesn't matter what a
course is calledthere can be v.tlid juxtaposition,
exciting, carefully delineated te Titories covered
separately by specialists acting either alone or as a team.
working with one class or in a program. The name of the
course is not important because "interdisciplinary" is
often used simply to attract a clientele.

It also doesn't matter how the course is arranged
because the real success of any class depends upon the
teacher.

Those who teach befit, who have an appreciable effect
on how their students think and feel, do so because they
are magic-making people who, if removed from materials
and methodologies, would work their alchemy
wonderfully well alone. Still, not all teachers are
magicians who can turn it an all the time and there are
also dangers attendant on a cult of personality.

The current craze for interdisciplinary experiments
suggests that teachers want programs and courses to
have magic too. An Open Admissions policy challenges
traditional modes. causes mutual consideration of
psychological and academic needs, and tends to
emphasize basic skills at the expense of knowledge in the
liberal arts. Again, some faculty interest in the
"interdisciplinary" idea is probably a response to
declining enrollment in the humanities. At the first City
University Conference on Open Admissions. Professor
Walker Gibson exhorted all teachers to look to the
"interdisciplinary" course as the new and necessary mode
to stem the tide. "...we are going to be seeing new ways of
teaching literature, literature and politics, literature and
psychology before we are going to regain that large,
popular faith in literary studies that many colleges until
recently enjoyed." Although some teachers may want to
participate in "interdisciplinary" programs in order to
push their own electives, most teachers do seem to care
about helping freshmen.

A sufficiently varied package, some think. is bound to
attract someone, some time. Others support
interdisciplinary" programs for what theysee as distinct
psychological advantage: in travelling as one class to
teachers instructing differing subject matters, all of
which are related, students gain From reinforcement and
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familiarity. The idea is to create a common foundation
that supports the underprepared. Still others support
"interdisciplinary" programs as advantageous
academically both to students and to faculty by
reminding them that knowledge is not a discrete
enterprise and that "English" is not a discipline apart
from content.

"Interdisciplinary" as method or goal. juxtaposition or
mutual influence, seems to have noble-minded adherent a,
but good intentions are no substitute for the requisites of
experimentation: definition, control, evaluation. In
many colleges where interdisciplinary courses are
offered at freshman level, it is not always easy to find a
clear statement of purpose, a syllabus that showy; a
method. or a faculty member who can offer a cogent
rationale. Some people obviously believe the word is self -
evident.

It is important to know from those who teach in
interdisciplinary programs what disciplines they link
and how and why they are linked. In some cases mere
juxtaposition is enough. In others, a faulty premise may
work against a good idea. in urging acceptance of
interdisciplinary experimentation, Professor Gibson
suggested that "the conventional historical program of
literary research may not be exactly what the human
condition needs most in the last quarter of the twentieth
century." It is a questionable hypothesis which, on a
senior level, might lead to lively debate, but which, on the
level of freshman English, well might be disastrous.

Although it is fashionable to criticize the system and
enjoy the sense of going against the current, faculty are
not on. They should try out their experiments in all
currents. The professional world includes not onlydaring
innovators who may be wrong, but skilled and well-
intentioned reactionaries who may be won over or offer
good revisionary advice. Interdisciplinary enthusiasts
should measure theirs against the goals of those who
teach the traditional disciplines.

A recent Modern Language Association survey which
had asked about member interests, turned up what the
MLA Executive body described as a "surprising
statistic""...in spite of all one reads and hears about
interdisciplinary studies and 'culture' courses. only 2.10%
of the members described their scholarly interests in
terms of 'Literature and Other Arts and Disciplines.' "
The overwhelming check-off was for the "traditional
bounds" of country. period and genre. What should be
even more surprising, however, and sad, was another
statistic: "...although the vast majority of (MLA)
members are of course involved in teaching, (they) donut
rate pedagogy highly among their 'scholarly interests.'
Only 3.21% indicated that they were primarily concerned
with "teaching methods or materials." Some conclusions
for interdisciplinary enthusiasts can be drawn from thi-
informal ion:
1) Although they care, many teachers of composition,
schooled to teach literature. may succumb to an
interdisciplinary course because they think it will allow
them to revisit familiar and perhaps preferred territory.
Inadvertent exercise of this preference. however. brings
the temptation to slight basic skills, and if the
interdisciplinary course is a substitute for the one
required course in basic composition, the temptation, if
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realized. is min.
2) Although the experiment of merging disciplines may
go well. in tl apinion of those involved, for reasons of
fair play and status the course should be reviewed in
some way by other members of tht: disciplines. and
especially by those who would be in a position to
encourage its extension. Prestige attracts. Hopefully.
those attracted by a course that "works" might he the
"literature" people who could bring years of knowledge
and' experience to a course in composition and bridge the
division bet ween the literature and composition NJ ions.
Probably no other course in the entire college curriculum
needs the senior teacher more than freshman composition.
Ideally. the freshman interdisciplinary should be a fusing
and a condensing process, a relating of subject matter and
form. Faculty experienced in the art of their own
discipline wuld take special care to respitet the form of
another. They would participate in an int erdiscipli.;ary
course. That course could be enriched with visionary
skills. Well-meaning, bi-t inexperienced enthusiasts, on
the other hand, may not know how to avoid the lures of
contemporaneity and overlap. The English teacher in an
interdistaplinary course in composition should not
lac come only as Harbrace Handbook custodian.
3) The hesitation of some respected senior scholars
concerning interdisciplinary courses should not appear
to the already committed as disdain. Serious teachers
know that an interdisciplinary course requires more
work than a regular one more pre-course preparation,
more reading of papers and exams, and more conferences
with colleagues on the development of their design. Some
administrators may fear the real cost of an
interdisciplinary course. but many faculty feel it would
be costly to the soul.

Excitement about the goals to be achieved by the
interdisciplinary course should not excuse poor
coordination and inadequate pre-course planning.
especially when team-teaching is involved. Without clear
definition of the coursti and differentiation of areas of
authority. students will be confused by conflict ing points
of view and by discrepancies in grading standards. It is
not enough to offer an interdisciplinary course and say
that it will "stimulate" the students. English teachers
work in schools, not massage parlors.

For teachers of composition who want to use an
interdisciplinary met hod to achieve a goal, the goal ought
to be stated as more than psychologiuI adjustment or
better attendance. It should reflect. first of all. the
placement level and secondly. the competence required
for future work. Well - intentioned teachers who cannot
define an academic goal deal in trivia. Most schools have
support services in advisement, counseling, and tutorial
writing clinics. The interdisciplinary course, for all its
desire to liberate or soothe, must also show success in
teaching exposition and persuasive discourse. The
ultimate goal of any interdisciplinary course should be
the discipline itself.

"Discipline" is a hard word. It means training, exercise,
skills for corrective purpose. It suggests punishment.
cleansing, prescription. It aspires to teach conduct and
right action. Its rhetorical definition is not unrelated to its
etymology. A discipline in rhetoric is an art. an order, a
form. The trivium, the master rhetorical form, is the
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master interdisciplinary discipline, uniting grammar.
rhetoric, and logic. Renaissance humanists held it to be
the form of forms, the discipline most necessary for free
men and women who aspir to the Liberal Arts. There
may be lessen.= here for interdisciplinary teachers who
face ontlerprepared students who have never cultivated
even the discipline of ailing to school.

Logic and Semantics are common to all subjects and
emphasize form. The logic of consecutive reasoning and
the logic of passion are both part of the Rhetoric of Logic,
of the eNSPIli WI idea of appropriate discourse underlining
all disciplines in Western culture and their expression as
events in lime, as imaginative prophecies, or as systems
of discovery. There are grammars of motives as well as of
scientific: procedure, paradigms of verbs as well as of
revolutions. The trouble with many interdisciplinary
courses is too much matter, too little form. We need to
begin again with the Word.



Approaching the Extraordinary

ALBERT BERMES.
Department of Speech and Theatre

Herbert H. Lehman College

I am appalled by the way most teachers speak- and
write. It is had enough that students pick up the jargon of
their science and social-science classes. but it is
unforgiveahle for English teachers to sound like half-
baked sociologists. In a series of discussions that
preceded this Conference. the only authors I heard
mentioned were people who had written research
articles. The conversation was full of verbal garbage"in
the context" of this, "in terms of" that. "in the framework"
of something else. As a group of English teachers. all of
whom presumably read. love. and have taught literature,
we sounded like semi-literates.

Have we given up on literature? Is the study of writing
meant only to help young people compose a job applica-
tion or Write an examination in history?

I realize there are CI INY English teachers who fret be-
cause they can make no headway by returning to their old
college notes to explicate symbol and myth in Milton,
Melville. and fames: and I have no sympathy for them.
But exercises in reading and writing should go well be-
yond the imposition of grammar, spelling, and punctua-
tion. Learning to read and write is. or should be. a
pleasure: mastering these skills enables students to be-
come more sensitive. thoughtful, and expressive citi-
zens. Anyone who doubts this should not teach English.
Literature is more than hammock-reading for nest hetes. It
accumulates and distills wisdom by telling us how people
have lived, and how they live today.

We hear constant talk about the .teed to do more re-
search. For what? We are chart-ridden and constipated
with abolishes. A truism: students will not learn to
write unless they become familiar with what has been
written well. They need opportunities to feel inspired.
Mere language is a blunt tool: when used as a musical in-
strument it offers an infinity of services.

The theatreseeing and hearing plays; not simply
reading themcan facilitate the tetwhing ofEnglish. It in-
vites students into strange new worlds: it introduces
them to characters, situations, and settings they would
not otherwise have dreamed of: it illustrates how ideas,
feelings. and moods can be transmitted through speech
and silence. The theatre demonstrates eloquence and
stamtnerir3, formal con N:iness and the vitality of con-
temporary slang, false rhetoric and words spoken from
the heart. It is literature m action.

I don't claim the theatre encourages a spectator to
"identify" or "empathize" with characters. Roe-
mersholm, Hamlet, and The Homecoming will probably
not make one feel like Rebecca West, a Danish prince, or
Lenny the pimp. Rather, they expose students to con-
centrated passions that lift them out of the sluggishness
of an ordinary existence.

Teaching triesor ought to tryfor the same results.
The classroom is a coop unless it provides glimpses, and
an occasional excerience, of the extraordinary.
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Workshops in English as a Second Language

1)oNAI.1) R. H. BYRD
Director TEL(:

Fiore II. Lat ;tiardia Command y College

The BM Third Annual Conference of the City l lnive!r-
sity of New York 'had many firstift) air lirsniaii.
CI1NY faculty handled an aspects of planning, running.
and following up the English as a second language (ESL)
workshops. (2) the first time that six workshops were
devoted to English as a second language, (3) the first time
'hat many ESL faculty and administrators gathered to
discuss programs. to share ideas, and to initiate
cooperation and cross-fertilization among the ESI.
components on the different campuses in the City
University.

Approximately 125 ESL teachers and administrators
from more than eighteen campuses within Cl 1NY
participated in or attended the workshops.

It is commendable that the planners of the CUNY
Conference acknowledged the existence of and utilized
the vast expertise and experience of CUNY faculty and
administrators in ESL programs throughout The City
lini versa y. Since the overall theme of t he Conference was
"Open Admissions." it was obviously the people dealing
with CUNY students and their problems who were in a
position to phrase suggestions and solutions.Contrary to
the 1972 Conference where an outside private university
program (having no knowledge of "Open Admission"
frustrations and even having less academic preparation
than CUNY faculty) was invited to participate, this 1973
conference presented pertinent workshops where Ct 1NY
faculty actively participated in and ran each workshop.
Each workshop represented a definite area of interest for
CUNY ESL faculty because ideas fur them were solicited
in the planning stages. Time ESL workshops were
presented to CUNY people, fur CUNY people, and by
CUNY people.

Workshop title's were (1) "Tt.sting. Pla,:ement, and Exit
Criteria." (2) "Teaching Composition to Open Admission
Students." (3) "The Silent Way: Pros and Cons," (4)
"Sequential Development. The Syllabus. and Textbook
Evaluation," (5) "Reading Skills Instruction in English as
a Second Language Courses," and (6) "Recent ESL
Research."

This writer. in writing the proceedings of (111NY Con-
ference III, chose the Mei hud of annotated reportage, that
is. reacting to transactinns as well as reporting them. I
thank the TELC staff. David Keller, loan jeffri. Rob

and many ut hers for their help. However. I alone
am amendable for any distortions that might have
occurred.

TESTING, PLACEMENT, AND EXIT CRITERIA
The members of this workshop panel briefly reported

on testing anti placement practices at their respective
campuses: Diana Diaz from Hostas. Bobbie Gonzales
from Borough of Manhattan, Martha Kornblum from
Queens. and Robert Viscount from Kingsborough.

Various programs used specially developed ire
commercially available tests. e.g.. the University of
Michigan Test of Proficiency in English as a Second
Language. The consensus seemed to favor tests that had
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already been item analyzed and validated such as the
University of Michigan or other tests commercially
available. There is the risk of possible compromise,
however, if any one commercial test is used excessively in
any program. A possible solution is to have a complement
of itemanalyzed and validated tests for alternative

Placement designates the proficiency level to which a
student is assigned based on his test scores. For
placement. most ClINY ESL programs exhibited a need
for several scores: oral proeact ion. grammatical
structure. reading, and writing. Other
programsparticularly full-lime intensive programs in
ESLamplify the number of tests by including
vocabulary and aural comprehension.

These tests are of two kinds depending on the partici-
pation by the student in taking the test. Passive tests re
quire the student to select or recognize (versus produce)
the correct answer from choices presented in the test. Ob-
viously, passive tests prevent a student from using the
language in a creative way, but, on the other hand, ws-
sive tests can be more objectively evaluated by leachers.
Active tests allow for student variation and unique
language usage since the student can produce his own
subjective answer. The problem with active tests is to in-
sure objectivity in evaluating the student responses.
Many tests, however, do offer solutions to this quasi-lack
of objectivity in interpretation since active tests can IS'
authored to encourage students to exercise their abilities
in logic or to respond freely in a teacher-controlled
context.

Most of the tests that are now being used in CI1NY
ESL programs are passive: some programs have
experimented with freer forms of testing in order to
evaluate more accurately a student's real ability to use
(produce) the language. Such tests are most prominent in
oral production and writing. Other tests perhaps from
necessity are restricted to the passive role of the taker. In
any case, it seems very doubtful that any program would
require either all-active or all-passive tests. The most
successful placement results from mixing active and
passive tests and meshing the results to arrive at realistic
placement.

A novel testing procedure offering a great deal of
production from the student is the dozetesting procedure
as discussed by Dr. john Haskell of the University of
Puerto Rico. Cloze tests are flexible and quickly
composed. Any reading passage can serve as a doze test;
the process requires that every mat word be deleted and
lines of equal length are substituted for each deleted
word. Dr. Haskell fell that fifth-word deletion tests
yielded the most successful results. The student is
instructed to write in the one word that 1w leels fits the
reading passage. Tlw teacher, in evaluating I he doze test,
has a 1:1111i13' of what to accept as a valid
answer: !) only the one word that appeared in the
unlampered reading selection or (21 any one word that
tits the context. The second choice allows for student
variation and encourages students to juggle the passage
in aI number of m'aninglul ways. Yet, the problem of sub-
jectivity enters again: some teachers might he dis-
parate in the allowance of valid one-word answers. Con-
sequently, it is a mind procedure to run the doze test at
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number of limits with native speakers to see what various
entities can be placed in the blanks. Even so, the teacher
should be open and utilize his own English-language in-
tuitions to assess the grammaticality of a student's
answer in view of the fact that each student taking ihtl
test might NIP the context in a novel way.

lust what a doze procedure test is, is unclear.
Certainly, this procedure allows students more freedom
of interpretation and usage. It is very possible, too, that
doze testing can reveal a student's awareness of
underlying abstractionsif a teacher opts to allow any
one word that is meaningful in the context. For example,
in the sentence "John is a young --who likes to ski...."
the blank can obviously accommodate a noun such as
"boy." "man," "student." Consequently, if a student puts a
suitable noun in the blink:the proCoidure reveals far mere
than his restricted knowledge of the one noun he
supplied; the student is providing evidence that he
understands the noun-concept, the frame where a noun
can fit, and the structural coordinates that occur
concomitantly with a noun.

It is apparent that more experimentation with doze
testing is needed and teachers should more fully utilize
doze testing procedures to get at students' active
awareness of English.

Exit criteria designate guidelines for when a student
ceases to be treated as "special" or "remedial" and enters
the mainstream of regular college work. Exit criteria do
not represent absolute measures. In fact, it seems that
disparate criteria do exist throughout CUNY as
evidenced by the varying programs offered for ESL
students as well as certain needed programs that are not
offered. At some CUNY campuses. an ESL problem is
treated as stigmatically remedial; at other campuses an
ESL student is simply a special student who has special
classes. Further, there are undoubtedly many ESL-
deprived students who are accepted to CUNY under Open
Admissions standards. Naturally appropriate
mechanisms should exist to deal with all these students.
These mechanisms should be designed to (1) spot ESL-
deprived students. (2) channel these students into a
special program, and (3) intensively upgrade each
student's ESL skills until he can meet objective exit cri-
teria for entering regular college courses. If special prac-
tices with ESL students are not made more realistic, then
CI INY's Open Admissions policies in fact become re-
volving doors that cruelly deprive many intelligent non-
native speakers of English of an opportunity for an
integrative and meaningful college experience.

TEACHING COMPOSITION TO
OPEN ADMISSIONS STUDENTS

This workshop focused on innovative and ingenious
ways of conducting composition classes for open
admission ESL students.

This workshop was a product of the collaboration of
talented personnel from four CUNY cam-
puses: LaGuardia Community College (Gloria
Gallingane). Bronx Community College (Irene Dutra),
Hunter College (Linda Kunz), and Borough of Manhattan
Community College (Jean Withrow).

At the inception of the workshops, all participants
were divided into subgroups of three members each. Each
group circulated to assigned writing "stations"
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positioned throughout the workshop area. Each "station"
concentrated on a designated mission or restricted
writing activity executed by each group of three. These
missions, each focusing on a single writing performance
goal. sparked a great deal of exchange and interaction
among the members of the subgroup particularly since all
activities were applicable to any ESL writing class.

An example of one interactional activity was
roleplaying. Each member of the group assumed a role,
that is, a part of an object' like a coffee cup. One person
stated that he was the handle, another the outside of the
c..p, and the third the inside of the cup. Each person
pointed out the importance of his pert and just how it
must be integrated into the complete entity, the coffee
cup. Peer discussion ensued, and the participants were
then encouraged to write a composition citing mid
explaining the make-up of the coffee cup.

Perhaps this approach seems simplistic, but it is true
that students become more capable of organizing a
composition by forcing their concentration on
themedevelopment and hierarchical entities in a
composition. In other words, writing improvement is
evident when students sharpen their own sensitivities
through discussion and interaction with peers. Students
are imminently capable of improving each others
precision of thought, levels of organization, and theme
development.

In summary, then, it was quite clear that improvement
in the teaching of writing to Open Admissions students is
a matter of (1) breaking down applied writing goals to
focus on one operation at time. (2) massive but not
mechanical writing practice, that is, students learn to
write better by writing a great deal and regularly about
experiential topics. (3) students' exhibiting an interest in
the topic to be written about. (4) students' being allowed
to exchange their Weis about the topic before and during
the actual writing experience. (5) students' being moti-
vated to edit their own and each other's writing. and (6)
students' being allowed to individualize their on in-
struction by small group activities that are oriented to-
ward a particular writing goal.

The leaders of this workshop definitely felt that their
students showed marked improvement in their writing.
Informal writing records were kept over a semester and
students had decreased the number and kinds of writing
mistakes they made. Yet, there was some feeling
statistical quantification was needed in order to reinforce
the validity of the above practices. Quantification would
be veil easy to establish; those teachers who have taught
writing would simply tabulate the kinds and number of
mistakes and compare these data at the beginning and at
the end of a writing program. The enthusiasm
demonstrated by the workshop leaders and participants
certainly pointed up the vitality of these inventive
approaches to teaching writing to Open Admissions
students.

THE SILENT WAY: PROS AND CONS

Most ESL teachers in the New York area have known of
the Silent Way for quite some time. Dr. Caleb Gattegnes
method of motivating language learning has influenced
many language teachers in CUNY and has provoked a



great deal of action and reaction. This workshop was
offered as a sort of arena to air prevalent feelings
regarding the "subordination f teaching to learning" in
the ESL classroom.

Dorien Crunhaum of Borough of Manhattan
Cotnniunity College demonstrated the Silent Way by
conducting a class in Dutchnn this ftsh-ri tit tAPPIA.
ClINY participants in the workshop, learned to
understand, speak, read, and write a limited corpus of
equational sentences contextualized around locatives
("under the rod." "on the book"). Following the
demonstration class the panel. all ESL teachers from
CIJNY, exchanged ideas concerning the effectiveness of
the Silent Way. The panelists were Larry Anger of
LaGuardia Community College. Rosamund Blanck of
Borough of Manhattan Community College. Rosario
Gingras of Queens College, Frank Scimone of Baruch
College and Dorien Grunhaum, the demonstrator.

Foremost in the Silent Way classroom is the maximiza-
tion of student participation in the learning process: con-
sequently very little teacher modelling is recommended
since the teacher's role is seen as one that ignites
multifarious learning strategies. Such strategies utilize
the student's t1 tacit awareness of language in general
(perhaps a demonstration of the existence of abstract
language "universals"): (2) conscious or unconscious
knowledge of language/ s) in specific (for example, the
syntactic arrangement of constituents and lexical Hind-
lewit les in Indo-Euroean. particularly Romance
languages): (3) ability to bring into play his powers of
analysis to segment learning nuggets of language such as
phonological and morphological units. syntactic ar-
rangements. and parts of speech or lexicon ;to the point
that even in an unfainilar stream of speech like Jabber-
wocky. the student can pick out the working anti repeated
units of language): and (41 capability to create analogies
by generating structurally similar INP*VPI but semanti-
cally different utterances ("stars shine." "lions roar").

All language students undoubtedly possess these
bong/loge learning strategies but in varying degrees of
proficiency and for various reasons ranging from genetic
predominance in the brain (verbal versus spatial) to a
practical rustim RN or unuse of these abilities in
unsophisticated language learners.

Any productive language teacher is not only aware of
these learning strategies, he actively incorporates the use
of these strategies into his own pedagogy. The. Silent Way
is an effort for these strategies to be instrumented not
only by the instructor but also by the learner in the
hitter's own acquisition process. Thus, the effective in-
structor's goal is not so much to have the student receive
instruction as a baby is fed pablum: rather the instructor
subtly and ingeniously uses various classroom proce-
dures to shift the active role to the student. Such prime-
dimes include: ) allowing class time for an individual
student to work out a personal strategy for learning an
entity (where the student often arrives at the correct re-
sponse by trail and error and thereby establishes the
validity of negative reinforcement in the learning cir-
cuitry): (2) peer activities ranging from modelling (if one
student has "got it") to editing and correcting; (3) limit-
ing lexicon in initial phases in order to rocks on the
language farm:timid system. (Small wooden "rods" of dif-
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',Tent sizes anti colors are often used to present a context
or grammatical structures.(: and (4) Malting mnemonic

devices such as fingers to signal word order or syllable
structure.

Educational psychologists and some linguists are quick
to point out that adults are better deductive learners than
children and that children have a greater productivity
with inductive learning. Further. induction in adults
seems to be an alrtlity that has diminished with time and
experience as adults have become more proficient in
deductive learning. However. both abilities reside in
adult learners and the wise teacher tries to utilize both in
the classroom.

This dichotomy of inductive and deductive learning.
pertains directly to the Silent Way because some critics
charge that the Silent Way tends to be inductive and thus
denies an adult learner expeditious use of his deductive
faculties. In fact this charge stems from as basic
misunderstanding of this classroom approach to
learning. It is quite true that a "traditional" teacher, when
in the language classroom, might prefer to teach
inductively or deductively. but the Silent Way teacher
simply presents the ingredients of the instructional unit
and motivates the student to learn by contextualizing and
by involving the learner individually in the process. It is
up to the student, then, to devise his own learning
strategies whether inductive or deductive. It is easy to
label teaching as either deductive or inductive, but one
can never be sure of what is happening in the mind of the
learner.
In short, then. the Silent Way can be characterized as
neither solely deductive nor solely inductive but can be
either one at times depending on the learning strategies
erected by the learner.

Other critics are dubious about the Silent Way because
to the observer (but perhaps not to the participant), there
seems to be an unexpeditious use of classroom time.
Much teacher time appears to be spent in efforts to elicit
new language items from "blank" students. This criticism
is sometimes valid since a few Silent Way teachers have
not extensively examined the learning theory involved;
concomitantly they fear that any personal stylization of
their own might taint the purity of. alter the validity of, or
dilute the emphasis on student learning. Certainly any
new approach to language instruction must be seriously
appraised. Any teacher has to fully realize that
dehumanizing language is no aid to learning. There are
times in fact when teacher modelling is a must: there are
times when a teacher could favorably acknowledge a
particularly well-formed response. All these variations
enhance the effectiveness and the humanity of the
language learning process. For a teacher to obsequiously
obey any method is pedagogical blindness. The Silent
Way. like some other effective classroom procedures, is
best used by an innovative. judicious, and sensitive
leacher who confidently adds his own character to the
class.

A healthy respect for the learner and what he brings to
the learning situation is basic to the Silent Way approach.
Our goal is to produce a language student who functions
in the new language. a student who trusts his own
strategies. a student who exhibits a performance based
on a full realization of innate competence. a student who



does not fear making mistakes knowing that he has the
freedom and the ability to experiment with the language.
Language teachers have seen too many alternatives that
have produced ilysfunctioning students. The Silent Way
should serve to remind teachers that without learning.
there is no teaching.

SEQUENTIAL DEVELOPMENT, THE SYLLABUS,
AND TEXTBOOK EVALUATION.

This workshop was devoted to ESL instructional
materials, both leacher-prepared far an individual
program and commercially available from various
publishers.

Certain criteria pertain to both special and commercial
ESL materials and these same criteria should serve as
guidelines in assessing the utility of materials. Perhaps
the most important criterion for ESL instructional
materials is sequential development of items in the
syllabus. For the purposes of preparing en instructional
syllabus, sequential development refers to the entry, (the
initial appearance of a grammatical item) the re-entry,
(subsequent appearance of a grammatical item for
purposes of reinforcement) and the order of items on a
learning spectrum.

Among teachers and textbook writers, there are
differences of opinion as to where one should place a
grammatical item on the learning spectrum. Some items
seem obviously beginning level, other itemsseem iust
obviously intermediate or advanced levels. There is much
disagreement among teachers on the placement of these
grammatical items on these learning levels.

There are many questions to be considered in preparing
an instructional syllabus and materials. Some of these
questions are:
1, Does structural simplicity automatically designate
entry at a low level on the learning spectrum?
2. On the other hand, does structural complexity mean
an automatic entry at a higher level on the learning
spectrum?
3. Is there an ;ntrinsic difficulty residual in a
grammatical structure that would necessarily place it
higher on the learning spectrum where more advanced
students are supposedly more capable of processing this
intrinsic difficulty?
4. Where does one enter an intrinsically difficult
grammatical structure that has a high functional Wad,
that is, a difficult structure that is frequently used among
native speakers?
5. What balance can be established between
grammatical presentation and sequencing on the one
hand and functional load on the other (for example. the
unmarked (regular) verbs in past simply add-ad whereas
a high percentage of frequently used verbs are marked
(irregular) fur past tense due to internal vocalic change of
some other irregular mechanism)? Does one purist ically
restrict his instruction and the syllabus to items that
follow a general pattern or does one's instruction handle
these marked items of high usage?
8. How does one mesh the entry and re-entry of related
structures forming apparent hierarchies where a
relatively simple structure is a part of a more complex one
(for example, the verb have showing a relatively simple
paradigm for simple present but forming a part of a more
complex structure for the present perfect)?
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Many rationales are at work in phrasing answers to
these questions. Structural simplicity or complexity. as
experienced ESI. leachers know, does not respectively
connote beginning or advanced levels on the learning
spectrum. A fact of the. ESL classroom is that some very
difficult grammatical structures must be taught quite
early because these structures are frequently used and
%Pere as input for subsequent related structures. An
oln Mils example is the verb to be. By the some token,
smile relatively simple structures, because of the rarity
and precision of their use, must wait for advanced level
presentation like, for example, the post nominal adject ve
in I like my coffee hot.

Another problem facing teachers and materialswriters
is the dichotomy of structure versus context. By
preparing is structural syllabus, one necessarily assumes
that a natural context must emanate from a structure but
rarely the converse. Howevek., great care should be taken
to realistically comexthalire h structure, one should be
sure that the language use not distorted or confusing.
Teachers s=hould think terms of meshing and sequencing
not only structures but also contexts and of utilizing one
context for various structures at different times if the
context proves structurally fruitful. Further care should
he taken to select a context without a confusing array of
new lexicon since it is axiomatic that new structure
should be taught asing familiar vocabulary. Examples of
suitable strucLire and context link-ups include (1)
passives at a wedding (The invitations were sent by the
bride), ( t ) causatives for routine (I have my hair cut once
a month) (3) Wh questions at a job interview (What's
your name?).

In an effort to come up witn some sort of colsensus fur
the entry anal sequencing of grammatical structures in a
syllabi's. Di Donald R.H. Ifyrd and lehn Domicich ufThe
English Language Center at LaGuardia Communit y
College cempused 11V111)1111 Si' vent y-ilem
questionnaire.

The first part dealt with forty major structures of high
frequency and of varying degrees of difficulty. I !singany
criteria they chose, teachers were asked to place a check
on a scale from zero to nine to indicate at which point on
the scale the structure should be learned; zero repre-
sented very beginning and nine very advanced. Close to
fifty ESL teachers took the questionnaire. By converting
the assignments on the zero -to -nine spectrum to a con-
tracted syllabus of five levels (one to five), the in-
vestigators were able to come up with a percentage con-
sensus by teachers as to which structures make up each
level. (see chart 1)

Chart 1 shows some structural items about which there
is almost unanimous agreement as to their place in a five.
level learning syllabus (90.7% be complrinpel). Some
structural items, however, are not su clearly delineated

2:1.11%. 23.W... for lexical derival bone'
contrast). This lack of delineation could he attributed to
one of two factors: 11 basic disagreement among leachers
or (2) unclear presentation of the structure in the
questionnaire. The latter reason is most likely. probably
due to the fact tiler SUMP Structural' items were designed
to incorporate various levels of difficulty.

The second part of the questionnaire contained groups
of three sentences in which related structures occurred.
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CHART 1

STRUCTURE

1. present continuous

1

90.7

LEVELS

2 3

9.3

4 5

2. be + complement 90.7 7.0 2.3
3. nouns: plural formation 88.4 11.8
4. comands 76.2 18.7 4.8
5. habitual present 65.1 27.9 7.0
6. Wh-words and questions 62.5 32.0 4.7
7. simple past 57.2 35.8 7.2
8. pronominalization 55.9 21.5 2.4 2.4
9. future: will 53.5 41.9 4.0

10. adjectives: comparatives
and superlatives 47.6 42.9 7.2 2.4

11. mass - count 41.9 46.6 9.3 2.3
12. simple modals 26.1 52.4 19.0 2.4
13. order of adverbials 20.9 48.8 18.7 11.7
14. adverbs: degree 11.7 58.1 25.6 4.7
'5. past continuous 9.7 61.0 29.3
18. irregular verbs: past and

past participle 13.5 62.1 24.3
17. adjective: equality

intensity 10.0 47.0 41.0 2.5 2.5
18. real conditional 7.2 45.2 40.5 7.2
19. connected statements 23.7 38.0 33.3 2.4 2.4
20, request variations 12.5 40.0 22.5 15.0 5.8
21. present perfect 14.2 36.0 38.1 7.2 4.8
22. present perfect continuous 2.3 39.8 41.8 11.6 4.7
23. simple passives 2.4 38.1 42.9 11.9 4.8
24. infinitives 4.8 31.0 38.1 26.2
25. frequent 2-word verbs 15.4 25.7 41.0 11.4 2.8
26. verbal ariations 7.0 21.0 41.8 18.8 11.6
27. adver. ; .1 expressions 2.4 21.4 40.5 28.4 7.2
28. simple reported speech 7.3 19.5 43.9 14.8 14.7
29. relative pronouns 24.4 53.6 22.0
30. adjective clause reduction 22.5 37.5 25.0 15.0
31. transition words 5.4 18.9 32.4 27.0 15.9
32. unreal conditional 2.6 14.6 31.7 41.4 9.8
33. complex modals 4.8 38.0 42.8 14.3
34. past perfect 4.7 27.9 48.8 18.6
35. complex reported speech 7.2 19.0 42.9 30.9
36. uninflected verbs 21.4 42.8 35.4
37. lexical derivational

contrasts 16.6 23.8 26.2 9.6
38. negative variations 7.0 23.3 13.9 25.6 30.2
39. double comparative 2.3 4.7 23.3 37.2 32.5
40. advanced tags 9.7 28.9 39.0 24.4
41. causatives 9.0 25.6 39.5 25.6
42. gerunds 4.8 23.3 39.5 32.5
43. pre-nominal order 2.4 23.7 11.9 26.2 35.7
44. cleft sentences 2.4 4.8 11.9 35.7 45.9
45. complex passives 15.0 37.5 47.5
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The teachers were instructed to rank these three
sentences in an order that they felt the structures should
he learned. These related structures could or could not
have occurred together in the prospective syllabus. but in
either case each teacher ranked the structure that should
be learned first. second, and thirdwhether directly se-
yuential or not. An cample of noun pluralization
illustrates the procedure:

classes
elfin
desks

Using any criteria a teacher wanted, he would rto-
bahly rank the noun learning sequence as:

2 classes
:t men
t desks

Those ESL teachers who ranked the items as 2,3,1 ex-
hibited some sort of logic like

1. desk pl. g. unmarked (regular) plural for
voiceless consonant final stem 4. s /s/

2. dew pl unmarked (regular) plural for sibi-
lant-final stem 14 a fir./

3. man p1 marked (irregular) plural girmen/
Assuming that markedness is less general, the teach-

ing and learning of unmarked items would precede
marked because general rules, for purposes of analogy,
would be learned before specific exceptions to these
rules. (men. of course, is a noun of high functional load
and would thus be learned as early as the other two nouns
but sequentially following).

Space does not allow a full presentation the results of
the thirty groups. but certain structural sequences were
highly favored by ESL teachers. Therewas notable agree-
ment among ESL teachers regarding the following ten se-
quences. The number indicates the percentage of ESL
teachers that preferred the subsequent sequence

1. Noun Pluralization
90.5% :

( 1) cards
(2) pages
(3) children

2. Syntactic permutation for continuious action verbs
83.3% :

II) She's writing;
12) Is she writing...?
(3) What is she writing?

3. Negative adverbs/syntactic variation
82.5% :

(1) I've never seen...
(2) I haven't ever...
(3) Never have I...

4. Correlative rejoinders (negative)
82.5% :

(1) John isn't.... and Dave isn't either.
(2) John isn't..., and neither is Dave.
(3) John isn't.... nor is Dave.

5. Question types
81.0% :

(1) Does he take the train...?
(2) Which train does be take...?
(31 I don't know which train he takes...
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ti. Extra position and infinitive phrases
80.0% :

(1) Its foolish to ignore...
(2) To ignore...is foolish.
(3) For you to ignore...is foolish.

7. Adjective Placement
75.P% :

(1) The coffee is hot
12) Hot coffee is stimulating
(3) I like my coffee hot.

8. Adverbial clauses (while)
74.4% :

( I) He tripped while he was dandng
(2) While he was dancing. he tripped.
(31 While dancing, he tripped.

0. Modals
73.2% :

(11 John can cook.
(2) John has to conk.
(3) John ought to cook.

10. Conditional
71.4% :

111 If the studies. he'll pass
(2) If he were studious, he'd pass.
(3) If he had studied, he would've passed.

Just what information does this questionnaire yield?
There are many uses actually. For those entrusted with
writing an ESL syllabus. there is some comfort in the fact
that there is teacher agreement as to where structural
items should be learned and that there is further agree-
ment as to the sequence of related structures. But the
chicken-or-the-egg syndrome is a nagging factor, and one
can only wonder: did teachers assign certain structures to
a learning level because they appraised the structures for
intrinsic difficulties or is this the level which they are
familiar with due to their experience with prevalent
materials? To put ii much more pointedly, are ESL
teachers brain-washed by materials and experience to
automatically treat structures in the same old ways? Ob-
viously each teacher must strive for much more in-
trospection and experiment with new sequences.

Dr. Marilyn Rosenthal of York College handled the part
of the workshop that dealt with textbook evaluation. It is
Dr. Rosenthal's contention that CUNY needs a central
ESL data bank to which all CI INY campuses can
contribute and from which they can retrieve
information. During this workshop, she distributed a
large number of ESL textbooks which participants
evaluated on the spot using a check list that she had
prepared. With this checklist she was able to extract
valuable assessments from teachers who were familiar
with various texts. Her plan is to make t hese evaluations
available on request to any ESL teacher in MINN'.
particularly those teachers engaged in setting up new
ESL programs. Dr. Rosenthal is also chairing an all-
CI 1NY Committee on PSI. to plan subsequent IneidingS of
ESL staff in CIINY with an eye toward exchanging ideas
and materials.



READING INSTRUCTION IN ENGLISH
AS A SECOND LANGUAGE COURSE

Of all the skills required for success in college. reading
is one of the most important; teachers should therefore
place a high priority on assisting their second language
learners to become adept and proficient readers. as rapid-
ly as possible. This was the view of the members of the
panel. consisting of Gay Brooks and Linda Markstein,
Manhattan Community College; Robert C. Lugton,
Brooklyn College: Elaine Newmen, Qtteena College: and
Alice Osman. LaGuardia Community College.

The workshop limited its attention to a few topics that
need exploration. One of the most troublesome of these is
the English spielling system. The number of variant pro-
nunciations for words that share a common spelling is a
constant source of confusion (though, through, enough,
slough; laughter, daughter, slaughter). Any technique
that would help students translate the graphemic sym-
bol into the correct phonemic sound would be a boon to
the reading teacher. Two such systems were demon-
strated by members of the panel.

The first was presented by Gay Brooks. It made use of
wall-mounted charts on which the letters of the alphabet
were printed in vivid colors. For instance, all the vowels
in the following words would be in red: late, way. they,
eight, straight, veil. great, pail (same sound. same color).
On the other hand, the vowel in the following words
would be designated by different colors: paLwas. village,
any, fatal, swamp. all, ate, care (different sounds.
different colors).

Use of the charts is easy. The teacher forms a word by
quickly picking out letters on the chart with a pointer.
The student, knowing the phonemic value of the letters
from the cue provided by the color. has no difficulty in
verbalizing the word. This system. devised by Caleb
Gat tegno. has been used with speakers of many Ian-
guages. Apparatus are available through a local
publisher.

A second alphabeLthe Hoffmann OrthoepicAlphabet,
was demonstrated by Elaine Newman. In this system.
Roman letters are written in solid. hollow or dotted lines.
depending on their phonemic value. For instance, once the
student has learned to read NOT. he can immediately
pronounce KNOT, the silent letter K being indicated by
the way it is printed in dotted letters. The student is
eyecup(' to the pronunciation either by the type face or by
other symbols such as dots. Because the Hoffmann
system uses regular English spelling. transition from the
..pecial to the conventional print is usually rapid.

The panel next turned its attention to the stu-
dentwho is far enough along to take regular courses in
academic subjects while continuing to study English. In a
demonstration designed to increase speed and improve
retention, Linda Markstein took the audience through a.
selection from the New York Times on the plight of the
American Indian.

The reader was first asked to note the time required to
read the selection. Then he took a ten item. true or false
test to determine how well he had retained certain facts
from the passage. Next, he reread the article and repeat-
ed the test. Finally, the audience broke up into small dis-
cussion groups to compare their results.
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Students were urged "to guess the probable meanings
of unfamiliar words, since a knowledge of each and every
word is impossible and unimportant. Focus must be
shifted from an understanding of the individual word to
an understanding of the content of the article. and this is
achieved, in part. by the speed reading and comprehen-
sion exercises," Miss Markstein said.

A second approach, called "close reading," was pre-
sented by Professor Robert Lugton. In this approach em-
phasis is placed not only on reading comprehension but
also on analytic techniques. Reading speed is not an ob-
jective in itself.

Two articles in the TESOL Quarterly. one by Eskey
(December, 1970), the other by Pierce (September. 1973).
state that second language learners experience maximum
reading difficulty when they encounter certain types of
complex sentences that are common in written English
but rarely used in speech. Primary emphasis should be
placed on sentence analysis. according to these writers.
Professor Lugton felt that the concern for reading as a
problem of sentence interpretation, although important,
was too limited. He suggested a broader approach to
reading.

In the cognitive technique the student is expected to
penetrate beyond surface features into the texture and
organization of the reading selection, and objective which
is achieved in five steps: 1) vocabulary: 2) sentence struc-
ture; 3) sentence relations; 4) paragraph structure; 5)
paragraph relations.

Occasionally, the student can correctly guess the mean-
ing of a new word when it is supplied with a contextual
clue; looking for contextual clues should be among the
first points covered by the reading teacher. More often,
however, unfamiliar vocabulary is not so clearly defined
and calls for use of the dictionary.

if the dictionary is viewed merely as an inert collection
of words, of verbal equivalencies that are dead and life-
less, this work can be stultifying; but if vocabulary study
is thought of as an inquiry into the intellectual process by
which man has imposed order on the chaos of his sense
experience, then a new word becomes a tool by which
order can be imposed by the student on his world.

It is only when we objectify our experience that it be-
comes malleable. that it can be sorted. indexed and
catalogued. This becomes a point of interest in teaching
second language learners because these categories are en-
tirely manmade and may differ from one language to an-
other.

