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" FOREWORD'

oday's children face a world far more
mplex than faced by children of the past.
Thenr need for fully aeveloped communication
" skills is constantly growmg An approach, .
. gdining popularity among readlng teachers is
Language Expenence

To provide guidance and assistance to those

teachers interested in the L:zguage Experience

Approach to teaching resding, the Office.of the

Superintendent of Public Instruction presents
“this handbook to the igachers of |liinois.
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L . *In August of 1973, State Departments of _ ,
: Education throughout the United States were ) :
requested to submit innovative reading
programs to the Florida State Department of i
o Education, The Martin Luther King-Project
) developed in cooperation with the Reading |
LCentar at Northern lllinois Universi*y was one" .
. -of twelve programs selected to present at the '
. “’Johnny Shall Read’’ confererice held - N .
December 20 - 21, 1973, in Tallahassee, ‘ :
Florida. This Conference was designed to make
. A . Florida administrators aware of innovative
- . . reading programs throughout the nation,"
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"My hypothesis is that children and adults will
become constant readers, develop personal :
interests and habits of reading only if they have - . . .
a fairly high level of skill and only if reading .- , :
_meets some of their deepest needs.” . -~ °
_ David H. Russell, Reading for .
Effective Personal Living A B
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CHAPTER |
msmav AND RATIONALE

~

The ry of the Language Experuence
roachtor admg can be traced back to the
late nineteenth century, Although the title had

not been established at the time, Leo Tolstoy

used the comoositions of his Russian stuc_ ats
as reading materials.

The initial use of such techniques in the

-« Bnited Stat_es was in‘the early 20th century
when experience charts became common, )

1 These charts, usually found in the 2 primary

o grades provided beginning readers s with re r\admg

materials developed from classroom activities.

- -The use of these charts !aid'a foundation for

" what has become known today as the Language-

-Experience Approach.

In recent years, the approach has flounshed
through the work-of well-known professionals
such as Roach Van Allen, Russell G. Stauffer,
Dorsey Hammond, and others. It has’
progressed far beyond simply & program for
young-readers to WS present use with 1ll|terate
adults and all ages between, i

{ The approach uses the premise that

children react positively to those things which

are relevarit. Therefore, the experiences which

one has are the most meaningful to that

individua!. Teachers have long known that a

child’s oral vocabulary exceeds his written or

reading vocabulary. Teachers have also
discovered that it is virtually impossible to
isolate reading instruction from the other

« language fupctlons Tbus,,Language Experience
capitalizes oh all the a'bove elements by using
the chifd's: vocabulary, experiénces and innate

| e

»

desire to express himself through incorpobrating
speaking, listening, readmg, spellmg, and

writing.
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BPgmnmg readmg tnstwcttbn wsth the ~
Language Experience ApprQaCh. focuses on‘the '
_.child and the waalth of'llngulstu;, conceptual,

. and pe’oeptual experiences ha possesses, Our
é ks ' beginning readers are language usersarid come
to us with a firm grasp of language Some -

.+ childrén have !zmguage patterns whigh arg .

{ significantly different from othengha!dren p
language patterns. Reading instruction based
on a strong Language-Experience Abproach
ailows a child to have a “match”’ between his
‘spoken {anguage patterns and written janguage
mategjals, Smce his reading-fnaterials reflect his

" own experiénces and language. i

A child is introduced te reading apstructlon

~ throuigh the ust of* “experience” storiesby - *

. “dictating grst in sfall _groups and néxt on an

individual basis. The teacher must provide

- children with fmany natutel oppdttunities to

dgiscover the Yelationstip between gpcken and

written language and discover the significant
differenves of-written language. The emphasis

: throughout instruction is on readingas a _

A thinkip.g process. .

A

A /’.

Nl

N,

' There are‘alternativesin planningan_
exp‘enence for children involvipg group

\ dictation. One teacher, Mrs, L., gathered.a

y small group of children about her and asked

' them to discuss the ways they tvouid b

draw, ’faoes The discussion involved facts, such

-

v !

GROUP DICTATED EXPERIENCE STORIES

\ N N 2

-‘

~

as everyotl.a’s face hes 'Mc eyes a nose, - .

mouth, hair and ears. They tnen talked about
<« the moods created by faces, ahd that the.

expressions on faces sometlmes gave cluese -

\ regar&ng peoples’. feellngs. For example, a

'mouth that turns down at the corngrs gives ah |
' ?udncatmn that g person might be sad, etc. The
tlznguage flowsd on regarding a ibutes . -
involved in the concept “face;* Th teacher
then turned to her chart boatd and-directed

children to ssmmarize thejr diséz:ssion by first ’.
) .. asking how one would draw a face, Children

begap to voiunteer msponses and as each child
contribyted, the teacher recorded the +  *
statement on the chart board. She thep asked if
they could identify ¢haracteristics of faces’, -




she recorded thefc responses, reproducing each -
chitd’s, statement exactly as fst was spnken. Tha _
fo!lox(vmg storv was lhe rasuly.
Ll . FACES

- We put ~the eyes on the {aces
) We put-the nose by the eyesi, - )
= Weput themauth right behind the nose. 4
- 5l My facewas happy.” -~ - 1T -
- - Myfscemad. -, -J‘«_. .
"My face issad. ’ E
. My face lightened me._

Martin Luther King Elem. Scboaf
Racf:forq' EiA

whxch give. ciur:s as mgncp)es feelmgs Aga?n )

inter fo paint gu}i ﬂ‘\é -
s 3 <hildren ifthey" dould
nk.of. anappropn‘ate fitle for their stary.

ded‘to cali it “Fates.” Then she gave /

\Qpppgwnhy 10 e the retatmmh’p between ,
spokgp iangtwgé patieens and wiiften langbage
. patterns, iz, the teacher damonsﬁat«:d that

she could write down what ‘gach child d“c{ated
“and- she could read it baak By sing 3 mazker

