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Summary

In the present project, a sequential and cumulative English
curriculum developed for able (the top 20%) senior high school students
was presented to students of average academic ability to determine
whether the courses could be taught effectively to a wider student group
than they were designed for. The curriculum used was the one developed
at the Curriculum Study Center in English established at Carnegie
Institute of Technology in 1562 under the auspices of Project English.

The project also sought to determine whether teachers not especially
trained at the Carnegie Curriculum Study Center could effectively use
the curriculum materials, depending only on the written materials them-
selves. Two teams of three teachers each taught the courses in high
schools in the City of Pittsburgh in successive academic years, 1564-
1565 and 165-1¢66. Each teacher wrote a substantial evaluative report
on the successes and failures of the experiment. Their papers constitute
the Appendix to this Final Report.

In the main, the results of the project were positive. Relying only
upon the printed materials of the Carnegie Center, the six teachers
judged that the students of average academic ability had profited more
from the experimental courses than they would have from the traditional |
program. However, only one teacher judged the program to be successful
in almost every aspect. The others all qualified their evaluations with
thoughtful recommendations for modification of the program suited to the
needs of students of average academic ability. The major modifications
recommended were that the quantity of reading in the literature program
be reduced, that the recommended teaching method (heavily dependent

]

upon class discussion) be varied by using several other procedures, that
the number of audio-visual materials be substantially increased, that
these students be given much more time for training in composition, and
that the whole of the three-year program should be used rather than any
single year of it. The Director of the program includes in his report a
strong caution to teachers using this program for students of average
academic ability: that they do not grade the students more stringently
than they otherwise would, simply because the program may appear to
be more demanding than the traditional program.

Teachers who wish to use the English curriculum developed at the
Carnegie Curriculum Study Center to instruct students of average
academic ability will find in the complete report not only encourage-
ment to do so but also wise recommendations for the modification of
the courses which will make them more effective for their students.
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I. Introduction

Objectives of the Program

This report deals with a project related to and dependent upon the
work of the Curriculum Study Center in English established at Carnegie
Institute of Technology in 1962, USOE Project No. H-015. This Center
had as its goal the development of a sequential and cumulative program
in English for able college-bound students in the senior high school,
grades 10 through 12. During the first two years of this development
the staff of the Center became convinced that with some modification
the courses could be taught effectively to a broader spectrum of
academic students than those designated as "able" (the top 20%).
Furthermore, the courses developed at the Center were all being
presented by teachers who themselves helped to plan them; obviously
these teachers were uniquely prepared to offer the courses. If the
developed program was to be widely adopted in the future, it would
have to be presented by teachers who would not have this special
experience, but who would become acquainted with the courses chiefly
or exclusively through the written materials produced at the Curriculum
Study Center. In short, if the program could be used more widely than
for a limited group of students in the seven developmental schools, the
Center needed to know the answers to two questions:

(1) whether a teacher who had not been especially trained in

the educational philosophy and methods of instruction developed
at the Center could adequately teach the courses, relying chiefly
upon the written materials produced by the Center; and

(2) whether these courses could, with some modification, be
taught with effectiveness to the general academic student (not
just to the upper 20% of high school students).

The objective of the present program was to provide the answers to
these two questions.

The Setting

In a very real sense, then, the present program was dependent upon
the existence of the Curriculum Study Center at Carnegie Institute of
Technology. It was concerned with making available to a wider group--
both of students and teachers--the curriculum being developed by the
Center. The facilities of the present program were provided by the
Center, and the Director of this program was also the Director of the
Center, serving with no additional compensation in time and with no
cost t© the U. S. Office of Education.
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The operational plan of the present program was to engage three
teachers in the 1964-65 school year to present a course each to a
section of average-ability academic students at one of the three grade
levels (10th, 11th, and 12th) in three different high schools. A second
team of three teachers were engaged to repeat the experiment in the
following academic year, 1965-66. In each year the teachers were
given the materials of the courses in the summer before presenting
them to their classes, but they were not given any further instruction
in advance. They were thus in the position of teachers in an area of
the nation distant from Pittsburgh, who might become acquainted with
the courses developed at the Center through the written materials and
proceed to present the courses to their own students.

The teachers in the program did confer with the Director from time
to time during the year they were teaching, but they were deliberately .
not given special instruction in advance, which would weaken the intent |
of the project. They agreed to keep notes of the problems involved in
teaching the program, and they were engaged during the summer
following their academic year to write a comprehensive evaluative
report of their experience with the program. Illness caused considerable
delay in the submission of two of these reports; but all six were finally
completed, and they are attached as a significant appendix to this Final
Report on the project.

Arrangements were made with the Board of Public Education of the
City of Pittsburgh for the six teachers in the program to teach “average
academic classes" in three high schools according to the following

schedule:
1964-65 $65-66
Langley High School 10th grade 11th grade
Perry High School 11th grade 12th grade
South Hills High School 12th grade 10th grade

The teachers were in a special category; they were not regular
staff members of the City schools. They were engaged by the Carnegie
Director of the program, and they were approved for teaching one
course in the City high school by the Pittsburgh Board of Education.
Each teacher was engaged to teach a single section of general academic
students for one school year, to study and record the problems arising
in presenting the course to such students, and--in the summer following--
to write an evaluative report containing useful recommendations. This
experimental work was considered half-time employment; in the other
half of their time they pursued a Master of Arts in English degree at
Carnegie Institute of Technology.

3




Historical Review of the Program

The contract was negotiated in July, 1964. The Director immediately
confirmed arrangements with the Board of Education of the City of
Pittsburgh that three sections of average academic ability would be
taught by three promising teachers who were erirolling in the Master of
Arts in English program at Carnegie Institute of Technology. He then
engaged the three teachers for the program: Mrs, Maxine N,
Brandenburg, to teach a tenth-grade section in Langley High School;
Mrs. Patricia P. Sellars, to teach an eleventh~-grade class in Perry
High School; and Mrs. Marjorie W, Weinhold, to teach a twelfth-grade
class in South Hills High School. The teachers were each given a set
of the appropriate Curriculum Study Center materials and a set of
appropriate textbooks.

The budget of the program included the cost of the textbooks to be
used by the students. Accordingly 35 copies of each text were purchased,
and the books were transported to the schools where they were to be used.
Since each course demanded twelve to eighteen books per students, this
action required no little attention and effort on the part of the
Administrative Assistant of the Curriculum Study Center.

The first team of three teachers presented the courses during the
academic year 1964-65. They met periodically with the Director and
discussed the progress of their classes as well as certain modifications
of the courses which seemed desirable. They kept notes of their
experiences in anticipation of the evaluative report to be written in the
summer of 1565. Although they worked conscientiously during the
summer weeks, the final completion and submission of the reports took
considerably more time than anticipated. The Director found it desirable
to review the manuscripts with each author and to make editorial
suggestions in the interest of stylistic consistency before the reports
were finally mimeographed.

In the summer of 1965, three replacement teachers were engaged.
It had been reported that several of the students who had taken the
tenth-grade and eleventh-grade program requested that they be permitted
to continue with the next year of the curriculum. Accordingly the
Director arranged to have the sets of textbooks transferred from school
to school so that the teachers in the second year of the program might
observe the cumulative effectiveness of the program for students of
average ability. The teachers assignments also followed this arrange-
ment: Mrs,. Lillian Ryave was assigned a tenth-grade class in South
Hills High School; Miss Philaine Katz, an eleventh-grade class in
Langley High School; Mr. Richard S. Wells, a twelfth-grade class in
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Perry High School. The promise of this plan did not come to full
fruition, as is detailed in the teachers' reports. A number of the
first-year students had schedules that did not allow them to be in
the second-year classes; consequently, any significant observation
of a two-year cumulative effect was not possible.

In the summer of 1566, the second group of three teachers were
engaged to write their comprehensive reports, having the advantage
of the previous reports to assist their own evaluations. However, at
the conclusion of the academic year 1565-66, one of the teachers was
too ill to undertake the summer work, and another became ill during the
summer. Their reports were consequently delayed several months, and
in the meantime the Curriculum Study Center at Carnegie Institute of
Technology had completed its program and its staff organization was
dissolved. However, finally all of the teachers' reports were secured.
They form an important and substantial appendix to this report.




- II. Findings and Recommendations

The findings of this program are documented in the 143 pages of
the attached Appendix, which contains the evaluative reports written
by the six teachers who engaged in the program. This summary written
by the Director of the program makes frequent reference to pages in the
Appendix; the page numbers in the Appendix are indicated so that
interested readers may readily locate the more specific statements of
the teachers. Because of the nature of this report, the findings are
spelled out in some detail and they contain the recommendations and
conclusions. For the convenience of the reader, the recommendations
and conclusions are briefly restated in the section following.

Findings

A. The curriculum designed at the Carnegie Center to be presented
to able college-bcund students was in fact more successful than the
traditional English program when taught to average academic students
in the senior high school. The teachers' estimates varied from its
being entirely successful (pp. 107-08 in Appendix) to a much more
measured judgement that its advantages "outweigh its limitations"
(p. 2C). Most of the teachers expressed reservations and qualification
i) as should be expected when the curriculum was designed for a more
talented group of students than the ones involved in this experiment.
But the initial assumption of the program (that a good part of this
curriculum might make a successful contribution to the education of
average academic students) was borne out in actual practice. Many
qualifications of this conclusion appear among the following findings;
but it should be kept in mind that these are qualifications of a program
that was judged unanimously to be more successful than the traditional
program,

B. The concept of "average academic" student is given a detailed
definition in most of the teachers' reports. The Pittsburgh schools
agreed to make this type of student available for the program. It is
interesting and instructive to learn, from the actual composition of the
classes, the kind of students that one of the forward-looking urban
school systems in the nation advances as its "average academic"
students. Most of the schools did assign to this program students who
were taking the "academic" curriculum, though one school drew a quarte
of the class from the "commercial" students. The I.Q. range of the
students in the experimental classes varied from the extreme limits of
85 to 128, with the average limits of the six classes being €2 to 121.
The mediam 1.Q. of these classes seems to be 108.

i) 6
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The number of students who had aspirations to attend college
varied widely, from class to class. In one tenth-grade class a.l but
two of 32 students expected to attend college (p. 3); in another school,
only one tenth-grade student out of 24 hoped for college (p. 81). In
the third school involved in the program, about half of the experimental
class anticipated applying to enter college. To some of the teachers,
this percentage seemed very important; one teacher felt that the
response to the experimental curriculum was determined more by the
college ambitions of the students than by any other consideration (p. 61);
another teacher was shocked by the fact that only half of his class had
aspirations for college and that one of his students " blatently selected
truck driving" as his anticipated career (p, 131).

Most of the teachers felt that a student group whose ability did
not rank as high as the class they were teaching should not attempt the
experimental curriculum. In reviewing the teachers' reports, the Director
of the program is inclined to agree. He would recommend that only
classes whose median 1.Q. is 108 or more should attempt the curriculum
designed at the Carnegie Curriculum Study Center--and in addition that
such classes as these should be subject to the qualifications which
appear in the findings that follow.