In one experiment. students were shown a picture of an
old Man, his face seamed and drawn into a deep frown.
When desnriptive words for the face were solicited, the
students offered "old." "tired," "worried," "angry." The
teacher suggested "haggard." "unkempt," "leonine," all
new vocabulary items to the class. After discovering that
"haggard" meant "wasted and worn as from sleeplessness
or grief," the students agreed that this word applied to the
picture. It furnished an interpretive tool that deepened
their perception and their understanding. They now saw
the face in a different light than before. Words taught in
this way are not seen as superfluous ornaments by stu-
dents, but as an invaluable way to crystalize per-
cept inns.

Sentence structure is an important factor in reading in-



struction and the articles by Eskey and Pierce in the
Quarterly offer useful suggestions. but the teacher should
not stop there. He should also go into the larger units of
organizationthe paragraph and the relations between
paragraphs. There are a number of texts on the market
which offer excellent practice in analytic reading. Soma
of these are:

Norman A. Brittin. A Writing Apprenticeship
(.C. Dent. Thought in English Prose
Robert B. Kaplan. Reading and Rhetoric
William D. Templeman. Analysis of Prose
To conclude the workshop. Professor Alice Osman

discussed an individualized reading program she set up
for adults at Regional Opportunity Center in Harlem. The
purpose of t his program was to give the participantsa at h
grade reading level in English. The reading lab was
coupled with speech and writing classes.

The program worked like this. CAT tests were admi-
nistered to the students to determine present reading
levels. Then each day the student would pick up a folder
from the teacher before beginning the reading lab ses-
sion. The folder contained a record of whathad been read;
it also contained a new assignment, Conferences with the
student were frequent and a record was kept of these dis-
cussions. With each student working at his own pace and
with interesting materials at the proper reading level.
Miss Osman reported excellent progress.

(This reporter is grateful to Dr. Robert Lugton of
Brooklyn College for allowing the paraphrase of his very
complete report above.)

RECENT ESL RESEARCH

"Is Second Language Learning like First Language
Learning?" was the title of a paper codelivered by
Nathalie Bailey and Carolyn Madden of Queens College.
In short, the researchers saw great similarity between
first and second language acquisition for the following
reasons:
1. The majority of second language learning errors are
developmental (Intrasystematic) rather than inter-
ferential (intersystematic), that is, similar mistakes are
made by learners from all language backgrounds. No
quarrel here from most teachers and linguists.
2. Initial learning differs from later learning in that
language redundancies and extra-message information
become mote specific as learning progresses. For ex-
ample, third person singular, simple present, the -s suffix
is really redundant since "he." "she." or "it" also signal
third person. The learner, since he already has one marker
for third person, is apt to neglect appending the re-
dundant - s. As his learning progresses, he learns to apply
all rules, whether redundant or not.
3. The researchers assume that the longer the language
entity, the more difficult it is for the learner. But to this
writer this is unsustainable since there are obvious oc-
casions where brevity is also difficulty, particularly in
those cases where the brevity is a result of different im-
beddings. In newspaper headlines, for example, brevity
invites ambiguity (certainly a difficulty in processing) as
in "Man Attacked at Night." Was he attacked or did he
attack someone? Further, entities of the same lengthcan
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show differences in difficulty of processing. Compare:
"They fed him bread" and "He was fed bread." Both are
four words long, but the latter example is syntactically
more complex. That difficulty is a necessary
concommitant of utterance length obviously needs more
research.
4. Imitation occurs mainly where something is already
understood and the students' stage of development can be
tested by what they are unable to repeat. This point. ton,
needs further study; the pure audiolingual approach to
teaching certainly demonstrated that parroting is a case
where imitation did in fact take place when students did
not always understand. Further, how can students' stage
of development be tested by what they are unable to
repeat? Language acquisition is cumulative, ergo
positive, and must be tested by what appears as
analyzable hard data. To do otherwise, invites
mysticism. This point. although perhaps valid in the
researchers' minds, is not all clear tb the reader.

5. Closely paralleling point 2 is the fact that learner
errors are made as students reject or confirm their own
hypotheses about the language. Certainly current learn-
ing methodologies recognize the hypothesis: formation is
the most important learning strategy. The researchers.
however, point out that "first language learners...refit:et
frequencies at first and later generalize rules..." (empha-

sis mine). The word generalize ismerely half the story.
There are various neural processes involved:
generalization (for unmarked forms or those broad cate-
gories of "regular" entities) and specification (for marked
or irregular items which form the exceptions to the
"regular" categories). The researchers do state that
students "have trouble with marked forms" and this is a
learning strategy. too, since exceptions must be learned
by specification.

Quite soundly, the researchers hesitate to characterize
language development by any one process such as induc-
tion or deduction. Motivation (the desire to identify with
another culture or required language instruction), the re-
searchers conclude, accounts for much unsuccessful se-
cond language learnihg.

Dr. Stephen Krashen of Queens College presented the
results of "Two Experiments in Adult Second Language
Learning."

The first experiment dealt with whet her or not
language instruction is rum.y necessary in view of the im-
plications of a previous study (Upshur) which found that
of two similar groups of foreign students, one group re-
ceiving no formal instruction performed as well as the
group that received formal instruction. The inference is
that a motivated student submerged in the language will
"pick up" the language himself (Hill).

Krashen, in his first experiment, assumed that some
kind of formal instruction is necessary since he found
that for adults learning English in the United States, pro-
ficiency in the spoken language was significantly related
to years of formal study and not to the amount that the
language had been used by the learner.

It should be noted, however, that Krashen's study dealt
only with proficiency in the spoken language. Chances
are that if all language skills are measured for profici-
ency, greater support would be gathered for the necess-
ity of formal instruction.
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Having established the necessity for formal in-
struction, Krashen went on to examine the best method
for instruction. In the past, no one has been able to estab-
lish "a clear-cut superiority" ofone method, due to diver-
gent needs of students, variables of motivation, age, so-
phistication. Krashen shows that another basic variable
should perhaps be considered when a pedagogy is set:
hemispheric dominance in the brain as reflected in eye
movement. "The direction of eye movement in response to
a question requiring thought is an indication of
hemispheric dominance; right eye movement reflects left
hemisphere thought (propositional, analytic, linear) and
left eye movement reflects right hemisphere thought
(analogical, inductive, synthetic:)."

"The results of the eye movement study indicate that
adults may use either deductive or inductive strategies in
learning languages while the results of the first study
show that they need formal language environments in
addition to exposure to primary linguistic data. Children,
however, are uniformly successful in informal environ-
ments using induction only."

Dr. Krashen rightly pointed out that there are some
residual uncertainties: current testing procedures do not
yield absolute results as to whether or not a student is left
or right dominant; some students are in fact ambi-
hemispheric. There are other uncertain areas to be ex-
amined like the student's ability to change or alter learn-
ing styles at different times. It is also possible that the
major portion of the population is left brained if being
right handed is an indication, (However. Dr. Krashen's re-
search does not show a clear connection between handed-
ness and which hemisphere of the brain dominates.) A
Kantian pedagogy might emerge: 4he methodology that is
good for most of the population is best. Furthermore, it
just might be feasible that effective teaching includes
utilizing known strategies as well as motivating new
ones., These two experiments, then, support the con-
clusioh that "both deductive and inductive strategies
should be available in any given classroom."

The last half-hour of this workshop was devoted to a
general meeting of ESL faculty in CUNY. The most
pressing needs included a general list of ESL personnel
and establishing avenues for cross-fertilization of CUNY
programs such as the ESL Materials and Data Bank and a
regular newsletter. Dr. Marilyn Rosenthal of York Col-
lege volunteered to head a drive for subsequent meetings
and to set up the ESL Materials Data Bank.

The following list includes the names of persons in
charge of (or familiar with) ESL programs at the various
CUNY campuses.



COLLEGE

1. Baruch College
17 Lexington Ave
New York 10010

2. Borough of Manhattan CC
134 West 51 St.
New York 10020

3. Bronx CC
181 St. & University Ave
Bronx. N.Y. 10468

4. Brooklyn College
Bedford Ave & Ave H
Brooklyn, N.Y. 11210

5. City College of N.Y.
138 St. & Convent Ave
New York 10031

6. Hostos CC
475 Grand Concourse
Bronx, N.Y. 10451

7. Hunter College
895 Park Ave
New York 10021

8. John Jay College
445 West 59 St
New York 10019

9. Kingsborough CC
2001 Oriental Blvd
eriklyn. N.Y. 11235

10. LaGuardia CC
31-10 Thomson Ave
L.I.C..N.Y. 11101

11. Lehman College
Bedford Pk Blvd West
Bronx. N.Y. 10468

12. Medgar Evers College
317 Clermont
Brooklyn. N.Y. 11205

13. New York City CC
300 Jay St
Brooklyn. N.Y. 11201

14. Queens College
65-30 Kissena Blvd
Flushing. N.Y. 11367

15. Queensborough CC
Springfield Ave & 56 Ave
Bayside, N.Y. 11364

16. Staten Island CC
715 Ocean Terrace
Staten island. N.Y. 10301

17. Voorhees Campus of
New York City CC
450 West 41 St
New York 10036

PROGRAM AND NAME

Comp Ed (Audrey Williams)
English (Frank :kimono)

English (Barbara Gonzales)

TELEPHONE

725-4430

2112-6663

Spec Ed (David Davidson. 367-7300
Irene Dutra) X338

English (Robert Lugton) 780-5532
Ed Services (Liii Kapili) 780-5202

English (Virginia Epperson. 621-2351
Nancy Lay)

English (Diana Diaz) 993-8000
(Clara Velazquez) X319

Freshman & Dev'l English 624-7918
(Jim Kohn. Ann Raines. 360.5670
Hortense Surat)

English (Bur Prit Sinah Bains) 489-5042

English (Robert Viscount. 769-9200
Howard Nimchinsky. X429 X430
[sailor Apterbach)

TELC (Donald R.H. Byrd. 937-9200
Alice Osman, Larry Anger) X302 X209

Academic Skills
(Thelma Borodkin)

English (Eleanor Frorup,
Harriet Along())

Devi Skills (Tom McBride)
Elaine Newman. Rosario
Gingras)

ELI (Stephen Krashen)

English (Roberta Weintraub)
Dev'l Skills (Paul Panes)

English (Sita Kapadla)
.1*

CAS Dept (Sarin Cohen)

?.

960-8501

783-7604

643-2960

520-7495

520-7074

631-6303

:190 -7779



18. York College English (Marilyn Rosenthal) 969 -4067
150-14 famaica Ave
Jamaica, N.Y. 11432

Indicates a full-time intensiveprecollege program in addition to
part-time credit and noncredit programs.
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Preparation of the Open Admissions Teacher
Al.AN COOPER

Department of English
York College.

At the outset I am going to assume that this entire
discussion concerns higher education rather than
continuing education: that higher education leads to the
baccalaureate degree:and that by "Open Admissions
Teacher' we mean someone working in higher education
who unlike his colleague in continuing education, is
obliged not merely to help a student learn as much as he
can absorb, but to bring the student to some fixed point in
a rurriculum. Moreover. I am going to assume that our
purpose in admitting traditionally unprepared students
is not to weaken higher education or to redefine it as
whatever can be learned by a post-adolescent. Rather our
purpose is to provide a way for the late-blossoming mind
or the previously blocked or malfunctioning intellect to
overcome dysfunction and engage in baccalaureate
education.

These assumptions do not make us Pollyannas. We
know that many students will not complete a legitimate
baccalaureate program; that shifting population and
inner-city turmoil present major changes in our student
bodies. We know that these students have been low
achievers, that their intellectual circuits have been
broken by social, physical. nutritional. familial, and even
institutional impeders. Certainly, we know that if they
are ever to attain intellectual strength and academic
success. they will require extreme patience. warmth.
dignity. and conscious motivational support. It is
important that we bear in mind the effects of our
judgment of them. Their success or failure will inspire or
discourage others, and some of those whom we declare
successful will he licensed to teachto nurture or stunt
the intellectual and social growth of the next generations.

In a city-wide system of education beginning with
nursery or day-care schooling, the City University
represents a final achievement; consequently. our every
move, whether in curriculum development or the
enforcement of standards. signals responses and changes
of practice right down the line. Traditionally the City
University has stood for excellence. It would he a grim
joke on long-betrayed social groups if their new upward
mohility coincided with a reduction of educational
possibilities: or if the level of intellectual development
afforded their predecessors were. ir the name of some
vague but shortsighted guilt. . denied to them.

The most important requirement of a teacher for the
open enrollment program, then, is not that he resemble
the students he must teach, nor that he have a "special"
sympathy for them, nor that he have prior experience of
them, nor even that he be wise enough to expect rather
little of them at the outset of their college careersthough
some or all of these attributes are usefulbut the most
important requirement, to me, is that he know the
ultimate level of performance expected of his students
and that he be committed to that level as higher
education. Such a commitment will exist and endure only
if he himself is working with intellectually challenging
ideas. He can watch his students grope in the cellar of his
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subject and admire them for groping: but he must
counter-balance his daily exposure to illogic and
misinformation by scholarship lest he unwittingly begin
to acquiesce in a !ewer standard. In short, the teacher
must not ever come to believe that most of his
studentsmalfunctioning as they may be when they are
admitted to collegecannot overcome their dysfunction
and perform as well as he was expected to perform. Nor
must he perpetuate. in the name of liberalism. what his
gradeschool predecessors practiced in the name of
despair. that most base form of patronizingthe inflated
grade.

How do we apply this sense of over-all purpose to the
question at hand? What is proper "Preparation of the
Open Admissions Teacher?" Much depends on the
discipline. My discipline is English and my open-
enrollment mission is literacy. Now literacy has no
absolute analogue in mathematics. I assume t hat there are
math teachers capable of teaching algebra or
trigonometry who will never master higher calculus or
abstract theoretical math. But I can't assume that there
are composition teachers who can master and teach
sentence structure or paragraph development without
ever knowing tone and usage and nuances of style, the
whole sense of the discourse. And that sense comes from
repeatedly having something worthwhile to say and
being forced to work out the best way of saying it. It also
comes from reading "the best that has been thought and
said."

I have some fears about Open Amissions, but they are
not fears about students. I fear the use of Open
Admissions as a rationale for those who wish to escape
from unpleasant teaching situations into what they
believe will be pleasant teaching situations. I suspect the
new emphasis on missionary dedication among most of
its ardent asserters. People who tell me that they would
willingly work forever in the vineyards of parallelism, be
the drawers of punctuation, and the hewers of run on
sentences arouse my deepest skepticism. On the other
hand, when someone hired to teach compensatory
courses comes round after a couple of semesters asks for
an elective or at least a survey course. I am relieved and
eager to find him one. What I fear most is Open
Admissions becoming an excuse for the creation of petty
industries, or jurisdictions and power bases of the
churning out of supposed scholarship that is no more than
the sharing of anecdotes. I fear that more and more energy
will be given to shows of concern and less and less to
what is most transferable to students, working through
worthy ideas in good prose for a demanding readership.
Yes. met hodology should be shared, but I fear the creation
of an establishment to share it, especially as course
offerings in the pedagogy of college English teaching.

The best preparation for Open Admissions teaching,
aside from a firm sense of what higher education is, lies in
personality qualities; that cannot be developed in
graduate programs. No credentials formally conferred
guarantee warmth, patience, humility, tough-
mindedness. From the standpoint of the colleges, then, the
best preparation is a kind of natural select km. Once Open
Admissions is widely accepted as a fact of collegiate
endeavor, those who cannot relate to such students will

',more and more seek employment elsewhere: but the pool
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of talent from which the right personalities may be drawn
should continue to be maintained by high-level graduate
programs. Internships, tutoring, all kinds of early
exposure to the Open Admissions student are important
factors that should aid the process of selection. Hut most
III the special training that will distingusih a successful
Open Admissions teacher from a failure must come, as in
almost every other profession, on the ji ob.
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Launching a Remedial Reading. Writing, Speech
Program: Titanic or Good Ship Lollypop?

MARIE JEAN LEDERMAN
Department of English

Bernard M. Baruch College

Any discussion of it new tamrse or program should
include four aspects: its theory or reason for existence.
reality as it evolves, an indication of its methodology and.
of course, evaluation of its word!. I'm going to begin my
discussion of our new program. Communication Skills,
with our reasons for adopting it.

The traditional college departmental structure which
relegated writing to the English Department and rele-
gated speech to the Speech Department worked well
enough for traditional students, even though it separated
two related skills. With the entrance of nontraditional
students in the City University. SEEK students in 1985
and Open Admissions students in 1970, there was a need
to introduce reading, another related discipline, into the
curriculum. This related skill was assigned to one of
several departments throughout the units of CONY; at
Baruch College it was and is taught in the Compensatory
Programs Department.

So we had the peculiar situation of three communica-
tion skills divided among three separate academic de-
partntents. Again, this worked no hardship on the tradi-
tional student. elm iy trained and capable of working
well in the often topsy-turvy world of New York City
school structures. It worked a special hardship. how-
ever. on the remedial students who might be taking
still another remedial course, math, in a fourth de-
partment. Remediation approaches varied widely from
department to department; the student was caught
between often sharply conflicting ideologies. For exam-
ple. at Baruch students worked on computers (CAI) to
learn grammar in the English Department.
Simultaneously. their reading courses had a very dif-
ferent approach in the Compensatory Programs Depart-
ment. In speech. students were put in regular classes of
20-25 students; the teacher was expected to deal, in a
large-class situation, with problems of English as a Se-
cond Language. Black English, and with many levels of
spoken English. In addition, students were assigned to
counselors who in general had little contact with the
teachers in any of the several academic departments:
communication among those who were guiding remedial
students was poor too often nonexistent.

Our need, to restructure the experience ofour non-tra-
ditinal remedial student, resulted in Communication
Skills, a new course. Students whose test results were
lowest in the written English placement exam (approxi-
mately two or three hundred students out of sixteen
hundred tested) were placed in this course. In theory. this
restructuring made sense. Communication Skills was in-
tended as a program to coordinate the language skills of
reading, writing and speaking by breaking down
arbitrary separation of those skills and to present to our
students a coordinated approach to the skills of the Eng-
lish language. Class size was limited to a maximum of 15.
Incorporated into the program was an attempt to vary
methods of instruction through the use of non-print
materials such as videotape and films.
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We set up teams of teachers from each department,
Speech, English and Compensatory Programs. Each team
of three teachers conducts three classes; the three
teachers jointly plan the term's work and jointly evaluate
the Millman' progress. The team works closely with the
counseling staff. In fact, the counselors often bectone an
informal part of the "team." The student spends9 hours a
week in Communication Skills classes with :t hours de-
voted to each of the 3 components and with additional
mandatory conference hours. Generally, each teacher
meets with his individual class. This procedure does
vary, however, especially when films or videotapes are
being t. tilized. This semester we have succeeded in form-
ing a gt imp of dedicated. creative teachers whomeet to re-
solve the problems we all share by developing new
materials and new approaches to teaching and to estab-
lish valid methods of evaluation.

Reality. of course, always differs from the dream. The
reality of the team-teaching situation, as those of you who
have worked in this structure know, is sometimes diffi-
cult. Tiining. experience anti methodologies differ, but
the one 'hing we have in common is that each of us is ac-
custotne to being omnipotent in the classroom, and, in it-
self, this fact can present problems. The largest factor
which offsets them is that the team-teaching situation
provides a supportive atmosphere in which the single
leacher no longer faces difficulties he hasnot been trained
to face. 'ream teaching minimizes the incidence of our pro-
blems. objective and subjective.

Al Baruch. after two termsa new program must receive
faculty approval or be dropped. Therefore. much of our
effort has been directed to various political activities un-
related to our leaching situation.

A third problem is staffing an intert.-partmentai pro-
gram. Who makes decisions? Three chairpersons must
correlate their activities. Each department represents a
small fiefdom; who should be hired or assigned to the pro-
gram? Who controls 1 he lines? These are real problems for
the teaching staff. How much prestige is there in work-
ing in such a program? While working on Communica-
tion Skills, a lime-consuming occupation, the teaching
staff member is expected to attend regular departmental
meetings as well, to accomplish relevant committee work.
Failure to do all this may put him in danger of losing his
position.

The overwhelming problem which we have had to face
with the faculty has been that of credits. Since procedure
for granting credits varies from one unit of CIINY to an-
other, our problems in one may not be similar to those of
other units. Current policies of granting credits for
courses with remedial components differ widely.

The title of my presentation: "Launching a Reading,
Writing. Speech Program: Titanic or Good Ship Loll.i-
pop?" resulted directly from this. One of my collemuts
reacted to the title by saying. "But they're both dis-
asters!" Obviously the Titanic evokes an image of dis.
aster. But the Good Ship Lollypop? If you're old enough to
remember Shirley Temple as a child star, you'll remem-
ber that the song itself doesn't suggest disaster-11 sug-
gests merely an uncomplicated never-never land where
all wishes can be gratified immediately. It's not very dif-
ferent from the Beatles' song, written long afterwards.
"Lucy in the Sky with Diamonds":



Picture yourself in it boat on a river
With tangerine trees and marmalade skies

Somebody calls you. you answer quite slowly.
The girl with kaleidoscope eyes.

'I'his is still the escapist dream. albeit inflated by drugs,
since "Lucy in the Sky with Diamonds" is an acrostic for
LSD. If, however. we say that all dreams of escape, of por-
ton:limo, of a search for final and absolute answers are
doomed ultimately to clash with risibly. then the (;nod.
Ship Lollypop can sail only to disaster. This is precisely
where we are now in our program: the juncture of the
dream and reality with disaster a reasonable con-
lingency foe the future.

In reality we shall not find a magic solution that will
turn all those who come to us with severe remedial pro-
blems, especially in the language skills. into successfull
college students. Drea ms. wishes, great ideas, love are not
enough. We need to have real ist i 1: goals and attempt to
implement them. In our present academic structure im-
plementation is hard, and sometimes ;means almost im-
possible. What we can attempt to do is to !;hinge the
structure so that students who come to us with the
greatest likelihood of failing in college can get their most
exciting, most demanding. best staffed and most suppor-
tive ill:MI.1111: experience.

We most agree to finance this approach adequately if
we are serious about the goals of Open Admissions. In
adition. and perhaps most important of all. these pro-
grams cannot serve as an official guillotine for students
whom the college wishes to drop as soon as it can do so de-
cently. It is a travesty to accept students, whatever the
level of their skills when they enter college, and insist
they make up these deficiencies in a maximum of two se-
linemen; or be debarred from college. Any remedial struc-
ture must be flexible enough to make provision to ia.un-
soil those students to withdraw who do not In enough
work or who don't attend classes and, therefore, make
little or no progress. At the same time, it should he flexi-
ble enough to allowto encouragestudents who at-
tend classes regularly, who consistently work hard and
who show progress in their work to remain for as long as
it takes them to "catch up to the level of the traditional
college student," In our temn situation three teachers
work regularly with each student and with his counselor
each semester Intelligent decisions concerning each st u-
den I must be made, for the most part, at this level. No
teacher with any integrity is going to don the hangman's
black hood and act that part for the college in order to get
rid of that enemy of the institution the non-traditional
remedial student.

If we can avoid these pitfalls. I believe that the Com-
munications Skills Program is sound and has the poten-
tial to develop some of the answers we so desperately
seek.

This brings me to the one area over which we do have
controlmaterials and methodology. I strongly advo-
cate the use of new materials to encourage and improve
the writing of the non-traditional student. We have long
accepted the use of the "model essay" for demonstrating
good writing to our students. Films can he used similar-
ly. and they have several inherent advantages.

A film has much in common with the kinds of writing
We ask our students to do. First, the aim of the film is to
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communicate an idea or an emotion. Second, each art
form, and this includes the film, must maintain a point of
view toward its material. Third, the method of presenta-
tion necessari l y involves a process of select ion and use of
specific details. Decisions moat be made about what to
omit. what to edit. Fourth, any art form has an
organizational pattern for hchievement of desired

There are special reasons for utilizing media such as
televki011. Videotape, records and Ives. K. Patricia

Cross, in Beyond the Open Door, says that because these
learning tools are unlike the printed page and relatively
new to the classroom, many of our remedial students do
not associate them with previous failure. I do not mean to
suggest that we can ignore the printed page. If our goal is
to help students to survive in college, necessarily we must
deal with it. It is, after all, the medium of learning in
practically every class they will take. Since they will be
utilizing books for the rest of their lives, obviously they
must have experience with the printed page.

Beyond the classroom. in I he "real" world, much ofour
information does not come from the printed page but from
visual imagestelevision, advertisements. movies.
David Sohn writes "we cannot escape the language of
images or the need to understand and to come to terms
with that language." Visual images, however, are the one
aspect of language rather consistently ignored by college
teachers.

Not all teachers are comfortable in experimenting with
new materials. and no program can insist teachers work
with materials that make them uncomfortable. There-
fore, to motivate experimentation, some of our efforts
have been devoted to workshop demonstrations for our
staff, in the hope that the resultant dialogue will make
better teachers of us all. Again, one function that any pro-
gram such as gars performs is the encouragement of 1111-
th.' -job training for teaching staff --a new idea to college
teachers al CIINY and elsewhere.

Open Admission confronts us with a problem extend-
ing beyond specific needs of remedial students. We need
to develop methods and materials appropriate for stu-
dents who have found scheol a bore and who haven't ex-
perienced academic success. We need to learn bet ler ways
to free our students from classroom passivity, to moti-
vate them to think. question and communicate. For suc-
cess, our structures as well as our methods and materials
may have to bend a bit, as may our criteria for hiring and
reappointing. To mix an already somewhat confused
metaphor. wet are all sailing together on that river lined
with tangerine trees. and it may require all our best
strategies not to sink with the Titanic or the Good Ship
Lollypop. Our continuing job is to stay afloat until we can
reach the harbor of our ultimate destination,



Syllabus for English 1
The Classroom Committee Approach

RIZZO
Department of English

City College

Because it is important that English 1 students learn the
grammar they don't know. grammar is emphasized in this
1.01Irse, but because teachers have tried and failed for
many years to teach grammar to these students. the pro-
blem of teaching is handed to the students themselves.
They assign themselves to one of these groupsSentence
Structure. Verb, or Word (spelling and parts of
speech! --and although they are prepared to teach by the
instructor, and are given adequate materials. they do the
teaching and of ten devise their own methods and
materials. When they do this, they reflect an understand-
ing of the problems their peers have that is often more
profound I hum the instructor's. Usually I he ins! ructor de-
cides lesson order: somet imps. however, the students ask
for a particular lesson, or even decide to teach one.

It is important that the students write and proof read a
great deal during this grammar study period in order to
transfer what they are learning into their writing. There-
fore. there are 2 in-class writing assignments a week, and
the student must also hand in a 3 page journal weekly.
All writing assignments must be completed before the
student passes the course, and falling behind in the writ-
ing assignments is considered serious by the instructor.
The student is required to attend fret: cent conferences
during which instructor and student go over each paper
together. One hour as week is devoted to proofreading a
student paper. Students analyze the sentences of the
pumper in turn. All class members act as consultants, and
the instructor presides.

The week is fairly definitely structured. In the 2 hour
lesson on Monday, 1 hour is devoted tee a grammar les-
son, taught by a student, and 1 hour is devilled to in-class
writing. On Wednesday, the ent ire class proofreads one of
the Monday essays. which has been duplicated by the in-
structor. On Friday, the class writes again, either rewrit-
ing the Monday essay, or writing a new assignment.
During this hour. the instructor visits al least 1 group and
prepares it to leach a lesson for the following Monday.
The group then decides how and by whom the lesson will
be taught.

Because all the groups work simultaneously. grammar
is attacked from all sides at once. At any time a studett
may request a lesson on any problem. Nevertheless, the
emphasis in the beginning is on sentence structure, pro-
per sentence punctuation, and the elimination of frag-
ments and comma splices. At This time the Verb group at-
tacks the less vexing problems of tense consistency, and
the Word group drills on spelling or provides background
lessons in parts of speech. Once the problems of sentence
structure have been thoroughly explored, the Sentence
Structure group will continue to provide reenforcement
and exercises, while the Verb group moves into the major
problems of subject-verb agreement and irregular verbs.

A typical semester's syllabus might read like
this: Week 1. Hour 1: Explanation of course objec-
tives and requirements. Students sign up for ci.mmit-
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tee's. Hour 2: Students write an essay. "The' Last Hi I
I lad and What I Thought ill A simple grammar sheet,
explaining how to identify at sentence's subject and verb,
is distributed as homework. Hour :t: An essay written
Monday is dittoed and distributed for proofreading exer-
cise. with emphasis on subject and verb identification.
Flour 4: a Students sit in committee's and rewrite Mon-
day's essays according to corrections made by instruc-
tor. Instructor provides Sentence Structure committee
with grammar sheets, explaining dependent and inde-
pendent clauses. and goes over the material with them.

Week 2. Hour I: Student from Sentence' Slruclure
group provides class with materials and goes over clause
lesson. flour 2: In-class writing assignment, "A Dream I
Had. and What It Me. nt to Me: Hour 3: Proofreading
one paper. Hour 4: Rewriting of papers: instructor pro-
vides Verb group with sheet on present tense and
Spelling group with list difficult spelling words.

Week :t. Hour 1: Member of Verb group explains pre-
sent tense. There is time for Word group to hold a fifteen
minute spelling bee. Hour 2: Present tense writing as-
signment: "How I Am Different From My Friend." Hour
3: Proof reading. Hy this time all grammatical errors are
being considered. but special attention is given today tee
tense consistency. Hour 4: Rewriting of present tense
paper. Instructor visits Word group and gives members
elementary instruction in paragraph structure, and
sheets with 7 different sample paragraphs, which are re-
viewed for consistency. appropriateness of topic
sentences, proportion, use of transitional phrases, etc.

Week 4. Hour 1: The paragraph is taught by as member
of the Weird group. Short spilling bee. Hour 2: 4 para-
graphs. imitations of 4 of the 7 paragraphs provided, are
written by class. Hour 3: Proofreading, with special
attention to paragraph structure. Hour 4: Rewriting of
paragraphs. Verb group given material on past tense.
Week 5. Hour 1: Past tense instruction and spelling drill.
Hour 2: In-class writing assignment using past
tense: "What I Did Last Weekend." Hour 3: Proofread-
ing. Special attention to tense consistency but sentence
structure always discussed. Hour 4: Rewriting of past
tense pumper. Word group given short page on identifica-
tion of prepositions and prepositional phrases. Sentence
Structure grump given short hall-page story totally
mispunctuated for correction.

Week Hour 1: Lessons in prepositional phrases and
punct.e.;,ion of sentences given. Hour 2: In-class as-
signment: Write Iwo good paragraphs on a place or per-
son. the first paragraph describing your first impression.
the second your later, considee opinion. flour
3: Proofreading. flour 4: Correction of Iwo para-
graphs, particularly from point of view of paragraph
51 rucl tire and topic sentence. Word group given spelling
rules. vet h group given future tense materials.

Week '7. HOW 1: Spelling rules and future tense
taught. Hour 2: Writing assignment in future
tense: "What I Will lie Doing Five Years From Now."
Hour :1: Proofreading. Hour 4: Rewriting of essay.
Weird group given lesson on how to quote thallium,.

Week N. flour I: Lesson taught on quotation. flour
2: Writing Assignment, "A Conversation." 1 four
3: Proofreading. Hour 4: Rewriting Of conversation.
Verb group goes over subject-verb agreement material.



and is given copies of old departmental tests on subject-
verb agreement.

Week 9. Hour 1: Subject-verb agreement test re-
viewed. Teacher briefly explains how to structure a sim-
ple thesis essay, one paragraph with thesis, two or three
giving a reason each to support thesis, one paragfaph of
summary. Hour 2: Thesis essay at tempted: "What One
Thing Would You Most Like to Change at This College?"
Hour 3: Proofreading, special attention to essay form.
I lour 4: R,'writ jug of essay. Word group given apostrophe
lesson.

Week 10. Hour 1. Apostrophe lesson given, and
spelling drill. Hour 2: Thesis essay: "What is Wrong
With My Neighborhood?" Hour 3: Proofreading. Hour
4: Verb group given information and list of irregular verb
forms.

Week 11. Hour 1: irregular verb form instruction,
Drill on verbs in list which is distributed. Hour 2: Thesis
essay: "Can a Man and a Woman Be lust Friends?" Hour
3: Proofreading. Hour 4: Rewriting of essay. Gram-
mar lessons studies are now adapted to class's weakest
points, sentence punctuation review, subject-verb agree-
ment, spelling.

Week 12. Hour 1: Grammar lesson taught. Hour
2: Thesis essay: "Should Parents Who are Unhappy
Together Divorce?" Hour 3: Proofreading. Hour 4: Re-
writing of thesis essay, or writing of new one. Old de-
partmental irregular verb forms test gone over with Verb
group.

Week 13. Hour 1: Verb group student gaes over old de-
partmental irregular verb fr.rms test. Hour 2: Writing of
a thesis essay. Hour 3: Proofreading Hour 4: Rewrit-
ing of essay or writing of new essay. Problem areas in
grammar review with appropriate group.

Week 14. Hour 1: Grammar lesson. Hour 2: Thesis
essay. Hour 3: Proofreading. Hour 4: Thesis essay.
Sentence group given really difficult complex sentences
for analysis and punctuation.

Week 15. Hour 1: Sentence group goes over lesson
with class. Hour 2: Thesis essay. Hour 3: Proofread-
ing. Hour 4: Final essay written,
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Tandem Learning

MARILYN SCHAUER SAMUELS
Department of English

City College

Tandem Learning puts into practice two basic premises
for education of Open Admissions students:

( I( reading interpretively and writing interpretively
are two separate but co-requisite skills. the basis of all
other learning processes: and

(2) an efficient and invigorating way for the student
to acquire these abilities is in two separate courses with
two different teachers but with the same students and
with two distinct programs of study. Hot h revolve around
a single topic.

The topic in Humanities 4 this semester is "The {Mem
lure of Laughter" which I am teaching in coordination
with ion of Basic Writing 2 taught by Professor
Gerald Kauvar. Humanities 4, funded by the National En-
dowment for the Humanities, is designed to introduce
students to the techniques and vocabulary of literary
criticism. A course offering basic readings in biology,
sociology or engineering would serve the same purpose
fur those disciplines. Teach the student how to analyze
what and how he reads and how to transform analysis
into a clear and coherent essay. and the student will
discover, by practically independent efforts, the ease of
application of these procedures to any subject.

A replay of the first week's assignments in this semes-
ter's coordination illustrates that the learning process in
both areas (reading end writing) accelerates because
assignments in each course supplement and reinforce the
other.

On Monday, Prof. Kauvar asks the students to write an
essay in class, either to define laughter or to describe a
humorous incident. On Tuesday. Dr. Samuels meets
with the same students and distributes a selection of
short literary pieces. In their first attempt as literary
critics the class analyzes the pieces. both to determine the
writers' literary techniques (how) and to speculate on
reader reactions (why). On Wednesday, Prof. Kauvar
reads over the students' first in-class essays with them.
and, in addition to dealing with grammatical and
structural problems, they discuss the relationship
between what they wrote about laughter based on
personal experience on Monday, and their discussion on
Tuesday, about laughter as evoked by literature. On
Thursday. Dr. Samuels presents Thurber's "The Night
the Bed Fell." Already, the class approaches the selection
with some clearly articulated ideas of humor and a simple
and accurate critical vocabulary. In the course of the dis-
cussion terms like "ridicule" and absurdit y" come up, and
on Friday. Prof. Kauvar makes this new critical vocabu-
lary the basis for a session to define and use words. This
session is the prelude to their second writing assignment
and a preparation for Dr. Samuels ongoing treatment Of
t h. comic techniques of Chaucer and Aristophanes.

In cane week the students have developed a degree of
sophistication and skill that, fur the best basic writing
instructors. would take considerably longer to develop.
Again. because the students see one another five days a
week, they quickly become friends, and by the third week
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are working together as an organized team.
Recent interviews with participating students, who

had no previous knowledge that they were part of an 11)0.
pR11111PIllill program, further confirm the pasitive results
of tandem learning. The students indicated they enjoyed
being able to deal with such a problem as the difference
between tragedy and comedy from alternate points of
view on alternate days. They MOW a distinct difference
between oral discussion of critical problems and having
to commit their opinions to paper: they recognized. in
other words, that there were two separate skills involved:
and that. mastered independently. these two skills func-
tioned together to help them understand other people and
help make themselves understood.

They expressed healthy concern as to whether the
methods they were learning as literary critics could be
employed in other subject areas, and suggested to their
instructors their readiness to apply their newly-
developed expertise in more expanded subject areas.

It appears after the observat ions of instructors and st u-
dents that the relationship between "reading" and
"writing" on the college level in particular has not been so
obvious as pilot:eters assume. Tandem learning assumes
the two disciplines are like two riders on a double bicycle,
each with separate activities and controls but each
dependent on the other for proper balance and
coordination. Together they cooperate in quick and
effective advance to knowledge.
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The Graduate Literature Degree
vs

The Needs of Open Admissions Teachers

EDIXIOND 1.. VOLPE
Department of English

City Cunene

I assume that the directors of this conference call this
meeting a "workshop" because they hope for cut open ex-
change of views and for active participation by anyone
interested. 1 have not assembled. therefore. a panel of
speakers. Instead. I shall begin discussion with a formal
presentation. First. I shall allempl to met our situation at
CI INY into the broad permpactive of the national situation
in higher education. Then I shall titter an analysin ;h.!!
causes for the widening gap between the graduate schools
and our changing undergradnitte colleges, as that gap is
made manliest within CI INY: and finally. I shall pre-
sent my ideas for a long range solution as contained in a
specific plan applicable to the current sitnation.

I must say I am very pleased :hat this workshop is
taking place. It is. ir.adar as I know. the first acknow-
ledgment by the City I Iniversily that there may be tame
relationship between the preparation of college! teachers
out the Graduate Center and what is taking place in our
nineteen undergraduate junior and senior colleges. Al the
undergratluate level. CI1NY is paving the road to the fu-
ture of higher education. Al the graduale level it is filling
pot holes on a well-travelled street.

When I first realized that our graduate programs in
English needed to be brought int o line with the realities of
the undergraduate classroom and began advocating that
our graduate schools reassess their responsibilities and
goals, I had no gray he my beard: in fact, I had no heard.
That was a decade ego; it was in the pre-hirsute era.

Before considering the specific: problems of the Open
Admissions teacher of English at CI INY, I'd like to set
them into the perspective of the national sit mil inn. I warn
chairman of the! English Department at City College from
19114 to 1970. During that period I served for three years
on the National Executive Committee id the Association
of Departments Pi of English. I attended many national and
regional conferences concerning problems of English
Departments, and conducted a number of workshops for
chairpeople 'In various areas of the country. Visiting
campuses and talking with either chairpeople Irons junior
and senior colleges. large and small. were enlightening
experiences. Al City. tit this lime. I was facing all the
problems that descended upon the entire University in
1970 with Open Admissions. The SEEK preignim WON
introduced at City in 1965. and in each succeeding
seinester. as the program grew. I devoted mom and more
time and thought to it. Travelling around the country I
discovered that, before SEEK and Open Admissions. we
al Cily were very privileged. Our St 'Went N Were very Well
prepared academically before they NUM! lu us, and We
!hemline knew very little about the situation in most of
the colleges throughout the country. When I slink"? alum!
the new problems SEEK was presenting to our writing
leachers, not many chairpeople were impressed. David
Stewart, then chairman at Idaho State. said. "That's
child's play. You should try teaching writing to Indian
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students." ()n the west coast. English leachers had been
struggling for years to leach Asian students to write
English computations. In the Southwe. . Spanish-
speak i ng stueleents present similar problem? .' the many
Black colleges throughout the Smith, our pro: !ins were
also well known. I visited a mincell college in kan'. where
entering students with high school averages of 70 or sec
we're not unusual. The English leachers there worried
about leaching the French-Canadian student 4.

There are some 1,250 senior colleges in this country.
Only a small percentage of that windier-11w name
colleges and universitiemleach students with the kind
of high school averages we used tee require at CI INY
colleges. Most of the oil her thousand or so of these colleges
have been dealing for years with what we now call Open
Atimissions students. The big dillerence is this: the
students who attend those college's have to pay and those
colleges need their money lei exist. Over the past fifteen
years or Nil approximately a thousand new junior colleges
have been established. More mime jinn being every day.
The students attending these junior colleges are not the
students with high school averages in the HO's.

Al the national and regional conferences I attended, the
English Department chairpeople hoped to discover some
new formula that would solve the problem of teaching
writing. What they discovered was that their {mildews
were nut unique. Everyone was floundering and doing as
best he could. A large number eel these senior and junior
colleges had been founded or had been expanded as a
result of the unprecedented growth in the college student
population from 3.000.(NN) in 1950 In some 7,000,000 by
the end of the Mrs. In a short period. colleltem had opened
their doors to minority gnom' with new language
problems and to massive numbers of students who were
coming from public high schools rather than front
preparatory schnols. Recent estimates indicate the
escalation has reached its peak. and that the college
student population will now levelull. I seriously question
that prediction. Colleges are now opening their doors to
an entirely new group tit till11111211%illillilli who want to
continue their Ieolcalion. This movement. I am sure. will
spread. And I do not believe fur one! moment that Open
Admissions will slop al the bonier?' id New York City.
Smile amount of free higher education is as inevitable in
our ony'. as free high school education in our past.

Over the past two decades. I herebire. undergraduate
education hums been undergoing all kinds ei) unforeseen
changes. What exists ell the Ill'ese1111111)111e111 ill higher
education is a I lind undergraduate structure. attempting
to cope with altering social conditions in the nation.
alongside a mimed i I hit:. static, archaic R111(1111111! ruct mire.

Thai would cause' stroulde. if the undergraduate
structure were not so dependent upon the graduate
schools. They are linked together 111114111MP lour graeluate
schools veiny the power and the privileges of a giant
monopoly. One of the privileges of a monopoly is freednin
I rom the demands of the marketplace. and Coal privilege
our graduate departments have eninyeel, ell least Until
now. 95 percent cif the leachers in the approximately
2.5tHI pettiest' and Mellen,' colleges in the nal ionare supplied
by oeir graduate' departments. These departments are
eager to place their graduates. particularly their 1)11.1).'s
iu teaching inisilinns. They work hard at it. Mown( these



departments would admit fora moment that they were in
the business of training college teachers. The very idea is
anathema. Training teachers is done by teacher's
tolleges, not by graduate departments. And that is why
no graduate English Department. for example. would
bother to find out if the products it is turningout are what
the market needs. Why should it? It not only has a
monopoly, but it so skillfully indoctrinates its products
that they blindly support that monopoly.