- umiefﬁ:é wor&sas&he read, § ede‘monszrated -

the lefeto-right dzrectmnaht‘y‘ mvomed n
-, reading, The pupils saw that Some leiters were
 differenstfrom others. Upper- and fover-case . :
letters were also dised, Some of the chuld(en L ; o
« could identify same of the dther words in the

story. Each child could zead his namie on bis
drawing 'and each child could read the title
“Faces” which appeared on each story.,‘rhe
ghildren who werg: -involved in this graup-~
dxetatson eéxperiénce could achieve immed;ate ‘

~ successin readmg,hemuse they could read ,
their names as well 3% the sfory title, Egch child
alsc had opportunities to listen to others speak
and gach one had.an opportunity to .- _ . ‘
demonstrate his knbwledge in identifying . .
atiributes 6f the concapt “face” by drawmg a5

picturs whicti showed attributes. It is interestig ~ %

1o note that some children included eyebrows LR,
.* and other details in their drawmgs, Sharing Wwas -

#n important a;pect in that pupils shared their

Ya

drawmgsw;th oth.ers. st _ Ry



The next day, the children gathered again

in their group and the tracher reread the chart
. story to them. They all reread it witki her as she _

" pointed out the words. Next she invited a child
to read the‘story to her. She pointed out the
title and the' ‘child read it. He couldjljn]ii the
word in other places in the story and heTould

«  also fead his name. Other children were invited \_
70 read. A few children could read additioral
words in the story. One child could read back _ -

' theentire sentence she had dictated. :

. The teather then invited the children to

become involved with activitiés in other areas

) ‘of the classroom which was crgamzed into

= _» intergst centers. One of the most important

« - . areas focused on library bookswhich were a )

~'2" part of the cldssroom librafy. Many of the )

" - books contained the words “Faces,” ”Eyes,”

“Nose,” “Mouth,” etc. Children were

encouraged to share their findings with others.

s

-~ These children were provided with the’ ~~ The range of ipdividual differences was = . |
£ opportunity to locateandread wprdsin - noted by the teacher. She identified the |
T " isolation whith had been used in their children who sustained their interest in reading |
L. group-dictated story. A stack of ofd magazines ' py becoming involved in-reading type activities, |

. " providéd another source from. which children the children who were utilizing auditory and |

Y could find famitiar words. Th/ese words were visual d‘scfnm'nanon aansewho could ‘1
. . cutoutof themnagazines and pasted onshzets  jocate words in isolation as well as words in ' 1
. ., . of tonstruction paper. Although the type size context. All the children in the group were |
‘f_ and stvle of the pnntmg used in the magazines exposed to reading as a meaning-getting |
differs from the type size and style of the print process; all weré exposed to the use of context i
“Gised in most hasals, children don’t seem to as a strong aid to word recognition.
. ehcounter any problems in reading it, and some The teacher provided alternatives from
» children do not even nitice that there isa which the pupils could select choices for
difference. A'child’s excitement at finding his additional activities. Thus, each child had i
word.is what matters. - . A . opportunities to make an individual commit- S

ment under the guidance of his teacher

-



regarding his activities. The teacher-involved
‘them later in an evaluation _session, where each

. child had a chance to talk abouy his accom- |
plishiments that morping. This kind of sharing

is important because each child has an
oppartunity to talk abot* his accomplishments
whlch is rewarding in itselt, - expands his own
experiences by listening tc what others have
done, and he goes home with successful
- experiences to relate to his family. .~ °
. The third day the group met with their .
teacher, éach child was given a copy of his
group-dlctated stéry. Each child under]med the
words he knew (which is a mofe positive
_ . approach than the practice &f underlining
. unknown words) &s he read the story to his
teacher. Each child’s name was written-at the
end gf the story. Some children were able.to ;
wnte their own namés. thle the teacher was,
movmg abott the room listening to mdlvuduefs .
read, some children read to each other, others , *,
were involved in drawing illustrations to go o

-

.if ’:' -‘ ‘( - .
3. J'he,,chlldren who could locate words in’ e
- 1sqf,iatson as well as in context.

S VRN PV

.

with-the story, and some children were . f ii, 4. The chiidzen who knew how to use
involvéd in reading the classroom library books . % % coptext €lues to help them recognize
or doing other activities which the teacher had e"*' «* : words.

. provided as alternatives. - - £1 4 5. The children who could already read.

v What a marvelous opportunity for the 6. The children who used language i
teacher to diagnostically observe‘the ch:ldrens * fluently.. .

) performance! She noted the following asshe ¢ ,7: The children who foliowed the print |
worked with her children and moved abcut the / from one line to the next ona P
room _left-to-right basis.. ~-— " - - ) :

* The children who could wnte their owh, 8. The children who showed curiosity in
names. ‘,f . reading 5y, moving on to other
2. The number of words each child ) reading-related activities.
/ underlined. 9 The children who showed maturnty

through their itlustrations.

.

A
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J’UPILDICTATED ST ORIES - =
‘Within M’o or|three weeks after the )
children had experiences with group-dictated
storieg, Mrs. L. planned her schedule to begin*
individual dictation. Each child was inyited to
dictate with the teacher. This time the:
classroom pet hamster, Aimos, provnded the .
stimulus for each child’s telk: Through skillful
questioning by the teaches, each child was
encouraged to dictate statements about the
hamster. Tl teacher sat at a table and each
pupil stood beside her in a position ‘where he
could easily view the teacher reccrding his
language. As each child cgmpleted his
dictatign, the teacher read:back what had been
récorddd using a pointer under the words to
_indicate the left-to-right dlrectlon Next the

" teacher invited tfie pupil to read the story with
. ber. Some children reeogmzed many of the
. words and felt secure about reading. In these

instances, the teacher let her voice drop to a
bare whisper. In otherinstances in Which the

| '3 child knew fewer words, the teacher let her

voice J:to;ecra Tittle more strongly and, thus,

_provided support for the child reading. No ™

child was permitted to, struggle with individual

. words. In individial dictation as well as group

fctation, the emphasis was on reading for
eaning. However, the teacher again noted the

mdlwdual pupil’s srengths and weaknesses. After

the pupil had finished reading his story with
the teacher, he was given a sheet of drawing
paper to draw 2n illustratjon. Later, his dictated
story was attached te the drawing. The-date
was written on each.story for later feference.