Of as much interest as objective measures are the teachers'
subjective impressions of these average academic students. There are
several expressions of disappointment in the capacity of the students to
read with comprehension. One teacher felt it necessary to introduce
special instruction in reading for one period a week (p. 81). All of the
teachers found that the students were unable to complete anything like
the quantity of reading set forth in the course designed for able students.
More disturbing is the comment by the teachers of the twelfth grade
classes. One was appalled by the students' "gross passivitv" and
judged that “they had been grievously sinned against somewhere along
the line. As a result, they had built up a keenly defined resistance
against reading, discussion, and opinionating in the English classroom"
(p. 133). The other twelfth-grade teacher had a remarkably similar
observation; she has written, "they actually resent being held respon-
sible for class discussion. They are unhappy, too, with not being told
the one 'right' answer to all questions. On the other hand, they
especially need this kind of experience..." (p. 65).

C. The method of teaching which is built into the program is the
inductive method. The typical procedure is that the teacher plays the
role of questioner, and the students learn by working through to the
answers in class discussion. This method is highly successful for the
articulate able students for whom it was designed. All of the teachers
commented on its comparative effectiveness when employed with the
average academic students. 7
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The overall response to the inductive method is perhaps most
succinctly summarized by the comment of an eleventh-grade student
that is used as the epigraph to one report: "It was hard at first, but
then I really started to like it" (p. 105). Report after report confirms
the initial difficulty that the teachers had in getting the students to
engage in discussion in which the students themselves were called
upon to search out the answers. Such engagement developed slowly,
and in some instances almost painfully; but the typical experience was
that by the end of the school year the students were involved in the
discovery process, and in most instances they were responding
favorably to it. One teacher summarizes this effect quite clearly:
"Although there is initial rebellion at being expected to make their own
discoveries and draw on their own conclusions, this reaction of the
students gives way eventually to a sense of satisfaction and
accomplishment, as well as to more meaningful learning." (p. 69)

In spite of the ultimate success of the method, the teachers have
made three qualifying recommendations. One is that the average
academic student needs considerable variety; he becomes over-saturated
with a steady diet of class discussion, and other means of engaging
his attention must be sought. The teachers employed several procedures
to achieve such variety: panel discussions, oral reports, reading and
acting of parts (in studying drama), brief writing sessions, prepared
answerg tostudy questions. Although the teachers have spoken of these
as variants from the inductive process, it is clear that they were still
seeking to involve the students in a discovery process, and the main
intention of the inductive method was certainly being observed. This
can only be applauded. However, in a few of the reports there is the
suggestion that the students were occasionally involved in busy-work
on the theory that they felt more comfortable when they were not called
upon to think for themselves. If this is really so, it is regrettable.

A second recommendation made by the teachers is highly pertinent,
and anyone using the Carnegie materials would be well-advised to
consider it, This is that the discussion questions as set forth in the
lesson plans of the curriculum are either too complex or pitched at too
high a level of abstraction for the students to deal with them without
certain groundwork being laid. Undoubtedly this observation is quite
true, even for mary classes of able students. Because of limitations
of space and time it was necessary for the designers of the original
program to set down in five or six questions the main centers of emphasis
that each lesson was focusing upon. It should be understood that many
of these questions--perhaps most of them--need to be led up to by a
sequence of pointed minor questions that will lay the groundwork for
the major questions. The preliminary questions will vary according to

8
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the readiness of the students to deal with the major issues, and their
nature must be determined by the resourcefulness of the teacher
responding to a specific class. One of the teachers found that she had
to use perhaps ten questions of her own to reach one of the major issues
that appeared in the written lesson plan (p. 63). This suggests that a
teacher who attempts the inductive method must expect to make a
considerable contribution to the process, no matter how carefully the
materials have spelled out the program in advance.

A third recommendation made by several of the teachers can only
receive the wholehearted endorsement of the designers of the program.
This is that students should be given the entire three-year sequence of
courses rather than any single year of the planned program. The
conditions of this experiment resulted in the fact that the majority of
students were experiencing their first contact with the program. The
teachers found that the students consequently had to adjust to an educative
process which seemed entirely "new" to them. This period of adjust-
ment continued through most of the initial academic year. The one class
in this experimental program which inspired the most glowing teacher
report of the six was the only one that truly was taking its second year
of the curriculum: "most of the students had been in the tenth~grade
Project English class, so that they were 'ready'" (p. 10S). The other
teachers strongly recommended that the sequential program be used in
its entirety if satisfactory results were to be hoped for.

D. Another finding of general application is closely related to the
former. The teachers agreed that this program can be presented
effectively to average academic students only by a teacher who has a
more than common flexibility and background. All of the teachers agreed
that the prepared materials of the program were well integrated and
extremely helpful, but that the inductive method, as well as the materials
in language study, required a teacher of more than average ability and
knowledge in order to deal satisfactorily with unforseen questions sure

to be raised by the students.

E. Most of the teachers recommended that the amount of audio-visual
materials in the prepared program was insufficient for the average
academic student. They found that the audio-visual materials designed
for use in the early part of the composition work and in the language
lessons were well chosen and essentially effective, but they recom -
mended that the materials for composition be considerably extended and
that a whole host of materials be assembled for use with the literature
program. In the opinion of the teachers, the average academic student
has a far greater need of audio-visual materials than has the able
studant. g




F. Another recommendation made by some teachers (see p. 15 and

p. 72) is that the prepared materials should include bibliographies
listing scholarly and critical works that would be useful for the
teacher. The designers of the program had considered this question
and had decided--not without misgivings-~-that such bibliographies
might introduce more frustration than help to the very busy secondary
school teacher. Certainly it is true that the better informed the teacher
is, the greater potential he has for holding enlightening classes. But
this i.volves :ne whole progress of his professional and personal growth,
extending over a term of years, and goes well beyond the immediate
needs that course materials are designed to satisfy.

G. There were many specific comments made on the literature portion
of the prepared curriculum--far too many to mention in a summary report.
The one comment that all teachers agreed upon was that the quantity of
reading included in the curriculum designed for able students is beyond
tl.e apacity of the average academic student. All of the teachers found
it necessary to delete certain works of literature from the program. This,
of course, was expected. After conferences on this subject with the
teachers, the Director has one suggestion for other teachers who plan

to use this program with average academic students: it is wise to
anticipate a substantial number of deletions and to plan to scatter these
throughout the school year rather than simply not to finish the planned
course of study. It is better to reduce each unit of the course than to
omit any of the units entirely, particularly the concluding units.

Of the many comments on specific titles, it is practicable to
select only a few for notice in this part of the report. The Tale of Two
Cities offered problems in the early part of the tenth-grade course
(see p. 6 and p. 90), partly because of its vocabulary and partly
because of its intellectual sophistication. Thoreau's Walden appears '
to be too challenging for the eleventh-grade classes (see p. 49 and p.114);
the lyric poetry caused more problems than anything else in the
twelfth-grade (see p. 65 and p. 133). But, in spite of certain
difficulties, the teachers hesitated to recommend the exclusion of
these important works; all of the teachers felt that the literature
program as a whole was well designed, effectively integrated, and
for the most part quite useable (with modifications) for the average
academic student.

H. For most of the teachers, the composition materials were successful., |
_ They praised the specific directions and illustrations provided for the

; early papers at each grade level; however, they would have liked more
such specific materials to accompany the composition work throughout
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the school year. They recommended a number of additions to the
program prepared for able students. First, they found that the
composition work, to be effective, must be allotted more time than
was originally scheduled for it. Second, they found that the "average
academic" students are weak in mechanics and spelling and clearly
need much work in these areas (which is not provided in the
curriculum for able students). Third, many teachers suggest the
addition of several short writing assignments, of five to fifteen
minutes, partly to give the students more experience in writing and
partly to add variety to class procedure. Fourth, some of the teachers
recommend the addition of work in creative writing (see p. 43 and p.67).

The designers of the program had rejected the idea of including lessons
on creative writing, believing that training in expository writing is
urgently needed by college-bound students, and further believing that
creative writing is most effective in an elective course and difficult
to justify in the required English program.

I. The language program met with various evaluations by the teachers,
some finding it to be highly exciting and others regarding it as the
least effective part of the program. More favorable comments appear
than unfavorable ones, but it is difficult to arrive at an estimate about
the success of this portion of the curriculum. Although the Carnegie
program attempts to spell out the language lessons in more detail

than almost any other area of the curriculum, some of the teachers felt
that to present these lessons effectively a teacher needs to have a

good bit of training in language study.

J. One aspect of the program raised a spectre that the Director
coasiders to be a major threat to its success. This problem is

most clearly stated on p. 33 of the Appendix, on which the teacher
reports that although the students made more progress in the experi-
mental course than they would have in the traditional program, never-
theless they receivcd lower grades because the new course "made
more demands on the students than previous English courses had"

(p. 33). There is a fundamental error in logic here, which has the
actual result of punishing a student for doing better work.

Unfortunately, this sort of thinking is not an isolated example.
In the experience of the Director, it is a pattern adopted by all too
many teachers who are introducing new curricula. Under the stimulus
of a new and exciting curriculum teachers seem to expect that students
will achieve far more than they have in the past; and, guided by this
expectation, they raise their grade standards to some unreal height.
Consequently, although students may be doing better than they ever

11




have before, they are quite likely to receive fewer rewards than
ever before. In the operation of the Carnegie Curriculum Study
Center courses for able students, as well as in the Advanced
Placement English courses introduced in the Pittsburgh area, the
Director has found this tendency to grade students more
stringently to be a constant problem. Parents have withdrawn
students from excellent college~preparatory courses because they
(quite accurately!) feared that their children's chances of college
admission would be harmed by a poorer grade record.

If the new curricula are really teaching students more about
the subject, then teachers should gladly reward the students with
higher grades. Unless the trend to do precisely the reverse is
halted, the new curricula will never win popular adoption in the
schools.

Recommendations

The recommendations are incorporated in the text of the Findings
above. For convenience they are reproduced in succint form in this
section of the report.

1. The senior high school English curriculum designed at the
Carnegie Curriculum Study Center may be taught effec-
tively to average academic students, providing sensible
modifications are observed.

2. It appears that the "average academic" class falls
within an I.Q. range of 92 to 121; only classes with a
median I.Q. of 108 or more are likely to have success
with this curriculum.

3. Students who aspire to attend college are likely to
respond favorably to this curriculum,

4. The average academic student has to be won to
participate in the discovery process; he is inclined to
resist the inductive method through a good bit of the
first year he meets with it.

5. A teacher needs to employ a variety of class procedures,
to hold the interest of the average academic student.

12




6. The teacher using this curriculum must expect to lead
up to the major questions in each discussion session by
introducing many minor questions as groundwork.

7. The three-year sequential curriculum should be used
as a whole.

8. The teacher of this program should be above average
in ability and knowledge.

9. For average academic students, the Carnegie
Curriculum needs to be supplemented by a variety of
audio-visual materials

10. Some teachers recommended the addition of bibliographies
listing pertinent scholarly and critical works that would
be useful to the teacher. TheCenter did not do this,
after consideration.

11. For average academic students, there is too much
reading in the program; the teacher will need to delete
works from various units in each course.