You've all undergone this indoctrination. The process
start s long before the student enters thegraduate depart-
ment. His co:lege professors are already druids and their
greatest sense of achievement conies when they create
mirror images of themselves. When a student enters a
graduate program in English, it is not to engage in a
program of literary study alone. He recognizes he is
cledicated to literary scholarship and to the glory of the
scholar. The mission of the Graduate English Department
is to train literary scholars. Nothing must taint that noble
mission. Purity of though is essential. Any talk to
education per so is taboo. It is tantamount to encouraging
sex in a seminary. This process of indoctrination is so
intense and so effective that almost no one ememes from
our graduate departments without a sense of superiority
because of a pure devotion to the study of literature. And
though he knows he will bee teacher, that he wants to he a
teacher. he takes pride that he has remained
uncontaminated lir iny brush with pedagogy. Even those
who remain in the seminary for only a short time come out
with this deeply rooted prejudice and with a beatific
vision of the sacred academic hierarchy. The high priest,
respected and envied because he teaches nothing but his
specialty and can devote himself to itcholavelhip, :s the
graduate school professor. Below himare the priests, the
senior college professors who teach literature electives.
Below them are the newly ordained who aspire to thekte
electives. AI the very bottom of the hierarchy are those
who teach writing. a lowly chore reserved, if at all
possible. for acolytes.

Because the English teachers in all those junior colleges
and small senior colleges have been so indoctrinated with
this image of professional status and because the
teaching of writing is considered a temporary chore
above which one will eventually be able to rise, the
shameful status quo is being perpetuated. We don't know
how to teach writing to rural Blacks in the South. Asians
in the far West. Indians in the West. Canadians in New
England, Blacks from the ghettoes. Most of them have had
inferior academic opportunities in our public schools. We
have not been willing to admit this fact because that
would not only acknowledge incompetence but involve us
in pedagogy. And why. after ail, should we spend time
and effort worrying about teachinggrammar and writing.
when our real interest is in moving up in the hierarchy so
we can leach literature and achieve professional status?

The time for accountability is rapidly approaching. The
signs are 1 here for anyone to see. CI INY has pledged that
it will not tolerate a revolving door as an Open
Admissions policy and will learn how to deal with the
problems of poorly prepared students. junior colleges.
more and more, are rejecting English Ph.D.'s and turning
to doctorates in education. V-ese junior colleges and the
undergraduate colleges of CONY are facing the realities

of the new responsibilities of higher education. We know
we are not prepared for the challenge because our own
training is inadequate. What are needed in our classrooms
are competent teachers, professionals. Because their
exclusive goal is the preparation of professional scholars,
our graduate programs make no attempt whatsoever to
provide any kind of training for classroom teaching.
Their idea of lite proper preparation for a future Ph.D. is
to send him to a local college to get his experience. And
they don't care at all that he probably does not know
enough formal grammar to teach it or that he hasn't the
slightest notion of how to teach. And because those in
charge at the colleges are so caught up in the graduate
school syndrome themselves, they are not interested in
what happens in classrooms. The colleges get cheap
labor; the acolytes get experience. Everyone Rains, except
the students. They need teachers; we give them
untutored, unprepared trainees.

That may have worked in the days when the students
had already reached a fairly high level of competence and
the composition leacher could occupy himself with
eliminating trite expressions and encouraging liveliness
of thought and expressionbut not today, and certainly
not in our CI INY classrooms. Our st udents want to learn.
They do not stand in awe. as we do, of the preiest hood. If
they can't ,write a sentence, they want to be taught. and
they are going to catch on very soon that we don't know
how to teach them.

Graduate English programs must be indicted, I believe,
on at least four counts (to use the terminology appro-
priate for this time in history).

1. They are guilty of unconscionable snobbery in
refusing to acknowledge that they are in the business,
vulgar though it may he, of training college teachers. As a
result. to quote a conclusion ofa conference dating as fear
back as 1949. the college professor is "the only high level
professional man on 1 he American scene who enters upon
a career with neither 1 he pre-requisite trial of competence
nor experience in the use of the tools of his profession."

2. They are guilty of irresponsibility in refusing to
acknowledge, in any way. that their graduates will be
called upon to teach courses other than literature. There
is no acknowledgement, in our graduate programs, that
the teaching of writing is a major task of 08% of the
English departments in this country and that much of that
teaching IN actually remedial level teaching. As a result,
the products of our graduate English departments.
whether M.A.'s or AliD's or Ph.D.'s, don't know enough
grammar to teach grade school.

3. They are guilty of a fanatical disdain for the pro-
fession they practice. College professors pay much lip
service to teaching, and they take much pride in thinking
of themselves as great teachers: but they know little
:about teaching and they know almost nothing about edu-
cation. Subject-matter snobbery is so deeply ingrained
that our graduate departments are convinced merely one
year of literary study is sufficient to qualify someone to
enter a college classroom and teach. As at result, with our
our high-minded insistence upon the importance, of a
Ph.D., we have been perfectly content to relegate sibout
turit, of college teaching to those who have rod completed
the Ph.D. Here at CI INY, more than 510% of the teaching
staff does not hold a doctorate,. It's hard to imagine such a

31 4 0



situation occurring in any other profession. Who would
tolerate it?

When the college students were already well trained,
placing them in the hands of the semi-qualified did not
tnal ler too much. But at Cl INY. with the advent of Open
Admissions, our traditional disdain for teaching has
caught up with us. With the sudden massive im.rease of
students in need of remedial English work. the professors
were delighted that we needed a whole crop of new
teachers who would lake overt he task of basic English. A
few of the many M.A.'s and ARD's who joined the staff
had some classroom experience, Most did not. Very. very
few. if any. had any special skill or background or
training for the massive responsibility with which they
were faced. Where could they have received such
training? At teacher's colleges. perhaps. but if they held
degrees from a teacher's college, the chances were I hat we
did not want them.

Traditionally, the college teacher has depended upon
the primary and secondary school teacher to teach gram-
mar and writing. He has not spent much time worrying
about how to teach writing. If a student didn't put an"ed"
on verbs to form the past tense, the professor simply told
him: "The past tense is formed by addinged.' You really
should k now 1 hal by t his lime." The next time the student
failed to use the "ed." the professor judged him incapable
or college-level work and flunked him. It was easy. We did
not have to leach; we functioned as judges. arbiters of
standards. The. M.A.'s and AHD's who were appinted
here at CIINY to do what experienced professors of
English did not feel competent to do. did not even have
experience in their favor. Their one asset was a strong
sense of social and educal itmal commitment.

If we are going to be honest, that commitment is just
about all we have been building upon these past few
years. But commitment is not enough. We have been
floundering. We are still floundering. I know. I teach
composition. I see the results of the tremendous
dedication of other teachers, and they are truly dedicated.
It is not enough. As this conference testifies, there is
good deal of thinking and a good dead of important
experimentation going on at Cl INY. But the insights into
the teaching of Freshman writing we are slowly gaining
must be transmitted to those now in graduate school.
That is not I.. dune in this University.

4. The :barge against the graduate English De-
partments is their refusal to acknowledge the changing
responsibilities of the college English teacher.
particularly at freshman and sophomore levels. At these
levels. English teachers frequently don't come close to
teaching literature; and those who insist upon teaching
literature are probably failing to meet the needs of their
students. The English teacher at these levels cuts across
disciplines. lie has to make students aware of ideas, all
kinds of ideas: he teaches thinking. In such classrooms.
his functions seldom have any direct relationship with
the literary training he received in graduate school. The
lack of training for classroom responsibilities is not just is
question of subject matter: it is a question of pedagogy.
Teaching literature is easy. especially at the elective
level. The students are there because they choose to be
there. But at the lower levels, the student is forced to take
English. It is al those levels we need real teachers. people

who know what they are doing. people who are
professionals not because they look a few courses in
literature but because they learned the tools of their
profession.

I am no.. arguing for one moment that our leachers
should not study literal tare in graduate school. I believe
extensive background in a discipline is essential for the
cullege-level teacher. In fact. I'm such a conservative. I
belir`N no one should be placed in charge of a rill lemp class
who does not have a ductoral degree. I want our graduate
English Departments to teach literature, and I wont them
to continue to produce scholars. I believe in scholarship.
The American Ph.D. 'teeny needs no defense. Its
justification rests in the very high quality and amount of
American scholarship. I don't want that achievement sa-
crificed. Hut I do not believe that we can turn out scholars
who have no compel ence in the modern classroom nor do I
think we can continue to ignore the radical changes that
have taken plaice in undergraduate education.

If we Islay ostrich, as the graduate departments here
and in most univerwilies have been trying to do. higher
education will not remain very high. if our academie
departments do not begin to produce the kind of teachers
our junior and senior colleges need. someone is going to
lake over that responsibility. Teacher's colleges are
already beginning to do it. The training will emphasize
what we have ignoredpedagogyand subject matter
will lake second place. The effects upon the whole system
of higher education. including graduate education which
is dependent. after all, upon the colleges for its students.
will be. I think. disastrous.

Another very serious effect of our refusal to face
realities is already apparent at Cl INV. The introduction
of ai Certificate of Continuing Service was the inevitable
and justifiable culmination of decades of unfair labor
practices at our universities and colleges. The poorly paid
M.A.'s and Al1D's who did the chore teaching had neither
professional slat us nor job security. The practice was and
is unfair. HUI in righting as long-standing wrong, an
untenahle situation has been created. More and more the
departments of this I Iniversity will be divided into the
haves and the have-nuts and no department ofpermanent
staff so divided, can stand.

A college English Department has a multiplicity of
functions. We do not teach literal um alone; year by year
we incorporate into our courses related arts and
disciplines such as movies and psychology. We should
have experts in every area that we teach. including
composition. if we require a doctorate for one kind of
expert, we should require it for all kinds. Every
permanent member of a department should have equal
professional status, and no matter what his function, he
should have an equal opportunity for advancement.
Everyone should hove equal, if not identical.
qualifications or we shall be torn Ai part

The CIINY undergraduate colleges are pioneering for
the fut c re. Tile CI INY graduate school also must begin to
deal with present reality and look to the future. I believe
the only solution to our problems is to establish alternate
doctoral programs in English or. if the Ph.D. title is too
precious to discard. alternate tracks for that degree.. I also
believe that t his l Iniversit y should provide every lecturer
who has dedicated himself to the kind of teaching Open
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Admissions requires with the opportunity to earn a
doctorate and thus open the door tor future advancement.

Establishing such programs takes time. I know.
Prejudices are deeply rooted, and it's a long, hard
struggle. Every convert is in imminent danger of
ostracism by his colleagues. Al the present time when
Ph.D.'s are going begging for jobs, there is much
reluctance to face the real needs of the market place.
Newly-minted Ph.D.'s are claiming that all they want to
do is to teach freshman English and that they will be
happy to spend the rest of their lives doing nothing else.
They are, unfortunately, prisoners of their
indoctrination, as well as untrained for the job. Once in a
department. they will spend their time doing the
scholarship that will elevate them to literature courses,
give them professional status, and earn them the respect
of their senior colleagues. An so it goes, the old merry-go-
round will turn and turn.

I think adaptations by our CLINY graduate English
Department must be made; but in the meantime.
something has to start somewhere. I should like to tell you
what we have been planning at City College that will
enable us to transmit at the M.A. level, what we have been
learning about teaching in a college situation where Open
Admissions holds. About five years ago, the Department
developed a ninety-credit Doctor of Arts program. The
Carnegie Foundation was ready to fund planning very
generously for the program but the idea was rejected at
the Graduate Center. Still convinced that someone should
be worrying about training the kind of teachers we
needed in Freshman English, the Department devised a
new M.A. program. This proposal. summarized below, is
on its way to ultimate approval from all the necessary
authorities and should be in full swing next year.

THE CITY COLLEGE OF NEW YORK

MASTER'S DEGREE IN THE TEACHING OF
COLLEGE ENGLISH

Designed for:

(1) Those who p:an to go into junkie% r community col-
lege teaching.

(2) Those who plan to continue with a Ph.D. or Doc -
torate of Arts degree for junior or senior college teaching.

Description of the Program

9 credits of Pedagogy
fall under u master teacher)

1750 Introduction to the teaching of Basic Writing an.'
Literature courses.

1751 Work in the Writing Center as a tutor.

1752 Thesis Project:
(Designing a Basic Writing course)

6 credits of Linguistics

1760 English syntax

1761 Social Dialects

3 credits of Social Dynamics

Grad. Psych. Dept.

6 credits of American Studies

1773-1774 Readings in American literature against
their social, political. and historical back-
grounds

15 credits

(a) In Literature (for the student planning to continue
with the traditional Ph.D.)

In Humanistic Studies (for the student who wishes
to pursue individually tailored interdisciplinary
programs)

Total: 13 courses for 39 credits

We have increased the traditional 30 credits for an M.A.
to 39. The 9 credits of pedagogy have been added to a
course of study that would be acceptable as the first :dap
toward a doctoral degree. The pedagogy courses are not
primarily theoretical. The weekly seminars are related to
practical experience in the classroom and at the Writing
Center where the students work as tutors. Courses in
Linguistics will provide sufficient form grammar to allow
the graduate student to function effectively in a writing
course, and will orient him to the special problems of the
Open Admissions student. The Social Dynamics course is
offered by the graduate Psychology Department and will
help the graduate student to understand undergraduate
students. The American Studies requirement is designed
to introduce the student to interdisciplinary study
similar to that found in the lower level courses.

I do not believe this kind of program is the ultimate
solution to our problems because I believe that all our
permanent staff should hold doctorates and have equal
opportunity for advancement to the full professorship.
But it is a step in the right direction. By the close of this
program, students who go on to further study will have
'men oriented to the importance of teaching and will have
had experience in the college classroom and it will be. for
a change, experience not gained at the expense of our
college students.
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English Plenary Session: Conclusions and Proposals

Roderick Loney (Metiger Evers Clllege):
Let on begin IIV directing our attention to what we have

reviewed these last two days: this session specifically
involves those in English workshops hut, of course, you
are all invited to remain. In the next few minutes I shall
request loan Baum, Beryl Bailey, and Stephen
Weidenberner, all of the English Planning Committee, to
present a summary of their workshops. Then, delegates
will have an opportunity to ask questions, or to make
additional recommendations.

I mentioned earlier that thc, purpose of this meeting is to
draw up an inclusive set of recommendations that have
emerged from, and during, the workshops. The results go
to Dean Berger. Again, we want to establish a committee
to implement our proposals and assume responsibility for
developing suggestions offered.

If there are no other alternatives offered now as to
procedure. I shall begin by requesting loan to address us
first.
Joan Baum (York College):

My statement is brief. I opened the series of interdisci-
plinary workshops with a remark that the recent CONY
Courier had a reprint of an instant jargon generator
listing of "4iterdisciplinary" as eighth on the Richter
Scale of rheorical out rage.-The word "interdisciplinary"
means disciplines together. Our profusion of interdisci-
plinary ideas and procedures these past two days, how-
ever, suggests less of discipline in form, structure, and
standards, and more of spontaneous. well-intentioned
stimuli to achieve psychological and academic goals. The
number of methods and materials in humanities, social
sciences, speech, rt..1.ediation in English composition and
literature, individual teachers who function in two or
more disciplines and those who teach in teams, suggest
that our workshops complied with Vice Chancellor
Healy's keynote charge to attend to "curriculum content"
and to encourage "interdepartmental cooperation."

Our many discussions were often passionate, too. or, as
this morning's New York Times reported of John lay
College. "a dialectic tension between two positions" that
mien makes for "lively discussion." If it proved not
always to be Ileap that discussion was expressive of
dialectic. i.e., a synthesis resulting from thesis and
antithesis, there was always healthy discussion in
feelings and opinions.
Beryl Bailey (Hunter College):

I despair somewhat of appearing at this point on
programs where I am asked to summarize what has
occurred before I have had the chance to assimilate the
experiences myself. Today I am in a better position than
at another recent conference where I was asked to give a
summary in the morning of a conference which was to
continue until three o'clock that afternoon! On this
occasion I am a bit better prepared, if only because the
summary was suggested to me in the final workshop on
teacher preparation, a workshop 111.1 generated great
interest among faculty and students.

Workshops on criteria for selection of Open
Admissions faculty confirmed that each Universityy unit
has its own specific criteria with differing emphases
when interviewing staff to teach in Open Admissions
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English writing programs. Professor Hortense Sarni,
coordinator of the Basic lit riting program at Hunter
College, emphasized teachers with specific experience
related to Hunter's developmental program. Among her
specific suggestions were that new teachers regularly
should attend seminars led by experienced teachers in the
field, that they should he encouraged to develop
innovative teaching models, and that a course of the
psychology of leaching should 1w incorporated in their
inservice program.

Professor Jennie Wells of New York City Community
College stressed willingness of the o:andidate interviewed
to teach Open Admissions students and the ability to
demonstrate competence in the classroom. The
discussion at this point focused on the means employed to
determine class competence during an interview.

York College has no individual basic skills program
and York's Dr. Alan Cooper emphasized that the entire
department leaches the Open Admissions students. Dr.
Alan Cooper considers full literacy the goal of Open
Admissions: he decried the inflated grades of some
students. His preference is fur tradition, and for a
traditionally trained teacher with a competence in
literature.

Professor Howard Nimchinsky, chairman of the
English Department at Kingsborough Community
College, explained Kingsborough's integrated reading
and writing program. The Kingsborough English staff.
with traditional credentials, also considers new
approaches.

In the afternoon, Professor Edmond Volpe, of City
College, lectured on "The Graduate Litera t urn Degree Vs.
the Needs of Open Admissions Teachers." Professor
Volpe asserted that the English program at the Graduate
Center is snobbish in refusing to consider theirgraduates
as called on to teach something other than literature, that
the English Department of the Gradual.? Center disdains
the teaching profession knowing little about education
even as they assert they are teachers. This, in sum, is
refusal to accept responsibility for meeting the changing
needs of the student body. Professor Volpe also asserted
strongly that no one should be permitted to teach in the
college classroom without the Ph.D. degree, an opinion
strongly attacked until he clarified his position. He
advocated an alternate doctoral program, one which
would be teaching-oriented and. for him, as valuable and
carrying as much prestige as the current doctoral
program.

This morning Professor lack Wolkenfeld of
Kingsborough Community College spoke on orientation
and inservice training for English teachers. During his
remarks he pointed out that, not only teachers for Open
Admissions but those who teach general courses need
ongoing training. We voted to incorporate inservice
training, as suggested by Professor Wolkenfeld, into our
recommendations.

Perhaps the most stimulating, as it was one of the most
valuable, of our sessions was the faculty-student panel
on the noore of accountability. In it I acted as
"faculty": students spoke freely concerning their
problems. what was happening to them in their
classrooms, where they saw defects and needs for
emphasis in current teaching. At 12:30, a student asked,



"Do we have to stop here ? Can't we go on with this into
the next session? This is where th 'cation is." No teacher
attending this panel could have fe.t he value of his status
fell because of that enlightening session.

Lastly. a number of us wrote what we initially thought
would he "modest proposals." We found; we wrote that
our discussions had made us ince. 4e of modest
proposals: we know that what needs In done will be
expensive for the Board. Our recommendest icos are11 that
the Board of Higher Education create a Ifni. .ersity-wide,
interdisciplinary standing committee to dvsign, establish
and implement an inservice training program for the
entire University to ensure academic development of all
Open Admissions students. This committee should be
interdisciplinary in nature, and should include not only
regular faculty, but a specialist in institutional change aswell: the specialist should provide requisite technical
help for so complex a task. 21 Preparation ofa handbookof practical guidance for all Open Admissions
instructors. (The 1909 handbook, prepared lust before
Open Admissions, is antedated and unavailable.) 3)
Establishment of a CONY curriculum center as a
repository for tested materials and methods and as a
clearing house for generation and distribution of new
information. 4) An infra-University exchange program
between Comnu nit y and four-year college instructors. 5)
Strong support of a teacher-oriented graduate program
modeled on the current program (including internship
and practical experience) at The City College of New
York. 6) Formation of a commitee to develop an alternate
doctoral program at CONY based on a curriculum
adequate for the new college population.
Stephen Weidenborner (Kingsborough Community
College):

The workshops in which I was involved were entitled
Dynamics of the Classroom. We dealt first with styles of
presentation when a teacher facing an entire class treated
the class as a single audience. Our second session dealt
with small class-room groups of three, four or fivepersonsin order to facilitate learning through an increase of
activity and participation by individual students. In the
third session, which took place this morning, theLehman
College staff showed a number of approaches making
possible utilization of affective resources of students to
develop their skills in writing. This afternoon, our
presentation showed how attention can be given to
student needs in a particular classroom by the
"supermarket approach" whereby students choose a
writing deficiency for correction during class time.

Our two approaches were to teach the class as a whole
or to break it into small groups, with a constant
awareness of making the process work.
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Is There a Right Way to Teach Mathematics
and Is There a Right Mathematics to Teach?

I

LOUIS Al ISLANDER
Department of Mathematics

The Graduate School and University Center

Let me start with what I wrote and as I speak. I shall
probably enlarge upon my written statements. As I see it,
the two worst problems occurring in teaching remedial
mathematics are: the student whocomes to class for a few
days and then stops coming; and thestudent who has ap-
parently learned some material and who, a few weeks
later, has apparently forgot ton thatsame material. We see
these problems over and over again in classroom teach-
ing. I think the most disheartening thing about teaching
mathematics is the subsequent failure of the student with
whom you worked very hard for one week. lust as you feel
you are making some progress, he stops showing up. An-
other disheartening thing is to work very hard with a stu-
dent over a period of weeks. The student learns a speci-
fic set of ideas, a specific set of techniques. He takes a test
on the material and does very well. But when the same
student is tested on the same material a month later, all
that was learned has been forgotten.

These are two major problems remedial teachers in ma-
thematics must face. These are the core problems that we
have to deal with. I should like to be able to say. "in this
talk I will tell you how to teach mathematics to solve
these problems." But of course. such a statement would be
nonsense. I don't know how to solve these problems com-
pletely, and I don't think anybody does. What I can do is to
put these problems in context and suggest certain speci-
fic steps that a teacher might take to help overcome them.

1 think the remarkable thing is that the research ma-
thematician has many of the same problems in his life-
time that the remedial student has. Maybewe can use the
research mathematician, who is obviously a successful
learner of mathematics, as a guide to the teaching of re-
medial mathematics. Now this may sound extremely
strange to you. It may sound like absolute nonsense. But I
don't believe it is. So I will try to systemmatically pre-
sent to you the striking analogy between how a research
mathematician dims mathematics and approaches pro-
blems and how we might better teach the remedial
student.

The first question, of course, is why we require
students to study mathematics. We don't actually require
students to study mathematics. Society requires that
students study mathematics to meet their future needs.
They do not have an immediate personal need; we say
they will have a future need. On the other hand, why does
a pet -on create mathematics? The answer is a felt need
for a specific problem. There is no speculation about the
future; the need exists right now. We notice that in both
examples the word "need" occurs, Society requires a
student to learn mathematics to fulfill some vague future
need. Mathematics is created to fulfill a specific
immediate personal need. I claim that tests and grades are
introduced into the classroom as an artificial device to try
to convert the vague future need into a personal
immediate need. Tests and gradesexist to mimic this need
for immediate knowledge. You don't learn something for
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the future, you learn it for right now. In other words, tests
and grades are artificial devices to try to create in the
Clisktoonf irsestep in the creative process. the nRed
to know. And I claim that if all of us stop and think why
we give tests or why we put pressure on students we shall
see it as an effort to create an immediate need to know.

Research mathematicians use mathematics constantly.
The artificial device we have introduced in the classroom
to approximate the way a research mathematician uses
mathematics is the exercises we assign to students. We
think the more exercises the student does, the more he
uses mathematics, the better we are educating. Yet, the
artificial stimuli of tests, grades, and exercises, although
they provide a useful replacement for creative stimuli,
have one glaring defect. These stimuli oftenare construed
to imply that a person is stupid if he makes a mistake. The
quick right answer becomes the measure ofsuccess. And,
strangely enough, this false measure applies to the
teachers themselves. Most math teachers are afraid to
make mistakes in class. When I was at Purdue, a man
came to me. an older man. We had just changed calculus
hooks and he was writing a notebook, and in the notebook
was the soulution to every problem in the calculus book.
We had a new calculus book so he had to write a new
notebook. He was very unhappy that day because there
was a problem in the new calculus book that he could not
do. He came to me in the hope !could solve it for him so he
could have a complete notebook withevery problem done
and not be embarrassed in class by having to admit, "Ah,
there is a problem in the calculus book that I can't do."
This fear of the wrong answer among students and
teachers of mathematics is a very serious mistake. As
we'll see later, making mistakes is an integral part of
creating mathematics. You create mathematics through
the process of making mistakes. By making no provision
for them our devices have a serious defect.

The following story may help put the words "know"
and "learn" in perspective. A young mathematician comes
up to an older mathematician and says a certain result is
true. The older mathematician replies that it is an
interesting result and asks, "How do you prove it?" The
young mathematician looks completely amazed and says,
"But you proved that theorem yourself." The older
mathematician had learned the theorem, yet he did not
know the theorem. The reason is that the older
mathematician had not needed to use this result in some
time and so, quite naturally. had forgotten it. You don't
remember everything, you only remember what you are
using. This story raises the following questions. Should a
student know a body of mathematics learned for some
future need but used recently? Is it right to expect a stu-
dent to know this material at all times? The answer is pro-
bably. "No." But the important part of the answer may be,
what we really want a student to be able to do is to re-
cover knowledge of mathematics, not to possess it at all
times. If the younger mathematician keeps talking, he
will find that his older colleague passes from a state of
not knowing his own results. to a position where he can
recall the training of thought that led him to prove the
theorem in the first place, from there to an outline of the
proof of the result, and usually, given a little time, to an
actual proof. An inability to recover forgotten material
sets the remedial student apart From she adequate sta.



dent of mathematics. Inability to recover material is what
we see when we give a person a test on material a month
later and he cannot do it.

Let us now compare how mathematics is created with
how it is taught. Here the crucial ingredient is time. The
mathematics we teach in a year was created over cen-
turies. The more elementary the mathematics, the longer
it took to create it. This may give us pause when we think
of elementary mathematics as being easy mathematics.
This need to telescope time has led many to think of
mathematics teaching as putting existing knowledge into
a student, rather t 'tan evoking mathematics. Again, an
examinw ion of the creative process may help us to put
time in its proper perspective in the teaching of
mathematics. In the creation of mathematics, what takes
time is failure, the making of mistakes and the learning
from our mistakes. It takes time and lots of going down
wrong paths to find right examples that lead to right facts
that lead to the right concept. It takes time when one has
something one feels should work but won't. It takes time
to see how to modify a good false argument to make it cor-
rect or to change a definition slightly to make it useful. So,
in the creative process. most of one's time is spent mak-
ing mistakes and learning from them. The payoff is the
right answer. However, although the creative mathe-
matician feels time pressure, he knows from experience
that it will take time and effort to do something worth-
while. He expects to fail a great percentage of the time and
to have enough ego to accept this failure and go on. What
happens with the remedial student is that he fails and
quits. There is the difference. There is no question about
failure. Doing mathematics is a failing occupationyou
fail most of the time. Yet in teaching mathematics, we
seem to be trying to protect the student from all these
failures, all this waste of time. There are books with the
right way to do things. There are worked-out exercises.
There is a teacher to show the right way. All wasted mo-
tion has been eliminated from the learning process. The
mathematics that the student sees is always in the per-
fect state. It is always the smothesi possible presenta-
tion. Perhaps it is so smooth that the student cannot get a
grip on it. It is very very easy to pick up a rough object. it
is very hard to handle a very smooth objectit gets
slippery. Presentation of the right answer only is caused,
you see, by the basic original defect in our artifical world!
The reward for the quick right answer results from stu-
dents' or teachers' fear of making mistakes in class. One
of the consequences of our reward for the quick right
answer is that we limit our ability to teach mathematics
because we do not allow the vital ingredient in doing
mathematics, which is making mistakes. We eliminate
this part of learning from our teaching process. The learn-
ing process in mathematics consists of making mistakes
and learning how to correct your own mistakes. I was

the other day, "If you proved a new theorem, how
no. you know it is right?" And the answer is thatyou don't.
It can often take months to know whether what you wrote
down on paper is right or not. It is a very hard job to de-
termine whether a proof is right or wrong. It is a very
frustrating job, it is a very agonizing job, it is a very pro-
found job. This part of mathematics, this idea of learning
from mistakes, tnis idea of making mistakes, this idea
that yin, can learn from your errors, we have eliminated

completely from the teaching process. I claim that the st u-
dent who stops coming to class after a few days is a stu-
dent who has done badly in mathematics. That student
has two choices. The studentcan accept failure or the stu-
dent can reject the artificial devices we have been using to
teach him mathematics and which he thinks :of as being
mathematics.

It is a great shock to all students when they leave col-
lege and go to graduate school suddenly to find that what
you ask them to do in graduate school hears very little re-
semblance to what they were asked to do in college. Now
this shock is very important. This is the first time they
have done mathematics. It is what we want people to do.
We don't care if they make a mistake the first time they do
something, just so long as in time, they can correct their
mistakes and use the mathematics we are teaching them.

This fascination with the immediate right answer is a
terrible thing. A student so addicted never sees a need to
learn mathematics since he doesnot need to use what he is
learning. To save self-esteem, the student won't play in
our hall park. I claim that to teach mathematics to such a
student, we are going to have to create a new ball game.
We are going to have to motivate the student with some-
thing other than tests and grades. Standard exercises will
not appear as an adequate use for mathematics to such a
student. Let us now consider the remedial student who is
willing to come to class. This person has also failed bad-
ly many times in mathematics. And I I-elieve he is willing
to study mathematics our way only oucause of the feel-
ing that he cannot learn mathematics. I think many stu-
dents who Come to a remedial class have fixed in their
minds before they walk in the door the idea they cannot

. learn mathematics. Therefore they are quite safe, their
egos can remain intact. They no longer have anything to
lose by playing the mathematics ball game as we are con-
ducting it. If they do not learn something, they haven't
lost anything. If they learn anything, they do not believe it
and will soon forget what they have learned. It is im-
perative that the person be given a new approach to
mathematics. We need to give them a new ball game to
play so they do not start out a loser already.

I do not believe there is only one mathematics ball game
that can be designed in which remedial students can play.
However, I do believe that all these games will have cer-
tain ground rules in common. I shall first list these rules
and then discuss them in some detail. The system must
convince the student that he needs to know what is being
taught in mathematics courses. You can't do this in the
one hour lectures the first time the student walks into
class and never shows up again. Somehow or other, some
place, the student has to be convinced that mathematics is
a necessity or become a dropout in a week. The class-
room must be a supportive environment in which the stu-
dent can succeed in doing mathematics. Ultimately the
student has to be able to do mathematics without the sup-
port of the classroom. If the student can't do mathematics
without the w.ipport of the classroom, we have not
succeeded in our teaching. Socha y's failure to convince a
student of the necessity of learning what we are teaching
in the classroom is responsible for the student wit, stops
coming to class after the first few days. I am certain that
individual teachers or even departments can do much to
cure this problem. The usual technique is to require a
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certain number of courses in mat hetnatics or a level of
achievement in mathematics. This con force students to
register for mathematics but it cannot make them attend
their classes.

What we can do is not to add reasons for the students'
feeling that they do not need to learn mathematics. We
should not teach them exactly the same mathematics in
exactly the same way that we did before and that they did
not learn before. We should not say implicitly that the
mathematics we are teaching is not worthwhile by with-
holding all credit for the course. Beyond these simple dos
and don'ts, there is little that a teacher or department can
do for the student who has chosen to reject mathematics
to save self-esteem. In order to reach such a student, one
would have to reorganize our educational environment
totally and we could not be certain that even this would
work.

Therefore we must ask how to reorganize the class-
room so that the second type of student who comes to
class feeling unable to learn, can succeed. Here I believe
much can be done. There are five basic changes in atti-
tude that will go a long way towards helping such a stu-
dent to succeed in learning mathematics.
1) Remove the reward for the quick right answer.
2) Encourage students to work together in groups.
3) A few examples done carefully and slowly and in great
detail are much more useful than many examples run
through quia.sty.
4) Demand students do their best by conveying to them
that the teacher expects them to try very hard.
5) The teacher also must convey the conviction that al-
though failure is acceptable. ultimate success is ex-
pected.

This is a very difficult task but this, in essence, is the
task of the remedial teacher. A classroom must be a place
where the students do mathematics and not a place where
they watch someone do mathematics. Tests must be a tool
to teach students what they need to learn and not a tech-
nique for showing the teacher what they do not know. We
must remove competition and the pecking order from the
classroom. The classroom must be a place where a stu-
dent can show lack of knowledge without being con-
demned for it. Indeed, the student must be helped by the
teacher and fellow students to learn from mistakes. In
essence, you see, if you allow somebody to make a mis-
take, and guide him carefully from the mistake to the
right answer, you are providing the pathway which can
be used in the future. The student doesn't know how to do
the problem. On the other hand, if the sturdent makes a
mistake and you provide the right answer, you have not
provided a pathway to the answer once the answer Itself
has been forgotten. And this is the reason for the student
doing well immediately after learning something and
doing badly a month later. You have provided no path-
way from a failure to a success. This is a very serious de-
fect in our techniques of teaching remedial students. Hav-
ing removed competition and failure as our goals to suc-
cess. we must replace them with something. You can't ask
people to learn something for the future. You have got to
give them something now. And it must be the teacher's
driving conviction that they will succeed. There is
nothing else that you can put into such a classroom.

This reorganization of the classroom is really modeled
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on what a research mathematician does when a hard pro-
blem arises he cannot solve and can understand only in
part. First of all, the mathematician finds somebody. al-
most anybody, to listen. This may be a wife or husband, a
friend or another mathematician. The mathematician
talks about the problem, mostly to hear himself talk be-
cause, although recognizing it as probably nonsense. it is
most important. This helps the mathematician by forc-
ing verbalization of what he has been thinking. Hearing
the words similarly, the mathematician can often admit
the thoughts were indeed nonsense. In the same w ay
working in groups gives each person in the class a chance
to get outside himself and to hear what is being thought.
Even more than this, it forces the student to think and do
mathematics because there is something that must be
said to the other members of the group. We have all seen
the student who puts a blank piece of paper down, picks
up the pencil and that is as far as it goes.



Lectures That May Seem Familiar

BERNARD EISENHERI:
Professor Lecturing

RICHARD I.EFKON
Interaction Analyst

Department of Mathematics and
Computer Science

Kingsborough Community College

INTRODUCTION
Pernaps because of the instructor's inability to perceive

his own teaching flaws clearly, theAmerican Association
of Colleges of Teacher Education (A.A.C.T.E.) now
requires each affiliated member unit to institute a well
defined plan for evaluation of the teachers it prepares.
Among classroem evaluation instruments for teachers at
the outset of their teaching careers are micro-teaching
and interaction analysis. Our emphases fall on specific.
non-subject-matter behavior of the instructor. as
illustrated in the following excerpt from lessons
videotaped for presentation at the Third Annual
Conference of the City 1 lniversity of New York

Instructor: in I hate?
Class: Yes.
.itudent: Well. we really didn't know whet to do. We

wolfed and this is the last minute before we left.
Instructor: I'll tell you. I've got all kinds of boodle:hes.

you know. Lots of students come up to the office and they
went all their questions (answered at one time. I lust don't
have lime to eln till lbw. So I wont to apologize for being a

lisle. Lert4 see. what are we going to talk Wand
tinkly?

TO be late and to he unprepared are so easily recognized
that we know these defects anywhere. So, too, are
mistakes uncorrected on a blackboard and impolite forms
of address ("You, back there," rather than specific and
courteous identification). Less easily perceived HIV
talking facing the blackboard, blocking visibility of the
board, personal lack of grooming so striking as to disturb
students. And, to the instructor himself, still less
obviouseven in a videotape replaymay be omission of
steps in a proof. digressions, undue dogmatism, and lack
of recognition or attention to the limitations of listeners.

Our videotape transcripts. both on the same topic.
review "The Had Lesson" and "A Better Lesson." In the
tipper corner of the screen appear ten numbers, i.e., 1. 2. 3.
4, 5, 9.7. IL 9. O. all keyed to the ten Flanders Interaction
Analysis Categories (F.1.A.C.). The system is designed to
measure the classroom occurrence of certain teacher
traits believedievPil to produce self-confident students who are
willing to do their own thinking.

48
:19



The Ten Flanders interaction Analysis Categories Follow:

Activity
1. Instructor accepts student
feelings ("I can see you're

2. Instructor reassures,
encourages, praises student

("That's really a good way to
look at
3. Instructor probes student idea

("Let's see if this comment is
correct")

4. instructor requests student
response
5. Instructor lectures
6. Instructor gives direction
7. Instructor self-justifies

("You should have learned this
in high school")

H. Student response
9. Student Initiates
0. Silence or confusion

Why the Flanders Interaction Analysis Categories?

The typical C.11.N.Y. campus evaluates teaching
performance by peer observation and/or student
checklists. General research in the field tends to attribute
equal reliability to the checklists, as long as the groups
involved contain at least 25 students.

If students and colleagues think of us as "stimulating."
it probably reflects a teaching style that facilitates
voluntary interaction with course material involved. The
coiled classroom transcript, among inevitable S's and 8's,
probably has many 4's. 9's. and 3's. In a classroom which
is "nonauthoritarian" and "understanding." recordings
tend to show 9/1, 9/2. and 9/3 rather than 9/7 or 8/7
sequenc0s.

Coding interactions and reading one's "tracks" are
valuable means for self-improvement. Even to hear
corrective advice during an observation conferenceor
to infer such advice from a student evaluation
printoutoften presents a difficulty in knowing how to
make precise the place or places for modifying a teaching
approach.

F.I.A.C. emphasizes classroom interaction by singling
out for attention the dull. the direct, the unreceptive or the
threatening lecture. In general, those who in their
teaching rely heavily upon indirect influences are more
popular with evaluators than those concentrating on
setting forth the bare bones of the subject matter:
emphasis on indirect approaches usually results in
students of better quality. Their grasp on the material
involved is more thorough.

To Use the Flanders Categories of Interaction Analysis

Since F.I.A.C. employs digital symbols alone, it can be
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Type of Interaction

indirect
Influence of
the Instructor

Direct
Influence of
the Instructor

Sholent
Contribution

learned the most easily of all coding systems of
interaction analysis. The Flanders categories lack the
observation detail of the similar systems of Edmund
Amidon, Elizabeth Hunter, John Houch. and the
A.A.C.T.E. staff. The Flanders categories, however, do
focus attention at a specific point upon specific types of
verbal exchange that enhance or diminish student
goodwill.

To code a lesson. or a micro-lesson, is to insert the digit.
as defined in the key and considered most appropriate.
each time the observer identifies the relevant category.
Time separation of code numbers, as recorded, may be
two, three, or any accepted and convenient small time
interval measured in seconds. In the following practice-
sheet exercises. numbers identifying categories have
been inserted in the text as object-guides in the first
example, of two-second parenthetic breaks shown: you
insert relevant category numbers thereafter in each
unfilled set of parentheses.

Instructor Lectures: Student Responds to Questions

The lecture, Category 5. is more frequently coded than
any other category: Lecturing is the most frequent form
of classroom communication. Other frequently occurring
types of verbal exchange are asking questions (Category
4) and student response (Category 8). An example of
Categories 4. 5 and 8 Inflows.

Instructor: ...zero. Minus four times zero, We? HI
Student: Zero. (8)
Instructor: Zero. Zero. subtracted from zero,

loon? ( ) (FILL 1h11
Student: Zeit.. ( I (FILL INS
Instructor: Zero. Zero is identical with

zero. ( 1 PILL



When the instructor asks a question, record
When the instructor lectures, record
When a student responds to a question, record
Please fill in blank parentheses below:
instructor: Twelve plus four is what. back

there? I
Student: Sixteen. (
Instructor: Subtract four times four. Subtract how

much? ( )

Student: Sixteen. ( )
Instructor: Sixteen. So, sixteen subtract sixteen, is

that zero? (

Student: Yes.
Instructor: That shows that four is ( ) the answer

to that problem.
) (pause) (a) Isn't that beautiful? 1) (pause) (0) What

do you think of it? (pause) 101
Student: Well, I don't know. ( I I can't see it too

well. (9)
instructor: You can't see it too well? (5!) Let's take

a different problem (5) Suppose I take the following
problem. I Let's say I want to solve the
equation. x square, minus...(

Instructor's SeiNustification; Student
Initiates Thought

In addition to his response, the student volunteered an
original thought. Category 9. But the instructor continued
to lecture. Of course, he could have done worse. To wince
at students' treatment by instructors probably means
that you are responding to Category 7 behavior.

Please fill in blank parentheses helow:
Student: You just seem to be jumping around. (9)

going from use to another, ( ) (FILL IN) from three x
plus one...1 1

Instructor: In elementary algebra. (4) did you
study equations of this kind? ( I

Student: Yeah. but that was a while ago. (N or 9)
Instructor: Well, I think you ought to know

that. 174 1 think you ought to know that. ( 1 If you
studies this in elementary algebra I ) it should he a
part of your equipment. ( I You should have no
trouble understantlingit. There's noexcuse for not
enderstanding that, no excuse whatsoever. ) And I
think you'll have to go home and study
this (i because (pause) (01 it's very important (71,(0).Let't±
take another problem. 15)

The exercise that follows contains Categories 4, 5, 7,
and 9.