- @nd Hfustratnon§ with others. The pride

R -"-;.
." et

Chlkf fén were invited to si:are their %f;nes

spirit gf aumorshnp was expenenced thiough -

- the'sharing process. The itlustration served as,

an addmonal remforcernent to the meaning’ ‘of.
the story. Some children were-able to read the
statements which they had dlctqted Others
who experienced difficulties with some_of the
words used the picture clues to “tell"” barts of
their stories. Othey wordsi in the story: prqvnded

. rstrong context clues a5 an.aid to word

recognition. |§ the" story contained |deas in
sequential order, the sequence.also prowded an
aid to word recognition. - -

Books about hamsters were placed on the

_classroom library takle to catch the chlldren s
" attention and provide them with

opportumty of transferring and applymg their
skills from the stories which they dictated to
the printed material found in the library books
which contained many of the same words.
Some of the children sat together in pairs'and
read their stories to each other, which.was a
natural way to develop listening skills.
Many types of stimuli are used in
classrooms t6 provide children with materials
for dictation. Teachers may use social studies
activities, science expenments field trips,

-

'playground walks, music, p‘amtmg, etc,asa

means of giving children concepts and ideas for
dictatioh. Some teachers I'Qa e been successful., .
in using structured language tterns as ‘models
such as “"The House That Jack Built” and ""The
Old Lady Who Swallowed theiFly.” The
following samples are products,pf the phrases

“I like mysalf when . ~." and don 't like

’
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m‘,{self when .. ." dictated to the teacher or It's possible for r'n‘gst teachers to organize
« written by six-year-olds who have become their days so that theyiplan time to have-each
invo[ved in language experiences: . child dictate twice a week. One should.’
§ : ) S, remember that beginning readers usually don’t
! don't like myself when | am mad. When | dictate lengthy stories — many of the children
. get sent up to my room. (d'ictated) begin by dictating one or two sentences, If a

. . ) chiid does express interest in writing the
—_— . i ’ "Great American Novel” at the age of six,.then °
i &OV\’ ‘t' ‘ , k o the teacher might enco'uré{ge him to dicta§e .
. b short sections at a time, as wel! as encouraging
- ) L\ : T him to practice his skills ir;w writing so that he:
. mys C. \/\} en L can eventually become more indepzndent by, »
] . doing his own writing. L.
9 O—]L ‘ d , Whenever a child dictates to his teacher, *
M a . ‘ the teacher, reads it back to him to see if he
. ! feels everything is in order} It pays toread the
. story back toa chiltL—-‘no‘+ and then a child
{1 . changes his mind about what he wants to say
Li *Se h\){S&fF when [ on geod,  <=~and the teacher is providing him with an
because my mom fikes me. . opportunity to make c.hanges'. He has an
. . ‘opportunity to hear Pow his own language ,
"~ sounds. The'emphasisiis'or) meaning and most

. . N
. - . " all children will note|wheh|their dictation lacks -
I / | ke m)( Se JF WhenI meaning. ‘‘I1t doesn't fji‘akeigse:fnse," commented

one young man critidally. The;teacher asked

When I\S b are m), TQ)S. . him what he' wanted to change. in order to

~ make his story make sense. He quickly
analyzed his sequ'enck as being faulty, changed .

e o’ , ' the order of events, zinHt_h_en showed visible
) e_, my _S e, ({ satisfaction when he listenec! again and became

aware that his story I'iad meaning.
There are several things a child can do with

) M a story after it is dictated: .
- ‘ Gh i F/Q)/O 1. He can rereadlit, either, to himself or
. with someone else,

-
I3
&

R

.
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e
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. 2. He can draw an illustration to attach to
it. . .
3. ‘He cdn underline the words he knows.
4. He can copy some of the words or
- sentences.
One six year old, involved in science
experiments, dictated the following experiment
_{which was called the "“] Don’t Know"
experiment) to his teacher:

-

| DONT KNOW

First | put baking soda in a glass tube. Put

in paint. Then put in vinegar and then the
- cork. What happened? It foamed up and

pressure builds up so the eork pops.

—Todd L.

[

-I. -' \\
4 R \

The Witch

The story above was dictated by, the pupil
to her teacher. The pupil took the story back
to her table and reread it. The second day, she
underlined all the words-she knew. Two days
later, she drew another line under all the words
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she recognized. The first and second days, she
could read the the entitre story and underlined
every word. The third day she retognized

. .seventeen of the twenty-three words in the

story. The words which are double-underlined
are words which may then be placed in her
own word bank.

WORD BANK

A word bank {Stau
collection of words which
recognized at sight two days ih\a row. These
words are usually from a child’s ovel,language
which has been recorded on an experience
¢hart or dictated to the teacher.
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When a child begins his collection of*\‘qord
cards, he needs something in which to store
them. Many teachers paint small boxes, ~
recycled Clocox bottles or similar items whlch
will be used as word banks. Each child’s name
is pnnted on his word bank.

Word bank cards are usually cut from 1n¢!ex
cards and are approxumdtely one-half inch ta
three-fourths of ah irich high and are cut in 1
lengths to fit the length of the word. '

Three word cards from a anId s word bank
_areshown below. * © .

-

~ [mouster]

" Each child needs to have his name appear
on one of his first word cards. > |
One child knew the following words two

. cays in a row from a story he had dictated to !
his teacher. When he realized he couid put |
them tobether and form the same sentence he |
har! dictated to his teacher, he also asked for
card which had 2 period printed on it. He was
aeginning to discover punctuation marks. v

] .“[ike]  [mbbis] [J.
> =w\

ﬁwaunted] ' {house| . *

PR

As stated earlier, each child’sStory has the
date and is numbered. The number of the story
is also placed on the back of the word card for
reference. For example, one child knew four
words, from his first story which was dictated

*on September 25, and on his ninth stoyy,
dictatéd one month later, he had fifteen cards
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placed in his word bank! He was proud of his
achievement and so were his parents when he .
told them. . -

Word bank cards can be used many ways
Children may choose to work mdlvadually, in
pairs, or in small groups. The following’
activities are things a child may do with his
word cards: .

