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for grades one through six. -
-‘collaborative -efforts of University of Oregon specialists in English and
-~ Education, and-experienced elenantu'y school. teachers from eight school -
‘districts in-Oregon-and Washington. The principal purpose of the *Project
- was to develop an elementary school curriculum in the language arts that
-would be consistent in philosophy with the successful English curriculum
- for-grades seven through twelve that had been completed: in-1967 by the
-~ Oregon Curriculum Study. Center (a-part of USOE's: "Project English"), -
" thus comprising a twelve-year course ‘of study-

| AUTHOR'S ABSTRACT -

- Between 1968 and 1973, “the Oregon nanentary mglish Project planned
wiote, and tested an experimental curriculum in the English language arts
- The-curriculum was the joint product of the

as an orgenic

wholé. “The curriculum’consists of extensive materials for both pnpils

-and teachers in children's literature, creative drm, -Janguage;~and -
. composition, each.of these strands emtouling for -the full six years of-
“the ‘elementary grades. - The program was used in the classrooms of some’

-- 150 teachers in the eight participating-cities and involved several
- thousand children.
~ —-who'tried out- the natenals mealed a disti.nctly favorable reactionto

7 '—'the curncullm

-A-body- of evaluative data gathered from the: teachers

- -
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- PREFACE.

1

. The empermental curnculum develowd by the Oregon El.ementa.ry
English Project was in a true sense a’ work of collaboration, to which

< .- - many people; both University etatf members and -elemertary school téach-
- -ers, contributed. -

"In many cases individual contributions are hard to
identify because they -were usually worked over and revised: repeatedly

- - by other members of the- camittees before being put in final form.

Special credit, “however,:is due the chairmen of the four -writing com-

- mittees, who Supervised the planning and- preparation- of ‘the materials
-in the several strands of the.curriculum and were responsible for the

f£inal versions: Stoddard Malarkey (1iterature), Barbara Salisbury

. (creative drama), Edna DeHaven (composition), and Annabel Kitazhaber

(language). - The essays on the four atrands that ‘appear on pages 37-

Report were written by these people. -Paul Raffeld

-~ analyzed the evaluative data derived from the classroom trial of' the
- - -curriculum Mthe author of the section on evaluation in thia
report (pagee 9-35) = .

'l'he Project owes a large debt of gratitude of thc 150 teachers ot

‘ *who tried out the- experimental ‘curriculum in their classrooms and gave

the: Project staff the benefit of their criticisms and suggestions; and
to ths officials of the partic:.pating school systems whose generous

- help ‘and cooperation were indispensable to the success of the Project.

In particular, we wish to. thank ‘the -following: -Evelyn Piper, Mae

7" Jackson, “and Donald Shutt (Bugene), Ray Bradshaw (Bethel), Evert Suyder -
‘and Frank Walch (Springfield), Jack Peters (Coos Bay), Kent Myers and

Scholastica Murty (Lake Oswego), George Russell, Lois Hoslér, and Iois
Finley (Beaverton)--all in Oregon; and Mary- Shepherd -(Mercer Island),

o

~

and Floyd Daﬁs, I..uise l(arkert, and- John Kemw’ (Seattle) , in Washington.
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- Int;-guction ’

" In June 1968 the United Statee Office of Education approvad 8
propoeal from the English Department of the University-of Oregon'to
develop.an experimental course of study in:the English- language arts i‘or

- grades one through 'six, in-cooperation with teachers and school admini-

strators in six Oregon cities (Bugene, Springfield, Bethel, Coocs Bay,
Lake Oswego, Beaverton) and Se~ttle, Washington.* Between 1962 and
1967, these same cities had participated with the University -of Oregon
English Department in a successful earlier project also funded by

USOE, the Oregon Curricilum Study Center, which developed a- aeqnential :

and cumlative English curriculum for grades seven through twelve. .The
later program, descrived in the report:which follows, was called the

.Oregon Elementary BEnglish Project -and was intended to test whether some
-.of the same approaches and assumptions used in producing the secondary

English curriculum could be successfully employed in working out a new.