12. The composition units are useful, particularly those
at the beginning of each year. However, more time than
is scheduled must be devoted to composition. The
teachers recommend that for average academic students
work in spelling and mechanics be added to the planned
curriculum,

13. Several short writing assignments might be added to
the program, partly to give the students more practice
and partly as a variety in class procedure.

14. Some teachers recommend the addition of work in creative
writing. The Center does not recommend this addition.

15. Some teachers are critical of the language units; others
feel that they are effective and interesting.

16. The Director of the program urges all teachers who use
the curriculum pot to apply more stringent grading
standards than is customary in their school.

13




Conclusion

Although this project in its specifics is limited to the use of
the English curriculum designed at the Carnegie Curriculum Study
Center, many of its findings and recommendations have a much
wider pertinence. Over the past decade many new and promising
curricula have been developed and made available to the educational
community. Teachers who hear about these developments have a
natural inclination to try them in their classrooms, not only with
students of brilliance but also with students of average academic

ability. 1
|

The results of this project may stand as both an encouragement
and a warning. There are exciting rewards in such a venture, and
there are also pitfalls. Teachers should be aware of both. The
following pages of the Appendix, which contains the full reports of
the six teachers who participated in the program, are rich in details
and experiences which give life to the abstract ideas contained in
this Final Report.

14

Aruitoxt provided by Eic:




Efaas "»"i?;':"{_‘_g},-\\é"ﬂ_ﬂ:ﬁ‘iﬂf_‘,\ E‘ i .*l:";ai!'w%v'?:“‘?-'wf““"""‘”‘?"J"\".a‘W@ﬂ;’Mh‘N&‘n}qm:m. A B e vt nn i e

APPENDIX TO THE |
FINAL REPORT 1

i

1

Complete Texts of the Reports of
the Six Participating Teachers

;
|
E
|




Grade 10
Year 1964-1965

PROJECT ENGLISH TENTH-GRADE CURRICULUM STUDY:

THE AVERAGE ACADEMIC STUDENT AND

THE TEACHER WITHOUT SPECIAL PREPARATION

by

Maxine N. Brandenburg
August, 1965

Aruitoxt provided by Eic:




1. SUMMARY

II. INTRODUCTION

Problems to be Studied . . ¢« ¢ ¢ o
The ClaB8 . o« « o o o o o o o o °
The Teacher . o « o o s o o ¢ o o
Assumptions ., . ¢ ¢ s o o erve o ¢

# . STUDENT

&mpo siﬁon ® [ ] ° ] L4 L4 L J [ ] ° ° [ ] °

Language, o« o o o o o o o o o o °°
Advantages of the Curriculum . . - »

Problems Presented by the Curriculum
Evaluaﬂo‘n [ ] L] [} [} [} [} [} L] [} [ ] [} [ ] ®

SPECIAL PREPARATION

vi. CONCLUSION

Vil. APPENDIX
Appropri

Variation in Classroom Procedures. .
Length of Assignments . « o o ¢ o ¢
Using Biblical Literature . « « « » °
Emphasis of Language Lessons. . « o

TABLE OF CONTENTS

Jiterature « o o o o o o o o o ° o

e & o [ ]

mteratureooooooooooo.oooo
Composition . « « o o o o v ¢ o ¢ o o 00

Language. [ ] [} [ ] L] [ ] [ ] [} L ] [ ] L ] [} [ ] [} [} [} [ ]
Advantages of the Curriculum for the Teacher

Problems Presented by the Curriculum for the
Evaluaﬁon [ J [ ] [ J L] [ ] L] [} [} [ ] * [} L] L] L] [} [ ] ® [} [} L] L ]

[ ] [ ] L 4

I1I. BACKGROUND INFORMATION AND ASSUMPTIONS

Teacher.

[ ] [ ] ® [ ]

ateness of Certain Literature Selections.

Additional Writing Assignments. . ¢ o ¢ ¢
Changes in Essay TopiCB. o ¢ o o o o o o °

L]

-
L]
L]

L]
L ]
L]

IV. APPROPRIATENESS OF THE PROJECT ENGLISH TENTH-
GRADE CURRICULUM FOR THE AVERAGE ACADEMIC

v. APPROPRIATENESS OF THE PROJECT ENGLISH TENTH-
GRADE CURRICULUM FOR THE TEACHER WITHOUT

[ ] [ ] [ ] [ ] [ ] [ ]

13-19

13
16
17

%
&

18
18

20

21-24

21
21
22




This report represents a systematic attempt to examine what one classroo
teacher has observed during the 1964-65 acalemic year while teaching the Pro
ject English tenth-grade curriculum to a cluss of average academic students.
An evaluation of the appropriateness of the curriculum for these students indic
that the course can be effective for them provided certain modifications and

changes are incorporated.

The experience of the author of this report suggests that this course can b
used successfully by an experienced teacher who has had no special training to
present it. However, the effectiveness of the materials for the teacher's use
might be significantly improved through the inclusion of certain supplementar
materials and a clarification of the teaching goals intrinsic in the design of the
teaching materials.
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II. INTRODUCTION

This report is designed to provide an evaluation of a particular phase of the
Project English Curriculum * work carried out during the 1964-1965 academic
year in cooperation with the Curriculum Study Center in English at Carnegie
Institute of Technonlogy. The report covers two areas. One area involves the
appropriateness of the Project English tenth-grade course for the average
academic student. The other area concerns the appropriateness of the Project
English curriculum for use by an experienced teacher who had not received
special training to present this program.

The report includes a section discussing background information and important
assumptions essential in the evaluation. This will be followed by a discussion of
the question: Is the Project English tenth-grade course appropriate for the average
academic student? Then the report considers the question: Are the materials of
the Project English tenth-grade curriculum in an adequate form to be used effec-
tively by an experienced teacher who has had no special preparation to use them?
In the final section of the paper, a conclusion discussing the significant problems
and successes of the year's work and proposing specific recommendations re-
garding the project is presented. In addition, an appendix is included which con-
tains specific materials such as comments on particular assignments and related
lesson changes, plus information on student performance, specific teaching pro-
cedures, and supplementary teaching materials.

Throughout this report, the term '"Project English Curriculum'' designates the
senior high school English Curriculum developed at the Curriculum Study
Center in English at Carnegie Institute of Technology, 1962-1965. This
Curriculum Study Center was funded by the U, S. Office of Education, originally
under the "Project English" program. In Pittsburgh, the curriculum has been
known popularly as the ""Project English Curriculum. "




III. BACKGROUND INFORMATION AND ASSUMPTIONS

Problems To Be Studied

The design of the Project English curriculum was well established when this
study was undertaken. Since the course had been tested in classroom use during
the previous years of work on the Project, this undertaking was concerned only to
determine two matters: its appropriateness for average academic students and its
appropriateness for teachers without special preparation.

The Class

The selection of the components for this study is significant, because all con-
clusions and recommendations evolving from the study are based on these com-
ponents. Choice of the school rested with the City of Pittsbur gh Board of Educa-
tion, since the school to be selected was to be in the city school system. The
Curriculum Study Center administrators indicated that the concern of the study was
an average academic class; selection of the school was to take into consideration
the objective of the study. The public school administration selected three schools
which were also carrying the new Scholars Program. These were all schools
considered average city schools, neither the most privileged nor most deprived in
their economic and social environment. In addition, these schools had a sufficient
number of academic students to provide a class appropriate for the project.

The school chosen for the tenth-grade curriculum in1964-1965 was Langley
High School, with an enrollment in grades nine through twelve of about 1325 stu-
dents. About thirty-five per cent of the pupils in the graduating class at twelfth-
grade level pursue some form of higher education. The administrators who dir-
ectly participated in the selection of the class were the principal and the guidance
counselor.

Since it is generally the policy in the Pittsburgh city schools to have average
classes composed of a mixture of academic and general students, it was decided,
after consultation between the teacher and the principal, that an existing average
English class would not be appropriate for this study. Rather, it was necessary to
select the students specifically for this program and create a special class for this
one section of tenth-grade English. Working within the limitations of scheduling
conflicts and course requirements, a class was assembled which closely fit the
model requested. An original group of thirty-four pupils (the maximum had been
set as thirty-five, based on the number of texts available) was assembled. With
the exception of two students, all members of the group were pursuing academic
programs in preparation for higher education. This did not mean that all these
students would actually attain this goal; however, the intent existed. Of the two




non-academic students, one wWas dropped from the program because of lack of
fundamental skills in reading and writing, and the other remained with the program
and did satisfactory work, at times superior to that of certain of the academic
students. The 1. Q. scores, based on group tests administered in the ninth grade,
showed a range of 92 to 125, with a median score of 110.

At the first meeting of the class, the group was given some orientation con-
cerning the nature of the course and its development at the Carnegie Tech Cur-
riculum Study Center. The students were specifically told that they had been
chosen for this class and that it was the only one of its type in the school. This
preparation was necessary, since it played an essential part in the motivation of
the students. The response of the students to this information was favorable, be-
cause they were flattered to have been chosen. In spite of the positive attitude, it
is significant that geveral of these students had little meaningful contact with
serious academic study, not only at school but also at home.

The Teacher

The teachers selected for this phase of the Project English study were all ex-
perienced teachers who were enrolled in the graduate program at Carnegie Tech
for the M. A. degree in English. They were expected to teach the curriculum as
would any teacher without special preparation; however, they did have the oppor-
tunity to discuss the curriculum with Curriculum Study Center personnel at
Carnegie Tech and at other participating high schools. My own qualifications in-
cluded five years of teaching secondary school English plus working as a tutor of
English and as an Adult Education teacher of English.

Agsumptions

Any meaningful understanding of the report presented here requires certain
assumptions and premises. This class is to be accepted as 2 representative
average academic group. In addition, the teacher js assumed to be an experienced
gsecondary school English teacher who has had no prior experience or association
with the Project English course. Finally, the reader must recognize that this re-
port represents a systematic attempt to examine what one classroom teacher has
observed in the students, teachers, school, and other compaonents of the school
enrivonment during the academic year involved.




IV. APPROPRIATENESS OF THE PROJECT ENGLISH TENTH-GRADE
COURSE FOR THE AVERAGE ACADEMIC STUDENT

Literature

The tenth-grade course covered three main areas of study: literature, com-
position, and language. Since this clear division of areas exists, it is most effec-
tive to evaluate the curriculum in terms of each of the separate areas, When con-
sidering the effectiveness of any course for a given group of students, the teacher
must first clarify the objectives to be achieved. In the case of the literature i
material in this curriculum, I have established three basic objectives which should |
be fulfilled through the effective presentation of the materials. First, comprehen- |
sion--the students should comprehend on the literal level what ideas the literature |
he has read expresses. Second, interpretation--the student should be able to inter- j
pret the ideas on terms of his own intellectual and social experience. Finally,
appraisal- -the student should begin to achieve some degree of competence in
appraising what he has read, the introduction of critical evaluation. The approach
which this curriculum prescribes stresses the inductive method of classroom in-
struction for teaching literature, with particular emphasis placed on the content of
the literary work. The stress is placed entirely on the literary material itself
and no special attention is given to background data concerning historical setting,
author's involvement, etc., except where this information is introduced as part
of the text. The great dependence on inductive teaching requires that the student
both be familiar with the work being discussed and also be willing to express
orally his ideas and comments.