1. Share his cards by readtng them to

another child. .

2. Categorize and classify- his word cards.
(The possibilities are-limitless as the’
number of cards in the word bank
increases.)

3. Arrange word cards so that they form

sentences. (Children working together =

with their word banks are able to form
a larger variety of sentences.)

Two children working together made the
following arrangements with their word cards,
and asked the teacher to come and see their
categories. .

_lhaggy | l b!ue |

'[gbghi] {bug |
]’dog | [sad] [green |  |broke |

. [hamster] [cry] [yeliow] - [bottle |
'

The teacher asked them to explain their
categories. They replied that the first category
contained “pet” words, the second category
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contamed ""feeling”” words, the third category
-contained “color’’ words, and the last category
contained words beginning with the {etter “b*
of the alphabet and started with the same
sound. These two children will soon be able to
classify lists-of word cards. Note that the
children were also applying their knowledge of
. letter-sound associations.

Word bank cards can be used very’
effectively for inductive teaching of phonics
principles. A teacher may wish fo work with
" three or_four children in a smali group for an-

inductive lessoiin which they categorize their
word cards and begin to discovér-and-form
their own generahzatlons regardmg the phonics
principles.
. » Achild peeds daily opportunmes to work «
with his word bank cards. He frequently asks
his teacher for additional word cards. These
cards should be kept apart from other word
-«cards until the teacher checks to make sure
that the “‘new’’ words have become known
words.

Children tend to feel possessive abaut their
word banks and enjoy having new words to
“deposit” in their banks. When a child has so
many word cards that he has difficulty finding
the words he needs'in forming sentences, the
teacher might provide him with small envelopes
in which he can place his cards. Each envelepe
will have an upper-case and lower-case letter on
it. This is a natural way to have childgen
become aware of alphabetizing.

-
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‘ : Two of the enve-

Aa  Bb lopes at the left are used
: - by j ¢hild to store word
. cards beglnnmg with
more than one letter of

the alphabet. The child
had so many words

N which began with the ,
letter “’s” that he felt the .
word cards should be in

an envelope by

themselves.

Should a child forget one of hggv;/ords he
simply looks @n the back of the card to find
the number of the story from which it was’
taken, finds the story, and then locates the
word in context. The story context usually *
prowdes the pupil with enough clues to
recogmze the word. If he still isn‘t able to
recognize the word, tiien he should gsk his*
teacher for help. In the meantime, the °
troublesome card must be removed from the-
bank until it becomes a known word again.

USE OF BASAL READING SERIES .

When a child has'approxlmately 150 words
irrhis word bank, he is ready for ii:struction in
the first hardback book of a basal reading
series. This reading of experience stories,
reinforced by daily work with his word bank,
has provided him with a background sufficient

-
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to psfmlt him to bypass preprimers and their

artificial language patterns. Preprimers may be
keptin the room for independent reading by™ -
the children, who will undoubtedly note that,

in the prepnmers “people don't talk like
that."”

Any basal series which is content~onented
_ and emphasizes readmg for meaning instead g

""decoding” will prove to be compatible wi
the other elements in a language-experienc

) mukl-method approach ’m,:eachmg readmg -

THE DIRECTED READING THINKING
ACTlVITY (DR—TA)

The DR—TA is a procedure devised by Dr.
Russell G. Stauffer (1969) which can be used

to present materials from basal readers. The
DR~TA procedure is basicaily a ?uestlomng
strategy which provides a means

go beyonditeral levels. ’ '
Since the language-experience multi-

method approach as described in this manual,

places emphasis on readmg,for ineaning and -
reading as a thinking process, it appears:

particularly appropriatc ‘o suggest the use of-
the DR—TA procedure as an effective teaching
strategy to assist in improving and developing

skills of g &rca{ reading and thinking.
The/ ive'$teps in the DR—TA are as
follows

I IDENTIFYING PURPOSES FOR

READING — Individual or group purposes
set by students based on-séme limited clues:

des or students to
make responses which are chlefly critical and *
which fepresent higher levels of thinking which

||.

||'.

_comprehend matenal -

s e i ——

in material and their own background of -
expenence ’

ADJUSTMENT OF RATE TO PURPOSES
AND MATERIAL — Rate adjustment
depends upon the purposes and nature and
difficulty of the reading material;
surveying, skimming, and studying are_
involved. R

OBSERVING THE.READING — Teacher
assists students requesting help, notes
abifities to adjust raté to purpose-and
material, use word recognmoh steps and

e

. DEVELOPING COMPREHENSION -

Students check purposes by accepting,
rejecting or redefining purposes. ~

»
‘s

. FUNDAMENTAL SKILL-TRAINING

ACTIVITIES: DISCUSSION, FURTHER
READING, ADDITIONAL STUDY,
WRITING — Students and teacher are
identifying these needs throughcut'the
strategy..

°
f

The first step is one in which the student .
examines available clues and declares’ purposes
dependlng upon his background of experience,
the experiences of the group, and the content
of the miaterial to be read. A group copposed
of five \c eight children is most effective for
allowing interaction among the children,

The teacher begins by asking the children

to predict the butcome of a story by reading




r - .
" only the title or locking at a beginning
illustration. Example: Teacher has pupils read
the title of a story and asks, “What do you
thmk this story will be aboux?’ She then’
“allows students to make responses freely
(pupils don't raise hands to be called upon to
'respond) The pupils are allowed to talk freely
to cne anothier about:all the possibilities that
might exist. The-teacher regulates the amount
of material the puplls read at one time, and
after they have made their initial predictions,
she then asks them to read the first féw para-