Instructor: All right, does anybody have any
idea ( as to how to solve this kind of an

. equation? ( ) (0) No one? 1 MI All right.
hack there. can you suggest anything
about ( ) anything you can do with that
Nominal? 10) Would you soy to transpose the
one to the other side? ( I ( I No response. Did you
read tin' exercises I risked you to do yesterday? (4 or
7) You didn't read the exercise I asked you to
do? I !) What have you helm doing? ( ) (0)
don't understand this. I (0) We'll have to go
through more details on this. (5) If you have an
equation like this. ( 1 the first thing you're going to

have to ( 1 try to do is to see if you run factor
it. I I You l uicov what mem by factor? )4
or 1 lig

Student: Nu. (

instructor: You don't know what I mean by
factor?

Student: No.
Instructor: Did you take intermediate algebra

before? (7) Did you take elementary algebra
before?

Student: Yes. f
Instructor: And what did you cover? Did they talk

about factoring? I 1 (0)
Student: Yes. but I was n hit confused. BB)
The O's represented above show a pause. Recall the

other types in the statement of Categories.
Category 4: The instructor is ...init.
Category 5 (the most usual): The instructor
Category 8: The responds,
Category 9 (the other student talk category): The

student initiates discussion.
Category 0: Silence or confusion.
And then there is unattractive Category.
Instructor: Before you get into this course. you're
supposed to know how to factor. (
Student: But I don't remember how to apply it to

this. 19)

Instructro: Well, you certainly are ignorant
of ( 1 material which is prerequisite to this
course. ( i You really should have known more about
this ( I before you got into this
cause. ( I Otherwise, it is very difficult for an
instructor I to proceedin particular, when one
person ( doesn't know as much as the othersso,
I'll show it to you this time. ( I but I want you to do
more studying at home. ( I Two x squared...

Instructor Gives Directions

In addition to behavior falling in Categories 4.5. and 7,
an instructor's directions. Category 6. also exercise direct
control over a classroom.

Instructor: Does anyone want to ask any lust
questions? (1 (pause) 11 That is oil for tilt: day. Please he
(6) sure to study this material and bring in ( I the first five
problems from the chapter for tommorrow. (

laistructor Probes Student Idea

Suppose, in addition to his response, the student
expresses original thought. Indirectly, the instructor can
exert his influence over the class by explanation, or
analysis in greater depth, of the student - initiated train of
thought.

Student: What do you do with it after you hove the
equation? I I

Instructor: Now the question is, what do f3I we
mean by solving a quadratic equation? (3) And that's
what I' going toile) foryou now. ( :t or 5) I'm going to
solve a quudratic equation ( I of this type: in the
special case where e: is equal to zero. What does
that mean? (

Student: That means they're both zero. (
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Instructor: That means they're both
zero? (3) Mast they both he zero? (3)

Student: Does it mean they're! both equal? (W)
Instructor: Bath equal, or both equal to

zero? f31 Are you asking the same question that Dave
is asking? (3) Dave said that both of them had to he
zero. (3) and that implies that zero times zero is the
only way (3) to obtain the product zero. Is it
possible. f to get a zero product by multiplying, say.
zero times five and getting zero? (3)

Student: Yes.
Instructor: So. really...
Student: Oh. yeah! (

Instructor: ...we don't (3) need both of them to he
zero. ( ) But we need at least one of them to he
zero. (3)

Instructor Encourages (Praise)

Another stimulus to student participation is
expression of appreciation for contributions they
make (Category 2encouragement).

Instructor: If I don't have an x term. isn't ( that
the same as saying b has u certain value?

Student: Yes. wouldn't it he zero?
Instructor: That's good. Cecelia. (2) So I can...

Instructor Accepts Feelings

The third category of indirect influence is the
verbalized acceptance of student feelings. Category 1:

Instructor: Dave, what's your question? Something's
bothering you (1)

Student: What happened to the extra zero? (9)
Instructor: You mean this zero? The main

purpose for putting this zero here ( is to make both
expressions look alike. (3)

Summary and Application of Interaction Analysis

The three indirect influence categories are praise
(Category. ..). acceptance of student feelings (Category

and probing of student ideas (Category
Requesting responses. Category straddles the

direct/indirect influence borderline. The other direct
influence categories are lecturing (.......). giving directions
(.), and self-justification Of these the most
frequently occurring is Category

When the instructor stops speaking, there can be
silence (.). student responses (..). or student
Initiations ().

You are now prepared to watch yourself or a colleague
teach and analyze the classroom interactions. We suggest
you begin with a five-minute recording which can be
replayed several times.
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Remarks About the New Mathematics

HANKSH HOFFMANN
Department of Mathematics

Queens College

I think it is rather goad that my friend and colleague Ed
Moise is going to be speaking after me because I want to
he a little naughty and perhaps say some things that are
complete nonsense. But then. I am a theoretical physicist
and when I talk about mathematics I am never sure if I am
talking nonsense or not. I am sure that after I have
finished Ed will correct everything and put it back into
shape.

Now, without further apology, I shall try to be some-
what outrageous even while I am being serious. While
preparing this talk, I happened to be at a meeting at the
New York Academy of Sciences and I asked various phy-
sicists there what they thought of the new mathematics. I
was quite surprised, not only at their vehemence but also
at their unanimity. They were all strongly against the
new mathematics. Instinctively. I have disliked the new
mathematics from the very beginning, and, having made
up my mind. I decided to look at some of the new math
textbooks. I was pleased to find that my prejudices were
indeed confirmed, at least in my own mind. This process
is so much better, isn't it. than looking at the evidence
first and then trying to make up one's mind.

All that I have to say is concerned not only with the new
mathematics for children but also with the whole
business of teaching mathematics through the second
year of college at the least. Let me begin with two quota-
tions from Einstein that I think are pheticularly relevant
to the teaching of mathematics. In a lecture entitled
"Geometry and Experience." Einstein referred to the
axiomatic approach in mathematics. He said. "as far as
the propositions of mathematics refer to reality, they are
not certain and as far as they are certain, t hey do not refer
to reality....The progress achieved by axiomatics con-
sists in its having neatly separated the logical formal
from its objective or intuitive content."

The second quotation is from his autobiographical
notes. Telling how as a youth he taught himself calculus.
he wrote. "I had the good fortune to come across books
that were not really particular about logical rigor but in-
stead allowed the main ideas to emerge clearly." I think
these are important remarks. They indicate how some im-
portant people approach mathematics.

In the new mathematics, it seems to me. there is al-
together too much verbiage and jargon to no purpose. I do
not object to the use of technical terms per SO. But I do ob-
ject to bringing them in for the sake of k giving some fancy
words around. Let me be a little autobiographical. As a
student. I could never keep the commutative. distribu-
tive. and associative laws distinct in my mind. I could just
about remember what the word "transitive" meant tech-
nically. I was utterly confused by others. I never really
got them straight until I had to use the words in teaching.
Even now I have to stop to ask myself. "is that the dis-
tributive or is it the associative law?" I have no trouble
with the commutative law, but there is a special reason
for that. In quantum mechanics one uses noncommuting

operators and so the meanings of "commutative" and
"noncommutative" stick in my mind.

In the new mathematics students are supposed not only
to know the rule that a b = b a but alsoand this is
what I deploreto know which one of the various words,
distributive, associative, transitive, etc.. is the name of
the rule. The students are supposed to remember the
names of many other algebraic laws. and when they use
one they are too often required to give its name. It seems
to me that all this nomenclature is not at all essential or
even useful at that level. As long as the students know
that the order does not matter when you add, they know
the rule. Leave it at that. Do not make them memorize its
label.

Further useless and obstructive jargon is introduced
with the language of sets. For example. instead of saying
"solve the equation," the new mathematics says "find the
solution set of the open sentence." or, presumably for the
sake of an almost lost brevity. "Solve the sentence." I
would suggest that t': Ise people who approve of t his go to
their English departments and ask the professors of Eng-
lish what they think of those three words, "Solve the
sentence." And then let them be moved to act according-
ly.

There is altogether too much fussiness over precision in
the new mathematics. For example, it seems to me that
you do not need to make the distinction between a num-
ber and a numeral. Students understand it intuitively if
you don't say a word about it. Once you start talking
about it you bring up problems that would not have arisen
if you had just been silent. I advocate judicious silence
about a lot of topics that you could. of course, bring up as
subtleties.

Let me quote Nobel laureate Richard Feynman on the
subject of precision. He is an eminent theoretical
physicist. He was asked to look at most of the new math
textbooks and to indicate to the California State School
System which ones he thought were the best. He was
horrified by what he saw. and wrote a very long article
about this experience. In it he says:

"One of the books on the new math pedantically in-
sists on pointing nut that the picture of the ball and the
ball are nut the same thing. I doubt that any child would
make an error in this particular direction. It is therefore
unnecessary to be precise in the language and to say in
each cam 'color the picture of the ball' whereas the
ordinary book would say. 'color the ball red.'
Feynman goes on to say.

''As a matter of fact it is impossible to be precise. The
increase in precision to 'color the picture of the ball red'
begins to produce daub' whereas before there was no dif-
ficulty. The picture of the ball includes a circle and in-
cludes a background. Should we color the entire square
area in which the ball image appears. or just the part in-
side the circle of the ball? Coloring the ball red is clear.
Coloring the picture of the ball red has become somewhat
more confused."

Later he says, "this disease of increased precision rises
in many textbooks to such a pitch that there are almost in-
comprehensibly complex sentences to say the very
simplest things." You can easily confirm this for your-
selves with a little investigation. Referring to the use of
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the language of sets, Feynman shows its pedagogical ab-
surdity by saying:

"A zookeisier instructing his assistants to take the
sick lizards out of the cage could.lay, 'take thatset of ani-
mals which is the intersection of the set of lizards and the
set of sick animals out of the cage.' This language is cor-
rect. precise, set-theoretical language, but it says no more
than take the sick lizards out of the cage."

So much fur the remarks of Richard Feynman. I want to
talk further about the intrcublet:itn of the ideas and the
jargon of sets into the new mathematics. I ask myself
first, "Why do they bring in sets at all?" I do not see that
anything is gained from it. On the contrary, I see that a
great deal is lost. We are told that sets are very simple,
fundamental conceptsso fundamental that you can
build all other mathematical concepts on the theory of
setsand therefore that sets are ideal for starting a
mathematics curriculum. I want, therefore, to show you
some sets that I have brought with me in some envelopes.
The textbooks say, rather airily, "a set is a collection of
objects." and evidently assume that they have thus made
the idea of a set clear.

Let us have a small session of show and tell. I havesome
envelopes marked A, 13, C. etc. Each contains a set. Each.
one might say. contains a collectiona stamp collection.
Here is envelope A. It contains my stamp collection A. I
open it. Look. Look. See my lovely stamp collection.

As you see, it consists of one stamp. I now ask you:
Would you say it is a collection of stamps? I would be in-
clined not to say so. Nevertheless, the set theorists,
having told us that a set is a collection of objects, tell us
that a set can contain only one object.

All right. Let us continue. I have .11 my hand two en-
velopes containing two more sets: set 13 and set C. Both are
collections of stamps. Stamp collection 13 is a collection of
United States stamps. Stamp collection C is a collection
of French and British stamps. Let us look at the contents
of the envelopes. (The two envelopes turn net to be
empty. 1 Here is set B. the collection of American stamps.
and here-1 must be careful not to mix them up because I
lend to get these particular collections confusedis my
collection of British and French stamps. There are about
twice as many in the latter collection as in the former.
How much am I bid for these magnificent stamp collec-
tions?

The student, having been told that a set is a collection,
is then told in effect,"Look. what we find in envelope B is a
lovely collection of stamps." And similarly for C. Since
this really is not logical, it is likely to disturb students. It
shows that the idea of a set is not at all as primitive and
simple and obvious as some of the proponents of the new
math pretend.

Let me go on to set D. It reverts to United States stamps.
I open envelope D. I wonder if those of you in the backcan
see this collection. It consists of half a stamp. Now I in-
sist that if one stamp is to count as a collection, and no
stamps is also to count as a collection, then. for goodness
sake, half a stamp is a collection of stamps. isn't it? But
now, just when I, as a beginner, feel I have caught on to
whit set theory is really about. I am disoriented because
suddenly I learn that half a stamp is not to be regarded as
a stamp collection after all. It is a collection of half
stamps, or a collection of molecules, or what have you.
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hut it is not a stamp collection. Try to explain that to a
student. I do not know whether the average student
would be able to formulate his vague puzzlement in a way
that would let him ask about this sort of thing, but it
seems to me that we have here a real problem as to the
very nature of the concepts that people are trying to use as
the basis of the new mathematics.

Here is stamp collection K. This, you will be happy to
know, is the last of my stamp collections. Let us look in
envelope F. You will never guess what is in it. Look: two
stamps, exactly alike. Now this is lovely. It is a real
collection at last. Yes, it is indeed a collection. Rut now set
theory does something 8( range. It says you only count one
of the stamps if the two are identical. So you are told that
this thing is indeed a collection. but it is really a collection
of only one stamp. not of two stamps.

You are not always told that you must not repeal. On
the contrary, there are occasions when you do repeat. and
you say this is two things and not one. It is not very easy
to get a firm ruling as to when you repeat and when you do
not repeat. I sought out some of my younger colleagues in
the Queens College Mathematics Department and asked
them, "In enumerating the members of a set, when do you
repeat and when do you not repeat?" What a wide assort-
ment of replies I got? I have a feeling that if you asked a
student the same question. he or she would not be able to
tell you. I have a strong suspicion that many of the people
who teach the new mathematics would also have great
difficulty in giving a satisfactory rule. I am not absolute-
ly sure that I could formulate a valid rule that would
really satisfy a pure mathematician.

In this connection, I want to quote from a textbook to
demonstrate the existing confusion about when you
count equal things individually and when you count them
as only one and avoid repetition. This book was printed in
1987.11 is on modern mathematics and was written for

school children by four distinguished authors and pub-
lished by a leading publisher. In view of what I am going
to say, I do not think I should be more specific than that.
On page seven one reads:

"In identifying a set, you list each member only once.
For instance, you write: (the letters in the word 'spool') a
(spool) even though the letter so' appears twice in the word

"
So the authors are saying that if you want the set of the

letters in the word "spool," you write (spool). 11 seems to
me that there is a crucial distinction here that they do not
have the decency to make. They are so fussy about the
distinction between number and numeral. Yet their pre-
sent statement makes sense only if they are going to make
a distinction between a letter and a literal, i.e. the symbol
that denotes the letter. Otherwise, their statement seems
to me absolutely meaningless: it is just like narrating
some arbitrary rule.

With this in mind, I now turn to page forty of the same
honk. There we see the following: A rectangle on the left
containing three black stars and a rectangle on the right
containing six red stars. The book speaks of "the two sets

*

(BLACK STARS) (RED STARS)



pictured" and it says that their union "contains exactly
nine stars." Now. I wonder. On page seven, as we have
seen, the authors say that if you have two things alike you
count them as only one. Here we have three black stars on '
the left and six red stars on the right. Why should we not
say that the three black stars on the left count as one star:
and that the six red stars on the right count as one star?
The fact that three of them are black and six of them red
shows that they are not all the same. If the stars are not
the same in the two rectangles. then the fact that they are
all black in the first rectangle should imply that they are
all the same there and therefore should be counted as one.
I would be inclined to say that the union of the sets con-
sists of two stars, one black and one red. But no. We are
apparently not allowed to say that here.

I submit that trying to introduce sets in a format way to
youngsters can lead to great intellectual confusion. There
is much more that one could say about the new
mathematics. But time has run out. I think that I have said
enough,anyway, at least to cause some ofyou to nuestion
the validity of the new-mathematics approachand per-
haps to cause others of you to question the validity of
what I have said.
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Problems of Course Development and
Partial Replication

EDWIN MOISE
Department of Mathematics

Queens College

I am going to make a few remarks in response to
Professor Hoffmann, but I shall not answer in the same
style. and I :In not propose to accept the terms of the
discourse. Professor Hoffmann's definition of the subject
contains gross oversimplifications. He asks whether the
s-called "new math" is good or had. This is like asking
whet her Americans are good or bad. The term "new math"
is applied to an immense variety of programs, some good,
some had, and some good in some ways and bad in others.
To lump them all together is so crude an approximation to
educational reality that it hardly seems worth discussing.
Many of the flaws that Professor Hoffmann attributes to
the "new math" are actually found in some programs but
not in others. Vol. this reason. I don't believe that anyone
with any sort of critical intelligence would make a
wholesale endorsement of the new mathematics
programs, any more than he would make a wholesale
endorsement of Americans or Albanians or blue-eyed
people.

It is important, however, to understand that many of
the ideas that Professor Hoffmann satirizes have serious
intentions behind them. Consider, for example, the
supposedly delicate distinction between numbers and
numerals. This distinction was not invented by logicians
or by curriculum reformers. It has long been established
in colloquial English speech. Everyone speaks of Roman
numerals. Nobody speaks of "Roman numbers." because
we all know that the positive integers that the ancient
Romans used were the same numbers that we use today.
A distinction observed in common speech can hardly be
regarded as super-sophisticated. I am not sure whether
the distinction is worthwhile. in the teaching of algebra.
Such questions can be answered only on the basis of
experience. But the people who introduced it into algebra
courses had something serious on their minds. In
elementary algebra courses it is easy for the.student to get
the idea that x and y and z are little animals running
around with a vitality of their own, and that so-called
"literal numbers" are in themselves objects of study. The
fact is that these letters merely mark the spot where
numbers are to be inserted. Formulas involving variables
JIM used in two quite different ways. For example. the
equation xJ - (x -al (x*a) holds for every x and every a:
this is a statement of fact. Yet when we write an equation
like - 5x « 6 « 0. we are not making a statement. We are
asking a question: for what numbers x, if any. does the
given equation hold? When you call such an equation an
open sentence, you are reminding the student of the real
meaning of the formula. When you ask the student to
describe his answer as the solution set of an open
sentence, you are insisting that the student have in mind
the real meaning of the problem that he has solved.
Ceiling the student to understand such things is a
formidable task.

One of the worst hazards, at most levels of teaching, is
that the process tends to replace the problem in the mind
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of the student. For example. the question whether the
,derivative of rva is 2x is not necessarily 010411.4 #5:4,
question of fact. The process which replaces xl by 2x is
thought of as one process among many. to be learned by
drill; and in the minds of many students, the calculus is a
repertory of routines rather than a body of knowledge.

The sort of explanation i have been giving is not enough
to enable anybody to decide which, if any, of the
pedagogic devices of the "new math" are effective. Such
questions cannot be settled by plausibility arguments or
oratory. Th-.ry can be settled only by experience, beeause
no adequate theory is available. But if we demolish straw
men with oratorical flourishes, instead of discussing real
issues, he results are not lust inconclusive but worthless.

Consider. for example, the quoted remarks of Professor
Feinman. My acquaintance with Professor Feinman's
views and attiiudes began about about ten years ago,
when plans were being made for the Cambridge
Conference on School Mathematics. We were trying to
avoid a bias in favor of pure mathematics, and so we
invited many applied mathematicians and natural
scientists. Professor Feinman was openly hostile to this
policy. I have read the letter in which he declined our
invitation: in it. he explained that what we were trying to
do would slow down the teaching of "mathematical
facts." He allegedand I must sey that I did not believe
himthat such "facts" were all that his own knowledge of
mathematics consisted of. It appeared that he was op-
posed not lust to various new and misguided pedagogical
devices. but to the whole idea of teaching mathematicsas
a science.

It is not surprising when people with unsympathetic
attitudes turn out to have garbled conceptions of the ideas
to which they are unsympathetic Attempting to speak in
the style of the "new math," Professor Feinman
said: "Take the intersection of the set of all lizards in
this cage and the set of all sick aniir dr:, and move this set
to some other place." His parody, however, is
misconceived. It shows that Prof tssor Feinman does not
understand what sets are. While lizards have locations in
time and space, sets do not. Lizards can be moved but sets
cannot he moved. There are certainly other people who
drag the idea of a set into discussions where it does nut
belong, but Professor Feinman stands out among them.

Moreover, nothing is easier than to argue that some-
thing is unintelligible by furnishing an unit telligible ex-
planation of it. I hay:. heard John Kemeny attempt to
prove by oratory that the idea of an ordered pair is unin-
telligible. He did this by stating a definition of the term
"ordered pair," so technically and so fast that only those
who already knew the definition could keepup with him.
Of course, if this argument proved anything. it proved
that analytic geometry is completely bewildering.
because in analytic geometry points are continually
described by ordered pairs of numbers.

I remarked at the outset that I objected not only to
Professor Hoffmann's conclusions but also to the terms of
his discout I do not believe that you can prove anything
about pedrgogy by delivering orations at a conic:. .ace.
Pedagogic ideas need to be tested by experience. it is
worthwhile to analyze pedagogic problems from an
intellectual standpoint, but we need to analyze them in
detail and in particular. You cannot demonstrate general



statements by a priori rem. -oing or by rhetoric. If you
analyze particular pedagogic problems, watching the
responses of classes, then you may be able to infer some
general principles Cult will help you later. But your
knowledge of these principles and of their validity
depends upon painstaking and detailed analyses. I assure
you that my feelings toward Professor Hoffmann are
entirely friendly. Neither of us is engaged irQ a personal
vendetta. But I do wish that he would keep in mind that
one of the rudiments of intellectual discipline is to
observe a distinction between what you know and what
you don't know. I am astounded to find a man of his
intellectual powers. taking a stance of authority in
discussing a job that he has never done, namely, the job of
leaching young children. [To Professor Hoffmann:[

Am I righ" Have you ever taught on this level?
Dr. Hoffmann: Only my own children.
Dr. Weal I don't think that that counts.
I shall now proceed to discuss what I originally in-

tended to discuss.
The City system today faces a variety of problems,

including, I believe, all those that any undergraduate
college has ever faced. and including some new ones of
remarkable difficulty.

The old problems are bad enough. I am not convinced
that colleges in general do a very good job of teaching
well-prepared and well-motivated students. Someone
has remarked that there are no good teachersonly good
students. I think that 'his is false, and dint it is hardly
more than a backhanded way of saying that good teaching
is not as prevalent as it ought to be.

But the new problems, associated with Open Admis-
sions, are more difficult than the old. The Cityto its
great creditis attempting to offera college education to
a huge number of students who, under ordinary stan-
dards, are not prepared to enter college at all. Nobody
here needs to be reminded that the difficulties presented
by this task are formidable. I should confess at the outset
that my own professional experience has not been of a
sort which would prepare me to attack them. Thus I have
no pat answers to taer. Therefore I shall attempt only to
describe some of the dimensions of these problems, as I
see them, and to describe ways in which the City system.
as a matter of institutional policy, can help the people
who are giving to our new teaching problems the sort of
intensive effort that is required.

There is one pal answer that I think should be rejected
out of hand. This is mechanized teaching, of the sort
advocated by B.F. Skinner and his various allies. It seems
to me that this is appropriate only for very special
purposes and under various special conditions. For
example. if for some reason we propose to leach spelling
by drill, then it may be best to do this by machine. The
point is that if a human teacher points out a spelling error,
this is a negative event in human relations, while a simi-
lar complaint from a machine is not a human event at all.
Thus. I believe, there are cases where the dehumaniza-
tion of leaching has positive human value.

But I think that such cases are rare and relatively
unimportant. Nearly always, it is the humanization of
teaching that is needed. The learning process is by no
means purely cognitive. It is simplistic to suppose that
people remember what they ere told, and remember the

things that are explained to them clecrly. Much more
commonly, people remember the things that interest
them, and understand the things that they enjoy under-
standing. Moreover, a vital aspect of education is the
enlargement and refinement of the student's aesthetic
perceptions. When the student is "turned on" by things
that 'lid not turn him on before, then real progress has
been made, and if not, not. And these enlargements of
perception are closely related to the student's value
judgments. In educated families. value judgments
favaorable to learning exert an influence starting in very
early childhood. If early childhood has had no such effect.
then the schools face a task which includes far more than
the transmission of knowledge in a cognitive sense.

For these reasons, I believe that the City's teaching
problem is in a vital way a human problem, incapable of
being solved by mechanized methods. Teaching is an
interpersonal relationship, and the mow difficult the
conditions may be, the more important its human aspects
become. Teaching is a human activity, and it is an art.

But the art of teaching is developed and communicated
in strange and not very effective ways. There are plenty
of good college teachers, but nearly all of them acquired
their skills by experience, working alone, with no
significant help from anybody. Obviously graduate study
makes a cent ri but ion to teachingcompetence: no person
gives what he does not have. And, in fact, teachers of
mathematics seem to give to their students much less
than they seem to have, on the basis of their own past
studies. Real competence in the teaching of mathematics,
at any given level, requires in practice a depth of study
which would seem to be grossly excessive. To leach
elementary Spanish, it is not enough to have studied
elementary Spanish: the teacher must really know
Spanish. Similarly, to teach mathematics, one needs to
underatan ' mathematics as a science.

But who! academic study is a vital prerequisite for
good !Jet:hing it does not, in itself, contribute directly to
classroom skills. Must college teachers have their first
classroom experience as teaching assistants. Ordinarily
their classes are visited bya senior faculty member about
once a semester. Even for purposes of evaluation, these
procedures are perfunctory, and their effect as teacher-
training is nil. In effect graduate programs are conducted
as if the student were going to hold post-doctoral
fellowships for the rest of his life.

The same absence of communication persists among
experienced professionals. As scholars, we form a
community and we learn from one another, but in our
capacity as teachers we form a League of Solipsists.
Textbooks are generally useful, but even a very good
textbook (when one can be found) is a crude approxi-
mation of a goad course. We find a reflection of this fact in
the frustration of "educational research" workers when
they try to compare various teaching materials by means
of test data. One of the roubles is that the test data are
very unreliable: they may fail to detect any difference
between educational outcomes which, by other methods,
are seen to be grossly different. The other trouble is the
problem of "factoring out the teacher." The experiments
of which I am aware indicate that the skill of the
teacher is overwhelmingly more important, in
determining educational results, than anything else. So
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far. we haven't found a way to enable teachers to learn the
art of teaching from one another; and so the benefits of
a superior teacher's skill are usually confined to that
teacher's own students.

This communication gap is especially bad when inno-
vative teaching is needed on a large scale. The City sys-
tem needs innovative courses and methods. I have no
doubt that these are being developed. in various class-
rooms all over town. The question is whether new and
successful ideas are being put to work on a large scale. by
a process of communication between teachers, and I
believe that the answer is probably No.

So far. I have been describing a variety of problems.
which have a feature in common, namely. difficulty due to
a communication gap. I propose an organizational scheme
which offers some promise of help.

Suppose that on a fair-sized campus a group of half a
dozen people are faced with the same teaching problem.
which they don't feel that they fully understand. The
trouble may be that they are all inexperienced. Or they
may be teaching at a level which is new to them, or
teaching an innovative course, without knowing if and
how various features of it are going to work. These three
situations have a lot in common, and I think that they
have a common remedy. The idea is for the group of half a
dozen to work closely with one another, visiting each
other's classes and conferring frequently on what they
have done and seen.

I think that this sort of collaboration and consultation
would greatly accelerate the learning process in the
initial teaching expel 4.ince, even if the group includes no
experienced teacher. If a senior faculty member works
with the group, so much the better. I am inclined to think
that the scheme would work better if classroom visits by
peers were much more frequent than visits by thessenior
adviser, and that in the "teaching seminar" the senior
faculty member's participation was lowkeyed. That is.
the beginning teachers should feel that they have an
adviser and a consultant rather than a boss.

The same scheme could be used in much the same way
in the development of a new course. In this case, the group
would include the designers of the course, and the authors
of the new teaching materials. and also other frachers,
preferably experienced. Under these condition., part of
the job of the authors would be to explain to the other
teachers what they had in mind. Part of the job of the
other teachers would be to complain on occasions when
the authors' ideas were not working. This collaborative
effort seems likely to reduce three major hazards in
course development:

( Innovative course design might be based on the
theory of teaching, if there were such a theory. but there
isn't. In practice, the development both of individual
teachers and of course design proceeds by intuition, trial
and error. Theoretical insights. when they occur, are
based on creative efforts, rather than vice versa, in much
the same way as in literature and art. Thus courses
cannot ha designed a priori: and the only way to find out
whether a course works is to try it.

(2) Experimentation by authors is not enough. No-
toriously. nearly all texts work well when first taught by
their authors. Partly. no doubt. this is due to the class's
perception of the author's enthusiasm, but I think it is

also due to the fact that the author may remedy various
deficiencies of his own writing by discussion in class,
without being aware that he is doing so. Thus every
author needs to find out what happens when somebody
else tries to use what he has written.

(3) If the intent and method of a course are really ori-
ginal, the te materials may not convey them. If by any
chance they are so conveyed, then the chances are that the
text material is over-written and over mechanized, leav-
ing too little to the teacher. (For these reasons, in the high
school materials produced by the University of Illinois
Committee on School Mathematics, under the direction of
the late Max Beberman, the teachers' commentaries are
actually longer than the student texts.) I think that most
innovative text authors would find cause for astonish-
ment. and often dismay, if they visited classes where
their books are ostensibly being used. Good mass educa-
tion depends on the partial replication of successful
teaching methods; and I oelieve that this can beat be
achieved, step by step, by communication between
individuals. As teachers, we learn very little from each
of her by discussion of generalizations. We need to discuss
specific topics and problems, in the teaching of particular
courses. Note that I speak of partial replication. We don't
all teach in the same way, and we shouldn't try to. But we
can learn from each other, and adapt the results to our
own styles, personalities, and purposes.

I remarked at the outset that my own professional ex-
perience does not equip me to discuss the intellectual sub-
stance of the teaching problems presented by Open Ad-
missions. For this reason, I have not attempted to discuss
these problems. I believe, however, that the City system
can do more to help the people who are working
intensively on these problems, and to help others to
propagate the results of their successes. The hard fact, I
believe. is that the effectiveness of t he system depends on
the personal effectiveness of a huge number of
individuals, and the progress of the system requires that
this personal effectiveness be increased. I don't believe
that there are any short-cuts, and I don't believe that there
is any way for education to get rich quick.

Are there any questions?
Question: (inaudible) . . .

Dr. Melee: My failure to discuss computer science is due
in part of the fact that I know nothing about it. I agree that
it ought to be taught, for a number of reasons. In the first
place I have heard that it turns students on. Also, the
content is important in itself. There is a third reason that
may not meet the eye. One of the difficulties in teaching
mathematics is teaching students the art of using
language with precision, that is, the art of writing
statements that mean. literally and exactly, what they
say. As I understand the matter, one of the curious things
about computers is that they do not understand syntac-
tical errors; if you want a computer to work. you must
speak to it correctly. This requirement gives us an
impersonal way of imposing on students a sort of
intellectual discipline that they might easily resent if it
were imposed on them by human beings. I believe, time-
fore, that computer science has an unexpected contribu-
tion to make to intellectual development.

It is not easy to say where computer science should fit
into the curriculum. It is my impressionand I am sure



that there are people here who can correct me if I am
wrongthat a great deal of computer science can be
taught to people who know hardly anything about mathe-
matics. This means that it can be taught at almost any
level. My hunch is that the time to teach computing is the
time when the students know enough about mathematics
to use a machine to solve a significant problem that they
couldn't otherwise have solved. I don't know whether this
is a decisive criterion. In any case, my failure to mention
computing was not due to any lack of respect for it. many
desire to discourage its teaching.
Q u e s t i o n : (inaudible) . . .

Dr. Wise: I think we should bevery skeptical about the
idea of teaching mathematics as a skill, for immediately
utilitarian purposes, rather than as a scienJe. In the first
place, the student retains intellectual understanding.
Rote knowledge goes through the head like water through
a sieve. And, as a practical matter, mathematicians are
much more useful than mathematics. One might suppose
that the task of a mathematical consultant, in govern-
ment or industry, is to answer the mathematical
questions that people ask him. But according to what my
industrial friends tell me, the process is often very diffe-
rent. Often, when a mathematician is asked a question, he
will ask why people want to know the answer. When this
is explained, the mathematician will realize that he has
been asked the wrong question, and that what people
really need to know is something different. Thus, in
practice, mathematics is not just a body of knowledge,
but a style of thought, a capacity to frame: abstractions
and deal with them. If we neglect this aspect of mathe-
matics. in an effort to teach techniques with all possible
speed, then we have probably made a bad bargain. If we
find that to teach a given topic at a given level, we must
teach techniques and neglect ideas, then we ought to
wonder whether such material should be taught at that
level at all.
Question: What's the evidence Oat knowledge learned
by rote is not retained?
Dr. Wise: I'm going on the basis of my experience as a
college teacher, which I think agrees with practically
everybody else's. If you're teaching second year calculus
and you expect the students to remember something in
particular from first year calculus, you are usually out of
luck. The residuum of first year calculus in the mind of
the student is not a large body of information which is at
his fingertips. It is a level of mathematical sophistication,
of such a sort that a brief review and explanation will re-
call it to his mind.
Question: Lots of people remember things they learn by
rote. (inaudible)
Dr. Noise: Thai is because they hays used them. Latin
and Greek vocabulary is learned by rote. I took 4th year
Latin and 3rd year Greek as an undergraduate. My know-
ledge or Latin and Greek now is zilch. I think any experi-
mental psychologist will tell you that the hardest things
to memorize are nonsense syllables. The easiest Englist
text to memorize is verse that scans. That is, the more ap-
parent the structure, the more memorable. I am stating
this as a general principle. I'm not claiming to prove it:
and one of the things that I have been trying to emphasize
this afternoon is that nothing is known, at least to me. in
terms of general principles that can be relied upon

absolutely. Nevertheless, my own experience. as a teacher
suggests to me that the things that people have learned by
drill alone, they lose, and the things to he built on in later
courses are the degrees of understanding and the degrees
of sophistication they have.
Dr. Hoffmann: I wonder if I could make a remark there.
It's probably true that people lose what they have learned
by drill alone, provided they don't use it after the drill.
And then I think that Professor Wise said that if you use
it, you retain it. I think the moral here is precisely that we
should drill students on the things that they're likely to
use. And it is precisely there that I t hink drill is necessary
because you teach them things they're going to use before
the occasion arises on which they have to understand
why this particular maneuver works.

I think in general we should realize that you have to
drill certain things, not only in mathematics but in other
subjects. For example, if you were learning modern Greek
instead of ancient Greek and you went to Greece, you
would find that the vocabulary you learned you then
retained because you were using it.
Voice: May I m.ike a comment? We seem to be discus-
sing two aspects of mathematics and they seem to be
getting mixed up. One is that mathematics is both an ex-
perimental science where you find things and you create
things that you don't really understand. And after you
have found these things and created them the a they are
formalized in a structure. I think both sides of mathe-
matics have to be taught. I don't think you can teach just
the structure of mathematics or just the experimental
process involved in creating the structure. I think mathe-
matics is both. Mathematics is a technique for finding
new information. Once these proofs have been found they
are formalized and condensed. I think it is very impor-
tant that we teach the full range of mathematicsnot just
one side of it.
Dr. Wiens The vital distincta. that I have in mind is
the difference between mathematics as knowledge, that
is. mathematics as a recognition of the truth, and mathe-
matics as a collection of conditioned responses that are
acquired by drill. Plenty of ideas are best learned infor-
mally. If you want to show that addition of lengths is
commutativeand here I makeno apologies to Professor
Hoffmannthen I think a very nice way to explain it is to
draw two segments, linearly on the blackboard, end to
end, and point out to the class that if you stand on your
head the length of the total segment is the same as it was
before. Therefore, ifa and b are lengths, a + b is equal to b +
a. This is a line of reasoning which you would never find
in Hilbert. but I believe that it is intelligible. If you want
to show that multiplication of positive integers is com-
mutative, you may point out that if you draw an m by n ar-
ray of dots on a blackboard and look at it sidewise, the
total number of dots in the array does not change. This
turns commutativity of multiplication of positive
integers into the recognition of a fact. It is not a formal
demonstrationI think that formalism has often
been overstressed, and when I talk about teaching
mathematics as knowledge. I agree entirely with
Professor Auslander. Knowledge of mathematics is not
entirely formal, and some extremely loose intuitive
perceptions are essential in mathematical work. They're
necessary not only for immature students, but also in
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mathematical research. Thus I believe the vital
distinction is not between formalism and intuition, but
between knowledge and conditioned responses.

i 59e"
50



Problem of Curriculum Development

ARNOLD KLEINSTEIN
Division of Natural Environment

riorello H. LaGuardia
Community College

In September 1970, the Open Admissions program was
formally opened here at the City University of New York
after approximately six months preparation. We had to be
ready with a comprehensive program for a wide range of
students who, we knew, would enter with serious
mathematical deficiencies. Much of the curriculum
planned during those first hectic months has been
seriously modified but much of it remains intact. The
pressure of time made errors inevitable. Now, more than
three years later.we must still work to bring our courses
closer to the original goals of Open Adint.

Ideally, Open Admissions should offer all New York
City high school graduates an opportunity for a college
education without establishing a revolving door policy
that flunked out students in numbers equivalent to the
additional students entering, or a curriculum that
watered down the degree conferred. As general guide-
lines these goals are laudable, but how can they be trans-
lated into practice in math classes?

Necessarily, we must begin a discussion ofmeans with
a realistic picture of entering students. In general, the
Open Admissions student has a short attention span, a
poor reading abilit y, bad study habits, hostility to mathe-
matics. a pear mathematical background that includes an
inability to follow rules. a Pack of intellectual curiosity.
Each these characteristics interferes with ability to
learn, but none of these is fatal nor do they render a stu-
dent incapable of learning mathematics. Other things.
however, interfere with the learning process. The class
structure itself interferes by combining students with
different backgrounds and abilities. who learn at diffe-
rent speeds and have different motivations. In the same
classroom a teacher simultaneously bores some and over-
whelms others. To a degree, modification of classroom
structure and teaching technique ameliorates these im-
pediments to learning. As en example, we can use our
classroom positively by creating in it a miniature society
where learning has prestige. With students helping one
another we can ensure that they learn math better than
they could individually. If everyone works at his own
pace in the classroom, we can overcome classroom
heterogeneity by allowing those who have difficulty in
getting started to learn procedures from their class-
mates.

Still modifying teaching techniques and classroom
structures are not enough. Curriculum requires atten-
tion. too. As students' background gets more marginal.
curriculum plays a greater role in student success or
failure. Certainly, we would have little success in our re-
medial classes if we began by teaching about Hilbert
spaces, irrespective of the excellence of our teaching tech-
niques and our classroom structures. This is enually true
about traditional arithmetic and elementary algebra; they
are too difficult for beginning students. Because they are
poor curriculum choices, they aggravate the negative

characteristics of classroom structure, making them in-
surmountable obstacles to learning for many students.

The goal of our courses is to teach as much mathematics
as we can while attempting to modify the student's nega-
tive learning characteristics so that he can learn increas-
ingly more advanced mathematics. One of our overall
teaching goals is to bring the student to the point where he
or she can enter the traditional curriculum. This requires
that we teach toward a specific key concept that, tbnce
learned, will give the student a deeper understanding of
mathematics. Initially, the mathematics we teach will not
he interfered with by the students' negative learning
characteristics. At first we use only the mathematics and
ideas beginning students can grasp, but we are always
aiming at the key concept that contains a deep under-
standing Jf mathematics.

Specifically let me describe a curriculum my brother
and I have developed. The goal of this curriculum is to
teach how to find rules, how to follow rules, and how to
use rules creatively. These are the key ideas that, once
learned, enable the student to progress rapidly in
mathematics. Our curriculum begins with something the
student's negative characteristics affect minimally but
that allows us to begin to modify them.

We begin with the history of mathematics and we work
to make sure all the basic concepts are clear. We teach st u-
dents to verbalize. We show them there are rules that
underlie the number systems. We help them to begin to
understand what it means to know something. Math his-
tory has at further advantage. It gives the teacher time to
begin to know the class and to try to form it into a !eh n-
ing group. Student fear of mathematics is also reduced.
Students understand that there are rules that underlie our
number systems and they see they must know these rules.
Thereafter, we proceed to arithmetic and simple algebra.
By this time, two weeks after class has begun, students
are anxious to learn what they think is real mathematics.
Because they have become motivated we can teach
arithmetic and algebra algorithmically which gives stu-
dents practice in following rules and precision in reading
symbols. The student gains confidence in his abilities be-
cause we ask no more than that certain rules be followed.
We neither stress nor teach toward understanding, which
would he a harder goal.

The third topic is flow charts and computer pro-
gramming. The student must now accomplish a given
task involving creative application of given arbitrary
rules. We teach how to recognize correct handling of a
problem and show the student how to test precision. We
teach the student to make the method his own and to make
decisions regarding clarity. The method restricts the stu-
dent's flow chart to take with only computer instructions
and computer language basic. If another person acting as
a computer can follow the flow chart the student has suc-
cessfully completed the task. The skills taught in this sec-
tion are relevant throughout mathematics, and a stutlent
who does creative work here also learns to rely on himself
instead of the teacher.

Finally. we teach basic algebra, axiomatically. In order
to firmly fix the new ideas in students' minds and to get
them to work with mathematical symbols in creative
ways. we ask them to put what they have learned into
practice through rigorous algebraic proofs. This tests
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whether the program has been successful and whether
the idea of a proof of compelling certainty based on al-
lowable operations has become the student's own. Ce.-
tainly students who can understand and do rigorous
proofs should be mature enough in the next course, or in a
math lab to learn basic arithmetic and algebra.

The curriculum first described is very efficient. It
builds concepts step by step. It avoids boring the stu-
dents by switching topics. It constantly builds on what
came before. Its realistic design allows each student to
proceed at his own pace. By teaching important missing
elements, it allows the student to unlock and to use know-
ledge that is al read.; possessed. Thus, he can proceed very
quickly in learning basic arithmetic skills. Finally, this
curriculum teaches attitudes and techniques that will
stand a student in good stead should he take any further
courses in mathematics or any subject. just as teaching
rule following unlocks the door to mathematics, in
general we should begin to look for other key concepts
students lack, concepts that once learned will enable the
student to enter the Western intellectual tradition. Teach-
ing such concepts should be the ultimate goal ofour Open
Admissions program, and should be the organizational
principle behind the development of our courses.
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Curriculum Development for Remediation

CHARLES LEAK[
Department of Mathematics
Bronx Community College

Before any intelligent curriculum can be developed,
nertain basic issues must be agreed upon. These issues
are: Shall we adopt a psychology which postulates the
tabula rasa principle as one of its fundamental state-
ments? Or, shall we adopt a psychology which postu-
lates that human beings !ma in accordance with in-
herited organizational structures with learning a func-
tion of time? Shall we educate our students to serve their
society? Or, shall we educate our students to serve them-
selves?