1

Certainly one of the most significant questions regarding the literature sections
of the curriculum is their appropriateness for this level of student. Many factors
enter into an evaluation of this problem. It is important to consider the prior ex-
perience of these students in reading and studying literature, since exposure to
adult, mature, thoughtful literary works was a relatively new experience for this
class. In addition, consideration must be given to the order in which the selections
are read. Considering the background of the students, it is important that the
works introduced in the early weeks of the course fulfill three basic requirements:

k

(1) They should be significant works relevant to the overall objectives of
the course.

(2) Their content matter should hold a high degree of interest for the
students, relevant to their own experience.

(3) There should be a minimum of complex literary forms and techniques
(for instance, stream-of-consciousness, paradox, satire).




An examination of the early readings in the course reveals several selections

which for the average students would be more effective at a later time, particularly
A TALE OF TWO CITIES. Since this is a major work, a lengthy novel to which
considerable time is devoted, it would be far more meaningful to include it at a
later point in the course when the students have achieved a higher degree of com-
petence and sophistication in their reading. In spite of the elements of high in-
terest, such as romance, adventure, sec¢ret identities, and intrigue, there are
also the more complex features including Dickens' concern with human weakness
and the frailty of man, as well as political and social commentary on eighteenth-
century life,

In addition to the order in which the works are presented, another important
fact in appraising the appropriateness of the selections is their relationship to life
experience. For example, the class found the reading '"The Stream of Days"
difficult and uninteresting because they could not identify with the search for self-
knowledge and independence experienced by the central figure in this autobiograph-
ical account. On the other hand, the autobiographical account presented by Albert
Schweitzer in MEMOIRS OF CHILDHOOD AND YOUTH was received with general
enthusiasm. His emphasis on childhood recollections, personal experiences, many
with universal implications in the lives of most young people, certainly enhanced
the attractiveness of his account to the average student.

l
1
1
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One of the most striking failures of the year was also an autobiographical work,
WIND, SAND AND STARS. It is certainly clear that success or failure of a par-
ticular literary selection cannot be linked to any specific literary form. Rather,
it is necessary to look at the individual works involved. WIND, SAND AND STARS
contained too much abstraction which the students could not relate to experience of
actual life. This illurirates another characteristic which should be considered in
judging the appropriateness of the works selected, the need for books to have the
treatment of abstract ideas well-supported by concrete action or events.

A further evaluation of the literary selections can be gained through considera-
tion of student performance as measured by several different methods. The class-
room discussion, which was the primary teaching method for the literature, was
significant in exposing the students' capacity to achieve the desired objectives in
reading and studying the assigned literature. The variety in response which was
demonstrated by the class illustrated the fact that certain works were far more
effective than others. It is interesting to note that most of the readings in the
Heroism unit were successful because they were built around a concept which was
familiar to the students.

The evaluation resulting from an appraisal of the essays is similar to that re-
sulting from class discussion. The main difference resulted from the fact that the
essay was an evaluation which occurred after the student had been exposed to
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intensive classroom discussion of the literary work. Asa result, the essay
sometimes revealed a broader and more meaningful level of understanding than
revealed in the classroom exchanges.

The short multiple-choice quizzes given on a particular night's reading assign-
ment must be considered in any evaluation, but I feel their validity in relation to
the question of the appropriateness of the selections is quite limited. More often,
they simply reflected assignments not completed, hurriedly read, or at times,
questions which were insignificant.

Student opinion concerning the literature selections was manifest through their
oral comments in class, their general attitude toward the material, and finally,
through the written evaluation sheets which each student completed at the end of
the academic year. The conclusions reached through these activities closely
parallel those reached by the teacher in her evaluation of student performance.

In general, the approach prescribed by the curriculum for teaching the litera-
ture units was successful. While the extensive discussion helped the students to
formulate their own reactions and ideas and to exchange views with other members
of the class, it was difficult to sustain the inductive approach for several con-
secutive days while studying certain longer literary works. The emphasis on the
content of the literary work was excellent, since the student was le*< likely to have
lost interest in the literature prior to the classroom discussion. The introduction
of background information when required as an integral part of the text added to
the validity of the reading experience rather than distracting from it, as is often
the case when the author, historical background, and social context are dealt with
as a preliminary subject prior to reading a selection.

The provisions in this curriculum for written evaluation of the reading is
limited, since the classroom essays provide the only meaningful evaluation of the
students' work. The quizzes served only the limited purpose of offering assurance
to the teacher that the students had read a given night's assignment.

The postulated objectives as determined by this teacher were achieved with
varying degrees of success, depending upon the literature selection involved. In
general, the first objective of comprehension was reached by most of the class in
all the readings. The ability of the class to interpret the selection varied with the
assignment. Certainly this second skill showed marked improvement during the
second half of the course when the students had more experience in reading mature |
selections. It was particularly interesting to note this development as well as that
of critical evaluation, both relatively new goals for these students in their study of
literature.

Based on the experience described above, there are certain recommended
changes that I propose which would contribute to the effectiveness of the literature




aspect of the curriculum for the average academic student. First, the approach of
the curriculum is too limited in teaching techniques for this level of student. Five,
six, and at times more days, with no other activity than inductive classroom teach-
ing, is not effective. Varied classroom techniques could be added, such as short
written exercises in which the student discusses a particular point of a reading
assignment or variations on the discussion period with students raising questions
prepared as a result of their reading assignments. In addition, there should be
some type of written assignments on each major selection read in class, even if
this assignment is only three or four sentences written in class, in ten or fifteen
minates. Without this activity, many students fail to formulate any kind of de-
finitive comprehension, interpretation, or appraisal of the work read.

Composition

In appraising the appropriateness of the composition materials in the Project
English curriculum for the average academic student, the teacher must formulate
a set of objectives. For this particular class, I considered the objectives of the
work in composition to be two-fold: first, to develop the capability to write an
organized paragraph of relevant material related to a specific topic; and second,
to achieve mastery of particular writing skills, including usage, expression,

originality, etc.

The approach prescribed by the design of the curriculum included classroom
lessons on particular characteristics of good composition, an analysis sheet used
after completion of a writing assignment, and the writing of clagsroom essays
mostly based on the literature read in class. In addition, limited nrovision was
made for class discussion of student essays.

Any analysis of the appropriateness of the composition lessons and assignments
must take into account a variety of factors. It is worthwhile to consider the pre-
vious writing experience of the students. Cumulative folders kept by the English
department of the school revealed that the majority of students had done very little
writing that was concerned with literary material they had read, other than the so-
called '"book report, ' which was generally a summary of the story. Other assign-
ments included versonal experiences or adventures, generally quite superficial in
content. In addition to the rather limited subject matter of their earlier writing
experience, the frequency of their writing was also limited, perhaps a paragraph
or two every three or four weeks.

In the analysis of the composition materials presented in the course, it is im-
portant to consider the relevance of these materials to the stated objectives. Of
particular value and significance are the lessons in composition which deal with
the topic sentence, the distinction between relevant and irrelevant ideas, and the

C) use of both general and specific details. In addition to these techniques of para-
graph organization, the emphasis on comparison and contrast in the various

ERIC
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written assignments is most helpful to the students in the development of the skill
to relate similar and dissimilar ideas in a single, integrated composition.

The types of essay topics assigned in the materials were generally effective.
However, certain topics were not suitahie for an average academic class either
because there had not bsaen sufficient groundwork in preparation for them in the
earlier lessons or because the topics themselves were too complex for this level
of student. The emphasis on comparison and contrast in the choice of topics was
excellent, because this enabled the students to reinforce a significant method of
expressing ideas.

Student performance on the assigned subject was generally good, with the ex-
ception of those topics which did not seem appropriate. The students reacted very
well to the composition lessons and to the task of actually writing their essays.
The class enjoyed this work, particularly the idea of writing the compositions in
class. In spite of requests to do the writing outside of class, the students on the
whole did far better on the classroom essays, probably because many of them did
not have the degree of self-discipline necessary to do an adequate piece of work
on their own time.

The general approach prescribed by the curriculum was successful, because
class lessons on writing, most of the essay topics, and the evaluation sheets all
made a positive contribution to the achievement of the desired objectives. A con-
sistent development of writing skills was readily observed in most of the students.
It must be remembered that even writing a short paragraph concerning one quality
of old Milon's character was in general a new experience for these students. A
quick look at the titles of the themes written in their previous year's English class
reinforces the validity of this assumption. Topics such as ""A Good Time at the
Ball Game, "' '"An Exciting Vacation, "' or so-called '"book reports' telling '"What 1
Liked Best About This Study' are indicative of previous efforts by the students.

In one year they had been asked to bridge the space between these topics and
assignments such as '""Compare the love of Cyrano for Roxanne with that of Don
Jose for Carmen, " or "Is the trait of miserliness so exaggerated in Harpagon that
we lose belief in the reality of his character' or ""Find and illustrate three concepts;
on which Schweitzer and Saint-Exupéry agree' or '"Choose a character from THE
PLAGUE and show how he seems to be undergoing a search for wisdom. "

General recommmendations for changes in the composition materials to make
them more effective for the average academic student would include several points.
First, certain essay topics, such as the one given for THE ILIAD, are too complex
because adequate groundwork has not been set. In addition, the questions some-
times fail to focus on the most meaningful material from the readings. For ex-
ample, the Julius Caesar question can be more closely related to the concept of
heroism. Since both of the preceding works are taught as part of a unit concerned |
with heroism and this topic is of great interest to the students, it would be more
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effective to capitalize on this high level of interest and to build a meaningful essay
topic around it. In addition, a further expansion of the written work in the course
is needed for the average academic student. This expansion could include occa-+
sional short classroom exercises of five minutes in which the student is asked to
write a two- or three-sentence comment about a particular passage or chapter
which has been read. This can be more meaningful than the five-question multiple -
choice quiz and at the same time provide some needed variety in the classroom
procedures. In addition, the sentences provide additional practice in the mechanics
of sentence writing and expression of ideas plus the important additional writing
experience needed by these students. Since the longer essays occur about once
every two weeks, it is imperative that these students do some form of composition,
if only a single sentence, at least twice a week in order to sustain the skills being
developed. Third, because student participation tends to lag after three or four
days of continual class discussion, it is necessary to devise some other techni-
ques of classroom procedure.

Finally, more direct emphasis should be placed in the curriculum on classroom
discussion of student essays when the corrected papers are returned to the studen
This is one of the most effective teaching devices available for relating construc-
tive ideas concerning all aspects of writing good compositions, Since extensive
corrections are needed in many papers written by these average students, such
classroom evaluation of essays is particularly important.