- graphs of the story (or the first page). The
pupils read to gain additional clues in order to
refine their initial predictions. The teacher will
also ask the pupils to prove or substantiate
these predictions. For example: (Pupils have

ead the first page of the story) The teacher
might ask, “Nowsthat you have some addition-_
. al clues, what do you thirk will happen in this "
- stqry?” As-pupils begin to respond with refined
predictions, the teacher might ask the follow-
ing questions: "Why do you think so?” ""How
€an you prove your prediction?”
After chiidren have” hadiample opportunity
* to respond with predictions which have been
 supported by some proof, they are directed to
read on to the next place in the story that the
+. teédcher deems appropriate to serve as a
stopping point. Predictions continue to be
refined until the solution or outcome of ‘the
story has been read. . ,

. The emphasis is not on oral reading of the
story. Children will naturally read segments of
the story out loud to prove or suonort their
:predictions. This is an important use of oral

/ ;

. / .
readlng. Pupils’ are eneouragegi_ t9-'f?‘17 silently. 7
They will become more fiuent in adjusting ~  ~
their rate if each child is permitted té adjust his
own rate to fitzhe complexity of the material
and his own purpose for reading. Children will
have many opportunities to practice and _
develop «n appreciation for oral reading,
reading stories to share  with others and
recording their voices on tape. Members of a
reading group, meeting for the primary purpose_
.of developing and improving their reading- .
thinking skills, should not be forzed to follow
the rate of one child as he reads a portion of _
the story, but should have the opportunity to
become flexible in fate adjustment.

The following transcript {Gavidson, 1970)

is an excerpt taken from a taped lesson in
which the teacher used a DR—TA procedure

er

with a group of five chlldren‘eadmg onan ‘; 1 )
instructional level of fourth grade: 5"‘ y
RIS ¥
Code for Q'sand  Pupilor  Excerpt from Lesson: ¢
Lavel of Response  Teacher  “Bad-Luck Bozo" o 00
_Q. Gathering T What'sthe title of
Sp.c. Facts " your story? e
Literal P1: "'Bad-Luck Bozo . !

Wnat do vou think is
going to happen next?

Q. Interpreting ., T

Theorizing P1 He wants to go see
. some hockey gamés '
“ and stuff like that .
S and his father and
» *  mother just won't go.
13




o
e
Y

‘Q. Evaluating ~

|
|
|
?
|
|
|
o Litgral

e Q. Interpreting

-+ Making
*- . inferences

Q. Egpluating

Evaluating

"Statement”
* Interpreting

-~

Q. Evaluating

Evaluating

Q. Evaluating

A}

P1

T

P1

P1

T

o

.0 [

L3

PSS

Why do you think this
is going to happen? .

| don’t know—I| read
a little of it. Y

What do you think is
going to happen from
the title?

| think he’s a hockey
player and he did
something wrong and
they won’t let him
oplay hockey.,

Why do vou think that?

Because of the picture.
They'se playing hockey

. and he's going off.- -

Well, he had bad luck
> and he’s not a very

&

Evaluating
Lo

.
i

~ Q. Interpreting

Theorizing
‘Hypothesizing

Q. Evaluating

»
Evaluating

3

good scorer and nobody °

likes him so he doesn’t
_Play.

LS

Why do you think that?

Well, because nobody
tikeshim. * .
Why do you think _
-nohody likes him? -

A

-

Q. Interpreting

Statement

< .
PR

Theorizing,
Hypothesizing

P1

P1

CrT

P1.

P1

‘Cause he doesn’t make
‘good scores. .- -

{Children read silengy)

What do you, suppose is -
going to happen next,
without reading on?

He might be able to get
on the team and he'll be
skating real good and

his friend will be jealous
because he can skate so
geod. He was & real good
skater and now he's .
doing a better job,, o

o

Why do you think this .
is going to happen?

) "Quz, it said thathe was

a good skater and good
skier.

{Children read silently)

&*
What do you think is
going to happen now?

it said the reason that
Bozo was always get-
ting in-trouble,
They might let him an
the team and he might
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. 2 ¢- getlike he's going to _materials will provide consistency am
R shootthe puckand .- teaching techniques.

a ST 5°"'°b°d‘f m'ﬁht fall .The pre-teaching of “'néw" words is.hot -
, dowp'and he would -advocated in this teaching strategy, When,a ’
: ' . hit him accidently pupil comes to a word he doesn’t recognize,
and they'li think ttet - the following procedure is suggested ' .
' ' -he did it on purpose. 1. Skip the wdrd.
v 27 Read to the end of the sentenoe >, °/
Q. Evaluating , T Why do you think ) 3. Go back to the word and see if yaucan . 4
T this? figure it out {this gives-the pupil art « €.
. T ' ' ] opportunity to pull together the : »/
Interpreting TP, It just came to me. elements within a word recognition °
. . ’ - system — context, phonics, structural . ...
.+ Theorizing - P2 He might getinto a analysis, sight words). | .
&,  Evaluating - * fight because he’s 4. If you can figure out theiword, go right ¢
RS R b playing, because  © 7, on reading. '
T ;o hockey’s a rough 5. |f you still don’t know the word, ask .
< sport. ) your teacher and she will tell yo{x what
. ¢ it is. [N
Theorizifig P3  Maybe he'sgoing to While the pupils read, the teacher notes
Hypothesizing - get a real good goal/ individual pupil’s difficulties and strengths.
.. . . and maybe the boys After the reading, she will plan skill-buiiding
. he doesn‘t like piish activities with each pupil in the group. This is a
B him and he makes a cooperative-planning time: one which allows -
R I . badone. - the pupil to share responsibilities for his own \
o - ‘ learning. This iype of planning allows for' . i
» . . individual differences; activities may be <
™~ Pupil initiated statement. : < planned for a’pupil to work independently, or AT
A . e -a small subgroup fmay be established for
. The DR-TA questuomng strategy may be instruction in a gpecific skill needed by several .
- used with non-fiction as well as fiction. As pupils. Skill building activities which ares .
teachers continue to become more deeply planned in this fashion allow the teacher to
involved with the use of inguiry approachesin = make the most efficient use of her time as'well
_ science, concept teaching in social studies, and as her pupils. -
: problem-solving techniques in modern math, When children are assigned to groups for ’
e the use of a DR—TA appraoch with reading instruction to devalop reading- thm!cmg skills, it
1 ‘ v )
L . . 15




is crucial that teachers utilize such instruments

- as informal reading inventories to make certain
~ that the reading materials will be at each child’s

instructional level according to Betts’ criteria.
Childrer. shduld aiready be achieving success as
they receive instruction. It is completely
erroneous to assume that children aren’t being
challenged if they@on t have to struggle with
their work. Children must not be at frustration
levels when they are receiving instruction.