A real problem in contemporary education is the choice
educators must make between the psychologies of the be-
haviorists and Piaget's theory. At present, the behavior-
ist schools of thought appear to dominate educational
thinking, but Piaget's followers continue to impress edu-
cators and in some instances havecaused educators to re-
shape their thinking about education.

The debate between such schoolsof thought is not new.
It has been going on for centuries. Supposedly, it was re-
solved when Kant, as a result of his disagreement with
Hume, wrote the Critique of Pure Reason. But what both
Kant and Hume failed to realize was that, although both
philosophers assumed their basic premises were based
upon observation, they were, in fact, fundamental state-
ments. Thus their philosophies were arbitrary and the de-
bate continues, and, I might add, rather heatedly in some
circles.

Without an underlying theory of psychology, any per-
son who attempts to develop a curriculum for remedia-
lion is at a serious disadvantage. But how can there bean
acceptable psychological theory until there is an accept-
able philosophy? Thus, those of us now engaged in deve-
loping a curriculum for remediation are caught between
at least two opposing interpretations and anything we at-
tempt will be considered erroneous by at least one group.

The other issue I wish to bring to the attention of my
audience is the question of why we are educating our stu-
dents. Here we have two diametrically opposed schools of
thought as well as a whole continuum of thinking con-
necting them. This isa very confusing state from which to
develop a curriculum.

My opinion on this matter is that we cannot adapt ex-
tremes, but this is only my opinion. There are many who
would disagree with it.

In summary, we need two basic issues resolved before
we can begin to make sense as to what curriculum should
be developed for remediation. Unfortunately, these is-
sues are out of the control of educators involved in curri-
culum development. Thus while we who work in this area
will have to continue to develop the curricula that we feel
suitable for our needs, we must be satisfied with them on
the basis of their observed usefulness without ever know-
ing whether or not they are actually appropriate.



The Modular Approach to
Mathematics Remediation

JOHN C. MILLER
and

GERALD WEINSTEIN
Department of Mathematics

City College

The principle of modularized (or "unitized,"as we refer
to them at City College) courses is simple: instead of
passing or failing a complete course on the basis of a full
term's work, and repeating the entire term in the event of
failure, a student passes or fails smaller portions of the
work, at more frequent intervals, and therefore repeats
smaller portions when he fails.

In mathematics, especially, because of the sequential
nature of so much of the material, it is desirable that a stu-
dent be checked often to determine mastery of the pre-
vious material before continuing to more difficult
material. All instructors have had students who fall be-
hind early in a term and then, becuase of the pace of new
work, and their lack of understanding of the previous
work, never manage to catch up. Such cases ideally are
served by having these students repeat the first month's
work with a new instructor. In remedial mathematicsone
also encounters many students who are unrealistic
enough to believe that they will learn all the necessary
material "in time for the final." Such students rarely
manage to do so. however, and are better served by
having a "final" early in the term; reassignment to the pre-
vious unit of work provides a shock that is often benefi-
cial to these students. Finally, students whose real need is
only a review, or whose ability to learn mathematics is
above average, can acceleratemore readily by passing ex-
tra unit tests from time to time rather thanexempting en-
tire courses under a conventional full-term-course
system.

In summary. then, a unit system provides substantial
flexibility in the pace of instruction, and accommodates
both above-average and below-average students without
sacrificing the essence of traditional classroom instruc-
tion.

The major disadvantage of a unit system seems to be
the vast paper work involved when math department per-
sonnel attempt to serve a registrarsassigning students to
appropriate units of work, keeping track of individual
progress in each unit. and informing students of their
scores and new unit assignments. Anyone wishing a de-
tailed demonstration of how the department at City Col-
lege has handled these problems should call Professor
John Miller or Professor Gerald Weinstein at 821-2348
and arrange for a visit.

Another potential problem with a unit system is that
maximum advantage in terms of individualized pacing is
evidently realized only when a sequence of courses is
unitized. Otherwise, a unit saved is lost at the end of the
term, and a unit lost results in a full term lost. The City
College unit system involves 3 courses, covering ele-
mentary algebra (at a rapid pace. assuming that the stu-
dent has st..ae previous familiarity) through trigono-

metry and precalculus. Each course is broken into 3
units: the resulting 9 units include 5 of algebra, 1 of geo-
metry (relationships and calculations but no proofs,
units of trigonometry. 'a unit on the notion. notation and
terminology of functions, and 1 final unit which is called
precalculus but which is really a review of algebra em-
phasizing those techniques which have been observed to
cause difficulties for beginning calculus students.

A student enters the unit system either by passing a
prerequisite course or by placement on a placement test.
These crude methods of placement determine only the
course for which a student should register. At the be-
ginning of the term a unit test is given which serves as a
make-up for students who failed that unit at the end of the
previous term, and also a more precise placement test for
students new to the unit system. Students are also in-
formed how to take more than one unit test at the be-
ginning of the term, so that those dissatisfied with their
placement can move ahead immediately if they already
know the additional material. By the time that normal in-
struction commences, students are distributed through
the sequence of unitA.

At the end of the sequence of unitized courses a problem
arises because students do not necessarily complete the
sequence at the end of a term, but may finish after 1/3 or
2/3 or the term. This is satisfactory for students taking a
unitized course as a terminal mathematics course, but the
primary concern is for those who plan to continue on to
calculus. When registering for the last unitized course, a
student's record in previous unit courses is scrutinized. If
the student has previously passed either2 units of the last
unit course or passed 1 unit of the last unit course with
grades averaging 80 or better that student is encouraged
to register for a special calculus section meeting 2 extra
hours per week with no increase in syllabus. Here the in-
structor uses the extra time to work with these students
on gaps in their previous knowledge causing them diffi-
culties in calculus. Thus almost no students finish the
unit sequence with 2/3 of a term remaining unoccupied.
For those who finish with 1/3 of a term remaining, a
special unit in computer programming has been offered,
to which student response has been enthusiastic.

An objective measure of the effectiveness of the unit
system per as is difficult to obtain, since syllabus revi-
sions. changes in hours and other changes affect any as-
sessment. A questionnaire distributed to students in-
volved indicated that 82 per cent preferred the unit sys-
tem to the conventional approach.

Remaining difficulties include textbooks, which some-
how never seem to be satisfactory. and the intractable
problem of inducing students to reveal their weaknesses
in such a way that an instructor or tutor can discover
what help they need.

The proposed next step is development of a set of work-
books and supplemental computer-aided instruction
packages so students can be tutored without having to re-
veal their weaknesses to a human tutor or instructor.
With this step, computerized testing should be insti-
tuted, to ensure testing available at the convenience ofthe
student rather than at the convenience of the depirtment
alone.
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An Open Discussion on Mathematics Education

MICHAEL A. POTTER
Department of Mathematics
Bronx Community College

Often when listening to discussions involving people
with differing views one is struck by the seeming insolu-
bility of the situation. No one will set forth his under-
lying assumptions and consequently the real points of
contention are missed. Only if and when the participants
state their fundamental assumptions is there a chance for
dialogue.

Regrettably, a lack of dialogue is common among
mathematics educators. There is a full spectrum of
opinions regarding the must effective teaching styles and
techniques, and what should he the curricula appro-
priate for each school level. Discussions arise about the
superiority of formal over informal instruction. Pseudo-
arguments appear concerning whether we should teach
skills or concepts, as if these were mutually exclusive.
These differences, and a great many others, can only be
resolved by a deep, candid look at some of the most basic
of the underlying issues, issues most often
ignored: What precise goals should education have, and
specifically mathematics education? How do we decide
the criteria for effective teaching and how do we judge
which instructors satisfy them? Should we develop a hu-
manistic approach to mathematics education and if sn,
how do we go about it?

Before setting up any curriculum it is essential that spe-
cific educational goals he formulated precisely. Thus it
seems odd and unsettling that this as yet has not been m:-
complished in mathematics programs for Open Admis-
sions at CIJNY. A prime example of this lack of decision
on goals is manifested in remedial mathematics courses.
The question arises as to whether one should prepare
only the best students for the calculus sequence when
teaching algebra and trigonometry. or attempt to raise the
mathematical level of competence of the majority of the
class. It is noteworthy that most students subsequently
take "liberal arts" mathematics courses that have little re-
lotion to algebra and trigonometry, while cnnsiderahly
fewer will go on to the calculus sequence where algebra
and trigonometry are prerequisites. We must first deter-
mine our educational goals. then decide at which time
each is appropriate, i.e., general curricula or truly spe-
cialized curricula. Courses and course sequences should
be revised to fit these decisions.

Although much is spoken and written concerning
teacher effectiveness, there really are no open conversa-
tions to determine the criteria for effective teaching or
how to judge whether a particular instructor meets these
standards. One is afraid to speak up for fear of the Inqui-
sition; one must adhere to the One True Belief. If we truly
desire improvements in mathematics instruction, we
must separate departmental politics from evaluation of
instructors. One step in this direction would be to sepa-
rate the procedures concerning promotion, retention and
tenure from the mechanisms for improving instruction.
One observation for the purpose of improving instruction
and for professional advancement is inconsistent and
allows arbitrary evaluations to be made. Perhaps these

ideas will be of use; mutual observations and discussion
!migrants could be instituted to determine criteria of
effective teaching and the establishment of objective
mechanisms to judge how well a particular instructor
meets these standards. These discussions should he truly
open. so that differing views can he aired without fear of
repercussion. Instructors can be safeguarded further
f rum arbitrary judgment by having observers picked at
random from the mathematics department of other
institutions.

There is to wide spectrum of views regarding many
facets of educational philosophy. However, most in-
structors would agree that their prime goal is to widen
their students' horizons. One would therefore expect u
benevolent attitude on The instructors' part. However.
and this is an enigma, the impression one receives upon
first entering at classroom each semester is hositility. One
gathers the students feel a "cold war" is in progress with
them on one side and the instructor on the other. Is this so
very far from the truth? Rather than ignore the situation,
as many instructors do, or try to coerce the students into
unilaterhol change of their attitudes, as attempted by
many other instructors, it behooves us carefully to exa-
mine this antagonism. Perhaps the instructors' attitudes
are nut so benevolent as one might hope. Clearly this
situation should not he permitted to continue; it seriously
inhibits both the effectiveness of instruction and the joy
of the learning experience.

Thus it seems incumbent upon us to examine closely
our own attitudes Inwards teaching and Inwards our stu
dents. Rather than looking at the teaching of mathe-
matics as a purely deductive science, as do many mathe-
matics educators, albeit often unconsciously, we should
regaind it as it truly is, part empirical science, part art and
only in part deductive. Perhaps a humanist ic approach to
mot kernel ics education would give us an invaluable start
in seeing some of the basic difficulties in mathematics
education.

11 is necessary that we first create a stimulating
learning environment, one anxiety-free for students and
instructors. An instructional style less rigid than the tra-
ditional formal method of teaching mathematics would he
an improvement. The candor and flexibility of the in-
structor also would go a long way inwards improving the
climate of teaching.

Perception is in the mind of the beholder. Not until the
instructor can see himself and his material through the
eyes of his students will he begin to comprehend how stu-
dents perceive. Only then will he be able, consciously and
consistently. to create the proper impressions in his stu-
dents. There are several ways to attain this goal. One is
the use of common language, which has the added ad-
vantages of lessening student suspicions, helping stu-
dents to learn the more formal mathematics terminology,
and also removing a considerable barrier between the
students and mathematics. it is curious that professional
mathematicians frequently use an informal language
when discussing mathematics among themselves, but re-
strict themselves to a rigid formal language in a class-
nom of neophytes.

Properly eliciting, recognizing and using student feed-
hack is another way in help the instructor understand
student perceptions and conceptions. Although this is-
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sue is often bantered about, it is seldom actually attended
to. Quite a few instructors are in too much of a rush even
to answer student questions. whether in the classroom or
in the of fice. Others ask the students questions, but make
no real effort to elicit the proper response from a student
if the initial answer is wrong or not immediately forth-
coming. flu they really wish to obtain feedback?

One successful method used to obtain feedback is to
ask each student, without self-identification. to write on
a piece of paper every week what he feels was gained from
the week's instruction and how the instructor could he of
aid in getting even more from the class. The instructor
will be pleasantly surprised by the insight and candor ob-
tained. Another method is continual student evalua-
tions, whether through quizzes. conferences, er other
techniques. This not only tells you the students' progress
in the course. but in addition gives the students self-con-
fidence through frequent reinforcement andco nseq tom t-
ly achieves confidence in the instructor as a benevolent
person.

Hopefully, we now begin to realize that there are no
simple, quick. permanent solutions to the problems we
face in mathematics education. However, we should real-
ize t hat the only way In tackle these problems is through a
willingness to set forth our basic assumptions and open-
ly to thrash out the best approximation of the truth cur-
rently possible. Nowhere is it intended to assert that the
issues discussed here are the only underlying issues. or
that their surfaces have even been scratched. One only
hopes it is now clear that if we sincerely wish radically to
improve mathematics education, questions about the
purpose of mathematics instruction and the relationship
between instructor, student and subject must not only be
posed. but thoroughly discussed in a spirit of genuine
candor.

15



Subverting Passivity: Exercises in
De-alienating the Mathematics Student

LEONARD 4AREMSKY
Division of Natural Environment

Morello H. LaGuardia Community College

Instructors complain about student complaints: Is this
going to be on the test?" "What do I need to get a V'?" "Why
did I lose so many points on this answer?" The
instructor's lament. the student's obsession with tests
and grades is anobsession which the instructor feels is
irrelevant and hopelessly unproductive. The student is
urged to get on with mastering the subject matter and not
worry about the grade.

And then the instructor proceeds to give tests, and to
grade.

Obviously, the tests are going to determine the stu-
dent's grade. and the grade is going to determine the stu-
dent's destiny. Students would be made to ignore this
reality. For it is apparent to the student that in spite of the
rhetoric, the instructor is much more concerned with test-
ing and grading than is the student; testing and grading is
a free choice for the instructor. a painful and hypocritical
process for the student. At best, tests have minimal edu-
cational content and they terrorize the student into doing
assignments. At worst. they corrode any authentic con-
nection with the subject matter, they deform the material
by encouraging teaching towards the test. In every case.
they are weapons used against the student and for pur-
poses entirely alien to him.

This much discussed issue has led teachers to take one
or another stand, depending on complicated sets of
mental attitudes. Some of us oppose traditional testing
and try to undermine the practice. Some of us insist that
testing is virtuous. And those of us who believe the whole
debate is fruitless go along with testing as the easiest, the
least dangerous course. The questions associated with
testingand. o fortiori gradingare divisive. Not to
choose is to choose by default.

Testing and grading policies have become polarizing in
the educational community because of the view that to
test disrupts the organic process of learning. We test in
allegiance to abstract standards; we test in order to
satisfy administrative requirements. and we test in
order to assure ourselves that what we teach is real and
objective and that we are transmitters of cultural sub-
stance not of caprice. These reasons are all meaningful
except that adherence to them makes the student invi-
sible. The student as a living presence becomes a remote
reality, more acted on than acting.

Tests do not serve the student directly. they are not
thought of as integral to the learning experience. It is
axiomatic that the test does not belong to the student. Yet
returning the test to the student may have far-reaching
consequences.

Testing and grading is, of course, only one aspect of the
course morphology, and components in educational
situations that so function as to render students inert. It is
vital to recognize that these componentsare not in them.
selves injurious; testing, for example. is not inherently
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damaging. What is at fault is the use to which testing has
been put. Far from being destructive, testing can he so
dynamic a part of the student's life that, once in posses-
sion of its essence, that student can transform it into a
continuous activity. That is. the test will achieve its
rightful position as a beautiful and forceful cognitive in-
strument. Perhaps some examples will demonstrate the
practical implications of these observations.
Example I: The Student as Teacher

Folklore has it that a subject is not truly understood un-
til one teaches it. Any number of theoretical formula-
tions can be invoked to defend this thesis such as the fact
that truth and meaning are inseparable from their struc-
turing, for instance, or that subject matter inhabits a so-
cial, intersubjective realm realized only through human
interaction. Most teachers come to a fine understanding
of the subject they teach when they teach it. What is ex-
traordinary is that the near universality of this ex-
perience has not led us to devise ways to exploit the
phenomenon in the classroom.

During the Summer Kingsborough Community Col-
lege EPDA (19721 Institute, we divided the class of 25
freshmen into 3 groups of about 8 each. Groups A and B
spent an hour with an instructor learning a unit of liberal
arts mathematics, in this case some modular arithmetic.
Group C. during this time, occupied itself with e:lutlier
activity. During the second hour, group A taught the
material it had just learned, '1 to 1. to group C, while group
B drilled and practiced this same material. The results
could have been predicted. Group A performed drama-
tically better than group B. and by any criterion achieved
much more. Happily, group Cs performance was below
group B's confirming our belief in our own indis-
pensability.

All kinds of lessons are to be learned: drilling is ineffi-
cient. teaching is learning, and so on. It is manifestly dif-
ficult to see how to incorporate these insights into our in-
structional schemata. Still, the essentialmessage is clear.
A passive learner is a bad learner, perhaps not a learner a t
all.
Example 11: The Classroom Commune

A natural fragmentation occurs in the classroom. Stu-
dent opposes student, competitiveness and suspicion
saturate the atmosphere. Not much can be done about it in
the academy: it is a reflection of the atomization that
takes place in the ambient society. Testing is an area
where student isolation is characteristic. Very unrea-
sonably. we encourage students to become enemies of one
another. Think for a moment of the antagonizing effect of
grading on a curve which we normally believe to bean en-
lightened procedure. Nothing could be more destructive
of class cohesion.

Once during the course of an experimental class, again
at the freshman level, an attempt was made to introduce
integrative formats in testing. One such test was on the
subject of transformation groups. The class had spent
something like six hours studying the group of the square,
learning to construct the group table. solve group
equations, visualize the material using cardboard figures,
and discuss some of the poetic and philosophical content
that inheres in the subject. Thereafter, they were tested as
a collective. The class was asked to construct the group of
the equilaterial triangle. establish the table, solve some



equations, verify the associative law in a few cases and
locate some subgroups. It is impossible fur any one stu-
dent to accomplish all of this in fifty minutes. But the
ground rules allowed for full cooperation. The work had
to be rationally distributed among the members of the
class with a condition that everyone would receive the
lowest grade achieved by a member of the class. This is
quite an incentive for students to help each other, to ac-
cept a mutual responsibility, and to make sure that no one
is abandoned.

Students are badly prepared for this game. They have
no experience in collective action on an academic level;
they do not know, spontaneously, how to parcel out the
work, how to coordinate efforts. It takes a long time for
them to accept the !admittedly manipulative) procedure.
Eventually they accept it, their performance improves,
and a sense of communal solidarity is generated. There
are a variety of aspects to generating this supraindivi-
dual consciousness; students analyze test results,
diagnose and devise remedies for deficiencies.either local
or global, and they can do these things collectively. Stu-
dents learn the quality of concern for cognitive en-
deavors, though 'learn' is hardly the way to put it since
the faculty of cooperation appears to us primordial. The
student estranged from the learning process is a datum of
our experience, but not a datum of nature. Whether one
accepts this principle or not, it can be argued that the
sense of community is essential, for otherwise activation
of one sector of the class will lead to demoralization of
another.
Example III: The Classroom Dialectic

Abandoning the cynical application of testing frees us
to see how the operation can proceedas a student instru-
ment. Testing indicates the degree of understanding of a
concept as it applies to the reality for which it was
created. Testing is at the heart of cognition and know-
ledge impossible without it. A student's comprehension
of the extent of that student's grasp of an idea comes pre-
cisely through the exploitation of that idea. If grasp is
adequate, the idea is nuanced, refined.deepened.linkedto
other ideas. and the process is repeated on a more signifi-
cant level. With grasp inadequate, the idea as it resides in
the student's mind, as the situation requires, must be al-
tered or mutilated or altogether destroyed. This activity
takes place continually, and. if nourished, passionately.

In a lesson in numeral systems, the instructor moti-
vates the subject in any one of a dozen pleasant ways, for
example via the Hindu game NIA4, which requires some
Knowledge of the binary system. (NIM is a two-person
game, each player confronting in turn a number of piles of
sticks, with a variable number of sticks in each pile. In
turn, the player can pick up one or more sticks but from
one pile alone. Last person to pick loses.) The studentsare
aware that introducing NIM is a subterfuge, yet they like
the game and want to learn the strategy. especially if the
instructor plays against the members of the class and,
naturally, wins.

The lesson proper begins, basic notions are introduced
by the use of standard gimmicks, the shepherd counting
sheep, etc. In a three-fingered world. i.e., using base three.
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decomposes into
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Everyone knows the technique: it isa good device and the
key ideas are made perfectly transparent. Of course, it
comes as a shock to the student who would have under-
stood it better at the age of eight than at eighteen. With the
presentation a flowing one. with the instructor in top
form, eloquent and hypnotic, the instructor's temptation
to continue in this vein is almost irresistible.

The lesson. however, is supposed to serve students not
the ideal of oratory. A new idea has begun to emerge. and
there is a reality to which it applies. What could be more
natural than introducing a 'teat' at this moment? The stu-
dent is asked to decompose the array in a two-fingered, a
five-fingered, a ten-fingered. a twelve-fingered world.
The phenomenon 23TEN 212THREE 43FIVE
10111TWO lETWELVE becomes. not something pas-
sively received but an active achievement. Because it is
born of the union of idea and act, it is much more the stu-
dent's own than if that student presided at the awesome
spectacle of an inspired instructor luminously showing
forth the subject as if it were an inaccessible monument to
civilization. It is absolutely imperative for the instructor
to allow ego to recede if that of the student is to advance.
And this is what must happen, mutotis mutondis,
throughout the lesson, throughout the course.
Towards a New Orthodoxy

We could go on multiplying examples indefinitely. It
might even be beneficial to do so. cataloguing an arsenal
of techniques and permitting us mild readjustment of our
traditional perspectives. Orthodox teaching has not been
totally disastrous. While it has not worked well with one
part of the student population, it seems to have worked
well with another. The situation is analogous to that of
classical physics at the end of the19th century. adequate
to one range of phenomena but not in accord with an-
other. Just as special relativity generalized classical
mechanics, and reduced to it in the limit. what appears to
be required is a new orthodoxy powerful enough to over-
come the failures of the old, and. where the old isappro-
priate, reducible to it. Developing such a new orthodoxy
would obviat9 the need for ad hoc examples like those
given here. A new orthodoxy wouldgenerate such exam-
ples as a powerful axiom system generates theorems.
New techniques. new approaches, the resolution ofour
ancestral conflicts would follow irrespressibly.

Consider, as an illustration, the axiom of ownership:
the classroom belongs to the instructor, it belongs to the
school, it belongs to the state...we constantly hear in-
structors refer to the classroom as judges refer to "their"
court. A modification of this axiom, either abolishing
ownership or returning it to the citizenry. i.e., the stu-
dents, has too many corollaries to list. Our examples are
among them.

One should not be prejudiced against the concept of a
new orthodoxy. but we are not likely to see its arrival in
the near future. It is not that we lack educational
Einsteins; there are numerous intellects in mathematical
education that could effect that transition. The problem
is, first, that the old orthodoxy. the one that currently im-
prisons us, has never been clearly formulated, so that a
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systematic critique is a long way off; and second,
crucially. orthodoxies old and new are not about simul-
taneity and moving trains. They deal with people.

Can the existing axiom for contemporary education
exist with only minor changes? In other words, is there a
genuine crisis? We are going to proceed towards de-
alienation one way or another. Ultimate clarification cer-
tainly will not come from pure contemplation. It will
come from practitioners. Students are not objects. they
cannot be indefinitely manipulated: their needs are real
and urgent. A new theoretical framework will have to be
created or we will he discussing testing and behavioral
objectives and motivation and everything else forever
with no sense of progress, no breaking through to deeper
layers of meaning in our work. Such a framework must be
created in the arena where students and instructors
interact.

We are charged. it seems, we have charged ourselves
with a critical mission, and one that cannot be trans-
ferred to others. Perhaps some cosmology can be done
with Newtonian physics alone, and perhaps some good
teaching can occur with only the current orthodoxy. Such
a self-imposed limitation, however, would be an act of
violence against our professional selves.



Teaching Mathematics in Modules:
The Staten Island Community College Experience

MICHAP.I. 1. SOKMANI
Department of Mathematics

Staten Island Community College

Stollen Island Community College initialed its modular
apprisach to remedial mathematics when Open Admis-
sions began three years ago. The original plans were
drawn up by Benjamin Cireenberg, Sidney Richard and
myself: and the program has developed steadily under the
direction col Leon Milton, who has written a thorough
description of it for I'm American Mathematics Monthly.'

In this talk. I would like to describe the situation that
led us to try a modular approach, our initial program, the
lessons we've learned in three years and the modifica-
tions we have made in the program. Al theend. I would
like to discuss our evaluation of the program and the
future of the modular approach to leaching mathematics
at S.I.C.C.
Background: Our Students

A limit: problem that we faced in designing a remedial
phigram for our college was the tremendous diversity a-
mong our entering students. S.I.C.C. offrrs a full spec-
trum of career and transfer programs. The degree of indi-
vidual preparedness of the students entering any one of
these programs varies a great deal.

From the Math Department's point of view, students
ran be divided into three general categories according to
their major field of interest. First. there are a large
number of students entering the college intending to grad-
uate in two years time with an Associate Degree in some
lechnicid area, such as Electrical Technology, and then to
go immediately to work. Most of these students are re-
quired to take at least a pre-calculus course and a tech-
nical calculus course. However, a large majority are not
prepared mathematically to enter the pre-calculus
course. The second group of students consists of those
who intend to study pre-engineering or a science. Those
students plan to transfer to senior colleges and most of
them must take the standard calculus sequence. Mar-, of
them, but not all, also enter with deficiencies in mathe-
matics. Very few of these students are aware of the effort
that will be required to achieve their chosencareer goal. A
good number of students starting in one of these first two
categories shifts to the other in the course of their st udies.
The last category of students are in the nonscientific
liberal arts areas. Until recently, liberal arts students
were required to take two terms of math; however, they
could take courses t hat did not involve much algebraic or
computational work.
Background: Our "Approach" to Remediation before
Open Admissions

Prior to Open Admissions, the Mathematics
Department did not teach remedial mathematics (i.e., pre-
pre-calculus) courses in the regular day session, although
we did offer seam courses in our evening session modeled
on the usual high school courses in elementary algebra,
geometry and intermediate algebra. Students were
supposed to enter with at least 210 years of high school
mathematics; if they lacked this background they could
go in the evening or try to make op for their deficiency by
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successfully completing one of our "college- level"
ce111114eN.

The simplest solution to the remedial ion problem after
Open Admissions would have been to bring the ;sigh
school approach into the day session and possibly enlarge
upon it This solution was rejected for several reasons.
Firod. it would have meant that a sizable number of our
students would have had to delay their college-level work
for at least one year For those students entering in the
t.u:hnology programs, who were counting on going out to
work in two years, this approach would have created
severe economic and social problems. Second. most of t he
students with deficiencies in mathematics had already
been exposed to this approach and had not learned math
with it. Third. we did not honestly think that knowledge
of all of the high school material was essential for success
in our college courses. In particular, we felt that Most of
the plane geometry, while valuable, was not necessary for
our students.
The Original Program

In designing our original remedial program we decided
to concentrate on those students who had chosen career
goals in the technical and scientific areas. These students
would not have to be sold on the value of mathematics
nearly as much as liberal arts students. Besides we felt
that we could teach some basic skills in our liberal arts
courses to those students who needed them.

This decision left us with the somewhat narrower task
of designing a program that would prepare students as
thoroughly as necessary and as quickly as possible fur
the pre-calculus. First. those arithmetic and algebraic
topics that were really needed before taking pre-calculus
were selected. There would be no extra loopier --no
frillsin the course. The object was to be able to tell the
student. with complete honesty, that he needed to know
all the material in the course. This material was trimmed
down and packed together in order to fit it into a 1 term, 3
hour per week, course. We knew beforehand that many of
the most poorly prepared students would not he able to
master all of the material within I semester, even though
they might think they could do it.

A modular approach, in which individual students
could move through the course at roughly their own pace,
but under the guidance of teachers and within some
structure, seemed ideal for our purposes. So we divided
the course material into 4 equal units or modules, with the
idea of letting students progress from module to module
as fast as they could. Each module was designed su that it
contained II lessons of learning material. 1 review and 1
exam, for a total of 10 lessons. If a student did not master
the material in a particular module, he would repeat that
module and only that module before going on to the next.

Before the term started, students were given a place-
ment test to determine if they were ready for the pre-cal-
culus; those that did not pass the test were placed in
Module I of the new remedial course. Blocks with at least
4 class sections per block rant at the same time with dif-
ferent leachers in different rooms. Teachers and classes
were given a detailed outline indicating what material
had to be learned in each moduleand a uniform course ca-
lendar that indicated when the class was to be tested. A
high school review book was used as a text. Inside the
classroom, teachers, tutors and students were allowed to



develop different approaches to accomplishing their
goals. Classes were kept small enough (16 or less stu-
dents) so that teachers could deal with students as indi-
viduals. A personal approach was encouraged in which
teachers acted as advisors and even counselors since we
knew that many of our students' problems were of non-
mathematical origin.

At the end of the first quarter of the term those students
who felt they were ready took a mastery test for Module!.
Those who passed this test went on to study Module II for
the next quarter of the semester, and those whowere not
ready for the test or who couldn't pass it went back to
study the Module I material again. By running a few
simultaneous sections and giving testa on the same day.
we were able to separate the passing and nonpassing
students and place them in different rooms for the second
quarter of the term. This was done without upsetting
their schedules at all and with a minimum of chaos. (A
coordinator is really needed at this point to keep track of
all the students, to balance sections and to handle record
keeping.)

Physically separately the students in this way gave
each group of students the opportunity to study only that
module that concerned it.While strict lecturing was, and
is. not a widely used technique in this course, this divi-
sion of students allowed teachers to go over material with
the whole class, knowing that it was of interest to almost
all of the students in the room. In addition, students in the
same room could be grouped, or could group themselves,
in order to work together. There was also an important
psychological advantage in the separation of the passing
and nonpassing students. The students had been repeat-
edly advised that they were entering the course with
vastly different backgrounds and that they shouldn't
necessarily expect to keep up with one another. But com-
petition is difficult to overcome, and many of the stu-
dents who didn't pass the Module I test felt more at ease
when they were placed in a classroom with students who
were in the same situation as themselves.

At the end of the second quarter. the testing and re-
shuffling process was repeated. Almost all the Module I
students passed the Module I test the second time around
and went on to Module II for the next quarter. They were
joined by students who had not passed the Module II test
and who. therefore, had to repeat Module II. Those who
passed Module II went on to Module III. Usually stu-
dents who pass a module stay with ,he teacher with
whorl. hey have been working successfully, and the other
students change teachers. At worst, students must
change only their teacher and their room. not their sche-
dule. Students were again tested at the end of the third
quarter and placed Appropriate': or the last part of the
semester. Finally, at the end of the term, those who had
passed all 4 modules ware certified as prepared for pre-
calculus. The students who had not completed the whole
course were required to start the next term with what-
ever module they were up to; they were not required to
start at the beginning in Module I again.

We did not, and do not. give the standard A, B.C. D or F
grades in the course. At the end of each module a student
receives either a P (passing), which indicates that he is
ready to go on, or an N (incomplete), which indicates that
he must repeat the module. We refer to the N grade as

meanThg "not yet." When a student has completed all the
modules, no matter how long it takes, a grade of P is
awarded as a final grade. The real advantage of this type
of grading system. is that the role of the teacher as a judge
is grelitly reduced. Students can ask questions without
worrying about their grades and teachers can advise stu-
dents to repeat modules without worrying about ruining
the students' records.
Lessons Learned and Modifications in the Program

Now that I have descrroed in detail the first term ofour
operation, let me discuss brudity what we have learned
from our experiences and how we have modified our
system. First, let me state that we have never regarded the
program as fixed We feel this is one of the reasons it has
been successful. The teachers and student tutors who
have taught the course have met frequently to discuss
both their problems and their accomplishments. Student
progress through the course and success in later courses,
on both an individual and a group basis, have been care-
fully and repeatedly analyzed, with the intent of improv-
ing the program.

Two difficulties with our original course. foreseen and
unforeseen, were apparent before the middle of the first
term. The predicted problem was the inadequacy of the
high school review book as a text. No suitable alternative
was found and a team of 4 teachers began preparing new
texts2 for the program. The arrival of these books not
only helped tremendously in the regular sections of the
course, but also allowed us to supplement our standard
modular approach with independent study and Keller
plan approaches in the evening and summer sessions.
where an insufficient number of students precluded the
usual modular approach. The second, unforeseen.
difficulty was resentment on the part ofsome of the better
prepared students at having to study basic material on
fractions and signed numbers in Module I. The teachers
had originally felt that, since tune students had already
been delayed in starting their pre-calculus for a whole
term, it would be better to provide them with a complete
term of review. However, the students' feelings were not
the same; and it also seemed that some of the weaker stu-
dents suffered from the mfA, of students in Module I. To
solve this problem, a more precise placement test was
drawn up so that students could be placed at the very be-
ginning of the term in whatever modulewas most appro-
priate for them. This necessitated the offering of ad-
vanced modules at the very beginning of the semester;
however, we were already committed to this policy in
order to take care of students who hadn't completed the
course in the previous semester. Another result for
starting students in advanced modules is that some of
them will finish the course in less than 1 term, which, in
turn, can free teachers for other work, but can also cause
an undesirable break in the student's study of
mathematics.

The next major change made in the course was an
increase in the number of hours per week from 3 to 4. This
was done to allow room for a new, fifth, module we felt
was needed and also to provide for a second review lesson
in most modules. A second review lesson is very desirable
in order to relieve some of the "calendar pressure" that
comes from predetermined uniform exam dates.

The most recent modifications in the program all
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concern the addition of new modules outside of our pre-
precalculus sequence. These new modules are taught
upon sufficient student demand and as teachers become
available in the program. This happens when students
who start the course at an advanced level complete it
before the end of the semester. One group of new modules
comes from the modularization of our pre-calculus for the
technology students. Now these students can usually
continue their studies without a time hreak if they so
choose. We also have experimented with specialized
modules for nursing and business students, and finally,
this term, we are adding modules to help prepare liberal
arts students fur a required basic mathematics profi-
ciency examination.
An Evaluation and the Future of the Modular Approach

On the whole, the modular approach to teaching
remedial mathematics has worked well at Staten Island.
Our principal objective has always been to provide
students with a thorough preparation, as quickly as
individually possible. for the pre-calculus course. In this
regard, the records have shown that students with
weaker backgrounds who go through our remedial
program do just as well in pre-calculus as do students
with stronger :lackgrounds who place directly in pre-
calculus. The records also reveal that our program has
helped students to a similar extent in other mathematics.
science and technology courses. We also know that
students with deficiencies in mathematics who go into
these courses without completing their remedial work do
not do well as a group.

It is difficult to predict what changes we will make in
our modular approach to teaching mathematics at
S.I.C.C. While it is improbable that we will extend this
approach to our calculus courses because of insufficient
numbers of students, it is conceivable that we will be
asked to develop and teach new, specialized modules that
already fit into our present sequence of offerings. In the
meantime. our immediate goals include computerization
of the record keeping, increased utilization of our math
center. and improvement of our pre-calculus modules.

Neforenres

Ablon. "A Modular Approach, to Preparatory Mathematics." Amen/an
Muthaniotirs Monthly. vol. 7911172) pp. 112114131.

4.. AbInn. S. Blackman, A. Ciangrasso, H.Siner. Series of Inilividualoind Mathematics
Modules ISIMMI California: Cummings Pubbannil company, 1973.

82

71



Why Many Students Have Trouble With Mathematics
And What Can Be Done About It

RICHARD SCHWARTZ
Department of Mathematics

Staten Island Com. unity College

Many students entering our colleges in recent years
have serious weaknesses in basic skills for which a
number of types of remedial programs have been set up.
In preparing students for required mathematics courses.
such programs have proved helpful.

For students to be successful, however, in
mathematics-related careers, consideration of long-range
goals involving student ability to extend at need their
knowledge to mathematics is always necessary.

These long-range goals to be effected require adequate
attention to inevitable negative factors:
1. Antagonistic student attitudes towards mathematics
2. Unsatisfactory student methods of learning
3. Unsatisfactory student methods of solving problems
as applied specifically to mathematics.

This paper discusses negative factors. theireffects. and
offers suggestions for improvement.
1. Antagonistic Student Attitudes
Many students (perhaps most) dislike and some hate
mathematics. Relatively few find the subject rewards or
challenges.

Student failures have caused the subject to be disliked
and avoided. The dislike is intensified and reinforced
since few students perceive any relevance in
mathematics to their future work and lives.
Consequently, they regard it as a required hurdle to be
overcome before graduation. Many students approach
mathematics classes with a desperate hope that they may
grasp the "rules" for what seem to them meaningless
problems. With these "rules" to save them, perhaps they
can pass the tests, whether they understand what they're
doing or not, and finally escape from math requirements.
2. Student Learning Methods
Almost all students who have trouble with mathematics
have the following characteristics:
a. They have poor study habits.
b. They don't know when to take notes, nor how to take
them effectively.
c. They don't know how to learn from textbooks or other
learning aids.
d. They are very dependent on the teacher; absence from
class always means great difficulty in making up the
material included in lessons they have missed.
e. They don't know how to prepare for nor how to take
tests effectively.

Such deficiencies mean that although possibly we can
impart information to students for immediate
application, limitations are severe where it concerns
solution of different types of problems or acquisition of
new material.
3. Methods of Solving Problems
When confronted with a problem, such students search
their minds for a "rule""What have I been taught that
will solve this problem?" They show a minimum of effort
to reason. Several examples of their "thinking" follow:
1) - 7 - 2 + 5, since you have a 7 you're taking 2 away,
the result is 5: two minuses make a +: by the "ruie§.", he

answer must be 5. (Sometimes, however, the answer is
9.)
2) V.+ + Vit a 3/12. TherUle" is to add. 1+ 1+ 1*3. 4 +4 +
4 = 12. and the/mark indicates a fraction. The answer, by
the "rule" must be 3/12.
3) Plot y = 4. Many students have trouble with this even
though they are familiar with x + y = 4 because they've
seen similar problems. Since they haven't seen one like
this, they give up the struggle without applying their
reason to the situation.
4) 7 2 s + 9. The "rule" is: don't subtract, add the
opposite. Rigid application can only mean that 7 - 2.
becomes 7 + 2 = 9.

In each case, the student goes wrong because Pm feels
the problem has no relation to a real situation. And. in
each CHM the student does not think to ask. "What am I
required to do, what is the problem?" In the whole
process, the student seldom checks his answer: he rarely
considers whether it is reasonable. Mathematics, for
many students, is neither a pattern of thought, nor such a
series of questions as: What is given, what is required,
how eliminate factions, how achieve a common
denominator, how simplify?

Such reasons may explain why students do well in a
lesson and poorly on examinations. The lesson generally
employs one method for students to apply. Instructors,
too, consciously or unconsciously, give hints indicating
the choice of a valid method. Thus, "How do we gel the
lowest common denominator?" is applicable in the
context of a lesson but on a test, students must choose one
of several methods; since they rely heavily on memory. a
problem different in appearance from what students
remember often results in immediate panic or a wild
guess. Analogously, students may do reasonably well in a
module or a course but, a short time later, the same
material has been forgotten.
1. These students never really learned (reasoned
through) the material. They memorised rules and
methods which, when they no longer practiced them,
were forgotten.
2. More mathematics "learned" means more methods to
retnember. thus a wider choice of "rules." This all
amounts to diminishing chances of a choice remembered
correctly.

At the outset, several suggestions should be stressed
for overcoming factors causing students difficulty.
1. Problem choices should be more relevant. Such
problems as, what is -2 -7? what is 1/4 + 1/5? what is gabs
times a'. seem to show that the answer, not its relevance,
is what is important. Again, problems should he related
to every day life, to finances, to science, to technology, to
business. Mathematics can be applied often to
environmental issues: in fact, several publications with
such collections of problems have appeared recently.
2. Posters and displays are admirable to show
applications of mathematics to fields like nursing.
technologies, and business. Teachers from these fields
are prepared to give adequate aid in choice and
preparation of subject matter. The campus itself offers
admirable opportunities to indicate the relevance of
mathematics and its applications. Math clubs, puzzle
contests, films, and guest speakers are good possible
developments.
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3. There should be a variety of problems and students
should learn the many facets to mathematics and its
many challenges. Briefly. (there is a considerable modern
literature), problems can involve induction, guessing,
discovery, use of the subconscious mind on problems
where answers aren't given immediately, recreational
mathematics (puzzles and games). Students often
appreciate mathematical concepts not abstractly, but
through such problem-types as well as problems related
to their own lives.
4. Problem solutions involve more than a bare answer.
Students should (1) show they understand the question,
perhaps by stating it in other termsor by converting it to a
word problem from a given symbolic form, (2) show the
reason for every step, (3) show a check for the problem,
preferably by approaching the problem from another
point of view. (4) give another application or statement of
a similar problem, (5) answer such questions as, "What if
the 2 were changed to a 3 or to -2 ?" "What if the« sign were
changed to a - sign?" Performance of such problems leads
the student to understand the material in its significant
aspects. Hence it will not be forgotten easily. Such an
approach should reduce the prevalent student habit of
reliance on half-remembered, irrationally applied, and
often inapplicable "rules."
5. Students should question every step in every
mathematical pro'ilem. Everything has its reason that
Waffles it: accepting and acting upon what the student
has tested by reason is the best possible, and the only,
way to break the bars that hold him prisoner. Perhaps
Kipling's poem is the ultimate guide:

"I keep six honest serving men.
They taught me all I knew

Their names are what and why and when
and where and how and who."