Language

The inherent difficulty in formulating a set of objectives for teaching the
materials provided in the design of the language units is fundamental in any ana-
lysis of the curriculum. The only relevant objectives which are apparent were
achieving an introduction to a structural study of language and a recognition of
linguistics as a distinct area of knowledge. The curriculum involves the use of
nine distinct units, spaced throughout the school year, each requiring three to
four days of classroom and homework time. Each unit includes explanatory
material for the teacher to use in presenting the content matter to the students,
discussion material and demonstration sentences for class use, worksheets to be
done in class and as homework, and a test on each unit. The subject matter of
these various lessons is concerned with selected areas of study and uses a limited
amount of material in relation to the large area of knowledge known as structural
linguistics, There is no intention in the design of the materials to give a compre-
hensive view of structural linguistics; rather, the emphasis is on selected example

In evaluating the appropriateness of these materials for the average academic
student, first consideration must be the previous language experience and study of
the students. The classroom association with language experienced by these stu-
dents has been a traditional grammar text book, the daily drill, and repetitiou:




11

written exercises. In view of this background, the student is facing a new and
radically different approach when he encounters this introduction to a structural
view of language study. The selection of the material for this study does not
appear to be particularly systematic in its organization or character. The
materials which have been selected follow several distinct topics, some of which
are related and others of which are not. The materiabon form classes and
structure signal words are closely related. The information on inflection on the
other hand, is introduced with no prior relationship in the material. The organ-
ization of the material is equally ambigious. The initial lessons are well organ-
jzed and integrated. Later lessons do not follow the same well-defined pattern.

The level of detail presented in these lessons is a significant factor in any
analysis of the appropriateness of the materials. Most of the lessons are quite
superficial in their approach to the information and concepts presented. These
lessons are definitely selective rather than being any kind of an intensive study in
depth. Student performance was also varied in these units. The early units were
quite successful as measured by classroom discussion, the practice exercises,
and the tests. By the same criteria, the later lessons were not as effective. Thei
students generally found the new approach refreshing, but they would have been
even more satisfied if the selection and organization of materials had emphasized
more depth of the subjects presented.

The general approach prescribed by the curriculum met with limited success.
Certainly there was not a constant, sustained level of performance by the students
throughout the year; and rather than observing a progression of improvement, the
teacher observed a progression of disinterest and lack of enthusiasm for the
materials both as a result of the students' lack of foundation and as a consequence
of the isolated content selection of certain lessons.

Changes undertaken for these linguistic materials should include fewer topics,
developed more fully; and a greater emphasis should be placed on certain other
underlying characteristics of language.

Advantages of the Curriculum

The three distinct but integrated areas of the tenth grade curriculum--litera-
ture, composition, and language--share certain common attributes. All three in
troduce the student to distinct areas of academic endeavor, and also employ new
techniques for learning and study. The emphasis on the inductive method pervad
all three areas and heightens the effectiveness of them. The significance of ,
original thinking--conceiving an idea and then expressing it, either in a verbal o
oral form--is reinforced throughout the course. An interest in creative thinkin
intellectual pursuit, and new areas of knowledge is enhanced by the materials
presented.
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( } Problems Presented by the Curriculum

The specific problems in this curriculum which need to be solved in any attempt
to use these materials for a broad base of average academic students include the
length of the reading assignments, more detailed class discussion of specific
facts and sequence of events, more explanation of levels of meaning, more pre-
cise and varied approach to teaching the recognition and appreciation of literary
devices, more emphasis on analogy in the discussion, more variety in the class-
room procedure when studying literature, modification and change of certain of
the composition titles assigned, further clarifiaction of certain linguistic mate-
rials, additional quizzes on certain readings, and the addition of other short
written exercises.

The common problems shared by the three areas for the average academic
student are basically inherent in the design of the curriculum--a design intended
for the above-average academic student. The average academic student differs
from the above-average not only in ability but also in prior academic experience
and breadth of knowledge. In all of the areas of the course, assumptions are
made regarding the students' knowledge as a result of prior academic background.
In many situations the students lacked this assumed requisite knowledge, including
scope of reading experience, understanding of language terms, and familiarity
with composition form.

Evaluation

A general evaluation of the appropriateness of the tenth-grade Project English
curriculum for the average academic student indicates that the concepts, design,
and purpose are effective with this particular level of student. However, certain
modifications and changes are needed to achieve the maximum effectiveness. The
5 high degree to which the implementation of the postulated goals was achieved
; demonstrates the potential attributes of this particular design for the average
.~ academic student.

i
r
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V. APPROPRIATENESS OF THE
PROJECT ENGLISH TENTH-GRADE CURRICULUM FOR
THE TEACHER WITHOUT SPECIAL PREPARATION

The second phase of the year's study was concerned with an evaluation of the
appropriateness of the tenth-grade curriculum materials for use by a high-schoo
English teacher, who has had no prior association or experience with the Projec
English curriculum, and a teacher responsible for a full teaching load of five
classes daily with normal total enrollment.

In determining the appropriateness of the curriculum for use by such a teache
several criteria must be considered. Included are content materials, organizati
preparation requirements, and effective means of testing and evaluation. An
examination of the three major areas of the curriculum will include an analysis ¢
the curriculum in relationship to these criteria.

Literature

The effective use of the literature materials by the teacher first requires tha
the teacher be familirr with the content. In this tenth-grade course, the focus i
placed on world literature, drawing on a variety of literary forms including
poetry, novels, plays, short stories, biography, autobiography, and Biblical
readings. The variety in both subject matter and literary form offers an inter-
esting challenge. The readings for the six units are theme-oriented.

Because the emphasis in these units is placed on inductive teaching, the ranate
rials provided for the teacher are intended to enhance and strengthen the teache:
ability to use this technique. The teacher is given a set of basic questione for
each reading assignment. These questions are intended as a guide rather than :
the total analysis of the material covered in the assignment. The real success
failure of the questions depends upon the individual teacher and his capacity to
provide the meaningful additional questions which expand and clarify the subject
being discussed.

The teacher is provided with a short list of suggested audio-visual aid mate-
rials, but this list is limited. There is no real attempt to incorporate these
materials within the basic design of the curriculum. Lack of supplemental mat:
rials in the cunriculum poses several problems for the teacher. It must be
remembered that the time demands on the teacher presenting this course to his
class is great, and he will have limited time for selecting, organizing, and plan
ning the use of supplemental materials, materials which are useful and effecti
with average students.
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Finally, the materials of the curriculum include reading quizzes which are to
be used as a quick classroom check on the previous night's homework assignment.
The five-item, multiple-choice quiz is "easy' for the teacher because little time
or effort is required in grading them. However, their validity as a means of
me: uring the knowledge obtained by the students from reading the required
aszignment is limited. The questions stress factuel detail and do not evaluate be-
yond the assessmeant of the students' ability for remembering specific details or
facts. While the quizzes are limited in scope and value, they do provide the
teacher with some measure of which students had completed the reading assign-
ments.

The organization of the materials in the literature section of the curriculum
groups the readings in seven areas. The grouping of literature according to theme
is particularly valid in an introductory course stressing world literature where
classification by chronology, by national origin, or by literary genre would not be
meaningful. The introductory unit (the readings covered in the curriculum during
the first five or six days of class meetings) emphasizes four basic concerns in the
study of literature: characterization, plot, setting, and theme. The selections
are short stories, which can be read in a single night, These readings are foliow-
ed by the first topical unit, Social Concerns, the initial work being A TALE OF
TWO CITIES. The other units emphasize the thematic concerns of Love, Reality
and Illusion, Heroism, Human Weakness, and The Search for Wisdom.

The classroom procedures set forth in the literature section of the curriculum
are limited, with greatest emphasis on one particular procedure, the method of
inductive questioning by the teacher. Two consecutive days limited to only in-
ductive classroom discussion are effective, but four, five, and six days of the
identical procedures irnposes a great burden on the teacher in working with the
average students, both in terms of sustaining student interest and in evaluating
student performance, since in an average class there are generally several non-
participants in the class discussion. In addition to the class discussion, the only
other regular procedure in the literature lesson plans were the objective quizzes,
which required less than five minutes of class time and therefore did not provide
a significant variation in the classroom procedure.

Considering the volume of the literature included in the curriculum,it is obvious |§
that considerable time is required for the teacher to prepare the materials for pre-
sentation to his class. In addition, because world literature is the general subject
of the course and includes such a wide variety of reading, the teacher will often be
teaching works about which he has limited knowledge, thus requiring more ex-
tensive preparation. This is not a limitation, but rather a unique advantage of
this curriculum, since the stimulation and challenge of a new intellectual experi-
ence can serve as a motivating force for the classroom teacher.
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The testing and evaluation techniques in the literature section of the curricul
are limited. The only regular daily procedure that can be evaluated is the stu-
dent participation in the classroom discussion. The number of students willing
participate varies as does the ability of the students to effectively articulate ide
within the framework of a group situation. The regular reading quizzes availabl
for about 2/3 of the reading assignments provide sour< limited measure of the
thoroughness of the student's factual reading of his homswork, but the quizzes d
not aid the teacher in appraising the student's comprehension of significant idea

Finally, the essays, which are part of both the composition and the literature
sections of the course, do enable the student to express his ideas and interpre-
tations relevant to the literature read. Easays are written about a limited num
ber of topics, so that the teacher is not able to evaluate student performance
understanding of a great number of the literary works read.

The advantages of this literature curriculum for the teacher are numerous. 1
First, it offers an opportunity to teach a wide range of mature, thoughtful literay
works. In addition, the works have been sysitematically selected and organized,
and significant discussion questions have been preparcd to aid the teacher in the 1
effective communication of the contents. Also, provision is made for the writin
of short casays on topics related to the literature read by the students. Finally,
the emphasis on the inductive method of teaching presents a valuable challenge
for the classroom teacher to employ this pedagogical method effectively.

Several general recommendations for change in the literature section of the
tenth-grade Project English curriculum are suggested to enhance the appropri-
ateness of the materials for use by teachers without special preparation. More
detailed and systematic incorporation of audio-visual aids and other supplemen-
tary materials should be included in the curriculum. Provision for more variet
in classroom procedures is needed, including additional written assignments by
the students which at the same time would provide additional evaluation materiz
for the teacher in his appraisal of student work. Suggested bibliographical ma
rials to aid the teacher in his own preparation of the literature for presentation
the class should be included in the course. Introductory comments discussing
inductive method of teaching, outlining its attributes, and containing some sug-
gestions to help the teacher in the impl2mentation of this method would strength
the effectiveness of the overall appro:ch.

It would be valuable to include sugeestions for aiding the teacher in presentis
the Bible as literature, often a new experience for the average teacher and one
which can present problems if the teacher has not been prepared. Although ma
of the Biblical readings are well-chosen and the questions meaningful, the over
presentation in the curriculum is not too helpful for the average teacher who h
thought of the Bible only as a religious instrument and not as a great literary v
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It is inevitabie that the students will have questions concerning the Biblical selec-
tions, questions which confuse the notion of divine word with literary achievement.
These questions can generally be answered effectively pro'rided the teacher in-
volved has been oriented through adequate background and preparation.

The teacher is given a set of specific composition lessons which clearly de~
scribe basic writing skills. In addition, a set of model themes is provided, both
to aid him in teaching the materials to the students and also to serve as a guide in
evaluating the papers which the students write. A set of essay topics is provided
to correspond to the literature units, and certain composition lessons are planned
which are directly related to the literature read by the class.

The composition muterials are organized so that they are spaced throughout the
year, although the specitic class lessons in composition writing are mostly con-
tained in the early part of the curriculum. The topics assigned for the composi-
tions gradually become more complex in nature as the year progresses. Early in
the curricvlum, clzss discuasion of graded =ssays is mentioned, but as the course
progresnes, no specific provision is made for this activity, which is an important
tool for tiie tzacher of composition.