INDEPENDENT READING AND THE
IMPORTANCE OF THE LIBRARY -

Chlldren should be encouraged to read”
independently évery day. As mentioned-
previously, it is important for children to be
able te immediately transfer skills and’
knowledge gained through the dictation of a
story or group instruction in a basal by having
fmaterials to read independently in the class-
room. The following minjmal materials should

.. be readily available in the classroom:

+« 1. lerary books — fiction and non-fiction
. Magazines
Newspapers
Television guides and telepbone books
containing the “yellow pages”
Books which individual pupils have
“published” **
Classroom books of all types

Some teachers have set aside a speclflc time
on a daily basis during which everyone in the
classroom (including teachers) reads.

*reachers who are using “’plan sheets” with
the children, in order to help them organize

L3

LY

o o pwN;

’

»
-

16"

. Tesoufce center or

" their'work as well as providing themwith -

- (alternatives, find that having "'reading time"

listed as the number one priority on the plan
sheet workswell. =

The importance of #jood Ilbrary seems
obvious. The lib should serve as the major
earning center of the entire
school. The piace of media in cur society today
makes it essential for children to fsarn that
books are not the only source of informatior,
that the whole realm of medna opens up 2 new
world of information to us.

Teachers might begin askmg chnldren at
early ages, “What do you want to learn?” not
just “What do yod want to read?’’ The library,

functioning as a learning center should provide ~

children access to films, filmstrips, recards,
reference materials, etc. Close cooperation
needs to be established between the classroom
teacher: and the librarian as they work togather
to provide children with the means to discover.
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. CHARTER I .
. "THE CLASSROOM AS
A LEARNING‘LABORAIORY
A9

. The Language-Expenenee Approach wnth
its muiti-method and its-focus on the pupil
and Ris experiences can be enhanced withina ~
classroom which serves as a learning laboratory

for children. No longer are desks and chairs
. kept in neat little rows, but instead, are

grouped so that children can interact with one
another and children’s language can flow. A
classroom should be a center Tor discussions,
sharing, discovering, learning and thinking. For
this to take place, there must be a structure to
it all so that children may learn responmbullty
for themselves and others.

Most teachers have the ability and are
capable of establishing some type of structure.
within a classroom that enables children to
move freely within the room, work indivi-
dually, and work with other children.

Some teact:ers find it works best for their
ch;ldran and themselves to establish interest
dreas one'at a time within their classrooms.
Children leamn the purpose for the interest area,
and how to use its accompanying materials
before the next area is established. For *
example, one teacher set up an art activity ares
which contained the following: an ease)
(two-sided}, brushes, paint and water, and a
small open-shelved cabinet which contained
many kinds of paper, crayons, and scissors.
Since there was only room for two children to
paint at a time, she taped a “'sign-up” sheet
next to the easel so that children who were

©
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interested in painting that day could write their
names in the spaces provided and knew what
pairs of children would be painting first, etc.
Next, she taught al! the children how to take
care of the area, the necessity for keeping
brushes clean and marerials put away. Then,
she observed and assisted these:xchildren for the
first week-the art interest area was *’in
business.”” When she felt that the children were
comfortable handling the area, she established
the next one. Through her planning, she felt
her classroom environment and her children
were secure and stable.
Another teacher felt her pupils were

- "secure” in the ways in which their teaching-

{earning environment functioned and

28
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~aeguraely judged them to be Generally flexible
and adaptable to new situations. At the
beginning of the school year, she waited until
she felt that she had established a good .

working relationship with her pupils and, after ;

preparirig them for a change, set up all her
interest areas over a week-end. She, too, used
plan sheets and sign-up sheets with her pupils
until they could become “’self-regulative” in
behavior. B .

The following activities are suggestions for
interest areas in a classroom which functions as
a learning laboratory:

1. A reading area {a piece of carpeting, an

“inflatable’’ cushion, lots of books
_placed informally will enhance this area
and be inviting to children).

A book-making area {see appendix for
suggestions. This area should have all
the materials needed for a young
author to “publish” his book — even
the “Great American Novel.")

A science area {(animals, fish, birds,

plants which are growing - plus a sheet .

for recording observations by a child
and a place for him to sign his name
and place the date; experiments to
perform — again; a sheet for recording
observations, etc.)

A social studies area (games, books,
filmstrips, etc., pertaining to the
concepts being taught)

A writing area {story starters,
suggestions for books, spelling
handbeoks, a couple of old “English’
books’’ for reference, picture

dictionaries, dictionaries, lined paper —

* ail musts for writing)

A problem-solving area (chess,
checkers, jigsaw puzzles, simulation
games, a couple of “who-dun-its” — all
belong in this area} -

An art area {one of the most important
areas — children must find release
through expression in art: to discover,
invent, to create — without feeling as if
they must excel on a competitive basis)

8. <A “junk” area (a table with scraps —

for pupils to do with what they will —
completely unstructured — teachers
clean out their garages and their attics”
for materials for this area)




9. A listening area {pupils can "’plug in"” to
- listening posts and listen, to tapes, to
other children, etc. Have you-ever
. heard Alfred Hstchcock ‘s recording of
Ghost Stories?) -

An summation, an- énvironment which is
conducive to the teaching-learning process is
one in )«mch the physical environment is warm_
and.inviting to the teacher and her pupils.
-**Happy'* coiors are everywhere, there are
things to do which are inviting and interesting
to children, and those areas which are there are
ones in which pupils can become actively
involved, Their work is aimost plastered on the
walls. This is a classroom which is appropriate
- for a language-experience multi-method
approach to learmng

* Space isn’t a limitation. Most teachers can
fit some of these activitiec cn a two foot shelf.
if they really believe in the concept of interest
areas, somehow, someway, they find an
appropriate space — even in a self-contained
classroom with thirty pupils.