O. Textbooks and ot her learning aids should incorporate
examples responding to such questions as:

What is the problem? Can you restate it in your own
words?

What is your justification for this step? Can you check
your answer?

Can you obtain the result in another way?
Can you construct a similar problem and solve it?
Can you apply the results to other situations?
If some of the given data were changed, could you still

solve the problem?
The book should guide the student to answering these
types of questions.

In short, students should be taught to look on
mathematics as a series of questions for them to pose and,
by their solution, to answer. Unless they can do this, they
should be dissatisfied even if they can apply a rule and get
an answer.
7. Students must be taught how textbooks are to be
used. Inevitably, without this, class absence results in
absentees' lagging behind the class. Since failure to
understand the use of the textbook results in over-
dependence on the teacher, there will be student failure to
learn independently and a subsequent limitation in many
future careers. Instructors, on occasion, should"read" the
textbook with students, showing how to question
understanding, how to check every step in a solution, how
to translate from "textbookese" to their own lenge.

i'
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Sometimes problems should be set without previous
instructions: they must use the text to find out how to
solve " problems.
8. Students should learn that the taking of notes is but a
first step, since notes alone are soon worse than useless.
They provide misinformation resulting from uncorrected
errors and missing steps. Students should leave space in
their notes to fill in gaps, to give reasons for every step
and for every number, to construct problems similar to
the example given for solution, and to write down
questions on points to be raised at the next class session.

Failure to do this is probably why the lecture method
has been found to be sn largely ineffective with most
students. Passive in class, following the teacher, students
take notes on everything whether or not they understand
the lesson. Since they don't review notes properly until
too late. when the material of the lesson has faded from
their memories, half-understood rules areall that remain.
9. Checking should be strongly stressed and no problem
should be considered complete until checked. Students
should form the habit of asking such questions after
every problem as,

Does this answer seem reasonable?
Can I solve this problem another way?

Is the answer in its simplest form?
For problems in letters,

Are dimensions consistent (all inches, say)?
What happens for limiting cases?
10. Students should be taught how to study, how to learn
individually, how to prepare for and to take tests, how to
use texts, how to take notes, how to make them
meaningful. Instructors may prepare students to pass a
test and even a course, but without these skills, the
material taught and learned in large part has been
forgotten. In later life the student has no methodology by
which he may keep abreast of his field or advance in it.
11. Students should be shown frequently that math is
intelligible and related to the world in which we live. The
inductive method for answers for difficult cases follows a
pattern that results of simpler cases establish. Again,
rules and their relations can be shown by solving realistic
problems. Thus, why don't we say Y. + Y. to 2/8? (Apply
such an example to a half-dollar. a quarter.)
12. Students should be taught how to find out for
themselves the correctness of a mathematical step or
method. Failure to do so usually means later that they've
forgotten and abandon the problem or make a guess
rather than apply reason correctly. For example. in- (a +
b)/a, can the a be cancelled? The student can substitute
values for a and b, work the problem by cancelling,
without cancelling, and compare the results. Or, what is
the sum of 2/3 and 5/7? A simple case, such as + ¶4,
where the answer is known, recalls the pattern for
application to the more difficult case. Proceeding from a
simpler case to establish the truth of a more difficult case
is a most valuable procedure and should be stressed.

Our remedial programs are having a short term success
in preparing students for immediate goals. But, unless we
improve student motivation, learning methodology and
approaches to problem solving, we shall not have long
term success in mathematics education that involves
confidence in new situations, and successful application
of new mathematics to new circumstances. It is to this



aspect of our current teaching of mathematics that this
paper is directed. Its suggestions are simple to
understand and apply. They have proved to be valuable
additions to mathematics motivation at Staten Island
Community College.
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The Multi-Media Tutorial PrbUram is Biology

GERALD S. POSNER
Department of Biology

The City College

With the arrival on campus of SEEK students in 1967
and of Open Admissions in 1970, biology instruction had
to respond to a far more diverse student body in terms of
pre-college preparation and motivation.

The Department tried tutoring, course attenuation and
saturation instruction. but none of these was considered
successful. It was felt that. theoretically, at least, the best
approach would be to let each student proceed at his or
her own pace, and then do everything possible to in-
crease motivation. Such a system of individualized in-
struction has been developed at PurdueUniversity by Dr.
Samuel Postlethwait. for biology.

This audio-tutorial method has proven successful in
the sciences and social sciences. However, it had not been
tried on as diverse a student group as we now have, nor
were the printed materials appropriate for our biology
course and students. With the aid of a two-year, $110,000
grant from the General Electric Foundation, we pro-
ceeded to prepare our own course modules, and to ac-
quire the "necessary" equipment.

Development of materials was left in the hands of a
team consisting of:
a) content specialists (faculty) who specified the per-
formance objectives and theconsequent subject matter of
each module.
b) multi-media specialist/writer who wrote everything
required by the content specialists. suggested and re-
searched alternative materials (film loops, slides, etc.),
and interfaced between content specialists and graphic
designer.
c) graphic designer who prepared poster. designs, copy,
at the request of the content specialists. and subject to
their approval.

This technique proved extremely effective and effi-
cient, since between October 1, 1971 and January, 1972
more than eight of the thirteen modules were developed
and produced. A secretary developed the check -in/ -out
procedures, and in February, 1972 the first class arrived.
The equipment available included 18 carrels, each with a
built-in cassette recorder, four film loop projectors, four
slide projectors and a minimal television record/play-
back system. The cassette recorders and carrels were
very expensive. We have since proven to our satisfaction
that a viable alternative strategy, which might well be
superior and lessexpensive. would be to install masonite
partitions on pre-existing laboratory tables and provide
inexpensive ($20) tape playback units.

As motivational aids, students were allowed access to
the laboratory at any time from 9 A.M. to 5 P.M., Monday
through Friday, and were placed in a mastery learning
situation. Thus, students were required to pass unit
(module) examinations with a grade of 72% or better. If
there were unsuccessful in achieving this minimum, they
had to retake the test. To discourage indiscriminate test-
taking. unsuccessful students could retake only after spe-
cial oral quizzes. Lecture examinations with a grade less
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than 72% also had to be retaken, but this could only be
done once.

Final course grades were based upon a point system
which added Group Laboratory Examinations (GLE).
which were based upon groups of units and a practicum, a
Voluntary Examination and Performance Instruction to
the lecture examinations already mentioned. A student
was guaranteed a "C" if: all unit quizzes and lecture exam-
inations were completed with a 72% or better, and all
group laboratory examinations were taken (no grade
minimum, here). Points were assigned depending upon
lecture average, GLE average, voluntary examination:
average and time, it any. spent on performance instruc-
tion. (Performance instruction is tutoring by students in
the class of other students who are behind them in the
work.)

We were committed to an adequate test of what we now
call the Multi-Media Tutorial Program in Biology
(MMTP), and so we registered a random, 150-student
sample of the 500 or so Biology 3 students, Our students
tested out in every way as being similar to the students
taking Biology 3 i . the standard format, except that the
sample of SEEK students being so small, they were ad-
vised to register in MMTP. Both MMTP and Standard
Program (SP) students were required to learn the same
amount of material. In both groups the lectures were se-
parate from the laboratory. The MMTP students re-
ceived a study guide, tapescript and audiotape in addi-
tion to the standard laboratory materials. SP and MMTP
students had three lecture examinations (at least one of
which was in common) and group laboratory examina-
tions (all of which were in common).

The results were startling: when judged on the basis of
final course grades, SEEK. Open Enrollment and Regular
Enrollment students did better in the MMTP than SP.
This improvement was most impressive for SEEK stu-
dents. In seven years no SEEK student had ever gotten
better than a "C" in Biology 3, and between none and 15%
would get even that grade each semester. In MMTP, some
15% to 18% of the SEEK students get "A" or "B" and
between 23% and 35% earn "C".

Attrition statistics are illuminating. If we focus on all
students earning less than a "D" as being "unsuccessful,"
then SEEK student attrition decreased from 95% to 51%,
Open Enrollment went from 73% to 84% and Regular En-
rollment form 33% to 17%.

The simplest explanation for this improved per-
formance could be that we simply graded too leniently.
Giving away A's and B's can certainly improve a class'
apparent performance. To see if this was the case we com-
pared the average grade of SP with MMTP students on
the group laboratory examinations. MMTP students did.
on the average. 15% better on these same tests given to
both groups. From this result we can conclude that our
students learned more than did the students in the tradi-
tional laboratory.

It would be comforting to be able to ascribe this
increase to the effectiveness of our methods and/or
materials, and to some extent this must be partly true, but
we believe the major facto: has been the amount of time
spent by the student in the multi-media laboratory.
Standard Program students could never spend more than
three hours each week in the laboratory. One of our stu-



dents spent 21 hours on a single week's work. Generally
speaking, the higher the student's grade, the more time he
or she spent in the laboratory. Students who dropped,
averaged 2.4 hours/week in the laboratory while those
earning "A" averaged 7.4 (SEEK) or 3.8 (Regular
Enrollment) hours/week.

In short, students put in more time aided by special
materials, and with a laboratory instructor always pre-
sent, and they framed higher grades. Students liked this
approach (83%) and would like to see other courses use
this method (89%). Over two-thirds of the students felt
that the laboratory was pleasant.

The sole negative aspect seems to be that MMTP stu-
dents have not increased their grades in advanced bio-
logy courses, which some SP students will achieve; but,
at the same time, 21% of students in either group fail or
drop their next biology course. It seems at least possible
that the MMTP students have realized their best grade,
and that once thrown back into the traditional class-
room, they are only slightly better off than before.

What might other campuses do? Thebiologists could, if
they wish, adopt the materialsand buy the cheapest hard-
ware. and be operational very inexpensively. Other
science and social science departments could prepare
materials themselves. Anyone interested in going further
should contact the writer since some help might be avail-
able.

The important points to keep in mind are:
I. The method works.
2. Students like the method and become highly
motivated.
3. Creating a multi-media tutorial program is neither as
costly nor as complex as it sounds.

We are currently adding a computer capability to the
MMTP for problem solving, game simulating, testing and
student reporting/recording.
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Cooperation Between Biology Department
and Basic Educational Skills Department

IA !( :IA ANDERSON
Department of Biology

Queensborough Community College

The biology department at Queensborough introduced
a new course in the Pall semester, 1972. This course,
"Microbes and Man." was an experiment in correlating
basic education skills reading with the biology course
content. In it students learn biology, earn credits, and im-
prove reading skills. Most students enrolled are in a
liberal arts and non-science curriculumseveral may
elect careers in nursing or medical laboratory tech-
nology. Approximately half the students are freshmen
whose science fulfills graduation requirements.

This is a four credit course in one semester, and coin-
prises three lecture hours, two laboratory hours and one
discussion period. Its subject is practical aspects of
microbiology and is neither a "watered-down" version of
a general microbiology course for biology majors, nor a
training ground in technical aspects customarily
associated with microbiology. Rather. the course in-
volves very practical knowledge touching on students
everyday life, designed for those with little or no scienti-
fic background. Bask: biological principles are intro-
duced: micro-organisms are the central foci rather than
the more conventional multicellular structures usually
presented in general biology.

Micro-organisms are well adapted for such a course
since as examples I hey explain such aspects of biology as
metabolism, genetics, and ecology. Microbes, in their con-
tribution to life on Earth, play a vital role in the well-
being of man. Specific topics are:
1. Historical perspectivesthe influence of infectious
diseases on human progress.

2. Importance of micro-organisms in today's society.
3. Nature of microbesa brief non-technical survey of
micro-organisms.
4. Basic biological concepts: microbes as examples.
5. Immunobiologynon-technical kspects of humanity's
immune responses, use of vaccines, immune sera and
impact of mass immunization programs.
O. Epidemiology and public healthtransmission pat-
terns of infectious diseases and methods of control.
7. Ecologyhost-parasite relationships: role of iri-
crobes in current ecological problems 'water, air, ani-
mals, insects).
R. Heredity, evolution and society microbiological im-
plications for man from genetic, social, religious, legal,
moral, and ethical points of view.
9. Role of microbes in current human problems such as
solid waste disposal, water pollution. sewage control.
foods, economy.
In the laboratory sessions students learn to:
1. Use a microscope,
2. Make and slain slides.
3. Cultivate microbes under a variety of conditions.
4. Study enzymic activity and metabolism, and make
such products as yogurt and wine.
5. Control chemical and physical methods of microbial

growth.
9. Understand disease transmission and control proce-
dures.

The discussion period is devoted to current magazine or
newspaper articles involving some aspect of microbio-
logy. At each session the student designated presents an
article orally and leads the discussion. The purpose is
two-foldto involve students in the reading of current
scientific articles and in learning of pertinent vocabu-
lary and suficient background information to ensure in-
telligent presentation. Students also are required to read
a hook other than the class texts and to hand in a written
report upon their reading.

The course has been presented twice. Comparison of
grade results with those of previous biology courses
shows little difference between prior exposure to the
reading course or the reading and biology courses when
taken al the same lime. Thus far, none who look both
courses coincidentally have failed. Students taking both
courses at the same time have enjoyed the extensive
private student tutoring supplied by the college. An ex-
cellent student tutor may prevent failure.

The project has been reasonably successful and merits
continuation. II should add, however, such improve-
ments as an open lab for students to review lab material,
audio-visual tutorial material, and self-paced modules.



Reading in the Content Areas:
Natural Sciences

JOAN KIMMELMAN
Department of Basic Skills

Queensborough Community College

Definition of Problems
We find at Queensborough Community College that

students who need remedial reading and study skills
have a number of basic academic weaknesses.
1. Inability to understand the technical and general
vocabularies of science texts.
2. Difficulties in understanding major ideas and re-
lated details of science texts.
3. junior or low Senior high school reading levels.
4. Lack of preparationthe text usually unread before
the lecture.
5. An attempt to copy the lecture verbatim. or
8. No notetaking.
7. Rate of work extremely slow.
Description and Organisation of Reading and Study
Skills Course

The course described is a BE 03 class. "CollegeReading
and Study Skills." in conjunction with a section of Bio-
logy 180. "Microbes and Man." The texts for the reading
course are the two microbiology textbooks of the Biology
course.

Microorganisms and Man by Wyss and Eklund and
Our Precarious Habitat by Bernardo are utilized to teach
reading and study skills but not to reteach microigology.
Other materialsteacher made dittos, exercises from
reading textbooks. an overhead projector are integral to
the course.

Students meet in the reading class twice per week in
sessions of approximately 1 hour 20 minutes each. Twice
per week for one-half hour. students also attend a read-
ing lab. Students work independently in the lab with
tapes, pacers, and content area materials.
Skills taught are:
1. Study techniques for reading a text.
2. Chief ideas and details.
3. How to take notes (text and lecture), outlining,under-
lining, summarizing.
4. Patterns of organizationtime order, simple listing.
comparison-contrast, cause-effect.
4. Comprehension skillsliteral, inferential, critical.
8. How to write objective and essay tests.
7. Vocabularytechnical and general, prefixes, roots,
clues to context, dictionary skills.
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A Program of Inservice Education for CUN'i Waculty

LORRAINE BEITLER
Allied Health Learning Center

New York City Community College

Recommendations from the 1971 Carnegie Commis-
sion on Higher Education, the 1970 President's Task
Force on Higher Education, and the Right to Read have es-
tablished a clearly recognizable Open Admissions policy
national in scope. It commits education to equality of
opportunity. to increased educational mobility through
integrated systems and college level ancillary programs
involving preparation for students educationally under-
prepared.

Implementation of such programs makes new burdens
for the instructional faculty. :n the past faculty members
primarily worked to achieve student skills of basic com-
petence, but today, faculty who teach primarily content
curricula are most significant in their response to this
change of emphasis.

New and experienced teachers alike seek guides to the
needs of the new Open Admissions student population.
Profiles of community college faculties in general reveal
that the instructional staff has brought to college work
past experience in business and industry, post graduate
degree or degrees in their area of specialization, current
experience on the job j -.ften they still function as consul-
tants in their field).

Of course, instructors should be able to communicate
not only with their professional peers, but with students.
Effective teaching requires both "people awareness" and
"content orientation." Learning is a complex lirocess so,
in attempts to impart information, teachers must be con-
cerned with the student as he is. Educational experiences
with Open Admissions students should develop sensiti-
vity in a college teacher to the best learning modalities of
the current student population as well as explore alter-
nate modes and strategies to impart relevant material.
Most college faculties could benefit from additional train-
ing in methods of teaching, educational psychology, cur-
riculum planning, learning theory, group dynamics, and
techniques of remediation.

Current content faculty reevaluation of "trusted teach.
ing methods" in terms of the Open Admissions popula-
tion calls for a program of inservice training to include
workshops that develop innovative, appropriate course
supports. This includes, of course, practical applications
for classroom use.

One workshop, for example, should focus on instruc-
tional objectives that will include development of a work-
able document for faculty arvi students in which there
should be identification and definition of appropriate in-
structional objectives after the development of a course
sequence of curriculum units and single concept compo-
nents. Instructors must define content by micro-teaching
concepts and method by selection for evaluation of the
most relevant materials, procedures and criteria. Effec-
tive communication between instructor and student re-
quires at once explanation of educational objectives, stu-
dent responses in terms of achievement of realistic and
attainable goals, results that ensure a successful comple-
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Lion of the course.
Rather than as a subject that is taught three times per

week, reading should be regarded as a tool for all learn-
ing situations. Workshop sessions, therefore, should deal
with organizational reading and study techniques as
communicated to the students and as they relate to a spe-
cific subject. Textbook notemaking and lecture notetok-
log are organizat Iona! skills whereby the faculty guides a
student to master a required curriculum and to integrate
new knowledge with past experience. PORST or OK4R or
the similar SQ3R are study techniques, mnemonics,
utilized to develop such skills as previewing, formula-
tion of questions, establishment of reading purpose, sum-
marization of key concepts and review of newly acquired
information from classroom lectures and outside read-
ings. Textbook notemaking is a skill requiring emphasis
to secure student selection of relevant concepts, suppor-
tive detail, vocabulary, and formulae. Instruction often
may be attractive as set forth in "How to Read" charts,
graphs and diagrams. During the lecture, the student
needs to put essential information in his notes and to in-
clude important details relevant to its concepts. Note-
taking is a complex skill involving listening, integration
of information, and a style of writing both organized and
concise. Our students often cannot integrate these multi-
ple processes.

In context of every curriculum specific terms common
to the profession are a new language for the student. De-
velopment of content vocabulary requires manuals of es-
sential vocabulary, definitions. transliterated pronun-
ciations and usage in context. Well chosen tapes to ac-
company such manuals aid a student to develop verbal
and auditory acuity without the interference of others.
Media in education requires additional sessions. The
teacher, as listener and teacher, at once must evaluate
such experiences to enhance the concepts taught. As
media, or as decision-maker and selector in choice and
use of instructional materials, the teacher selects appro-
priate methods. media experiences, materials and equip-
ment to appeal to students in their interests, back-
grounds and capabilities in such a manner as to permit
them to function effectively and efficiently. Workshop
sessions are best for actual design, preparation and pro-
duction of appropriate media for classroom use and for
independent self-paced study.

Supportive media aids: A media team should work
with faculty in designing and developing supportive in-
structional aids for classroom use, tutorial sessions and
student reference. A request from a faculty member, a tu-
tor or the student with whom work is scheduled, could
initiate a media project with that request to be referred to
the department chairman both from pre-production
planning and for final approval. New and appropriate
visual aids and sequential instructional modules to sup-
port course content, as well as the editing of existing
media, can respond appropriately to changes in content
curricula. A cross-reference index coordinates intrade-
partmental efforts, library resources, new and available
media.

Teachers continually must choose new textbooks.
These should be in a session for the use of well correlated
formulae to determine readability levels of written
materials. Close procedures can indicate students' level



of ability for work with existing and proposed textbooks
and are valuable teaching tools. A session should be de-
voted to a critical analysis of faculty criteria of evalua-
tion of student performance and should deal with test
construction to ensure content and sample validity. A test
should include important knowledge and information
actually taught and reflect the emphasis the teacher
placed upon them. Time devoted to a topic in class should
have its proportional weight in evaluation of student per-
formance. Discussion of techniques help to determine
whether questions actually differentiate levels of ability.

Sessions should be reserved for discussion of special
WO= available within the institution such as finan-
cial aid. health and drugprograms, tutorial assistance, re-
medial programs, and counselling.

Again, students require assistance to develop
necessary skills, attitudes and knowledge to achieve the
independence necessary for any evaluation of choices in
education and career. Many students, however, have dif-
ficulty in developing competence since weak academic
backgrounds, unflattering self-images, or other diffi-
culties hinder them in their use of the college's educa-
tional occupational programs. Colleges st rive to frame ef-
fect ive developmental programs of internal personnel in-
tegration with the content teacher its interlocking pin. A
final workshop session should collate and integrate all
materials prepared during the preceding sessions.
A source book as prepared by each participant for his

specific content course, could be made available for other
departmental faculty members who teach that course.
Thereby quite informally, the content of the workshops,the source hook as experience shows it, becomes motiva-
tion for continued inservice education. Workshop leaders
on individual and seminar bases who visit other work-
shops also aid in successful implementation and
utilization of inservice techniques.

Viable alternate formats for faculty learning sessions
may focus on a discipline as a logical organizational for-
mat with three hours of released time allotted to 20 to 30faculty members. Resource units may include faculty
participants who teach, counsel, or administer a depart-
ment in common, with possibly ten two hour seminars to
be scheduled. Follow-up visits, observations and con-
ferences throughout the academic year, adequately im-
plea ant such an inservice program. Another format is a
program whose seminar participants with the college
represent several departments: again with three hour re-
leased timethroughout theacademic year for it sfollow-up
classroom observations and conferences for continuity. A
summer institute is flexible with scheduling of 12 to 15
sessions, and makes possibleattendance from a wide geo-
graphic area. In its full-day sessions participants can
complete protected work involving in-depth materials
that result in sources for content. Provisions for assis-
tance and evaluation by participants of inservice techni-
ques and materials are an integral component. Travel in-
cident to such a seminar is a factor that must always be
considered.

Inservice training aids content area teachers in be-
coming cognizant of the wide range of learning strategies
available for course curricula as it helps students to con-
ceptualize and to integrate their newly acquired infor-
mation.

.A0 BO



The Function of Tutoring Assistance in
A College Reading Program

IRWIN BERGMAN
Department of Basic Skills

Queensborough Community College

Increasing attention is being directed to tutorial pro-
grams.

There seems to he growing sentiment that even reme-
dial classes of 15 or less, recently established by the
Board of Higher Education. may not be adequate for in-
structors to reach students with maximum effective-
ness. Even so. students who receive remedial instruction
in the classroom can achieve significant, sometimes even
dramatic gains when supplementary tutorial assistance
is available to them.

There are, of course. inherent limitations even to indi-
vidual tutoring. I am certain most tutors admit they do
not possess the professional background and expertise of
faculty members. Students being tutored probably would
agree. Tutors and their students will agree ton, that even
an effective tutor cannot duplicate the excitement and
elect ricit y of a stimulating classroom atmosphere. Never-
theless. tutoring can help students in many ways.

The tutor in a college reading program is, like the col-
lege reading teacher, in a peculiar situation for he has no
convenient subject-matter "hook" of teachingor tutoring
expertise. I'm sure we have all heard it said that every
subject matter tea':her is supposed to bea reading teacher
as well. In reality, however. many subject matter teachers
do not teach systematically those reading and study
skills students need.

This matter may be considered from a different point of
view. If subject matter teachers are not always suffi-
ciently aware of students' reading difficulties, we as
reading teachers (and the reading tutors as well who
work under our supervision) should become more
familiar with specific subject matter areas. At Queens-
borough in our reading program we try to use tutors who
have established their own competence in a number of
college level courses.

I'm sure every college in the City University utilizing
tutorial assistants has its own unique approach. At
Queensborough, for example, every department in the
college is allocated a budget for tutorial assistants. We
have s Basic Skills Department (of which I am a member)
essentially concerned with remediation in reading, writ-
ing. and study skills. Our department is allocated two
sets of tutorial assistants one group to deal with stu-
dents' writing problems and the other group. which I
supervise, with reading and study skills problems. We re-
cognize, of course. that many of our remedial students
need help to improve both their reading and their writing
skills.

Al Queensborough, the students receive tutorial as-
sistance in reading on a voluntary and, on the whole, sa-
tisfactory. basis. One advantage is that students with
whom we work have shown their motivation. No one has
forced them to attend since our instructors can only sug-
gest or urge students to apply for tutoring assistance.
Again. the voluntary character of their arrangement per-
mits us. in a somewhat informal way, to eviduye the ef-
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tech veriest; of our tutoring program. We assume the stu-
dent who voluntarily reports for more than one tutoring
session feels that the tutorial program is helpful. Last se-
mester, for example, over 100 students appeared for their
initial tutoring appointments and inure than 75 percent of
them voluntarily made follow-up tutoring appointments.

In addition, towards the end of each semester we ask
each tutorial student to fill out a brief and anonymous
questionnaire evaluating the tutorial experience. We
were gratified but not too surprised that a large majority
of our students fell they were being helped by the tutors.
We had hypothesized that since students were reporting
voluntarily the questionnaire was also useful, of course,
in helpng us to identify specific areas in which students
felt they were being helped.

Our tutors consider our evening students are often well
motivated since a night student works all day at a full-
ime job, attends evening classes, and still finds time and

energy for voluntary attendance at tutoring sessions. I
strongly urge, therefore, in implementation of a tutoring
program, favorable consideration of the evening student.
who is very often mat ure, serious, and highly motivated.

Interestingly enough, in some cases our tutors have
found that a student's basin problem cannot be helped by
tutorial assistance. A tutor recently reported. for exam-
ple, that one of her students was not responding to the tu-
torial work. Instead of concentratingon the tutor's ques-
tions about the subject matter, the student. also a wo-
man, continuallr interrupted the tutor with questions as
to preferred styles of clothing. of music, and other mat-
ters dealing with the tutor's personal life. Occasionally a
tutor reports that as student is very depressed. perhaps
hostile, and not responding favorably to the tutoring pro-
cess. We should keep this in perspective; such incldents
are infrequent. In t he event of difficulty. I ask the tutors to
schedule an appointment for the student with me so I can
determine what type of action to lake in each instance.

Fortunately, most students who report to us do not
come with non-remedial problems. A more typical case
for us involves a student whose problem lies in a specific
reading or study skills area. Whenever possible. our tu-
tors instruct their students in these skills by using sub-
ject matter textbooks and materials. Isolated exercises
from reading workbooks can be beneficial when working
with students. but I question the permanent value to stu-
dents of this type of learning.

We could deal here with administrative aspects of tu-
torial programs, scheduling problems, absenteeism, hir-
ing of tutors, physical locations for tutoring, in-service
training of tutors, budgeting problems.

Still. since this session is a workshop, your specific
questions and interests should determine the particular
areas we touch upon this morning. I hope you feel free to
raise questions and share with us any of your ex-
periences with tutoring programs.

certainly don't expect all of our questions and pro.
!dem as to tutoring will he solved here today. I do hope,
however. that by the end of our session you will have
Rained new insights and perception concerning tutorial
assistance in college reading programs.



Approaches to Instruction in Reading Improvement:
Co-Teaching

PHYLLIS CASH
Department of Academic Skills

RICHARD A. GERBER
Department of History

lierbert H. Lehman College

In the workshop "Approaches to Instruction in Read-
ing Improvement: Co-Teaching." Prof. Richard Gerber
(Associate Professor of History) and Mrs. Phyllis Cash
(Lecturer in Academic Skills) described an experimental
approach to teaching underway at Lehman College. The
experiment consisted of yoking together in one co-re-
quisite combination the teaching of introductory Ameri-
can history with the teaching of basic reading and study
skills, without loss of academic integrity or the intellec-
tual objectives of either discipline. The experiment rep-
resents one attempt to respond to the needs of Open Ad-
missions students whoenter college-level history courses
with insufficient preparation or with skill deficiencies in
reading. studying and writing.

Before any innovative design could be prepared and im-
plemented, the faculty members involved evaluated the
conflicting pressures placed upon them and that they
would place upon each other as partners in the co-teach-
ing endeavor. For historians the demands of research and
writing, coupled with the mass of historical information
and the historian's professional training, work towardan
increase in complexity, specialization and a narrowing
focus in content analysis. It is impossible to remain a
generalist aware of the basic patterns of historical
thought over the sweep of history. On the other hand.
increasing awareness of the problems our students face.
together with the need for innovative pedagogy
(especially at the introductory level), result in pressures
to simplify, to omit material, to make easy
generalizations, and to lower academic standards.

For people in Academic Skills there are perhaps even
more frustrating conflictsconflicts between social
philosophy and professional standards they have not set;
between the needs and expectations of individual stu-
dents, and the claims of bureaucracies that restrain struc-
tural change. They face directly the results of prejudice.
academic self-righteousness and pedagogical
incompetence.

The burden of teaching history to students with an
enormous range of experience and skills was increased by
the complexity of making the attempt within the frame-
work of a large lecture class. Introductory American
History at Lehman (because of student demand and staff-
ing) is taught traditionally in sections of approximately
200 students. Conventional techniques of lecture classes
stress the survey approachthat is, students normally
are responsible for acquiring a reservoir of factual infor-
mation for analysis. challenge, evaluation and testing.
Essentially a purely content-oriented method, the lec-
ture system presumes sophisticated thinking, indepen-
dence of mind, and an already existent capability to read
and write critically and effectively. In such a structure

Academic Skills faculty were used as remedial resources
only: when a student had academic difficulty, there was
an occasional reference to someone in Academic Skills for
assistance in reading or in preparing written work. Our
foal, by conti ist, was to create some way to satisfy the
requirements of an academic introduction to American
history. and at the same time to involve Academic Skills
expertise as an integral part of the course.

Several major revisions ofthe course were undertaken
in order to provide, within the limits of administrative
support and scepticism. individual attention for stu-
dents that was impossible in the lecture system. Instead
of three weekly lectures. students were divided at ran-
dom into four sections of forty, supervised by graduate
students working on their dissertations in history, and
with some background in the teaching of reading or equi-
valent experience. Adjunct Lecturers, they are budding
historians with knowledge of the subject matter and en-
thusiasm for working with Open Admissions students.
These staff people provided most of the teaching in the
course, meeting their students in sections for class dis-
cussion covering the assignments, tutoring individuals in
office consultations, evaluating written reports, and
serving almost literally as confessor, judge, policeman.
parent and friend. In weekly meetings, Professor Cash
guides the Adjuncts in problems of student expectations
and skill development, as does Professor Gerber in pro-
blems of the historical material. Both faculty members
visit sections regularly to observe and to participate
actively in the teaching process.

The major co-teaching aspect of the experiment teas set
up by establishment of a reading study skills section to
run parallel to the history course taught by Professor
Gerber. Students registered for both History 105 - X and
ACS 110 - Y. in a procedure like that for regular ACS or
History courses. Thus, the experimental sections dealt
with the same student population as their nonexperi-
mental counterparts. Once registered, students pre-
dicted as most likely to need aid in history (based on high
school indices, ACT social studies and English scores.
high school grades in social studies, placement exams and
personal interviews) were assigned to Mrs. Cash's sec-
tion for compensatory instruction.

While the objectives of the ACS course remained inte-
gral, materials employed for instruction were. for the
most part, those of the history course. Basic skills, such as
outlining, paraphrasing and summarising utilized the do-
cuments and books of the history course as illustrative
and practical models. Vocabulary development, text-
book analysis. and literal and interpretive comprehen-
sion skills had a similar focus on this same body of
materials. The process of transfer of learning was
intrinsic to the design of both courses. For example. in
teaching the skills for takingnotes from lecture (ACS stu-
dents attended the lectures as members of the history
course), the lecture was recorded, and the class deve-
loped a model set of notes from it. ACS students have
made excellent progress in their notetaking skills: they
now require half the time usually needed to achieve the
same level of efficiency. Improved skillswere reflected in
improvements in fulfilling the history assignments.

Some skill units, such as the writing of a research
paper, used materials and assignments from the history
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course and also supplementary resources reflecting other
areas of student interest. Other skill units required
material entirely external to the history course, such as
the unit dealing with taking examinations, since the his-
tory course did not use the essay or short answer
exmnination for evaluating student learning.

Structural revisions in the history course were
matched by !ninny developed content revisions. Work-
ing together, the staff agreed first to emancipate our-
selves from the necessity of "covering" every aspect of
American history from 1607 to 1665, in favor of a pro-
blem-solving method preserving the academic nature of
the course. The deciihm was made to emphasize two
major historical proh:ems; thecauses of the American Re-
volution, with special reference to the Stamp Act crisis of
1785 and its aftermath; anal the background of the
American Civil War, concentrating upon the major is-
sues of the 1850's. The study in depth of these two areas
allowed investigation through the use of primary
materials, as it permitted comparative evaluations.

We introduced the "process" approach to the study of
history in a course introducing students at the earliest
level of study to specific problems historians encounter in
reading and writing history. They involved precisely
those skills in reading. studying and interpretation most
needed by our students. Our focus Was upon the his-
torian's methodological and interpretive equipment, and
not the authority of his conclusions alone We were
particularly concerned that students learn to isolate and
explain what historians call "theses," the interpretive
generalizations framed as hypotheses or arguments.
Similarly, students had to become familiar with the use of
evidence, the combination of data and reasoning that
either validate a thesis or fail to validate it. We wished
students to be able to identify bias or subjectivity in what
they read, or in themselves, and to evaluate to what ex-
tent bias distorted the evidence. Ultimately, students
write narrative accounts of a historical event. based upon
documents presented to them, with, of course, them-
selves employing a thesis, appropriate evidence. and a
narrative style.

In order to provide challenge and to satisfy the
historical dimension of the course we worked up a range
of historical materials presented in an ascending order of
sophistication, from single documents, to articles by
historians, to monographs and scholarly reviews. Al all
points students were required to analyze the material in
an escalating series of written assignments. culminating
in narratives. Right short papers were include:las formal
assignments: we accordingly scrapped examinations in
class and cancelled the final examination. We made the
assumpt inn (perhaps the pious hope) that students taking
the history course to fulfill college requirements would
find a basic methodology transferable to social sciences
or humanities. For prospective majors the methodo-
logical grounding (something students at the major level
are expected to acquire by osmosis) should be applicable
to advanced historical study. In any event we thought the
"process" as valuable as any information students were
likely to remember from the conventional survey course.
Most important, we attacked problems of skill acquisi-
tion and intellectual inquiry as concurrent and comple-
mentary. Conquest of the first enhances the other.

e

At this writing no definite conclusions can be drawn
with certainty, since the experiment is still in progress.
There are, however, several specific Questions that must
be asked. Is teaching/learning of reading end study skills
more successful in relationship to a content-area course?
Is teaching /learning in a content-area course more suc-
cessful when reading and study skills related to it are pre-
sented simultiimmusly with it? Whet specific effect will
the modified nt met ure have on student performance? Will
student attrition riaes be different in this experiment
than those of the usual courses? Will student per-
formance be better in a "proces-orienter course than in
the traditional survey? Will ACS students in the experi-
ment receive higher grades in history than students in
regular sections of history? flow will nonexperimental
ACS sections function? What result can be anticipated
[ruin students not fakir.; any ACS course? Will Nelson-
Denny post-tests scores show greater improvement for
the experimental group as compared to regular groups?
Will experimental students carry over their training to
other courses?

We can suggest, based on professional evaluation, et
least at few tentative conclusions. (1) Students in ACS-Y
showed superior performance in the history course than
wuld have been predicted by their high school aver-
ages, ACT or Nelson-Denny pre-tests. (2) Student moti-
vation in the ACS -Y section was exceptionally high.
Attendance has been high and the dropout rate very low.
(3) ACS -Y students found the "process" approach to
history exciting, and perceived themselves as having
grown markedly in comprehension. It may be hoped. of
course, that thorough analysis of the results of the ex-
peditme nt will encourage continuation of the experiment,
The impact of the experiment upon the future of relating
content areas and Academic Skills remains an open, a
provocative and a challenging query.
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In-Service Training for Faculty in Reading Improvement
Divisions and Social Sciences

STEVEN COL:::
Department of History

Queenshorough Community College

SHIRLEY AARONSUN
Department of Basic Skills

Queensborough Community College

Profaner Aaronson: Our meeting of reading and con-
tent area instructors testifies to a recognition of mutual
need. Five years ago we were in our special places and
reading was off to one corner, like an illegitimate cousin
no one wanted to recognize. Now we reading teachers are
glowing as we realize we are needed by the academic com-
munity.

The reason there has been such a dramatic change in
attitude is because of CUNY's new admission policies.
We're seeing more of what has been described as the "new
student" by K. Patricia Cross in her book. Beyond the
Open Door. According to Cross, this student's profile,
which many of us certainly can recognize. is that of one
who avoids work, reads little, seems passive and in-
curious, needs a great deal of structure and reinforce-
ment and seems to lack communication skills, Students
who fit this image are the "T.V. babies."

Our purpose today is to provide a forum for it inter-
change of ideas and to explore models and experiencesat
different institutions that have attempted to bring skill
and content areas closer. Perhaps we can take a moment
to describe the programs at Queensborough which re-
flect the new spirit of accommodation between reading

d history. Steven Cole, a member of the history depart-
ment. and I have been cooperating since 1970. We started
by devising an informal reading test in history in order to
identify when tutorial help would he most effective.
Professor Cole: Our informal test was a self-contained,
often rather dry piece of writing followed by a series of
questions ranging from the simple location of a fact to
complex understanding-of concepts and interpretations.
We found the test was eighty percent effective in predict-
ing student inadequacy. From the second or third week of
the term. therefore, sometimes before experiencing real
difficulty, students come for tutorial work. Our tutorial
program is volunt nry. We use students from the four year
schools as tutors, Tutors meet with students weekly or
hi-weekly. Faculty also meet with tutors to discuss
academic problems.

The tutorial program has been enormously supportive.
Th.' failure rate among students who do not come for tu-
torial assistam: . three to four times highe than among
those olin dc 1' air. tutored improve significantly. I
think thri are Ito. se reasons for the success of this pro-
gram. First, v.. are !fling young tutors who do not pre-
sent an sutheett) image: second, there is one-to-one con-
tact between htudent and tutor; and third, the emphasis is
on strenghening sk:ls while using historicsi material.
This is not a crash program for tests.

We never established a control group. This is a volun-
tary program and that in itself has elements of a control.
We decided not to make it compulsoryI do know it's

. C.
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working, but I wouldn-t say just where it stands exactly
without further testing.

We use the seminar method to train tutors. Because of
the size of the reading component in history, tutors have
to be trained not only in teaching historical concepts. but
in helping students learn effective study skins and
methods of handling texts. The e.:minar method is ex-
trett,civ adTcctive as a training technique since it allows
tutorP to discuss current problems as they occur and to
gain insight by discussion with other tutors and super-
visors. What we have now is a closely coordinated pro-
gram. Our next step should be to make this an instruc-
tional program.
Professor Aaronson: In addition to the tutorial pro-
gram, this term another example of interdepartmental
cooperation is our co-teaching experiment in history and
reading skills. I was given permission to set up an ex-
perimental class in reading skills in history. It was com-
prised of that small but significant group of students who
barely failed to pass the placement test but who, none-
theless, demonstrated valid indicators of probable good
performance on the placement test, such as percentile
ranking in high school. , ssing grades in social studies
and English, and laid) sigh vocabulary scores. The
course in reading skills was planned in correlation with
the course in ancient history, taught by Dr. Polak. Dr.
Polak and I have formed a close working relationship that

' has been revelatory for us both. We schedule conferences
weekly and I audit his course. These conferences have
been invaluable as an opportunity for expression, pro-
viding feedback and gaining perspective on instruc-
tional and motivational problems.

The experimental class was not envisioned as a tu-
torial experience since these services are available else-
where. It was established to help students deal develop-
mentally and sequentially with the reading skills
necessary for the study of history. In the reading course
we use itte assigned history texts and begin at the sim-
plest literal level and move to the more complex ability to
read inferentially and critically.

The study of history. however, does not necessarily
pt oceed front the simplest to nttire complex skillet he ern:
phasis is on the chronological or thematic sweep of his-
tory which often juxtaposes simple and complex matters.
The reading skills course, on the one hand, must stay
abreast of the history course. On the other, my
pedagogical practice is to develop skills as a pyramid
after establishing a firm base. The teaching of reading
skills had to meet both requisites since students were
immediately confronted with the reality of taking notes,
handling difficult and long assignments including source
readings, and preparing for essay examinations. Inci-
dentally. the students receive three credits for the ccm-
pletion of the history course and none for the reading
course; this makes for bitterness and motk ational
problems.
Professor Cole: I think it is very important in this pro-
gram that the reading teacher he in contact with the his-
tory class on a daily basis.

Perhaps we could hear about other reatlinu.iontent
area programs from the audience.
Speaker. Staten Island Community College: We'reiputt.ng n effect a master lecture once a week in con-8



junction with basic skills classes. The students meet in
sections three times a week. We have two social
scientists, one composition teacher, one reading spe-
cialist, four interns and two counsellors connected with
the program. The freshman program is seventeen hours
per week.

A typical program has a general theme, The City. There
is a social science lecture, a composition course, reading
tutorials. Our assumption is that major difficulties
among slow learners are linguistic and the social sciences
present a good opportunity to work with them. We do
have a problem, however, in finding texts that are not too
dry and scholarly.
Speaker, Queens College: In the last two years, Queens
College has had to assume some responsibility for Open
Admissions students. Our program is based on the as-
sumption that content areas and credit should be intro-
duced in the first year of college. I'm associated with a
course called Ethnic Groups in the City. It's a three credit
course that attempts to combine content with skills train-
ing. We try to treat the course as interdisciplinary. We
also try to move from the particular to the abstract in the
course of a year. The readings and the examinations get
more difficult and the material more theoretical as we
proceed. We begin with a comparison of personal and
historical material. How to generalize from personal
material is an early topic. Then we discuss how an-called
ethnic experience often turns out to be class experience.