1

The preparation requirements for teaching the composition materials are
minimal. The specific lesszns for teaching particular composition skills can be
mastered in less than thirty minutes. Classroom discussion of graded themes
does require additional preparation by the teacher if this teaching technique is to
be used effectively, including such materials as dittoed examples of writing from
students' papers. The major preparation requirement for the teacher is the |
correction and evaluation of the writing done by the students. Since all the evalu-
ation of composition is subjective by nature, the teacher needsspecific guides and
objectives to provide a sound basis for his critical judgment of student writing.

The advantages of the composition materials for the teacher include the avail-
ability of well-planned lessons on composition, a collection of meaningful topics
related to the literature, which are used as the subject of the class essays written |
by the students, and a set of model essays to use as a guide for evaluating student
writing. By using these materials, the teacher is freed from the time-consuming
activities of structuring lesson plans and originating essay topics. As a result,
he has more time to devote to the most important aspect of composition teaching,
the careful and thoughtful reading and evaluation of student writing.

The recommendations for changes in the composition materials which would aid
in the effectiveness of these lessons for the teacher include additional sets of
model themes, inclusion of more lessons related to specific skills employed in
writing compositions, and specific provision in the lesson plans for class discus- §




sion and appraisal of completed writing assignments. In addition, the inclusion

of a number of short written assignments related to the reading, assignments to

be completed in ten or fifteen minutes of class time, would provide further writing
experience (the present form of the curriculum provides for a composition to be
written every ten or twelve days), and also would provide the teacher with another |
measure of student's performance both in writing and in \understanding the litera-
ture assignments, since the literature would be the logical topic for these short
written exercises.

Language

introduction to the structural approach to grammar and the study of language.
The contents are organized into nine separate yet related units of study, each
unit requiring three or four days of consecutive class time. The materials pro-
vided for the teacher include daily lesson plans accompanied by some explanatory
information to aid the teacher in his presentation of the contents, practice or
exercise sheets for use by the students to aid in their learning of a particular
lesson, a test for each lesson to be administered to the students at the conclusion
of the prescribed three or four days of study for the topic.

The basic concern of the language units in the tenth-grade curriculum is an i
|

Each lesson is concerned with a particular language characteristic, including
Form Classes, Signal Words, Sentence Patterns, Modification, Variation,
Compounding, and Case and Case Inflection. Most of the lessons depend upon the
preceding lessons, although there is not always a direct relationship between the
current topic and the content of the completed lessons.

For the teacher who has had no previous experience in teaching a structural
approach to linguistics, the preparation requirements include not only the mate-
rials for the specific lessons being taught, but also a basic study of the structural
view of language so that the teaching is being done with a broad understanding of
the purpose of the approach.

Testing and evaluation techniques provided in the language units include class-
room discussion, competence in completing the assigned work sheets, and per-
formance on the tests given at the conclusion of each unit.

The advantages of this curriculum for the teacher include the opportunity to
teach a new concept of language and the intellectual and professional challenge
intrinsic in such an undertaking. At the same time, the teacher has the opportu-
nity to stimulate interest in language study through this departure from the tradi-
tional approach to the subject and as a result achieve the highly desired goal of in
creased student understanding of the complexity and stimulation of linguistic
studies.
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In order to maximize the effectiveness of this curriculum for the teacher,
certain general changes are recommended. The fundamental problem which per-
vades the language units is the lack of a definite set of general goals which are to
be achieved as a result of using the materials. It is important to remember that
not only is the concept of structural language study new to the students, but it is
also 2 new idea for most English teachers. In order to increase the overall
effectiveness of these materials, it is necessary that the teacher be given a cleare
idea of what the purpose of this approach is and why it is desirable to use it rather
than some traditional method. In my own case, I had completed some graduate
work in linguistics and was also taking a graduate course in the subject at the same|
time I was teaching the Project English curriculum. The teacher without this
background would find himself faced with a difficult intellectual task in attempting
to teach some of these lessons without further explanatory materials.

Most secondary-school English teachers treat any approach to grammar other
than the traditional one as suspect. In light of this prevalent attitude, it is un- |
realistic to expect the average teacher to pick up these materials without any
orientation or explanation in a professional or intellectual context and proceed to
teach in an effective and meaningful way.

Advantages of the Curriculum for the Teacher

In all three areas of the Project English tenth-grade curriculum, the teacher is
presented with an opportunity to teach significant, interesting, intellectually stim-
ulating material. The opportunity for innovation in both subject matter and teach-
ing methods is readily available to the teacher. At the same time, the instructor
is provided with an integrated, well-planned course of study for an entire acadermi¢
year, a course which includes appropriate materials for classroom presentation,
homework assignments, and evaluation of student performances.

Problems Presented by the Curriculum for the Teacher

The teacher faces several problems in working with this curriculum. First,
the time required to adequately prepare the literature lesson and correct the writ
ten assignments is demanding. In addition, the course does not provide enough
variety in classroom procedure due to the extensive use of inductive teaching as
well as to the lack of supplemental materials including audio -visual aids. Finally
the teacher must be able to impose sufficient self-discipline on himself so that he
has a truly open mind in approaching the entire concept of a new curriculum whic
incorporates innovations in both content and method.

Evaluation

For the teacher who is stimulated by a challenging opportunity to teach inter-
esting and stimulating material to his students, this curriculum can be highly
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effective. Above all, the effectiveness of this curriculum requires a teacher who
is himself enthusiastic about presenting an intensive range of readings in World
Literature, a comprehensive program in composition writing, and a relatively
new approach to the study of language. A teacher who has a sincere enthusiasm
for this kind of endeavor can make Project English 2 meaningful and exciting ex-

perience for his students.

(
\
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Vi. CONCLUSION

The Project English tenth-grade curriculum has many qualities of content,
organization, and method which can be effectively used for the average academic
student and can be successfully used by the teacher who does not have special
preparation. Although certain modifications, » itions, and changes have been
recommended, the basic plan of the curriculuc. can serve the goals and needs of
both the average academic student and the teacher.

i
|

The advantages in concept, design, and purpose of the curriculum outweigh its
limitations. These limitations have resulted in some general recommendations 1
for changes in the design of the program. Included in these suggested changes J
are more variety in teaching techniques, addition of bibliographical material, pro |
visions for additional model themes, increase in written work, more emphasis on
evaluation of student writing, inclusion of general objectives for the language study
incorporation of audio-visual materials in the curriculum, and evaluation of i
effectiveness of certain literary works. |

The innovations in siructure, content, and form are all attributes of this
curriculum for use with average academic students. Concurrently, the planning,
organization, intellectual level, and scope of the curriculum contribute to the !
effectiveness of this curriculum when used by a teacher who does not have special
preparation.
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Vil. APPENDIX

Appropriateness of Certain Literature Selections

A wide variety of response to the literary works presented in this course,
ranging from highly successful to lack of interest, was demonstrated by the stu-
dents. Throughout the course, and particularly during the first few months, the
class was responsive to the short stories. The unity, conciseness, and aimplicity
of structure all contributed to the effectiveness of this particular form of litera-
ture. The first selection read, 'Old Milon, '' was received very well through
excellent class participation. On the other hand, "The Bet'" did not go well; while
the class achieved a superficial understanding, only a few students comprehended
the depth of the meaning with the result that the response to inductive questioning
was poor. The short stories included in the units on Heroism and Human Weak-
ness were generally quite successful.

1
ALL QUIET ON THE WESTERN FRONT was rececived well and read carefully. ]
"A Child's Christmas in Wales" was the most effective poetic work; the students' 1
response to the vivid imagery aided them in reading other works. The response
to CARMEN was interesting because many of the students enjoyed reading the
story, but they didn't respond to it with any depth of perception in the classroom.
This was primarily due #o their inability to grasp the concept of passionate,
sensual, violent love- -an emotion too far from their own experience. On the
other hand, CYRANO DE BERGERAC evoked general enthusiasm with its romance,
pathos, and humor. The lack of success of a particular work was due to many
reasons. For example, "Maya' was not as successful as I had hoped it would be
because the students had a lack of knowledge concerning modern Russia and the
social changes effected by the Communist revolution. Therefore, it was difficult
for them to understand the difference between the view of the world held by Maya
and that held by Uncle Adrian,

Additional Writing As signments

These topics would be assigned in class and the students would spend only ten
or fifteen minutes writing a brief answer of a few sentences. Examples of addi-
tional writing assignments which were used with the class in this study included:

MEMOIRS OF CHILDHOOD AND YOUTH: Write a few sentences explaining
what Schweitzer means by idealism.

THE PLAGUE: Why does Father Paneloux believe that "i¥s logical for a
priest to call in a doctor"'?

JULIUS CAESAR: What are some heroic qualities of Mark Antony?




THE ILIAD: Why did Achilles finally return tc battle?

These additional writing assignments were included in the classroom teaching for
three purposes: first, to provide variation in the daily discussion period;

second, to enable the student to have additional opportunity for writing; third, to
give the teacher an additional measure of the student comprehension of the works
being read currently. When the class had been working on a longer book, such as
A TALE OF TWO CITIES or THE PLAGUE, student participation tanded to lag
after three or four days of continual class discussion. It was necessary to devise
some other techniques for use of class time; the result was a brief written exer-
cise.

Changes in Egsay Topics

Certain essay topics were not suitable for an average academic class either be- '

cause there had not been sufficient preparation in the earlier lessons or because
the topics themselves were too complex for this level of student. For example,
the topic given for THE ILIAD is: '"Richards says in his Introduction that the
characters in THE ILIAD are more than life size. Choose one character from the
book and show that this is true for him." Even with adequate discussion in the
preceding days (five according to the curriculum, although I actually used six and
a half), this was not an effective question. Since the book was read as part of a
unit concerned with heroism and this topic was interesting to the students, it would
have been more meaningful to have capitalized on this high level of interest and
designed an essay topic related to heroism.,

Variation in Classroom Procedures

Additional classroom teaching procedures are needed in working with average
academic students. Two possible approaches which could be used in conjunction
with inductive teaching include allowing five minutes for the class to skim a
chapter (after having read it the previous night) followed by fifteen minutes of
discussion. This often resulted in wider participation by the class. A second
technique involved having the class use open books for five or ten minutes to pre-
pare themselves for two or three discussion questions provided by the teacher. *

Length of Agsignments

Because the exposure to adult, thought-provoking literary works was a relative:
ly new experience, the students often had difficulty compieting certain reading

x
Note by Editor: The curriculum plans intend that the students normally have
their books open during the whole of every discussion period. Some misunder
standing of the suggested technique seems to have occurred.

|
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assignments in the one night allotted. In response to this problem, it was some-
times necessary to shorten assignments and to devote additional homework nights
to the reading of certain works, such as A TALE OF TWO CITIES.