*

*To construct and to create are quite different.
A thing constructed can only be loved after it
is constructed, but a thing created is loved -
before it exists.” °

— Githert Keith Chesterton

N PRI N AR N S

-

“. .. The first thing to do was to make a grand
,survey of the country she was going to travel
through. ‘It's something very l:ke learning
geography, thought Alice .

- —Alicein 'I‘hrough the Looking Glass,
p. 176
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& CHAFTER IV

/ ORGANIZATION,FOR LEARNING

o N SN
4 A structure or framelwork to the learning

- environment is crucial if children are to

becoifte more responsiblé for their own
learning. Children need to have many
alternatives and opticns available to them fi'om
which théy can make choices. They need to
know what will be expected';«from them; they
need to have guidance from teachers to help in
establishing realistic goals. %,

One way of assisting childfeh to organize
their activites and help them with the task of
setting goals is througk the usg{of plan sheets
or goal sheets and planning perjods. Many -
teachers find it helpful to set u% some long-
term activities as wel} as shortel ones which
*tie in" with content units which are being
studied. Interest areas which-have been
developed provide numerous activities. Other
activitiésneed to be carefully weighed in terms
of teacher-preparation time. ~ -

For examplé, a teacher might choose to
have paper-mache models included as one of
the long-term activities. The ’%eacher-
preparation time required each day for setting
up the work area, mixing wheat paste, etc., is
extensive. When the teacher maps out other
activities, she will undoubtedly plan those
which will not require as much preparation
time as the paper-mache activity will require.

in a planning period in the morning, each
child fills out a p!an sheet indicating the
activities he has chosen to do. A half-sheet of-
paper is usually sufficient for a plan sheet. A

typical model would have spaces for choices to
be listed and accompanying spaces for an
evaluation of work.accomplished. ‘A plan sheet

_actually provides a record for a child

containing “What ! intend to do”’ and “What

_and how | did.”” Many children like to

examine:these sheets at the end of the week
-and look-at the progress they’ve made. The
same use should be made of them at the end of
every day, so that pupils go home with -
accomplishments firmly in mind. :

«  After the planning period is completéd,

sorne children may meet for group instruction
in reading-thinking skills with' their teacher
while others begin with activities listed on their’
plan sheets. There is purpose and stracture to
this kind of movement in aclassroom. Children
are operating independently or in smali groups;
the planning period has helped them become
task-oriented. The ‘tocne’’ of the classroom is

. one of positivengss and constructiveness. The

large time biocks allow. for flexibility in

planning and working. There is time for
children to dictate stories, to participate in .
small group instruction, to read independently,
and to become involved in a variety of-learning
activities.

The overall program has three strong
inter-related strands which emerge — a
Language Experience Approach involving
group experience charts and individual
dictation, group instruction with the use of
content-oriented basal readers, and inde-

- pendent reading. Each complements the

strengths and compensates for any weaknesses
of the other approaches. Each approach can be

[y
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adapted to the agé and the sophistication of
the learner. Finally, the-use of these
multi-method approaches allows for complete
9 integration of all the components of the

- language arts.

« "The goal in education is n?t to increase the
amount of knowledge, but 1o create the
possibilities for a child to invent and discover.
When we teach too fast, we keep the chiid

- from inventirnig and discovering for himself."”

— Piaget

-

Aruitoxt provided by Eic:
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¥ ' CHAPTERV
LATER ELEMENTARY -

.. . When childekn reach later elementary

| grades, the multi-method progiam has

\ progressed to a }ight!y different format. The

, Language Experience Approsch is used in two

distinct ways. Those chijdren who can write ~
and have become more fluent in reading may
no longer be involved in dictating; they may be
simply writing every day about their own
experiences and experiences that are taking
place in the classroom. Those children who are
not as fluent may stili be involved in the
dictating process on a required basis.”

One teacher, Mrs. M., has a mirrnr set up in
her classroom. She also-has a large collection of
hats. Mrs. M. has her children put on the hats
to see themselv=s as different persons when
they look in the mirror. They have opportu-
nities to talk about how they look and how
they feel. Then some children dictate their

“ thoughts, while others independently write their
thoughts. The following story shows how one
youngster reacts to hats:

! hate hats Some folks likes to wear hats.
but | don‘t. Hats give me the creaps. Hats

_ make my head swet. Hats make me swet to

death. | might even faint in that old hat.

— David Allen, 5th Grade, li'/lartin ‘
Luther King Elem. Rockford, IL
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Anather teacher had her children hollow
out pumpkins at Halloween time. The
following story resulted:

~ WHAT YOU CAN DO WITH A PUMPKIN'

You can cut a hole in the top and hollow it
out and then put water in it and when you
want the water, tip it upside down. You
can make a pumpkin out of it with ears.
They feel bumpy. | can hold it with one
hand so it isn‘t heavy. You can take and
cook stuff out of it. Cut a hole in the top
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of it so it won't burn the top. It looks like
- a big seed: 1t feels hard. It is orange. It is -
plump and it is fat. It is yellow on the
inside. We are going to make a pie out of it.

—ﬁS‘teverz, Welsh Elementary School,
. Rockiord, wo- .

Al! children are involved in independent
reading. Group skills instruction is provided
through the use af basals and non-fiction
materials, including those used in content
‘areas, More and more emphasis is placed on
learning and the learning process, in order to
help children unpderstand thatreading isn’t th
only way to learn. ) .

L The range of children’s abilities increases as
* their experiences broaden and increase. In

e

teacher must provide skills instruction to fit
the needs of each child. The planning and
organization needed to provide the overal}
structure of the classroom and provide for
individual and small group instruction in skills
is amajor task. _ * .

“Inquiries made among mature readers revealed
two very illuminating facts. They indicated,
first, that the crucial point in the development
of permanent reading.interests was when
reading began to inspire, to bririg convictions,
to make changes in the reader’s core of vaiues,
and to open up new vistas.