We've found that our success with students is directly
proportional to the amount of time we can spend with
them.
Speaker. Medgar Evers College: Our freshman stu-
dents may enroll in a core program consisting of seven
half hours of required courses and four or five hours of
laboratory work. Our team is one social science teacher, a
reading and a writing specialist, a teaching assistant and
a counselor. One hour of instructional time per week is
devoted to counselling, one hour to basic skills. three half
hours to content area. Four and one half hours are to be
used at the team's discretion.

We use content as the vehicle. The major concern of the
program are the skills: writing, reading and cognitive de-
velopment. i.e.. study habits, test taking techniques,
logical processes. We use mathematics to teach logical
processes, for example. The reading people determine the
content.

At the end of the year the student takes the freshman
composition exam. To pass the student should have an in-
structional level of ninth grade comprehension and an in-
dependent reading level of eighth grade.
Speaker, Kingsborough Community College: We have a
system of paired classes. Six credits err offered. Four
credits are in the content area and two are in analytical
reading. We do 'lave a core of readitig specialists, but we
rely on English teachers primarily. The English teacher
uses the text from the content area.
QUESTION: Has anyone ever made an at tompt to teach
students how to synthesize material?
ANSWER: I've tried to tlo it in my own history class. I
tried to take a topic around which if model could be con-
structed and then see how the model Mutes to other
periods in history. It's difficult.
ANSWER: I have done workshops dealing with ah-

street ideas. We try to approach critical reading. writing
and thinking through a focus on self-definition.
Speaker, Wetherell. Lehman College: I've found that the
biggest obstacle is that students don't have literal com-
prehension. Unless a student can comprehend .iterally
what he reads you can forget about analytical faculties.
Professor Cole: I should like to establish a clearing
house through the Chancellor's office so that people
throughout the City University who are attempting to
link content and skills areas can exchange information. I
think this description of programs has been very useful. 1
think we have brought up three poi.-4.s that merit further
discussion, They might be described as the aims of teach-
ing skills in the content areas. The first priority is estab-
lishing basic, literal comprehension. The we have to con-
sider attempts to teach abstract thinking. And, finally, I
think we have to define for ourselves what we mean by
college level reading.



Impressions From Two Interdisciplinary Experiments
With Underprepared Students

CCNY, 1973

IVO D. DUCHACEK
Department of Political Science

City College

The first experiment was an interdisciplinary course,
combining political science, history, psychology, English
and CSS for a group of average and underprepared
students. I shall refer to this experiment as "INTER" for
brevity's sake.

My second experiment (the following semester) was a
combination of political science with English and CSS. I
shall subsequently refer to that experiment as "POLENG"
for brevity's sake.

Generally speaking, I view INTER as a failure in
contrast to the moderate success (and future
potenliality)of POLENG.
INTER: Theoretically much can be said in favor of
interdisciplinary exposure of the incoming freshmen. In
practice, however, we did not quite succeed in
intergrating our three disciplines (plus English and CSS)
into one meaningful whole:
(a) A truly interdisciplinary course would have required
at least half a semester of preparatory work on the part of
the "content" faculty. We had neither the money nor the
time to do this and I suspect that this would be also the
case in the future. We finallygave three separate courses
(each subject a 2-heoar session a week and the fourth day
all three professor presided over a 2-hour supposedly
interdisciplinary discussion session).
(b) The result of this arrangement was that all students
had their full program within our framework and no
possibility to expand socially or personally beyond the
given framework. They complained about it. They fell
separated iron! the test of the college. They were a
'special group" and they knew they were a special
group in as perjorative sense. not a group of the specially
talented ones.
(el The uriderliing philosophy was that our INTER-
framework would represent a sharp and exciting contrast
to thpir high school experience. It was too sharp. With the
benefit of hindsight I wonder whether fin underprepnred
student should be exposed to something so radically
different; there is nothing wrong with a good preparatory
high school curriculum and requirements. The contrast
should be in terms of quality and individual cure, not
necessarily format. To quote the coordiantor of INTER.
Adrienne Rich: 'There were moments when during the
9-11 hours (on the fourth "interdisciplinary" day)
students got a glimpseanxiety-producing to someof
one of the things we tend to take for granted: that
professors can disagree, that argument is possible
between mutually respecting peers. that no one
"discipline" is "right." Adrienne Rich sees the
interdisciplinary open disagreement as a good thing.
which it is. However, i emphasize her terms "anxiety-
producing." We three professors deliberately, and
perhaps sometimes artificially, cultivated dissent: I
wonder now whether this was a correct-proceduri for the
bewildered, uralerprepared freshmen, unfamiliar with

77

political science and psychology, and ill-taught in history
in our high schools.
(d) Another objection to our INTER experiment was the
mix of the students: the average were integrated with
the underprepared. The argument for such a mix is well
known: "the better students will stimulate and elevate
the underprepared Ina higher level of critical learning." I
am afraid that the contrary has often happened; also a few
brighter students tended to monopolize the question
periods, frightening the less articulate and shy students
into passivity, despair, or boredom. The large size of the
class and the "mix" were obstacles to meaningful
discussion in the regular lecture/discussion classes: I
have to admit, however, that our fourth interdisciplinary
(collective) class occasionally succeeded in electrifying
the students into a broadly based discussion. One
conclusion seems self-evident: if we really want to help
our student%clusses must be small and seminar-like.
(e) One very positive lesson emerged: while history.
psychology, and political science did not succeed in their
attempts id interpenetration, the cmnbi mil ion of English
and College Skills with Content Courses created novel
and interesting channels of communication between the
instructors as well as the students. And it was this
encouraging lesson which had ledme to offer my time and
energy (above my normal teaching toad) to POLENG.
POLENG: The basic idea of POLENG was to graft
English and CSS onto my basic polical science course (a
combination of theory. American Government, and
International Relations, with focus on nationalism and
national self-determination). The students assigned to us
were subaverage.

jean Wiles (CSS), ferry Gould (English ), and 1 agreed on
one book to be used in all three sectors with different
emphases, techniques and perspectives (Orwell's
Essays). We visted each other's classes and parlicipatad
in discussions whenever our special knowledge could
contribute something different. (While the English
instructor pointed to Orwell's style. I emphasized the
political meaning of the same statement and so on).
Anything negative? Certainly:
(1) Both I and Jerry Gould became seriously ill during
the semester. After the promising start, I. in particular,
barely finished the semester before undergoing a major
operation in which my capacity to speak was at stake.
(2) I made a mistake in trying to cover what, in my
conscience would be a justifiable 3 credit course
(introductory) in political science. Depth rather than a
general view would have given the students a better
preparation for their future college work. The next time I
plan to focus on as few basics to be discussed HI a leisurely
tempo: or adhere to the usual content of an introductory
course, but extended over two semesters. Briefly, I
advocate a combination of as content course with English
and CSS in a farm of a slow track course.

It was also an error on my part to schedule the
projection of political films Cuban Missile
Crisis. Hay of Pigs. etc.) too I should have shown
them stag flog with the third week. They have preyed an
pitiraorilirlarily MOM tool in Act interest and

na ly ica I comment.
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Sumestions
The following suggestions are based on a not too

successful INTER experience and on a more successful
POLENC, which, however, was plagued by the sickness
of two out of three instructors:
1. The combination of a social science or humanity
discipline with English. CSS (and possibly Speech) is
highly recommended.
2. Such a combined course should be in a slow-track
category rather than marked an unrealistic hope that
underprepared students can by this met hod still complete
the college in four years.
3. I do not abhor the idea that such a course would be
run deliberately as an "enlightened high school course" in
the first half of the semester.
4. The classes should be small and consultations-with
the instructor frequent.
5. In the first 5 to 6 weeks no reading assignment should
be left for home study alone. Everything should be
reexamined in class. The greatest handicap I could note in
my students was not a lack of motivation, not a lack of
interest. not a lack of industry but simply their lack of
ability to detect what the central idea or concept in a
paragraph might be. The good effects of CSS manifest
themselves much too late for the purpose of the first test.
Right file.. tam beginning students must be guided toward
distinction between important vs. marginal, and
conceptual vs. merely illustrative material.
6. Short quizzes and tests should he very frequent (I
suggest every 2 weeks), even though students will
complain. They should be successively exposed to all
kinds of quizzes; multiple choice, selections,
identifications, expanded identifications (that is,
identification plus student's opinion "why" this or that).
and guided essays (essay questions which stale what
should he in the first, second, and concluding
paragraphs).
7. I also recommend that students should be somewhat
bet ter screened than was the case in Political Science 70.1
have in mind students whose mother longue is not
Foolish. It was a truly pathetic sight to observe one
Chinese student using a voluminous Chinese-English
dictionary during a 10 minute truedalse quiz concerning
the 11.5. Constitution.

Is the above also a comment on the New York City high
schools? I think so. I have noted time and again how
Blacks from the Caribbean (including French Haiti) have
superior study habits and an ability to handle new
concepts nr illustrations from American history
;unknown to them) more effectively than the Nev.
Yorkers.

In my introductory international politics course I
usually give an unsigned quiz in the first contact hour to
determine the general level of alertness. in !rest in
current events. and knowledge of some terms to be used
by me in the first lecture the following day.
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Linked Classes

MORTON FUNK
Department of English

Kingsborough Community College

Kingsborough Community College's initial experi-
ences with Open Admissions students were similar to
those in CONY. We, too pied several different textbook
attacks. We began a tutorial program. We started a
readinwwriting workshop. Each approach. on paper at
least. seemed a satisfactory initial attack on the problem
facing us.

As time elapsed we all fully realized that students en-
tering college under Open Admissions were, in many in-
stances, severely deficient in listeninwreadinwwrit-
inwstudying skills, The young people we were teaching
were required by the New York City Board of Edmaition
to have only a reading achievement of KM on
standardized reading exam before graduation from high
school. Those of us with a knoWedge of the literatureon
improving reading achievement scores are fully aware
that a 15 week college semester does not permit the timeneeded to enable a student to raise his reading
achievement grade level to one commensurate with our
college level textbooks. And, of course, if we put our
energies into raising standardized test score results, we
should not he facing adequately the task of helping these
students to "cope" with college level subjects.

Fully cognizant of this situation, we at Kingsborough
felt the best method for helping all our students was to
prepare them with the basic tools for success in college
level subjects. We felt that learning how to handle
textbooks, learning how to organize ideas. learning how
to evaluate reading materials, learning how to use the
library, and learning how to study efficiently were
essintial minimum requirements for success in college.
While we were teaching these variousskills.however. ourstudents did not seem "to pull it all together" and apply
the skills learned to other disciplines. To try to overcome
this problem of transferring learning and to motivate
desire for advanced learning tools. Kingsborough's
Freshman English Committee began to experiment with
"linked" classes' whereby entering freshmen are pre-
programmed in accordance with student area of degree
preparation. A Liberal Arts student, for ',simple.
ordinarily takes a course in sociology during the collegecareer. Under the "linking" system. 20 students,
recognized as deficient in certain basic skills as
determined by an exam administered prior to
registration, would be programmed into a poetic:111am
section of English linked/section of sociology. Tnese 2n
students would now have the same sociology instructorand "le salmi English instructor.

WI, have hem: 'inking has the following advanlages:
I. Millen! s are immediately aware at the imperlance

of succie s in both classes.
2. Mot ivation is extremely high.
3. The text hook used in the English class in

itemensirate reiebnitilearning,simiv Skills techniques is
the text ewe the linked class.

4. Both instructors nuipt to (Ino.1:4% olnai student
prigress. class ',regress, special skills it )t

class.
5. The teacher of the linked class develops greater a-

wareness of students' reading and writing abilities and
begins to analyze his choice of textbook and the types of
exams and research for which he holds his students
responsible.

G. Both the leacher of English and the teacher of the
linked class develop an overall awareness of college lifebeyond cm individual

This is not to say that we have removed all the
prohlems of Open Admissions. We still have student in-
ability In understand the new vocabulary: we still see
slow plodding to understand the sentence and ultimately
the paragraph. What we have achieved is a greater de-
gree of success in creating student sense of purpose. Stu-
dents understand how learninwlistening/ead-
inwstudying skills help to achieve college success.
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The Sixth-Grade Reader in College:
A Realistic Prognosis

HELEN E. LP:FEVRE
Department of English

Community College of Philadelphia

We give him a reading test. But he lacks confidence; he
tends to become confused. He looks at each item in a pas-
sive way, hoping the meaning will come through to him.
He makes a pattern on the answer sheet. When we score
the test, we find that we are dealing with a student who is
reading at the sixth grade level.

What are the characteristics of this student. and what
can we expect to do?

In my opinion, a crucial weakness is the student's
distance from the language he is expected to read in col-
lege. The student's own language. standard or non-
standard, may enable adequate communication with
peers. but this is not the language appropriate for cut
lege. If standard written English is, as has been noted
often, a special dialect of the English language, the Eng-
lish of textbooks is a special variety of the dialect. Our
student neither speaks nor writes it.

Structurally. written language of this student resem-
bles English described by Dr. Ruth Strickland in her
study of the language of first graders. When the student
reads aloud a typical textbook sentence opening with It or
there or inverted i t structure, the variance is evident.

Here's an example. A student was asked to read aloud a
sentence which hod presented difficulty on a reading tees::

Not unless the rains were unusually heavy that year
did the farmers have a elm! crop.

Baffled by a sentence opening with not and unless, he
read them as individual words: Not...unless. After a mo-
ment, he grasped what he thought came next, and read:
The rains were unusually heavy that year. A moment
later, in a satisfied way, he read this question: Did the
farmers have a good crop? Total meaning. zero. He used
intonation patterns he already knew to fit together the
parts of the complete printed sentence. He lacked com-

..pletely,t he over-rpling imprinting pattern funda;nental to
the mearing of the sentence as a whole.

One ..uthority suggests we must have a

psycholingnistic theory for reading that "emphasizes the
main- but generally unrecognized role of intonation and
inns speech in silent reading. This theory holds that
large, over-riding intonation patterns delineate mean-
ing-bearing syntactical patterns in English."' More spe-
cifically, Professor David Eskey suggests "the syntax of
unsimplified written English typically exhibits a degree
of complexity much greater than that of the spoken
language" and "advanced English structure should he
taught to students who must tackle such English reading.
and that it sleuth' be taught in connection with this
reading.- It has been demonstrated that familiarity with
the structural 'Dimwits of the language leads to greater
achievement in reviling. Dr. Virginia Allen. who
participated in Sau-S well known experiment in
pat t ern - wart ice. rep iris:

Somewhat to the Purprise of the staff, scores (la the
Cooperative English Test revealed that the experimental
groups made greater gains in reading after a year of
grammar pattern practice than did the members of the

all

control group. Whet made this result the more striking
was that the control group...had given more attention tii
reading, as such, and to discussions of the material read.3
Dr. Marion jenkinson, addressing the National Reading
Conferences, cited a number of doctoral dissertations
linking ability to handle syntax with readieg compre-
hension.4

Here's one way of looking at the problem. A student
speaking or writing can choose his words, sentence struc-
tures, figures of speech, references. He has all these op-
lions. But, when he reads he has no options. The language
of the passage is precisely as it appears on the printed
page. He can express. for example. orally or in writing
"keeping up with the jemmies." an idea familiar to him. But
he cannot begin to read a passage from Thorstem Veblen
expressing this same idea. For the student, it's almost as if
he is attempting to read a foreign language. Many of the
words are familiar, but he loses his way among Veblen's
sophisticated structures. With patient tutoring, he may
appreciate many concepts hitherto unknown. imagist-
ed, he cannot comprehend them from the printed page.

A contributor to the Journal of Reading suggests the
low-level reader needs. first a structured oral practice
like that mentioned by Dr. Allen and Professor Eskey.
Oral practice is ei powerful teaching device, since the stu-
dent learns at once the structure and the accomprnying
intonation pattern, basic to the mcaning of the sentence as
normally "heard" through the phenomenon of inner
speech in silent reading. After oral practice, the writer
suggests. written practice should follow, then work in
reading.s

At the Community College of Philadelphia we have a 2-
semester language curriculum designed originally for use
by deaf and foreign students who have completed a
period of oral practice; at present it has been extended to
include other groups. Such an approach, with an added
sentence-oriented remedial reading program designed to
build sentence sense, is possible for a severely retarded
reader. It is, however, a lung -range approach.

Suppose we have a student for but one semester. In
realistic: terms, what can we expect to do for him?

Ilry many &Minds, ibeeffeell'y using-reading material
from simpler college texts for motivation, but with some
in that textbook manner that I write myself. I approach
terminology directly. A good technical exercise is to look
for key terms, concept words, as distinguished from less
vital vocabulary items. A student of elementary biology,
for example, should make a list of key concept words used
in that course for his reading teacher: if possible, he
checks list and definitions with his biology teacher.

Another good exercise is practice with sentence sum-
maries to select, from a short passage, generalization and
major supporting details. Oral. followed by written
practice class, with the teacher at the board. can be re-
peated often since it takes little thin!.

Simulation techniques are quite veluable. Hypotheti-
cal examination questions based on passages in relevant

produce. again, high generalization and sup-
portive. pee. This is the best way I have found to teach
pour readers the relationship between is RIMPrillIZalion
flail its support. Its first step is to decide on the form of the
answer: I sentence. 2 sentences. it paragraph. 2 pain-
graphs. Here ale two examples. I m as rsa-ilittiliti war. in
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geology. a question could be: "Explain the weathering
process in general." An external authority always im-
presses students more than a statement from one'sown
instructor, so I give my students this advice from Jr.
Leslie Nason of the University of Southern California:

In writing essay -type tests students should be care-
ful to answer each question precisely in the very first
sentences. Illustrations, examples, and further discus-
sion should be included only after the question has been
answered directly.

The class considers the passage, formulates a first
sentence for a direct answer, discusses material to be in-
chided, after which the students write. A history quiz
may have the Question: "Discuss the prospects for
national unity in the United States of 1790." A class in-
variably finds factors noted in the chapter that work for
against unity: a 3-paragraph answer naturally results.
After a brief discussion of possibleopening sentences and
of transitions between paragraphs, students write.

Videotaped lectures in a classroom situation by rot.
lege instructors another simulation techniqueare
good motivation in instruction for listening and note
taking. I found that a filmstrip used early in our biology
course also was useful. Students are permitted to use
notes during a brie! quiz on the material of the lecture or
filmstrip. Note taking on a text passage. with 1 page f
notes permitted. produces high motivation when stu-
dents can use such notes for a later test. Working in small
groups is advantageous as an aid in deciding content in
the test. Sometimes I tape record a question-and-answer
session of the kind that often occurs when a class has read
a textbook chapte for a subject-matter course. It gives
students an opportunity to hear their own recitations and
how they sound.

What is the result?
In one semester, apparently we can lay a foundation of

some kind for reading improvement. It will not be much
more if the student begins is a sixth-grade-level reader.
In spite of my beat efforts, my post-test reveals no really
significant improvement in reading scores on the part of a
number or poor readers. I must comfort myselfand this
is actually a seal comfortthat the stbdent's fecurat.y
rate has improved. Rather than attempting 40 items with
12 correct, perhaps the student tries but 25: and has 16
correct. Something has happened!

In fact. I feel we can produce a reader who is more ac-
tive, with more confidence and with more ability to con-
centrate. I do not feel, however. that in one semester ac-tual skills can be improved to the point where the stu-
dent can handle the kind of textbook reading Le will en-
counter in a course whose subject matter is on the col-
lege-level. Nothing would please me more than to have
someone explain to me how to do it.

FOOTNOTES

1"The Simplistic Standar.. Word - Perception. Theory of
Reading," Elementary English, March. 1968. p.2.

4"A New Technique for Teaching Reading to Advanced
Students." TESOL Quarterly, Dgcpmber. 19"(t. p. is.

""'reaching Standard English as a Second Dialect,"
Teachers College Record, February, 1967, p.369.

Address to the National Loading Conference, December
2, 1969.

&jack B. Kroll, "The Audio-Lingual Approach and the
Retarded Reader," loom! of Reading, November, 1967,
p.93.
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In-Service Training For Faculty in
Reading Improvement Divisions and

Natural Sciences

IRENE MARTIN
Allied I leabh Learning Center

New York City Community College

An Open Admissions policy for the City I Iniversity of
New York has been in effect since September WO. Since
the adoption of this policy the level of student academic
preparation often falls far below the minimum levels
necessary for successful completion of the career course
of study. For many, organizational skills need develop-
ment to enhance learning through lecture, laboratory, and
clinical experience. Students, for example, enrolled in
courses in the Natural Sciences, often because high
school course content does not meet the prerequisite
levels necessary for survival in freshman courses, need
additional preparation to meet the rigorous curriculum
designed for a course of study resulting in local. state or
federal lirensure andtor certification examinations. To
complete the course of study and acquire necessary cer-
tification seem overwhelming tasks to Open Admissions
students. Educators should explore possible options fora
continuation of higher ed , ion that will enable stu-
dents enrolled in career and transfer programs to widen
their..horizons to include a vast range of educational
opportunities.

A Learning Center is a comprehensive network of sup-
port systems designed- to facilitate student learning and
utilizing a team of content faculty, remedial specialists
and tutors for preparation and implementation of a series
of mutually complementary strategies of learning.

The Learning Center staff focuses on application of re-
medial techniques, methods and materials as well as spe-
cific content areas in departmental courses to achieve the
objectives projected. Activities creating such an en-
vironment appear below.
Diagnostic Testing and Base Line Data

Diagnostic tests are to tN developed to prepare precise..
prerequisite vocabulary; reading cliprehension, and re-
lated content skills necessary for entering freshmen to
succeed in their first term course of study. Comprehen-
sive reviews of high school records aid student placement
for remediation, prerequisite training or first-term pro-
gramming.
Tutorial Assistance

Tutoring is a complex process based on sensitivity to
individual student educational and emotional needs.
Effeclivc tutoring achieves mastery of subject matter in-
volved through supportive tutorial assistance with, its
ultimate goal, student self-direction.

Today tutorial assistance as enlarged supports many
learning situations, including both open laboratory and
multi-level Learning Center.
Freshman Study Skills Mini-Course

Courses offered to freshman students deal with read-
ing and at ady skills applied to a specific content course
wagon ea..11 i.nrricaltini. The LenEninx Center staff con-
sults content faculty members to analyze reqWred
readings within the content curriculum.

10 14,
vt,.

Sequential Modules of Instruction
Instructional modules as developed for the needs of

students with varying backgrounds and educational
skills encompass single-concept units of learning in a
framework conceived with reference to prerequisite
skills, current curriculum and enrichment activities.
Supportive Media Aids

An available media team works with faculty to design
and develop supportive instructional aids for classroom
use, tutorial sessions, and student reference. The team
utilizes college production resources.
Media Cross Reference

Several college locations house material where faculty,
who must be made aware of existing resources, can se-
cure aids applicable to the content of their course. A sys-
tem of cataloguing media available in the college and from
commercial sources is needed to ensure presentation of
material and adequate experience to aid new and ex-
perienced faculty in the teaching of new courses.
Student Development Workshops

Student Development Workshops analyze educational
options and occupational opportunities available to stu-
dents. Various career choices are defined and procedures
for continuing education and assessment of goals are
examined.
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Reading in the I:entent Areas: Humanities

EDWARD SELTZER
Department of Philosophy

Queensborough Community College

I shall discuss the relationship between st cdying the
humanities and learning to read with reference to the sub-
ject I teach -- philosophy. The approach I use to in-
corporate the readihg of philosophy into the teaching of
philosophy is not necessarily the only one possible.

One of the first difficulties a philosophy teacher faces is
that philosophy is a subject with which most students are
unfamiliar. Unlike European college students. our stu-
dents rarely have encountered it in their pre-college edu-
cation. The typical American student reacts to
philosophy by assuming the subject is either too difficult
to master or is irrelevant. Once registered for a
phiiosophy class, many students take a "show me" atti-
tude. essentially different from that shown to other
courses for which they have enrolled. Such students al-
ready believe these subjects are of value because
authority establishes the course in a particular concen-
tration leading to a degree.

The situation of the philosophy teacher can be both
burden and challenge.- and Iheircommon term is the teach-
er's personality whose importance has been evident since
Socrates. Socrates himself recognized that the philoso-
phical attitude can be found in anyone "...who has
realized that in respect for wisdom he is really worth-
less." For Socrates. a "teacher of philosophy" is notsome-
one who imparts knowledge to the ignorant. as a man fills
an empty cup with water. Rather, a teacher of philoso-
phy is one who stimulates the desire for truth in those
with whom he converses. Socrates believes no genuinely
human existence is possible without the inquiring mind.

Like Socrates the classroom teacher of Philosophy must
show that thinking is valuable and that truth should be
followed wherever it may lead, even into ways that de-
part from the routine or the acceptable. I have found cri-

.t.irol.anii-cni44:eal thinking is best in an informal setting
where students come to regard others as participants in a
common quest. In the search for truth, a teacher must he
careful not to assert the prerogatives of authority. In it-
self, a melt -just ifying authority is inimical to the existence
of the philosophical temper. The ideas of great
philosophers are introduced not as dogma but as theories
whose presuppositions open to critical scrutiny. My aim,
then, is Io teach philosophy as a met hod of critical inquiry
rather than to teach it as a system of eternal verities.

The type of philosophy course sketched above is suited
to nor students since it addresses itself to the ultimate
questions most college-age people regard as important.
questions dealing with human significance and aspira-
tion. Again, it begins from a skepticism similar to that ox-
pressed by many students toward traditional answers to
such questions, and finally, it emphasizes conversation.
the process of talking nut questions of mutual concern
with one's neers.

The philosophy leacher can use student strengths to
their mutual advantage for he can mike the student
aware that quest ions of ultimate concern are philosophic
in nature; the teacher can at tempt to change the

skepticisri of the student from cynicism to a "healthy
skepticism." an attitude that values the critical capacities
of human reason when it attempts to di .close the truth;
and, finally, the teacher can atterciet to lead his students
to recognize that a group sharing specific philosophical
interests constitutes a peer group.

The foregoing discussion is preliminary to but
necessary fora consideration of the place of reading in the
teaching of philosophy. I have found students read an as-
signment only if they believe it to be of value to them.
Therefore, it is a function of the teacher to generate or to
encourage student interest in the subject. Reading criti-
cally is difficult. Many of our students are poorly pre-
pared for it because their previous education had not re-
quired them to read with critical understanding or be-
cause their culture does not regard the written wordas an
important means of access to ideas. Most students ac-
cept their own experience at its face-value, as immediate
and self-sufficient. Reading is an activity ultimately re-
quiring the reader to penetrate the surface of the written
word before he enters into the depths of its meaning.

The teacher of philosophy must take care in IrNicting
assigned readings. An appropriate reading selection de-
pends upon the goals of the course. 0.:ten it is difficult for
students to read selections that employ a vocabulary and
a sN ntax no longer in ordinary usage. Such materialspre-
sent unnecessary difficulties for students if the aim of the
course is to train them to read critically. The teacher must
offQr his class reading materials that state the problems
of philosophy and their possibleanalyses adequately and
with relative simplicity. Rather than "watering down"
course readings, the task is to find in written language
philosophical ideas so writ ten as to make them accessible
to our students. The search for adequate reading material
is always ongoing, a process of experimenting with dif-
ferent reading assignments, constantly testing these as-
signments against the capacities of the students and the
goals of the course.

The philosophy teacher does not teach reading as el skill
for its own sake. Thi, teacher uses reading materials to
achieve the aim of the course, namely, to develop critical
understanding. Reading should be taught by the teacher
of philosophy as one way in which students canengage in
a dialogue with another pinker: it involves a process of
communication that actively engages the reader with the
writer in the process of revealing the truth. We can consi-
der th. i conception of reading as a form of intelligent 111:
tivity; it i intelligent in the sense that it involves adap-
tive interhct am between student and environment. In this
instance, the latter is the world as cons' ructed by the
written word.

There are specific classroom procedurs s to nourish the
growth of reading as an intelligent activity. The teacher
can convey to has students how he expects t hem to read by
reading critically significant passages from the reading
assignment. Through this demonstration students dis-
cover a node{ by which to consider other reading 11141.1:-
I ions. Tile teacher must be careful his %Indents do not lid -
low the model as an Amebae and slight the el fort re
quireil to reach a conclusion. The teacher must empha-
size II-a. student focus his attention 1111 the 111-11ces
that intervenes when we move Crum .1 Ito its
.ihswin.. by just this pritimss. I owl ilidgments 1.11, be
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reached and this is of central interest to the teacher of
philosophy.

The teacher as a research person also can help his stu-
dents read philosophy by devoting sufficient class time to
elucidating the meaning of specific key terms. Students
become aware that words have a history that the teacher
reconstitutes. Words such as "justice," "soul." and "God."
are of central importance to philosophy whose meanings
and contexts have changed with the passage of time. The
teacher's explanation always should include a discus-
sion of the circumstances, historical and intellectual, that
have occasioned a revision of a word's meaning. Finally,
a teacher must relate technical meaning to everyday
meaning: this enables students to order Iiekin ng's multi-
ple senses. Classroom activities as outlined above can
give students tools necessary to read their assignments
intelligently.

The teacher of philosophy must be sensitive to the read-
ing progress of his students. Again, this can be accom-
plished by using the Socratic method of quest inning, both
oral and written. Such questioning can ask that students
reproduce in their own words the sense of what they have
read. Of even more value, it can ascertain whether stu-
dents have reached deeper levels of understanding
through their skill in drawing inferences from their read-
ing and in relating the structure of what they read to simi-
lar and dissimilar material.

In summary. I believe a teacher of philosophy needs
varied approaches, different methods, to help his stu-
dents to understand assigned reading material. How-
ever. no approach the teacher uses can be applied
mechanically: a teacher must be conscious of the imme-
diate classroom situation and alive to its dynamics if he is
to attain a re damental goal and awaken in his students a
desire for knowledge. For the teacher, reading serves to
effectuate that ideal.
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Innovative Methodologies in Reading Improvement
PHILIP STANDER

Department of Behavioral Sciences
anti Human Services

Kingsborough Community College

The presentation and workshop provided by the staff
of Voices, Inc. at the CUNY Conference, initiated a
national program .wherein university professors and
theatrical performers united to inaugurate a unique and
innovative multi-sensory experience in communication.
Embodied in the performances of Voices, Inc. the project
is supported by a grant from the Education and Expan-
sion of the Arts Programs of the National Endowment for
the Arts, as "The Touring Teacher Artist Program."

The program assumes the most effective learning re-
sults from a multi-sensory approach that evokes
emotional, visual and cognitive responses from partici-
pants and observers. By intensive involvement, those in-
volved should experience a new commitment to, and love
for, learning difficult to obtain when utilizing more tra-
ditional methodologies.

The two-part session. "Innovative Methodologies in
Reading Improvement," is first, a presentation. "journey
Into Blackness," a musical and dramatic review of Black
History in word, song and movement; thereafter, a work-
sheo

Bantu chants, field works songs, street cries, spirituals,
rhythm 'n' blues and jazz, develop an abbreviated his-
tory of the Afro-American from his African culture
through the generations of slavery to the present day. in
turn, driving rhythms, dynamic dances and dramatic
portrayals of the American Black man, past and present,
are the means by which to excite empathy with and
interest in the historical issues illustrated. The group is
remarkably versatile in its presentations of the gamut of
Black historical experience. and Black response! in its
manifold expressions.

Major participants in the workshop included lease
aeVore. Managing Director of the performing group, and
1)r. Madelon.Stent, professor of li.'...trietlon..f..7itisC9lleges
Director of the National Right to Read Programs, Chief
Consultant to Voices Educational Service and guiding
spirit of the performing unit.

Presentation and workshop alike make clear that
utilization of Black images and identification are modes
to stimulate development and improvement of English
and writing skills. The challenge! to the educator is inte-
gration of the nation's curriculum so Black images with
whom youth can identify are represented. To meet the
challenge is to restore America's past by makiig the
Black men live who have had so decisive a part in the
shaping of the Western world. The task proves progres-
sively less difficult as this success shows.

The educator need not create a Black History and cul-
ture, for it is there with its fascinating and inspiring array
of heroes and villains, great men and small, leaders and
rebels, inventors, artists and scientists, and is, in fact, no
different in kind from that of all the nationalities who
have made. America.

No. the educator need not write a Black history. Al-
ready. it has been written and rewritten for all grade

t

levels, for all levels of ability. It is available in hard-cover
books, paperbacks, film strips, recordings, movies and
programmed courses. So, too, with new curriculum
guides to demonstrate integration of Black histories into
present courses. Good ones have been developed, used,
tested, and found workable. We still need and,
analogously, can produce such materials in art, music,
literature. science and in the school library.

In fact, we already have achieved development of
multi-racial, multi-ethnic textbooks that, through illus-
trations of children with different ethnic backgrounds,
provide a realistic: current interpretation of our
pluralistic society. Entire series of inexpensive
paperbacks and hardcover hooks on minority groups are
being published.

intensive st talent involvement .exciting and generating
commitment to learning, such as this Conference
presentation cad workshop demonstrates, should lead to
continuing dramatic: improvement in reading and
communication skills. We anticipate the opport unities for
sharing educational melltnelnlogies, provided here by
Professor David Keller. will continue in CI1NY's
Conferences of the' future.

94

41.



U 
II! o s.i.p Is.ia 'ii lI !i"' j;iu iii .i*iq I I I iuiii 

ii $ .19 i1IIiM AIIJ.II:iI Jd Nil1 $ lull 11111 II%%II $ .1 $1111.1 

hiII!N%hPlI .11J'i 1111 lIl.P.1. pIulI%% II I'1IIl isill .111 f'I 1II!III.II 
Ill %.hlII '111(1 i.e $ II3.)..lN Id $l'I $NIIIIIId $.J 1111 .IIt2iI? II1.I.t% 

llI( ) 111111 111.1 ISO' lullIIu!.lJ $11 Sl'.11l'.*Ill% 111$ ill .IIlll'lS!SfI' 
.I.%l $).l.l "I $$! .).%l.ihlJ S lI.,ltl $5 lll1l.l.I4ll '11.1$ ll .l$!lIll sui 

SIIl1N iui'i .ISJIIII:l .1111 pP 
sii,..u*iidtuiip:, 

s1pigs 

lI!I!.l.% .1111 li)l'.)$ 11$ J)dlIlIlllh.l J.)I$.lul I 11$ 5111.1.15 $N!l'll 
.uls '[I .ltjI 'iOU lll'lI I II$ PP 'w I 111111 A NI I) 

1511W II! 1l!.l.lIIuI .INJIIIII IIIIWWIEWU UI! 1(111 5! .l$l!lIiftl u 

pIlIl:h)% I' ';i $5 Ul1!dJllJ 1Hz! $IIIJ $5 

-Il! .191 SI NJdIl?.)I $U!I)l'JJ .111.1 VJl' "A! I!5l1.15 ldqlllllv 
N $WfllP!:I.11iN 141011 III ,HJIl.lt A .11U.U$S.I jiiir .)A! lIlIIM1 

.II u, .IAIUII iiu:i I!'! Il1 ICU 1U0 sN.IIqh.lIllIl.Il.uh' pi .u..qd 
-N(IIU$l? Ill? Ut pd$lflIUil:l I UU!NNdN lull!Ll!IIJ $ A .:iitI.is 

Ui p.i.iti s:ui.i Is jiuu sItIilI1I!uI iH1(l! 11111:1 11,141 i'i'" 
II Ui sJaIq:uhlI Jell lOW 1:,ah1iis d9 I luIII $uluJuhI:) NIU.lui 

-i.iil s"! I!i!diltN!i) lU!UJ'.1I 111$ 11111141? It.11ItJlIIlI! J1 1.114 NalillEl 

I Jdq)l'dI su !ij q 1U !UJI1.Ij 41111 11 10 U! 11115'1J 11511' 

Still! I'u1 I ! .Ihdlij s1A1 1h1JJ.P "! $l?JdIllI .1.1 I! SJJlIIl'.Il 
IU)IuiI:1 01 a1:)UufII!lllu lutl!JJJJlI HU1I!NWJN 1l!tl 1I1JI Al 111:11?., 

dHA.I.H1Ut JblJIl $'flJ I 11$ Ull U11519:) 1? UI Nt1Id4I4lI.I(Ij1U!1lJ?.)1 

)LI!U.IIIIUIEI .11lftI4I91I Jul11 ! UIIIJJ .1lu11!J $1114 $ 5.1.111 p.IIIIJ,J 
IH!Ill!:)ltII1 lUt4)I'.Ei I? hUll JJ9:11f1.l Il'..lUlP l UiI.IAtldlI 11!115 

I'I U ! )1JIIM IAt I:lilJJuI UI? J14 UI?) .1.1.1141 p.i I !I ! 11 '' lull! 

-UlUJI /$4II,I') .):UAJJNU! WI Nd4I4%)jJ$IA JIll) NI? J.)Au)MHI I 

sIll.,i 
IIP.luI IIll!IIIIIP:111111 I I llI? NIIIP!NNIIIIIPV lI.HI( 

Jo IUiA4H' 141 qI!M UJAJ 'AIJHhillt!h w1:IilaJ IllIlJ .ilu.144u:I 

1111) )(U041 I IUV 5l)4fl?J JeI!4J1h1 1)41 U! I)fl1J01hI i%I!t4 IP1fl11N 
$;UdpI% IN IU9 I 1144fl15 qI!M Ih1UJEIUII) .114 1IU qnuqs .111 

.104:10.11 I:il!q'lN .141. I:I.ilqlIs 1)41 hU!119HPI 11 I!M AI!JI1IU!.ld 

11;)UJd:1U:l N! JiflfftliI$ J')l II1UI 1:hlI(jns 114.,. ill') 4Jl).%% 1.111)!!) 

Iil!l4 14 JJ4)l1JI luU!411?dJ I? '19 4)4fl4)14t1 .iaq:iIMI JJA:4.. :11,1) 

4)lflJ) 4.$Ae14 41i1199$ AJIlpUuI:I41N 19$ UU s;sqln:hlds luLlqIt.0 
u,Wi, WUO, fill) IOU 'iPtlI!I '1UU $ Ns11,:I '1141 U! NIUiJIlll)Jd WU! 

U.lH19 JIIJ WU!InAuIJd 11W? WU1?.!UhII:NIJ U! 
Idlil)?? .IJIIUI .uuu:i 

14 I9P'!)11I5 JI )I'UI I"!'I'1 14$ II!q $ IA! Il!JJdlll! .1111111 

Ili Uq ssa:sud WU!UJIMI 1191 Se)AJi)N 10111 1h11411411)14I.111l 

Wu!q9ueiI Jo I!$)hU '14$ JO '1JIPMII JJq:HPJI J.IIII?W 
lI1)qll$l 114$ 11410W 51114 i:,i4ud WUtl!N5!Ul4IV U1IIi() IlJ:1!J!J:Il?N 

'19 UO!$:H1JINU! II!1 iin11 sd:)uI1$NIull:IJ!:I on aiiin ,i1v 

0U114) '19 UI1:1 1111)11 'A441!11p4 pINI:fflJd WU!IOMJ .1ql .Isudulo:I 
1"ql $IJ!I$ 411fl1 iNN'1 1141 U! UIUI:IIIJI$U! JiIJJI 41W? JNJflO 

J1)$Il?W P4I4(4t%1 11141 JO 4)UI?W114) .1141 'lI'(I $OIIUI JJ411!JI 
WU!pIHIJ 114$ U11) J$44!4S (111411A1141 IOU N1fl141 loqi JI)UUI'UI 

U U! WIU1IWU$!NII? WUI1II1IIJ P'1J!1lt)eJ M.l!.%iIJ UI! 
1.111(1 

-dns Ift!J111fl$ JIIJJO A4JJ11W JIJPUJISU! "41 5111)4) Jo .JulI1l?U$ 

I:laqfl% jo s*t14 I? III 1)Iqu:nIddU 0.11? 11114$ hII!pl il1!IUI)5 

-5;, 1i'1P 11$ 114111J11$UW IUIIIUII3 91J!51(IN 1)51) JUIJI1JINU! 
'191 51111(4 1ulNJfllE) IUUldl1I'1A'1I) 444$ U 'iI" I! ! 'JJIII?IU 

1)l)414fl5 :9J4911d5 JOJ $U!JI)I8 I dIU1I '15.111(E) 44!f )4:lI!4 III 
fU9 1141 l P115!lJ.I'1 '19 $511W Uh)!Illl?9 11111115 'JOAIIMIIIL 

w1fl4:) N4P45 $U!pIMJ 1)41 U! UUO )(J(IM 1)A!I 
-Joddlif) 191111 dc4401)lJae$1) 1)fl4) 1114 I4W!1U 51J11(4flS UIUI? $1101 

-WE) 11141 U! NU!11W eIA;8aJdW; 11191 IHIU1IS 5.10 j:WJNU! 'puii: 
-o $tiIt4:i WU!I)PILI I9$ U! it 4 1)iU ! 4) IOIU WU !11q IIJU .15.11111:1 

IUIIIUIE) 1141 UI NIhl11U lI!1 A4IriIN JIUJI WU!Ifl?ilJ J!i)qI i)Nl1I?1 

4 $411U4)Ull:)J11IlIIJW j11eIJ S1U. pfl$ 5115.11111:1 IUI,lUu):I i4I!I% 

p114:1111W '1J A.1I I UOI4M 1111551,4:1 IUIIIUIIAOJdUI! $U!4)l?11J 

U! N'1AJ5W'19$ i,dde. III WU!44!M '1.111W 119 I W,JJW 1IUll4l 
flI UlI!lUA!IIIW IU1)4)flIS J1I$l'iIJW ! 1)111111 1091 11111 ! I! 