Using Biblical Literature

In considering the material used in the World Literature sections, it is of
interest to note that several Biblical readings have been included. In view of
recent Supreme Court rulings as well as the intellectual concern with moral issue,
it is particularly relevant that the Bible be taught as literature. It is effective to
use these Biblical selections in conjunction with other types of literature which
illustrate the same or similar themes in different ways. When Biblical readings
are treated as a separate unit, unrelated to other literature which has been studied,
their real literary value is often missed. The great benefit of integrating the
Biblical selections with other works in a unified plan of study is that it enables the
student to see the universality of literary themes from the Bible up to a modern
writer such as Albert Carnus.

A particular attribute of the Biblical selections for the average students is that
Biblical readings are among the few literary works throughout the year with
which the students have a feeling of famniliarity. Because the material is familiar,
the result is often greater insight into themes and ideas encountered in other works
and also a greater sense of ease and confidence in the discussion of the ideas.
Furthermore, there is a significant learning experience to be gained from the ex-
posure to these works in their broad literary context, illustrating to the student
that even sacred literature can be read on more than one level of meaning. This
does not disrupt or challenge conventional religious interpretations but rather adds
the additional dimension of the critical literary view.

Emphasis of Language Lessons

Among the materials which have been prepared for the language study, the in-
troductory lessons are highly effective. The work related to form classes and
structure signal words not only demonstrates significant concepts of language
structure, but are also materials which have a high level of appeal for the students.
Using a nonsense passage is an appealing device for demonstrating that the function
is evolved from the relationship of the word to other words with which it appears
in a sentence, Furthermore, the introduction of the concept that language "is an
arbitrary set of symbols for the purpose of communication" is an idea which can
have great significance for the student in his further study of language.

In the lesson provided for day II of Lesson I when the student is introduced to
the idea of word classes, the teacher's instruction sheet refers to the term in-
flectional endings but dces not stress this terminology as part of the lesson. Since
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in a later lesson on verbs the same concept is again introduced, it would be more
efficient and a more worthwhile teaching approach to introduce the students to the
term "inflectional endings' at this early point in the study. Since it is a commeon
and widely used term in any discussion of structural grammar, it is meaningful
that the student be given a more comprehensive understanding of the term.
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I. INTRODUCTION

This report records something of the experience and reactions of one
teacher who participated in a one-year experiment teaching eleventh-grade
Project English to a c’.ss of thirty-two students (75% average-academic;
25% average-commercial) at Perry High School, in the Pittsburgh, Penn-
sylvania public school system, during the school year of 1964-1965.

The Pittsburgh Project English program was conceived as a tenth-through
twelfth grade sequential program designed for above-average college-bound
students. The purpose of the experiment was to present this 172-day pro-
gram to a group of average-ability college-bound students, and consequently
to make recommendations for modifications of the course in order to make it
more useful to average-academic students, i, e., to those who have plans to
attend college but who fall somewhat below the upper one-fifth of their class,

The United States Office of Education contracted for the experiment,
which was directed by the Curriculum Study Center at Carnegie Institute of
Technology.

The experiment was interesting and surely at least moderately successful
here is one teacher's description of it, an evaluation of its achievement,
and recommendations for its further application.




II. GENERAL DESCRIPTION OF THE PROJECT

History of Project English

The three-year program of the Project was developed by the Carnegie
Tech Curriculum Study Center 1962-1965 for presentation to the upper 20%
of academic students. Reports upon the Project as taught to that talented
portion have indicated generally excellent results.

The Project Method

Reports and outlines of the development of the Project, its curriculum
outlines and lesson plans, are available from the Center. Briefly, the aim
of the whole Project is to give the best students the opportunity and encour-
agement to make the most of their potentials in literature, language, and
composition.

The eleventh-grade course concentrates upon various aspects of the
American character as revealed in the nation's literature. The first unit
is titled "The American Puritan Attitude, ' and it includes readings like
Arthur Miller's THE CRUCIBLE and Nathaniel Hawthorne's THE SCARLET
LETTER, and also includes the study of the functions and patterns of the
English language. Unit II is "The American Desire for Success, " with such
readings as THE RISE OF SILAS LAPHAM, ALL MY SONS, and THE GREAT
GATSBY, and further study of language and meaning. Unit Ill is ""The Amer-
ican Idealism' including works by Emerson, Thoreau, and O PIONEERS!
Unit IV is "The American Darker Spirit" including MOBY DICK and THE
GLASS MENAGERIE. Unit V is "The American Dream Reconsidered"
including THE ADVENTURES OF HUCKLEBERRY FINN, WINTERSET, and
BABBITT. The last unit, Unit VI, is ""The Modern American Quest for
Identity. " THE HAIRY APE, THE RED BADGE OF COURAGE, And THE
OLD MAN AND THE SEA are some of the selections here. No 'testing'' is
done as such, except for brief quizzes to check or. whether the students have
done their assigned reading. In the case cf the present experiment, a year-
end test required by the Pittsburgh Board of Education, made up by the
teacher, (on which the students did reasonably well), was the only exception.
The teachers evaluate the students' quiz grades, discussion contributions,
and compositions, done both in and out of class--about eight compositions
per semester. The program naturally makes room for the teaching and dis-
cussion of composition.

A central feature of the method is its use of the inductive process in the
discussion of literature and idea. Approaching a work of literature, the
teacher begins his preparation by absorbing the points of major emphasis
about that work as specified in the plan; then his lesson plan consists of a
series of questions, many of them suggested in the outline, and designed to
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draw from the students their own responses to the work and thereby to lead
them to an understanding of those major points, without the teacher's having
dictated those points to the class. The teacher of course must be prepared
to improvise in dealing with the students’ tentative answers and to ask fur-
ther questions that lead to exploration of the meaning of the original question,
This is of course an application of the '"Socratic method. "

I, THE ORGANIZATION OF THE PRESENT EXPERIMENT

Uniil 1964, the Project English course was developed and dealt with as a 1
program for the able academic high school students. The present experiment
has been designed to test the potentialities of the program for the ordinary
student in the academic program. It was hoped that the general effectiveness
of the program for such students could be tested and tshat recommendations
could be made for any necessary adaptations of the ~rogram to meet the
needs of such students. Educators at the Carnegie Tech Curriculum Study
Center thought that perhaps an adaptation of the course, even if watered down,
might be better for the ordinary academic high school student than present
conventional alternatives. The results of this experiment generally support
this theory.

With the cooperation of the Pittsburgh Board of Education, one class each
of tenth-, eleventh-, and twelfth-grade students was established in Pittsburgh
city schools--each class at a different school--for the academic year of 1964-
1965. The teachers devoted half their time to this course, and the other half
taking courses in the Carnegie Tech graduate program in English. The pre-
sent writer, a liberal arts graduate of the University of Pittsburgh with an
English major and one year of teaching regular English in a public school,
taught the eleventh-grade Project English class at Perry High School.

The students were chosen by the Perry High School administration with
the understanding that they were to constitute an "average-academic'' class.
Thirty-two were chosen; 75% academic and 25% commercial, Further back-
ground of the students is discussed in more detail below.

The class met for a forty-five minute period, five days a week for the
thirty-eight week year.




IV. THE BACKGROUND OF THE STUDENTS

Perry High School draws its students from an area of the city that cannot
be rated any higher than middle-to-lower class. Of the 32 students in the
experimental group, about 80% came from ''blue collar' families, 20% from
""white collar'' families.

The students' I. Q. scores ranged from 93 to 128, with both the median
and the average falling at 113, Just how important a role I. Q. scores
played in the students' performance in the program, compared to their read-
ing comprehension ability and their initiative or industry, is not certainly
known. One refrains from giving I. Q. scores priority wher. selecting can-
didates because of reasons like the following: a student with an I, Q. of 112
continually showed far greater perception in oral and written discussion of
literature than a student with an I. Q. of 126; a student with an I. Q, of 101
continually showed greater comprehension of the work than a student with an
I. Q. of 122. One is aware of a "willingness to work hard' variable, yet
while industriousness explains why a student with an I. Q. of 95 earned a
B, it does not apply to the other two examples. What might explain the dif-
ferences is reading comprehension ability. Unfortunately, recent reading
comprehension scores for the majority of the 32 students in the experiment
were either unavailable or non-existent. The only paragraph comprehension
scores found were those recorded when the students were at the eighth-grade
level.

Also, as mentioned earlier, it turned out that mmly 75% of the students
selected for the course were enrolled in the academic program; 25% were
enrolled in the commercial program. Of the total, only 50% planned to enter
college; 15% hoped to enter junior college; 10% to go to trade school; 10% to
go to business cchool; and 15% to enter the job market immediately upon high
school graduation. Thus there may be some question as to whether an
"average-academic'' group was actually chosen,

Previous to eleventh grade, the 32 students in the experimental class had
spent their time allotted to English in traditional English courses, utilizing
the time with a traditional literature textbook--reading a novel only for a
book report and never discussing a novel in class, and studying traditional
grammar. While several had had the good fortune to study a couple of plays
and some classic short stories, the resulting discussions had been limited,
giving the student no clear concept of the quality of the literature. Because
of the work load of English teachers, thernes written had been limited in
number and length. One research paper had been written by some of the stu-
dents, but written in the sense of reporting rather than in a literary-critical
sense. The criteria for most of the previous compositions assigned to these
students had not been analytical, and had demanded no challenging questioning
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on the part of the student. Of course, there were a few exceptions to this
tendency, but more because of the student than the type of English course.
The students were hazy as to how to organize a theme and what to look for in
a literary work.

One obvious fact of importance to the experiment was that the students
had had no opportunity to take the tenth-grade Project course., The eleventh-
grade course would have been significantly easier for them, and more could
have been accomplished if the students had had the tenth-grade course or
some experience with the inductive approach. Since one out-standing feature
of the program (other than its felxibility) is that it is written sequentially
and that there are interrelationships within the three-year programi, it stands
to reason that the tenth-grade course prepares the student for the eleventh
grade, and so on. Valuable time was lost when several days were spent on
a language section of linguistics which would have taken only a couple of days'
review if the students had had the tenth- grade background in Project English.
To cover the quantity of literature, composition, and language lessons--and
to do each one justice--was enough of a race, but lack of experiencing in-
ductive teaching before made it impossible. The greatest contribution this
program makes is as a whole: a student can have an orderly sequence of
English, a related program throughout tenth, eleventh, and twelfth grades.

V. STUDENT REACTIONS TO THE COURSE

The students felt both excitement and apprehension when entering the pro-
gram for the first <ime. Being part of an "experiment" was an immediate,
obvious attraction for them; being told it was "their class" and that they would
be given the chance to express their views in class (rather than being lec-
tured to) and to discover what are some of the important questions to ask
about literature and to start looking for answers to these questions was a new
experience for them. They were obviously aware of the difference between
the Project course and previous conventional courses in rote learning.