“The second is the very great influerice of a
teacher who is a lover of good books and who
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_has the capacity to opep up to children and
youttrthe appreciations and other rewards
/' herent in reading.” . ’

these grades, as well as in the primary grades,the

-

— William S. Gray, Providing Reading
Materials Apprppriate to Interest'and
Maturity kevels




~ middle school and high scho

) CHAPTER VI " -
MIDDLE SCHOOL AND HIGH SCHOOL

Modifications of the Language Experience )

Approach can be used very effectively at the
levels:-The
muiti-method approach and its format can fit
naturally into a dejelopmental reading
program. Content area teachers will find many
uses for language-experience as they assist
pupils in learning. the specific concepts in their
areas of specialization. An |mportant use of the
Language Expenence Approach is with pupils *
who are having difficulties in reading.- These
youngsters are developmg mature tastes and
interests and, many times, balk at the mere-
thought of having to read “baby books."":
Youngsters’ interests and experiences can serve
as'springboards for dictation at these levels.
«The teacher records a youngster’s language

. using the same procedures suggested for

working with beginning readers. Older pupils,
too, feel pride in becqming authors and feelings
of positive self-concept are enhanced. The
heightened feelings of self-worth were
beautifully described by a fifteen-year-old after
he had completéd his first dictating session. He
commented to his teacher, “It's the first time
anyone ever thought anything | said was
important enough to write down!” -

"Great progress has been made in developing )

" helpful techniques and materials for teaching

~
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readmg, but no packaged process will ever mesét
the wide variety of personalities faced by
teachers in classrooms a2nd looked:after by.
parents at home. This is especnally true if we
approach children with a respect for their

.eagerness to learn and if we honor the integrity

of their taste. Then, instead of teaching young
people as if we were feeding them packaged -
prescriptions, we inspire them and challenge
them to invest their efforts and ideas in

learning to read.”

~ Roma Gans Cammgn Sense in
Teaching of Readmg
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' CHAPTER VI

. ADULT LITERACY PROGRAMS

o The Langyage Expenence Approach, with
“its emphasis on the language ﬂuency and
experiences of the learner, has advantages when
used as an instructions! approach with adult
literacy programs. Teachers working with -

" adults must design programs which fit the

needs of each adult. Aithough there are some
commercially prepared reading materials
desugned for use with adults,"an adult learner

" maintains a higher degree of motivation toward
materl,als which reflect his own needs and
interests, The word bank concept can be
utilized in building a sight vocabulary of words
frequently used by the adult learner.

Many adults have feelings of distrust and
fears of failure about learning how to read. The
responsibility and feelings of success and
achievement, created by dlctatmg their own
'readmg materials based on their experiences,

_ help overcome the feelings of fear and

distrust: Some adults have found immense
satisfaction in ‘dictating and writing in poetry
forms.
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“Perhaps the single most Jmporréﬁt thing abouit
a book for children ts’fﬁ‘%t it is an experience.

%¥The child has gained something and grown a

'ltﬂB * N . a . L -

— Russell G. Stauffer, Directmg Readm;{
Maturity As A Cognitive Process
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. - CHAPTER VIl}
BILINGUALS
There‘has been increased emphasis on
- estabhshlng programs for children viho are
blllngual and many teachers are fmd!hg use of -
the Langnage Experience Approacb an
advantage in providing instruction for these
" children initheir classrooms. As bilingual .
children dgyelop fluency in our language, they
begin dlctatmg or writing stories and poems.
If dlffuculty is encountered when a child
can’t think of an appropriate word in our _
Ianguage, hé simply uses the appropriate
term in his naturaf language. This provides the
" teacher with jramediate feedback on difficult
words encountered by the pupil, and the
pupil doesn’t feel thwarted He is able to
succeed »

"It is the supreme art of the teacher to awaken
joy in creative e,xpressioq and knowledge.”

7

- Albe. . Zinstein
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, CHAPTERIX -
ADDITIONAL THOUGHTS

¢ . lItjustisn’t possibie in this type of
publitation *o describe in depth the language-

“experience multifmethod approach and all its
ramifications for instruction, An sttempt has
‘been made, however, 10 present an overview of
the Language Experience Approach and
provide suggestions for imptementation and
practical application at all levels of instruction.

Those parsons who are interested in
increasing their krowledge of the Language
Experience Approach are urged to read and
study research and writing in this field written
by Dr. Russell G. Stauffer, and in particular,
his marvelous text, The Langusge Experience
Approach to the Teachiny of Reading,
published by Harper and Row, 1970. Other

. appropriate materials are listed in the
bibtiography.
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- APPENDIX

f" . . . ? . (D) - - H '
" MAKING BOOKLETS WITH DRYMOUNT ~———cardboard gl
. —~— s ne’ﬁa/ge |

(A) N \

Id
4, Cut two pieces of ‘cardboard (shirt
cardboard works well) a little larger than
paoes. Diagram D.

1. Fold Paper in haif for pages. Diagram A. . N

: () \
i (8) . . cloth -
: ’ drymount under
3 L “ cardboard
l [ ,
“ L ’ .
i 5. A piece of d7ymount is cut to fit between
2. Sew along dotted lines with needle and the cardboard and the cloth. Diagram E,
e thread {some teachers are massproducing ) )
all sizés and shapes using their sewing 6. Lav ol B <.
\ . . Lay cloth flat, piace drymount on top,
machines to sew pages). Diagram B. then c;arboard pieces. Leave space between
. cardboard pieces to allow book to apen
and shut, Diagram E.
1| (C) i
I~ cloth v
(3 \\

' ™ pages
3. Cutcloth or wallpaper one inch larger thar{ .

book pages {lay open and flat to measure), .
Diagram C. ' 7




iF)

7. With iron, press a few places to hold
rardboard in piace. Diagram F.

8. Fold corners in; then fold top down and
iron;: then fold bottom up and iron.
Diagram F.

first last
page page '

Q. Cut second piece of drymount the same
size as open pages. Lay drymount on open
cover; lay open pages on drymount; press
first page, then last page to the cover.
Diagram G. '
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