$!I U11! $19115! U4 4hIJ11JJII IJI I.q I NIIIIPJWIIJII WhlIjuhu JIIAI) 
$'1Wl1)Uftd%1)lt 41?Ji1AIltl 4)IIIIE)14)UI 'IhIAIIIAU! ! .1114:1111)1 V.IJH 

'III 

$l10$tIiII 4)Ul' .1.114 100$ iIU!pl!.I.l 0.1dM 1.114 III)! IIl!.1.)l11 .151141 

.1.1.111 % %..14ll'IIJ(ldI luU!qll!.l$l p:, -l&llJ$ 11! 4U1! 5)1.1.11! 

IIIIIIIIIPP .1141 II! lU.Itl.IUI.11lli1! luhliIllhlJ Ull IilIlI14NjJlI% .1111 

lull! I I" .%JIIII!JlIlIl!I I' U! lIlI!S!..I.PlIlI'. 

1.1411111 siiti!.ihit.itl 4hlZ!4Pfl$lI,!4II1! A%;$40$ 11.1141 $1111' 4I.I$l'Il4I!..l 
.1.11! 5111.11111 I 4 IJIU.l!JlI A.11.$l?Jlu$l? I .111' Nli?,l$lP.l(I .1.114 $( 

%Sl!I) 1.1$ $11111 11.111411% lu ,!:ioiIS UI .INju,lI:P I' $IIJUI.qul 

.1101:11' SI? P.hJ.IIJI) 11W ! .15.11111:) $1 4)110.1 .1111 1111$ I I! uIi 

.IA.l$I 11$ 451A11411111.l ! 111!1.1 $11111 $ I$ 411$ $l'lIl $P.Ill 4115 14:1! I4.% 

II! !.iSSl!4l 41U11111? %IUiljllI I4 '1$Jt1'1) J"I 1001 $:I.l!uIns .l(IJ 
N.l$tN!IlIl.lJlI:l in -.1.111 NI! $..hN04l (lull lnuIIolhl.I.I 4111.1$ $1' S1111141 

II IS $:9 I ol.I!Ilh.IJ SIIIUJ$IIJ(l .111410) J.11491?.II iftI!Ill!.lJ .1141 

41111' 4.114:11511 H.IJI! IIIIIIUIEI 114 I At1 11111 ,fllIJJU 4(1 lull! 11111911 

IU!llI ! .1.1.1141 UJIJ( ) jluUJ I Wu!aII 0.10 h.fl4:llllJddl! .1.111:1 

II!i 11111? luUuq:)ISIIO:, '$U!q:ll5lI 11100.1 .lSJIllI: l!.IJI? $0.11 

-U. .1.1111411 11l1'llI'1P aqI s.kuu ll AJI!S$.El.11l I4! 'l tilIl I $IUI! 
$Ilu4ll!.0 IUH.%.lI.IJ )OU!q:lH.11 l*j U.q1ll I .1141 "I l!lIlu JHI:llIJ I 

-U! .1141 4:l!14.%% U! NJSNH4:) NIl! )4! Iliblllo 11.14$ 41111! .INJIIIEI 
IU'IIUII:l I! .1114 .blIS!$IIJ U.1IJll WIU.11)ll I4 N1lllll4 I '1I 11.1.11! 

IUIIIII1P:l :1! I!:lods luuuAsl4dlu.l AI1 S,44N fl11!Il51.I 115101 luUu 

-(IIPIJ.%.l4) .P.4*I sJalI:)l!;lI iUl?I s:ioh1nw 41)14111 41111! .4$0411!14 

qs!iluU: 'h0wUt!:l5 jI1!1115 '11411 I!4 U! 5.15519: 'H!' Ull! 1011 

-t1141111:l uu jlalJaJJfl 114$? SulNNI?41 WU!pl?ulJ 'N.11u.l,,ll:l .UI!lhl u 
s.iJul4l.l:ll).11l Il!)!luuhII)1I$.1t1t 41111! 

:1! $Slllllul9jI hU!jllII:lll! '5I!UU ANI 1 ) 11140%05 II! Il.lIll1IllI 
siiii,.iluiijtl lull!pIlo.I .l1jl pP till! du.i:s.ij Il.l$!l! 1.141 I' 41.10.114 

l.% 'Sll4 S.l!I!I!lI!SUI)llSi).l )luuII:v.lI AlP4li%.l.l..I J!.)lIl II! 
1111111.11111 %(l I l.I:llJt.l.)(J.l NUIP! 11111P5 ..41415%IIlI 11111! %111011111.11I 

)! 4 !1.1115 11.1 $U.lsaJd '1.1101 $NIPW lq I .104 .l:lU.IJ.PJlIll:l .111(1 

SlI4l 1PM I 15101 .141 WU!Jl1( 4 AflllIflI,ullI $.11lI 4111)! 1111! I:IIIJISU! 
JO N:l.lIISl! lrlIIiIJ(laqI 11411(1! qI!Aa AI!Jl?(ll!J(I JI011$! sll.lil:IUIP:I 

1101411 14:l!l$.%% il:lluaJilJUul:) IUIIIIhIAIIJ(Iitl! W(l!I)l!.IJ Il!l!II.%$ 
1191 III 15114 lull:, U! inquw ! 11:ll?u.lddl! 5!II.l. J 41' IN 

AI1S.EL%!UI 4 .% I!) .114) Jo 11.ElU.HJ.)d.l 41U1? 5111.lIlIllJI$ :H4!lJdN 
114 1141! .'.% 411.111 1111)1)1? U11! 1:111.1 $NU! IlIillIl.l.VJ11111! lull! I 11!.I1 Jul 

NI:llldSl? 401111(1 41111? 110.1411 0141 5511415 III 4U!.li)S .l:lU.lJ.lJllu:l 
Il!1I(11l 1141141 N!lI I II? Nl11l!JluIIJ(I dlPqsJllA% IIUIIII!.lJ .l1J4_ 

U0t $J1? '1JI))UJ JUJ Null! $11U0h1lUIflhU :nJE).lds 
Ul?:l OM sduqJlld '4)J414j, NUll! 1'4'4J'IJ J!ql Ull 

NUII!IOPUIJIUIUOOIIJ '1f 11W U11 5d0q9JA% J!'1qI JIb N$qW!I 
-14W!9 9!J!:ads $UJSOJd 11$ NJ1)pUaj dulq$4Jl)M 11141 JIl .1111115 

451$!4%U! '1A4 UIIIIUJ11$Jft N!4$ )IUI? $UIU.IUW 5!tlI 
'cft4lJll$11l)d i:rn,d )400$ $114; NdulqNjJIlM 119$ Jul dJl?UlltItlS 

U WUI$IHINIIJd NIIIOU!W OIUJ Jil JOIPj IIUIIIIS HI "!4 I'.I 
'I5L1 U0!IINIIN /JflUiI4d !9I II? SWUIqI "JqI 1111 III IUI!.%l I 

1)409 511040 $U%WUUIOI 

P"1' luU!Iaalu At4 U!luelq UI?:) 'Allioll 41U1? Al?1),I.IINI)A I,.zlslq 
IbM SWU!q$ 1141 JO 0111115 J'14$JI1J .itisjfld Ill q5!M 04M NIl JIl 

11114$ NJO4:ftf11I 511P15 WU41!JM UIJ WUt4)III1J IIUIIWU A$!wJl'A 

I AI!:)1191 U! dflMll44OJ 1141144 A.IOA 4)114 .IA,I1M dn-%u4plJ 
.1141 ! IEJUIIJOJUO:) I? WIIJJ 1111111:) UI?:) 11141 sluu!q$ )l!U$Jod 
1UJ 1511111 11111 J0 '1U() JJOUI flU UIP 4:fllU 115 qs!Idlull:E)U 
1)11:1 W!4 99 ;):)u11011JU0:l r lIJfl lflJ 119$ JIIJ SUI)!II9IUJU1UIU:) 
IIJ 10(11W 4)UI? NdoqN4JuM 1151141 11111141? 11W)! 1.9J.)J IIUP 11110(1! 

$uHq1x;l "I 'IuIIlJodW4 150111 SdI!4JJd 'j)UIP l9)llI 41U1? 

AftI)JItIN'IA i,:m1d (l)(l$ $1841 sduqs4aulA% .141 $11 5qfl49$!q 
041 dii 111115 11$ ! 'UI) .U) .111014 1IU 1141 JI)J .0111(1411(1 Jfl() 

0W114111') A IlUflulWo:) qWnIuls1Subln 
xiI! 'IS 114N1?fl Jul $ UOW i4l?di*(I 

S:1Nvd l(lV! 

..slodold puu 5UO4flpVO3,, UO5S 4UI?UOId Suee,I 



corporate more courses to familiarize the graduate stu-
dent with the reading process and the nature and ride-
wince of sub-skills in reading and how they are taught.

Tutorial asisl once has been widespread in IheCity l lni-
versity since the inception of Open Admissions. Under-
graduate and graduate students have been offering tu-
toring services in subject matter departments. In addi-
tion, as we heard in the workshop concerning tutorial
assistance, the student tutor has a place in reading im-
provement programs. Student tutors have been able to
assist the reading teacher by rendering individual
tutorial assistance to those students who require supple-
mentary assistance beyond the work accomplished in the
classroom. One workshop touched upon a very basic pro-
blem confronting reading improvement instructors in
MIN?. In the workshop just completed, ent it led "Assess-
ment and Evaluation of Reatang Programs," college ad-
ministrators and reading teachers had an opportunity to
discuss the purpose and value of reading improvement
programs on the college level. Perhaps the must essential
problems considered were these: what should be ex-
pected of reading improvement programs on the college
level: what can they do and not do; what does the college
administrator expect from reading improvement courses;
what does the subject mat ter teacherexpect: and what are
reading teachers expecting to accomplish? Does the read-
ing teacher transmit an idea of what he or she expects to
accomplish to the college administrators and to the sub-
ject matter teachers? The impression I received is that
many administrators who have evaluated reading pro-
grams feel that many of these programs are nebulous and
unclear. Essentially, the administrators told us that there
is it need for more effective cotnmunication between the
reading staff of the college and the administrator.

In a very general way, and very quickly. also, I've sum-
marized what 1 consider to be the key points of the work-
shops that took place the past two days. But much more
happened than I've suggested. I've asked Shirley
Aaronson. who chaired the workshop on reading in the
content areas of social science, and Lila Soll, who
participated in the reading workshop on team teaching
and coleaching. and win Bergman, who Was invidved In
the workshop tin tutorial assistance, to spend a few
minutes giving us the highlights of their workshops. Per-
haps when we've heard them we can come up with some
recommendations. Lila, would you care to start us off?
Lila Seth Fur those of you who were not in the work-
shop on coteaching. I will summarize it quickly. There
wits a presentation by two teachers at Lehman College
who have worked out a curriculum with a particular
history teacher. It sounded very exciting and very very
valuable except that only 14 students were involved in
one program and 9 in the tither. and we all know that
what we are doing in the culleges must include a much
larger number than that.

At the same workshop I briefly described the program
we have instituted at Baruch College. We feel very
strongly the better the relationship there is between the
reading program and the total college program, the better
chance there is for success of each student. The progiam
we've dist itned at Baruch College is fur students with the
lowest scores in an English essay test. who have been tra-
ditinnally placed in the lowest part of the remedied writ-

ing and reading program. It is an interdisciplinary team
teaching program, consisting of a reading specialist, a
writing specialist and a speech specialist. This program
currently involves 350 students and 17 teachers.

In general, the programs that bring content areas to-
gether with the basic skills are the most promising and
most exciting. Open Admissions has made both content
and skills teachers aware that we can no longer remain
isolated from one another.
Shirley A81011308: The feeling in the workshop
presided at with Steve Cole was also that this meeting of
content area people and reading people is extremely
worthwhile. It's an idea whose time has come. Content
area people especially have to realize that they can't iso-
late themselves any longer in their own daily work. And
reading teachers have to get over the idea that they're
simply helpmates to content area people. They have iden-
tities of their own. They have a great deal to give to con-
tent area people. We all have one job to do and that is to
work with students. You've heard here about the many
multifaceted forms of integration with content area
people. At City College tind at Staten island Community
College. they've been using theme teaching. Al Queens
College, they've been using theme teaching. too, in terms
of ethnic groups. They've been using team teaching at
Lehman and Brooklyn Colleges. and peer-teaching at
Kingsborongh and Queensborough Community Colleges.
They've been using cmirdinated teaching at New York
City community College and at Medgar Evers. The
interdisciplinary approach has been used at City College
with very interesting results. At City they seem to be in
complete harmony and are aware of each other's Nulls,
and each other's strengths, and are working toward a
common goal of helping students function bettor in
college. II was very good to hear.

What are the feelings engendered by programs that
integrate skills and content teaching? Apparently, the
people using these programs arc quite satisfied, and so
are the people implementing them. One teacher at New
York City Community College felt that as a result of
coordinated teaching, he can project his ideas much
better. Now that reading and writing teachers handle
those problems, he is much freer to work with students tin
content. Another teacher felt that as a result of the
experiment in history. his classes wore more alive than
ever. Stmlents ask more questions. lie began to think
about the learning process so much mere that it became a
much 'nor, real experience for him. Another teacher
reported that he structures his lectures better. He doesn't
just talk. I le tries to struct ore his lectures so students cam
comprehend them better. can organise them better, can
take them down better. In other words, what has been
claming out of this is Cl greater awareness that teaching is
an art and you really to put all of your sell into it.

Of course, th,!re are many things that have to be
changed. There are many difficulties. There are still
students who should have instruction in basic skills
before conteot area integration is pussible. There's also it
problem with texts. Vii.' ImP to lean 1u.belp scholars
%wil Inq sn I Inn sltnIvnts with !palling problems (hurl
have tn coin. tt 1th %pnletto.Ps that are dull and imerly
complex. Teachers haVI' In lb MIMS.. iv11h the Wei that
they 1..111 01.0 et ap and lei turn. They need to Iwtozny.
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much more aware of the process of learning. This is
something I think reading leachers have always been
concerned about, whereas content people lend to
concentrate on their subiect more than on the learning
process.

As a recommendation. it would be a good idea to have a
clearing house for all of these ideas that are now coming
out of all the different units. In other words, there should
be one place where people who are interested in starting
similar experiments can go to get ideas. There should be
more inservice training for teachers in terms of what
readability and study skills are all about. !teller choice of
texts IN crucial. The text is such an important instrument
in the learning situation, that a poor text is an impossible
frustration to student, content area and skills area
leachers.
Irwin Bergman: At our workshop there were two
categories of people: supervisors and tutors in the basic
skills or remedialion departments. and supervisors and
tutors from the specific content areas. In spite of the
different backgrounds and professional orientatiems,
then. was virtually unantmoum consensus on six broad
areas: I) college reading program must involve not
only the teachers and tutors of remedial basic skills. itonly

also involve the faculty and tutors working with
students in specific content areas. Every faculty member
and tutor present fell that reading and study skills were
at the heart of students' learning problems. 2) Any college
reading program must involve professional inservice
training of the tutors involved. Some of the tutorial
supe...isors felt that they needed some release time from
their classroom duties to do this effectively. Some
supervisors reported that they were already being given
release time for this puniest.. 31 Tee be effective, open
channels communication are essential on many levels
in the tutoring process. Several tutors felt that some
faculty members do not adequately pinpoint the areas in
which they would like their students tutored. Faculty
members should discuss specific problems with their
students even before they are referred to the tutors. Many
students :.re senNtrIntors and sonielif them don't know
why they are sent. They tell the tutor. "I don't know why
I'm here. The teacher just told me to come here." 4) It is
important that tutors have specific :Nectives. Equally
important. tutors should know what they are not
expected tee do. Tutoring is not supposed to he a substitute
for effective. classroom teaching and discussion. While
encemragine the ..tudent the tutor should not look upon
himself as a skilled psycliminalysi. t utter feels that
the student's major problem is perstmal, he should not
hesitate' In make a referred to the snpert near. or tic the
imunselling st.ctf of the college. 5) Tutors also reported
that the readability level of many cif the textbooks is not
always appropriate aor does readability ell len match
%Indent apt dudes, IRS and needn. A care) ul review of
the textbook~ being used would seem to be in order. til
Money. Mosl of the supervisors felt that their tutoring
budgets ere SOME let the %MINN itinr%
indkillPII !hat at I he present rate at tylite:h they are
spending. they will be out of money by the end el january
eel Miro:try eel this iccademic year.

l'he opinion was virtually unanimous that tutoring in
reading and sanely skills, even on a college level. has in a

!UMW graved itself. and that it should 1w an integral part
III the City Itniversit y program to which all of icier
students are entitled.

H.,
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APPENDIX
THE THIRD ANNUAL CONFERENCE OF THE CITY UNIVERSITY OF NEW YORK

CONFERENCE PROGRAM

WEDNESDAY, NOVEMBER 7, 1973
WM 9410 a.m.
REGISTRATION WINDSOR GALLERY
COFFEE WINDSOR TERRACE & COURT

9:00 a.m. - 5:00 p.m.
MATHEMATICS IN ACTION STUDIO 102
READING IN ACTION STUDIO 119
FACULTY LOUNGE CLUB SUITE EAST & WEST

9:00 a.m.. 9:45 a.m.
PLENARY SESSION WINDSOR BALLROOM

Host, President Leon M. Goldstein. Kingsborough
Community College

Greetings: Chancellor Robert j. Kibbee, City I iniversity of
New York

Keynote Address: Vice Chancellor for Academic Affairs
Timothy S. Healy. City University of New York
"New Problems. New HopesThe Case for Open
Admissions"

The Conference Theme: Professor David M. Keller.
Director
WORKSHOP SESSIONS
10:00 a.m. -12:00 noon

ENGLISH WORKSHOPS
10:00 a.m. 12:00 noon

Assessment of Learner Strengths and Weaknesses:
Placement and Diagnostic Testing P-STUDIO 111

"Testing and Its Relationship to Exit Goals"
Roderick Loney. Chairperson. Department of Academic
Development. Medgar Evers College. Host
Ralph Dawson. Nairobi Research Institute. California State
University
Andrew Henderson. Department of Academic Development.
Medgar Evers College

Preparation of Open AdmissionsTeachers ISTUDIO 127

"Criteria for Selection of Open Admissions Faculty"
Beryl Bailey. Department of English. Hunter College. Host
Alan Cooper. Chairperson. Department of English. York
College
Hortense Sara Coordinator. Basic Writing Workshop.
Department of Freshman and Developmental English.
Hunter College
Jennie Wells. Chairperson, Department of English. New
York City Community College
Howard Nimchinsky, Chairperson. Department of English.
Kingsborough Community College

Dynamics of Classroom Organisation ISTUDIO121
"Setting the Problem: From Traditional Lecture to
Interaction"
Stephen Weidenborner, Director of Freshman English.
Kingsborough Community College. Host
Technical Assistance provided by The Guidance
Laboratory. City University of New York

The Components of a Freshman English Writing
Program I STUDIO 118

"The City College Program"
Mina Shaughnessy. Director of Freshman English. City
College. Host
James de jongh, Department of English. City College
Nancy Loy. Deportment of English. City College
Myrtle Bates. Department of English. City College
Interdisciplinary Approaches to Writing Skills I
STUDIO 10?

"The InterdisciplinaryTrivium and Trivia for a Freshman
Class"
loan Baum. Director of Freshman English. York College

"A Reading, Writing. Speech ProgramTitanic or Good
Ship Lollypop"
Marie Lederman, Department of English. Bernard M. Baruch
College

English as a Second Language Testing, Placement and Exit
CriteriaSTUDIO 108
Diana Diaz. Director of Freshman English. Hostus
Community College
john Haskell. University of Puerto Rico. Rio Piedres
Bobbie Hess. Manhattan Community College
Martha Kornblum, Queens College
Robert Viscount. Kingsborough Community College

"Refining Close Testing and Scoring Procedures for Use
with ESL Students"
John Haskell, University of Puerto Rico. Rio Medin;

Open Sequence IPARLOR A
The Arts as an Instructional Form in Language Learning I

"Teaching the Imagination: The Use of Educational Deanna in
Writing Skills"
;oho Sharphom Department of Theatre. Illinois State
University

READING WORKSHdPS 10:00 a.m. 12:00 noon
A Typical College Reading Program: Diagnosis, Placement,
Methods and MaterialsSTUDIO 118
Bertha Doleman, Department of Special Programs. City
College

Reading in Content Areas: Social SciencesSTUDIO 104
Shirley Aaronson. Department of Basic Skills.
Queensborough Community College
Steven Cole. Department of History. Queensborough
Community College

Reading in the Content Areas: Natural
SciencesWINDSOR TERRACE
Lorraine Beitler, Coordinator. Allied Health Learning
Center. New York City Community College
Irene Martin. Allied Health Learning Center. New York City
Community College
Lucia Anderson. Department of Biology. Queensborough
Community College
loan Kimmelman, Department of Basic Skills.

urensborough Community College



Reading in the Content Areas:
HumanitiesWINDSOR COURT
Morton Fuhr. Department of English. Kingsborough
Community College
Theodore Simms. Department of English. Staten Island
Community College
Edward Seltzer, Department of Philosophy. Division of
Social Sciences, Queensborough Community College

MATHEMATICS WORKSHOP
10:00 a.m. - 12:00 noonWINDSOR BALLROOM

Plenary Session
"Is There a Right Way to Teach Mathematics and Is There a
Right Mathematics to Teach?"
Dist inguished Professor Dr. Louis Auslander, The Graduate
Center. City I leiversity of New York

SPECIAL WORKSHOP
10:00 a.m. - 12:00 noonSTUDIO 115

"Grants and How to Write Them"
Richard Donovan. Associate Dean for Educational
Development. Bronx Community College
Samuel Vernal'. Grants Officer. Bronx Community College
Andrew Ciafolo, Director. College Relations and
Development. Bronx Community College

LUNCH
12:00 noon - 1:30 p.m.

MATHEMATICS IN ACTION
12:45 p.m. 1:30 p.mSTUDIO 102

Special Brief Demonstrations:
Ada Peluso. Director of Freshman Mathematics. Hunter
College
Joseph Feit. Department of Mathematics. Kingsborough
Community College
Miriam Hecht. Director of Freshman Mathematics. Hunter
College

Special Computer Terminal Consultant:
Philip Greenberg. Department of Mathematics.
Kingsborough Community College

Exhibit-Demonstration: The Williams and Wilkins
Company. Publishers of Books and Periodicals in Medicine
and Science. Baltimore. Maryland

Computer Courtesy of Digital Equipment Corporation.

WORKSHOP SESSIONS
1:30 p.m. - 5:00 p.m.

ENGLISH WORKSHOPS
1:30 p.m. - 4:00 p.m.

Assessment of Learner Strengths and Weaknesses:
Placement and Diagnostic Testing IISTUDIO 103

"Testing and Its Relationship to Developmental Sequence"
Fred I. Godshalk, Senior Examiner. Educational Testing
Service . Princeton. N.J.
Ralph Dawson. Nairobi Research Institute. California State
University
Andrew Henderson. Department of Academic Development.
Medgar Evers College

Preparation of Open Admissions Teachers IISTUDIO 127

"The Graduate Literature Degree Vs. the Needs of Open
Admissions Teachers"
Beryl Bailey, Depart.oent of English. Hunter College. Host
Edmond I.. Volpe. Department of English. City College

Dynamics of Classroom Organization IISTUDIO 121

"Problem Solving in Small Groups"
Dr. Stephen Weidenborner. Director of Freshman English.
Kingshorough Community College, Host
Kenneth Bruffee. Director of Freshman English. Brooklyn
College
Sol Magzamen. Director. English Workshop. Kingsborough
Community College

The Components of a Freshman English Writing Program
IISTUDIO 131

"The City College Program"
Marilyn Samuels. Department of English. City College
Gerald Kauver. Department of English. City College
Betty Rizzo. Department of English. City College
Leslie Ouster. Department of English. City College
Patricia Laurence, Department of English. City College
Bella Halsted. Department of English. City College
Gerald Gould, Department of English, City College

Interdisciplinary Approaches to Writing Skills II STUDIO
107

"The Trivium and Quadrivium Ain't Where It's At Rhetoric
as

Host

Infra-disciplinary Response to Open Admissions"
Joan Baum. Director of Freshman English. York College.

James Como. Department of Speech. York College

"Language Skills and the Living Theatre"
Doris da Rin. Department of English. Bernard M. Baruch
College
John Sharpham. Department of Theatre. Illinois State
University
Albert Bermel. Department of Speech and Theatre. Herbert
H. Lehman College

English as a Second Language II: Teaching Composition to
Open Admissions StudentsSTUDIO 112
Irene Dutra. Bronx Community College
Gloria Gallingane, Bronx Community College
Linda Kunz. Hunter College
Jean Withrow. Manhattan Community College

Open Sequence IISTUDIO 115
Poetry in Residence: For the Love of Words I

"The Use of Poetry in Development of Writing Skills"
Terry Stokes, Department of English. I Iniversit y of Hartford

READING WORKSHOPS
1:30 p.m. - 3:00 p.m.

A Typical College Reading Program: Diagnosis, Placement,
Methodology and Materials -- STUDIO 108
Samuel Lourie. Departmen: bf Basic Skills. Queensborough
Community College
James Shepherd. Department of Basic Skills.
Queensborough Community College

99



In-Service Training for Faculty in Reading Improvement
Divisions and Social Fences STUDIO 104
Shirley Aaronson. Department of Bask Skills,
Queensborough Community College
Steven Cole. Department of History. Queensborough
Comr %unit y College

In-Service Training for Faculty in Reading improvement
Divisions and Natural SciencesPARLOR A
Lorraine Heider. Coordinator, Allied Health Learning
Center. New York City Community College
Irene Mart in. Allied Heal t h Learning Cen ter, New York City
Community College
Lucia Anderson. Department of Biology. Queenstetrough
Community College
Joan Kimmelman. Department of Basic Skills,
Queensborough Community College

In-Service Training for Faculty in Reading Improvement
Divisions and HumanitiesSTUDIO 118
Morton Fuhr. Department of English. Kingsborough
Community College
Theodore Simms, Department of English. Staten Island .

Community College
Edward Seltzer, Department of Philosophy. Division 01
Social Sciences. Queensborough Community College

READING WORKSHOPS
3:30 p.m. 5:00 p.m.

Approaches to Instruction in Reading Improvement: Team
TeachingSTUDIO 118
Anita Appleby. Chairperson. Department of Academic
Skills. Herbert H. Lehman College
G. Wylie Sypher, Chairpers-n. Department of History.
Herbert H. Lehman College

Approaches to Instruction in Reading Improvement: Co-
TeachingSTUDIO 118
Phyllis Cash. Department of Academic Skills. Herbert H.
Lehman College
Richard Gerber. Deportment of History, Herbert H. Lehman
College

Approaches to Instruction in Reading Improvement: Skills
Core ApproachSTUDIO 104
Oliver Patterson. School of Education, City College
Rudi Gedamke. Department of Special Programs. City
College

Innovative Methodologies in Reading
ImprovementPARLOR A

"The Music of Reading"
Bernadette O'Brien. Guggenheim Museum Project. New
York City

MATHEMATICS WORKSHOPS
1:30 p.m. - 4:00 p.m.

Let's Talk About Our Problems 1WINDSOR COURT
Distinguished Professor Dr. Louis Auslander, The Graduate
Center. City University of New York. Discussion Leader

"Why Students Have Trouble With Mathematics and What
Can Be Done About It"
Richard Schwartz. Department of Mathematics. Staten
Island Community College

"Remarks About the New Mathematics"
Banosh Hoffman. Department of Mathematics, Queens
College

"Problems of Course Development and Partial Replication"
Edwin Wise, Department of Mathematics. Queens College

Let's See What Is Working: Mathematics in Nature and Art I
1:38 p.m. - 3:15 p.m.WINDSOR TERRACE
Jules Burstein. Division of Natural Environment. LaGuardia
Community College

Let's See What Is Working The Modular Approach to
Mathematics Remediation I
3:30 p.m. - 5:00 p.mWINDSOR TERRACE

"The Modular SystemA Possible Solution to Teaching the
Remedial Student"
Gerald S. lieblich. Department of Mathematics. Bronx
Community College

"Teaching Mathematics in Modules: The Staten Island
Community College Experience"
Michael j. Sormani. Director of Freshman Mathematics.
Staten Island Community College

"Modules in Remedial Mathematics"
John Miller. Director of Freshman Mathematics. City College

Let's Teach It Better
1:30 p.m. - 4:00 p.m. WINDSOR BALLROOM

Symposium Leaders
Thomas Boyce, Department of Mathematics. Hostos
Community College
Sally Lipsey. Department of Mathematics. Brooklyn College.

THURSDAY, NOVEMBER 8, 1973
8:30 a.m. - 9:30 a.m.
REGISTRATIONWINDSOR ClALLERY

9:00 a.m. - 5:00 p.m.
MATHEMATICS IN ACTIONSTIIDIO 102
READING IN ACTIONwn IMO 119
FACULTY LOUNGE CLUB SUITE EAST & WEST"

WORKSHOP SESSIONS
930 a.m. - 12:30 p.m.

ENGLISH WORKSHOPS
9:30 a.m. - 11:00 a.m.

Assessment of Learner Strengths and Weaknesses:
Placement and Diagnostic Testing III STUDIO 103
"The Writing Sample and the Objective Test"
Fred I. Godshall'. Senior Examiner. Educational Testing
Service. Princeton. N.I.
Ralph Dawson. Nairobi Research Institute. California State
Ilniversity
Andrew Henderson, Department of Academic Development.
Medgar Evers College

FACULTY LOUNGE IN CLUB SUITE EAST AND WEST WILL SE USED FOR
WORKSHOP SESSION IN THE ENGLISH AREA FROM 11:00 Lin. TO I:00 p. At !TWILL
REMAIN OPEN FOR RELAXATION AND PRIVATE PINCUSHION DURING THE
REMAINDER OF THE CONFERENCE DAY.



Preparation of Open Admissions Teacher III STUDIO 127

"Orientation and In-Service Training for English Teachers"
Beryl Bailey. Department of English, Hunter College. Host
Jack Wolkenfeld. Department of English. Kingaborough
Community College

Dynamics of Classroom Organisation Ill /to 12:00
noon) WINDSOR TERRACE

"Using the Students' Affective Resources to Develop
Cognitive Skills"
Stephen Weidenhorner, Director of Freshman English.
Kingaborough Community College. Host
Carol Schoen. Department of English. Herbert H. Lehman
College
Elaine Avidon. Department of English. Herbert H. Lehman
College

The Components of a Freshman English Writing Program
IIISTUDIO 107

"The Queens College Program"
Robert Lyons, Director of Freshman English. Queens
College. Host
Donald McQuade. Department of English. Queens College
Marie Ponsot. Department of English. Queens College

Interdisciplinary Approaches to Writing Skills
iiiPARLOR A

"LIBRA: Liberation end Literacy"
Joan Baum, Director of Freshman English. York College.
Host
Dexter Fisher. Coordinator of Basic Skills. Ilostos
Community College

English as a Second Language ID: The Silent Way Pros and
ConsWINDSOR COURT
Larry Anger. LaGuardia Community College
Rosalind Blanck Manhattan Community College
Rosalie Gingras. Queens College
Darien Grunhaum. Manhattan Community College
Frank Scimone, Bernard M. Baruch College

Open Sequence Ill STUDIO 115

Poetry in Residence: For the Love of Words 11

"The Use of Poetry in Development of Writing Skills"
Terry Stokes. Department of English. I Iniversit y of Hartford

Open Sequence IV
9:30 a.m. to 12:00 noonSTUDIO 104

"Media Learning and Technology in the Classroom"
Lynn McVeigh. Deportment of Eth ational Technology.
Hunter College
Alana Collos. Department of English. Bronx Community
College
Denis Sivack. Department of English. Kingshorough
Community College

ENGLISH WORKSHOPS
11:00 a.m. 12:30 p.m.

Assessment of Learner Strengths and Weaknesses:
Placement and Diagnostic Testing IV STUDIO 103

191

"A Review of Available Tests"
Fred 1. Godshalk. Senior Examiner. Educational Testing
Service, Princeton.
Ralph D&.wson. Nairobi Research Institute. California Stale
lniversit y

Andrew Henderson. Department of Academic Development.
Medgar Evers College

Preparation of Open Admissions Teachers IV STI1D10 127

"The Nature of Accountability"
Beryl Bailey. Department of English. Hunter College. Host
Student-Faculty Panel.

Dynamics of Classroom Organisation IV WINDSOR
TERRACE
(continued. to 12:00 noon)

"Using the Students' Affective Resources to Develop
Cognitive Skills"
Stephen Weidenborner, Director of Freshman English.
Kingsbarough Community College. I lost
Carol Schoen. Derailment of English. Herbert H. Lehman
College
Elaine Avidon. Department of English. Herbert IL Lehman
College

The Components of a Freshman English Writing
Program IVY- STUDIO 107

"The Queens College Program"
Robert Lyons. Director of Freshman English. Queens
College. Host
Donald McQuade, Department of English, Queens College
Marie Ponsot. Department of English. Queens College
George Mandelbaum. Department of Hagfish. Queens
College
Lynne Rosenthal. Department of English. Queens College
Louise Yelin, Department of English. Queens College
Gail Edwin. Department of English. Queens College

Interdisciplinary Approaches to Writing Skills IV CLAM
SUITE EAST & WEST

"The Literature of (as: Music and Written Laaguage"
Joan Baum. Director of Freshman English. York College.
Host
William Lowe, Department of English, Kingsborough
Community College

English as a Second Language IV: Sequential Development.
the Syllabus and Textbook Evaluation STUDIO 118

Donald R. H. Byrd. Coordinator, Conference ESL
Workshops. LaGuardia Community College and the
Graduate Center
Marilyn Rosenthal. Department of English. York College

Open Sequence V WINDSOR COURT

"Tutorial Assistants in an English Writing Program"
Louise Roberts. Department of English. City College

READING WORKSHOPS
9:38 a.m. - 12:00 noon

The ABCs of College Reading ProgramSTUDIO 108
Alexander Simon. Department of Special Educational
Services. Bronx Community College



The Function of Tutorial Assistants in a
College Reading ProgramPARLOR C
Irwin Bergman. Department of Basic Skills. Queensborough
Community College

Reading Skills Instruction in English as a
Second Language CoursesSTUDIO 121
Gay Brooks. Manhattan Community College
Linda Marksten. Manhattan Community College
Robert Lugton. Brooklyn College
Elaine Newman. Queens College
Alice Osman. LaGuardia Community College

Innovative Methodologies in Reading Improvement EAST
BALLROOM Part I
Philip Slander. Chairperson. Department of Behavioral
Sciences. Kingsborough Community College. lnIroduct ion

Voices Incorporated
9:30 a.m. - 10:30 a.m.

"Performance"

Intensive Workshop, Part II
10:30 a.m. - 11:30 a.m.

Philip Stander, Chairperson. Department of Behaviroral
Sciences. Kingsborough Community College
Madelon Stent. Department of Education. city College
leanne Heningburg. President. Arts for Racial Identity. Inc.

MATHEMATICS WORKSHOP
9:30 a.m. - 12:00 noon---WINDSOR BALLROOM

Plenary Session.
"Curriculum Development in Mathematics"
William Zlot. Department of Mathematics Education. New
York university

SPECIAL WORKSHOP
10:30 a.m. - 12:00 noonSTUDIO 112

"Grants and How to Write Them"
Seymour Reisin, Associate Dean for Continuing Education
and Community Services. Bronx Community College
Samuel Vernoff, Grsnts Officer. Bronx Community College
Andrew Ciafolm Director. College Relations and
Development. Bronx Community College

SPECIAL WORKSHOP
9:30 a.m. - 12:00 noonPARLOR B

"Opportunities in Multi-Media Science Instruction"
Gerald Posner. Director. Center for Educational Experiment
and Development. City College
Joseph Muth). Department of Biology. Kingsborough
Community College

LUNCH
12:30 p.m. -1:30 p.m.

MATHEMATICS IN ACTION
1:00 p.m. - 1:30 p.mSTUDIO 102

Special Brief Demonstrations:
Ada Peluso. Director of Freshman Mathematics. Hunter
College

Joseph Fait. Department of Mathematics. Kingsborough
Community College
Miriam Hecht. Director of Freshman Mathematics. Hunter
College

Special Computer Terminal Consultant:
Philip Greenberg. Department of Mathematics.
Kingsborough Community College

Exhibit-DtmonstratIon:
The Williams and Wilkins Company. Publishers of Hooks
and Periodicals in Medicine and Science. Baltimore.
Maryland

Computer Courtesy of Digital Equipment Corporation

WORKSHOP SESSIONS
1:30- 3:00 p.m.

SPECIAL WORKSHOP
1:30 p.m. 3:30 p.mPARLOR B

"Opportunities in Multi-Media Science Instruction"
Gerold Posner. Director. Center for Educational Experiment
and Development. City College
!Iwo Muzio. Department of Biology. Kingsborough
Com.r.unity College

ENGI.: I WORKSHOPS
1:30 p.m. - 3:00 p.m.

Asseb...4ent of Learner Strengths and Weaknesses:
Placement and Diagnostic Testing V STUDIO 103

"Testing and the Heterogeneity of Open Admissions
Students"
Ralph Dawson. Nairobi Research Institute. California State
University
Lucille G. Shandloff, Basic Writing Workshop. Department
of Freshman and Developmental English. Hunter College
Andrew Henderson. Department of Academic Development.
Medgar Evers College

Preparation of Open Admissions Teachers V PARLOR G

"Working Session: Development of Proposals for the Future"
Beryl Bailey, Department of English. Hunter College. Host

Dynamics of Classroom Organisation V STUDIO 121

"The Supermarket ApproachThe Open Classroom"
Stephen Weidenborner. Director of Freshman English.
Kingsborough Community College. Host
Lillian Sanchez de Probst. Department of English.
Kingsborough Community College
Irene Kleinman. Department of English. Kingsborough
Community College

The Components of a Freshman English Writing
Program VPARLOR A

"Peer Tutoring: An Alternative to Dropping Out The Use of
Videotape Simulation in the Training of Peer Tutors"
Randolph Terrier. Director. The ( :uidance Laboratory. City
University of New York
Bert Human. The Guidance Laboratory. ClINY
Betty Oliver. The Guidance Laboratory. Cl INY



Interdisciplinary Approaches to Writing Skills V STUDIO
108

"The Use of Interdisciplinary Methods for Underprepared
Students"
Joan Baum. Director of Freshman English. York College.
Host
No Durhacek. Department of Science. City College
Herbert Nrchin.Department of Psychology. City College
Jack Could. Department of English. City College

English as a Second Language V: Recent ResearchS1171210
118

"Is Second Language Learning Like First Language
Learning?"
Neithalie Bailey. Queens College
Carolyn Madden. Queens College

Two Experiments With Adult Second Language Learning:
Is Instruction Necessary? Hemisphere Dominauee,
Cognitive Style and Language Learning"
Stephen Krashen. Queens College

"Proposals and Suggestions for English as a Second
Language Programs in the City University of New York"

OPEN SEQUENCE VISTUDIO 118

"Definition of Performance Ob ;actives"
Lois Lam lin. Chairperson. Department of English. thistl.;
Community College

ENGLISH WORKSHOP
3:80 p.m. - 4:30 p.m.WINDSOR BALLROOM

Plenary Session
"Conclusions and Proposals"
Roderick Loney. Chairperson. Department of Academic
Development. Medgar Evers College. Host

READING WORKSHOPS
1:30 p.m. - 3:00 p.m.

The Sixth Grade Level Reader in CollegeSTUDIO 104
Helen Le Fevre. Department of English. Community College
of Philadelphia

A Coordinated Summer Skills ProgramSTUDIO 127
Ilona Henderson. Department of College Skills. Cify Cellege.
Host
Celestine Mobil. Department of Special Programs. City
College. Host
Rufus Davis. Department of Special Programs. City College
Fernando Gonzales. Department of Special Programs. City
College
George McDonald. Department of Special Programs. City
College
lack Dickson. Department of College Skills. City College
Melvin Norment. Social Science Survey Division. City
College
Nathaniel Norment. Department of English. City College
Lynn Sage. Department of Speech. City College

Television and Media: Applications in Reading
ProgramsSTUDIO 115
Betsy Kaufman. Director. College Skills. Queens College

Assessment and Evaluation in the Reading
ProgramSTUDIO 107
George Alterman. Dean of Instruction. Queenshormigh
Community College.
Leslie Berger. University Dean for Academic Evaluation.
Board of Higher Education. City University of New York
George 0. Phillips. Reading Program. Graduate School of
Education. Queens College

READING WORKSHOP
3:00 p.m. - 4:30 p.m.WINDSOR TERRACE

Plenary Session
"Conclusions and Proposals"
Paul Panes. Chairperson. Department of Basic Skills.
Queensbaroueh Community College. Host

MATHEMATICS WORKSHOPS
Let's Talk About Our Problems II
1:30 p.m. - 3:00 p.m.WINDSOR TERRACE
William Yid. Department of Mathematics Education. New
York University. Discussion Leader

"Problems of Curriculum Development"
Charles Leake. Department of Mathematics. Brims
Community College

"Subverting the Passive Student"
Leonard Saremsky. Division of Natural Environment.
LaGuardia Cominunit y College

"Problems of Curriculum Development"
Arnold Kleinstein. Division of Natural Environment.
LaGuardia Community College

Let's See What Is Working: Mathematics in Nature and Art II
1:30 p.m. - 3:00 p.m.PARLOR C
Jules Burstein. Division of Natural Environment. Ltd :nimbi'
Community College

Let's See What Is Working: The Modular Apprriech to
Mathematics Remedialion II
3:00 p.m. - 4:30 p.m.PARLOP C

"The Modular Systen.A Possible Solution to Teaching the
Remedial Student"
Gerald S. Lieldich. Department of Mathematics. Bronx
Community College

"Teaching Mathematics in Modules: The Staten Island
Community College Experience"
;Michael I. Sormani. Director of Freshman Mathematics.
Staten Island Community College

"Modules in Remedial Mathematics"
Gerald Weinstein. I. epartment of Mathematics. Cit y College

Let's Teach It Better
1:30 p.m. - 4:00 p.m.WINDSOR COURT

Symposium Leaders:
Enid Sharpe. Department of Mathematics. City College
Michael Potter. Department of Mathematics. Bronx.
Community College
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