This pleasure did not last throughout the course unqualified, however. At
one time or another almost every student expressed the feeling of being over-
whelmed by the amount of reading which the course required. Another com-
mon difficulty was incoherence and inconclusivenesgs in replies to questions
about certain works, a difficulty obviously aggravated by the students' lack of
experience in discovering general concepts from the details of literary works.
The compositions, while the students were in general enthusiastic about them,
also caused some problems: many students were handicapped by the lack of,
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or their failure to profit from, previous training in the mechanics of language
--one girl in particular showed admirable perception of ideas expressed in
literary works but made little progress in correcting such basic language
errors as sentence fragments and run-on sentences and misspelling. Also,
while the students showed enthusiasm and made progress in learning the
elementary organizing principles of their papers--use of precise topic state-
ment, grouping of supporting details, use of closing statement--they became
rather mechanical in the performance of this pattern, and several were un-
able to develop much feeling for varying or heightening it. (See the appendix
for a listing of various student comments upon the course. )

|

|

vI. GRADE RESULTS; CONCLUSIONS ABOUT STUDENT BACKGROUND

It is impossible not to feel that every student in the class was enriched to
some degree by the experience of the course, if only because of the large
amount of good reading required. Naturally, degrees of enrichment varied
individually; but educators in English should never forget, regardless of
grede levels and Project English-or -no-Project English issues, that good
reading can hardly fail to do more for the general broadening and deepening
of student experience than mediocre or deliberately watered-down reading
selections.

In the experimental group, the students' previous grade records in English
(and in other academic subjects) wavered between B's and C's, with four of
the 32 students making A's in English, In the Project, only one of the four
previous A students maintained the A. In the Project, 16 students lowered
their grade one notch; 10 students made the same grade; and five students
improved one notch.

In cases where grades were lower in the Project than they had been in
regular English, one could recognize two causes: either the student had been
given his previously higher grade because he was a 'nice, quiet, cooperative
student who did all the assignments'' but had not been expected to articulate
in class or be perceptive on paper, or the student found the work much more
demanding in the Project than it had been in regular English. One girl,
whose I. Q. was far below the class median, and who was an habitually dili-
gent worker, had cbviously received her previously higher English grade not,
only because of her industry, but because of her ability for rote learning.

In the Project, however, she was handicapped, as were many students, be-
cause of no experience in conceptualizing. In only one case did a student
receive a lower grade in the Project course than he had in previous English
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courses because of indolence. In cases where grades rose in the Project,
one could only conclude that the previous English courses had failed to get

the student involved or interested, and consequently overlooked his perceptive
and analytical powers. Because the Project made more demands on the stu-
dents than previous English courses had, one cannot infer that the fact that
some grades stayed the same implies no more progress was made in the
Project than there would have been in regular English. ¥

As stated earlier, the students selected for the course by the Perry High
School administrators were only about 50% definitely college-bound and only
7-% enrolled in the academic program. In a way this mixed selection was
almost an advantage: it gave an opportunity to observe the effects of the
course upon students with different kinds of aims, and to observe the effects
of student family background and family attitudes toward higher education
upon student motivation and performance in the course. The sharpest per-
ception in the class belonged to a girl in the commercial program who had no
higher educat’on plans than business school, and she was even uncertain about
that, Although the instructor encouraged her to go to college and offered to
inquire about possible financial aid, she declined, saying because she was
not in the academic program she did not have the math, science, and language
requirements needed for entrance to most colleges, and also that her parents
felt a job was more important than a college education for a girl. Placing
secretarial-type jobs before college, emphasis on business school rather than
on a liberal arts school was the prevalent attitude of the majority of girls in
the class, ‘who also had been influenced by their parents. Two boys in the
class, one with an I. Q. of 127, one with an I. Q, of 138, had no college
plans of their own, nor did their parents have any for them, although these
boys were enrolled in the academic program.

But the lack of such plans for the future did not lead such students to feel
that they were wasting time in the course, did not lead to indolence in their

formances or of their enjoyment. Thus, because these intelligent students
_ rhaps will never get to coliege, one tends to rejoice that they at least had
the Project English course., It also forces one to consider carefully--even if
it is a minor consideration--the admission of bright commercial students to
this program designed principally for college-bound students. Admittedly,
however, the Project English program usually offers more value to those
students who will go on to college.

* [Editor's Note: The Director of the Carnegie Curriculum Study Center
does not agree with this philosophy of grading. It is upsetting to know
that a third of the students in the experimental class had their grades
lowered below normal expectations. The last sentence is distressing. If
students made "more progress' in this program, their grades should have
gone up, not down. It never was, and never should be, one of the aims of
a good English curriculum that students taking it should be marked down. ]
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One of the main purposes of this evaluation, then, is to offer tentative
conclusions about the potential effectiveness of the Project course, as it
might be presented to the average-academic college-bound studnet.

The difficulty of being precise about these ''averages'' is evident; they
will vary with the community and with the kind of testing uased to place stu-
dents. As stated above, reading comprehension scores available for the
experimental group were sketchy, and further experience may well show
the application of such scores combined with I. Q. scores as a means for |
selecting students for this program.
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VII. THE IDEAL AVERAGE-ACADEMIC PROJECT ENGLISH STUDENT

Briefly, a year's experience with the eleventh-grade Project course in
a class of 32 students whose I, Q. median was 113 causes this writer to
evaluate the program as too difficult for a group whose I. Q. median is lower
than 110. While the program is certainly at its best with the upper 25%, one
of the program's attributes, as pointed out earlier, is its adaptability. With
an average-acade..uc class--one with an I. Q. median no lower than 110--
it is necessary to be selective, to read fewer works, and to conduct several
discussions at a more elementary level than one would with the top 20%.
Again, reminded of earlier observations made in this paper about reading
comprehension scores and possible short-comings of I. Q. scores as a
gauge, one is aware of the danger of arbitrarily stating that the Project
English course, slightly modified, will not work for a class whose median is
lower than 110, From the results of this group's experience, nevertheless,
one must say that the class median for the Project English course be no
lower than 113, Of course background in the tenth-grade course would tend
to make up for the experimental grouf's lack of experience in the inductive
approach to the materials, and thus permit one to reconsider just where the
ideal average-academic need stand on the I. Q. scal:. All that has been
said implies the following conclusions about the ideal average-academic
student: (1) he should be industrious; (2) he should have an I. Q. no lower
than 110; (3) he should have the tenth-grade Project course; (4) he should
consider himself to be college-bound.
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Vi, REMARKS UPON THE PROSPECTS OF UNTRAINED TEACHERS
HANDLING THE PROJECT COURSE

One of the purposes of this report is to comment upon the prospects for
the teaching of the course by teachers who have not had special training and
who have had various amounts of experience.

Naturally, other talents being equal, experienced teachers are preferable
to inexperienced ones, and those with advanced training preferable to those
without. Still, it is equally obvious that if these courses spread to various
school systems, they will have to be taught by teachers without years of ex-
perience and probably without special training in the program itself, and if 1
it achieves widespread use, it will probably have to be taught by recent
graduates in their first year of teaching. It can be done. Here follows, then, 1
a series of remarks and suggestions derived from a year's experience in the 1
course as taught by a teacher who was herself handling the method for the ;

first time.

The quantity of material in the course, and the feasibility of certain sel-
ections and the phrasing of certain composition topics will always be question-
able; thus the teacher must consider what to omit and how best to adjust the
material and assignment to the student's need.

The prospective teacher of this program must give the students enough
information about the purpose of each unit, its relationship with the next unit
and the previous ones, and how this work fits into the framework of the
course--all without sacrificing the inductive approach and becoming deduc-
tive or didactic. This involves the teacher's being aware of a continuum
ranging from relative teacher -control to relative student-control without
sacrificing the inductive approach. The teacher will have to watch that dis-
cussion does not become a pooling of ignorances. When it is necessary (and
often enough it is, with an average-academic class), it is important that the
teacher avoid beginning with too broad or generalizing questions and ask
rather specific questions (such as those in the quizzes), leading up eventually
to major concepts. In other words, only after a student understands a work
for the most part can he discuss intelligently underlying themes and contri-
bute his ideas. The teacher should not expect the student to read too deeply

into a work.

The content of the course insures the student that no matter how unimagin-
ative his English teacher is, he cannot lose; if he is capable of doing the
work, the course will prepare him well for college English. The potential of
a course like this in the hands of a sensitive and imaginative teacher is
limitless. The inductive approach makes this possible. It is essential that
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a well-written plan or structure be imposed, as it is in this program, in
order to have meaningful discussion. But the inexperienced teacher who
never varies the discussion method with a group of average-academic ability
students will definitely lose the students' interest. (Ideas for variance of
this method will be discussed under the Method of Teaching Project English. )
The new teacher who presents the syllabus of the course day after day in a
computer-like manner, i.e., teacher: question #1 - student: feedback:
teacher: question #2 - student: feedback; etc., has a gross misconception
of the function of the syllabus. In order to , lead his students to discovery, 2
teacher must conceptualize carefully in his mind before class just how he can
best use the syllabus for that particular lesson and, in some instances, just
what he should select from the syllabus.

A set of detailed lesson plans like those in this program, which are the
result of recent research by experienced teachers of English and which in-
volve a modern structured approach to literature, language, and composition,
is like an answered prayer to a new teacher--and even to some veterans.
Obviously most teachers have neither the time nor the energy to come up
with a set of lesson plans comparab. ¢ to those prepared by a research team
writing and testing for some three years. Having this course of study frees
a teacher to work toward getting his students to do their own analytical think-
ing, which results in more lucid, logical, and grammatical written ard oral
expression,

Since it is inherent in the structure of the course to look essentially at
the work of literature--and not outside it--for meaning, the new teacher
should show some restraint in using visual aids. Yet, with an average-
academic group, it is necessary to have some visual aids, even though one
does not recommend making a papier -maché Puritan village!

The following reading suggestions the untrained teacher might find help-
ful in this program: (1) THE PROCESS OF EDUCATION by Jerome Bruner;
(2) Introductions to UNDERSTANDING FICTION and UNDERSTANDING
POETRY by Cleanth Brooks and Robert Penn Warren; (3) "Aims of Educa-
tion' by Alfred North Whitehead; (4) several selections listed as references
in the language units.

Conclusions about the untrained teacher teaching Project English for the
first time are:. (1) it is possible for the untrained, new-to-the-program
teacher to do a competent job teaching this program; (2) thorough preparation
involving each day's discussion o various concepts is absolutely necessary
for the teacher before class meets; (3) it is essential to vary nowand then
the inductive approach with an average-academic class; (4) the teacher must
not "read' to the class the questions in the syllabus; (5) through induction--
not deduction--the teacher must lead the class; (6) the teacher must impro-




E

vise, adjust time schedule and materials where necessary, and be able t
give students definite direction in the program--without sacrificing induc
of concepts from them; (7) realization on the part of the teacher that a pr
Pared course of study still works best in the hands of a sensitive and im
aginative teacher is necessary for success in the course.

IX. REMARKS UPON THE INDUCTIVE METHOD

In cons’idering the effectiveness of the question method, the following
points discussed in other sections of the report should be kept in mind: t
a teacher must prepare the assigned reading thoroughly and think in adva
about what ideas the specified questions are meant to lead to; that the tea
must be ready to improvise supplementary questions to guide the discuss
when the original question gets a wrong or superficial answer (the purel
mechanical approach is fatal); and that certain adjustments in the curricu
itself, to be discussed below, may prove desirable in adapting the Projec
English program to the average-academic class.

Teaching language, literature, and composition through a variation of
Socratic method obviously stimulates and sharpens a student's thinking pa
cesses. The Project English course, designed to induce facts and truths
and powers of expressions, counteracts the charge that a program based
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