’language arts curricultm tor the lower gradee. :

CTb should be-noted here that in our propoaal we specifically X~ -

cluded a direct concern with the teaching of beginning reading, since we

were persuaded that the teaching of this basic skili is so important -

- and presents such unusual difficulties that it was-deserving of a sepa- . -
- rate project.- Our -intention was to develop a language arts-curriculum- -
that would fit around and enhance the effectiveness of the basal 'eading—
program, not replace it~ or “in. any. way diminish the attention ii 80

.properly receives. L .

We were especially intereeted in developing an elmntary echool
curriculum in 1 the language arts for several reasons.  First, we realized
back in 1962 that it would have been more logical then to begin work on
a sequential curriculum at the first grade level rather than at the
beginning of the junior:-high school years. But we were also aware that
university English professors had a lot to learn in-order to work ef-

foctively even at the seventh and eighth grade levels, let alone the - =

lower grades of the.elementary school. - For this reason we decided to
start at grade seven in the earlier project, as -being nearer to the . -
levels with which we were already most familiar; the. senior high echool
grades, - (For similar reasons, when we came to prepare the elementary -
school curriculum we began. with grades five and six, as being closest
to what we were already ecqucinted with, then worked domerde toward
the lower grades.)

A eecond reason for our wiehing to develop an experimentel language
arts program for the elementary grades was that, during the years of

"Project English" activity in the 1960s, this level had received little
ettention. Only one project (that at the University of Nebraska) =~

#*In 1970 one eohool in the Mercer Ieland, Washington, school
district was added, .
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attempted to deal in-a comprehensive way with the preparation of an -

. elementary school curriculum in language arts, most of the other Cur-- I
riculum Study Centers having éoncentrated-on the seccndary years or

on various.kinds .of- teachen-training activities. Here, then, we felt, .

was.a job that needed to be done, and with cur recent experience of -
© working at the junior -high achool level, we felt confident of our.

with, of course, the active collaboration of experienced elementary
school teachers., : S

ILthird reason for our desire to prepare an. experimental curriou—

* We hoped such an elementary school curriculum would lead toward the -
curriculum of the junior and senior high school in a logical and edu-
cationally advantageous: way, so that we would at the ‘end.have a twelve-

. ~year curriculum animated-by ‘a consistent philosophy ‘and plarmed as an -

‘organic whole.- To the co:tent that we succeeded, we believed that such -

an accomplishment would be of more than passing sigrificance to the

better: education of American children 4in the most basn.c of school
subjects, -, . .

o

=8
e
=%

C.

capacity for developing a course of etuw for grades one through six—-

lum for these early years was that we hoped it would prove possible to -
create a course of study in language arts that would be consistent with -
the curriculum we had already prepared for :grades seven through twelve.
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We. spent the first year of the Project working with a minimal staff,
making a comprehensive survey and evaluation of existing elementary
school language arts textbooks, and of language arts curriculum guides
for the elementary grades from a wide selection of cities throughout

~ -the United States. During this year we also made necessary contacts
‘with appropriate officials in each of the participating school systems,

8olicited their advice and help, -and began to select the school- tuchera—
who would ‘become associated with University members of the Project

staff in the next stages of activity. We also drew up a tentative-scope -
and .sequence to guide us as 'we proceeded with the actual development of -
the curriculum, tliough kesping it flexible enough to adapt it as changOd

—circ\matmces or new lmowlodgo or experience suggutod.

During ‘the winter and sp.'ing of 1969 we: soloctéd tweuby of the best ,
fifth and sixth grade teachers we could.find :in the participsting school
districts, using a formula that assured proportional represt.atation of -

‘each district. In the summer of 1969 we held an eight-week institute

on the University of Oregon campus for these teachers, The participants -

- took credit-courses: in children's literature,- hnguago and composition, -

as well as additional work in informal drama, -They collaborated with -
the institute staff in refining the scops and sequence for an experi- -

‘mental fifth and sixth grade curriculum and in working out & plan for

in-service courses to train pilct teachers during the following school
year. Before the end-of the dinstitute, ten of the participants were
selected Lo work during the 196970 school year as writers of the ex~

- perimental curriculum, collaborsting with University staff me ~“s;
and the other ten were-designated as directors of- in-su"dco - ning
_ progrm Lor pilot tmhora in thoir o diatri»ts. 7

Mting of the ﬁ.ﬁ;h and aixt.h grade curr.i.culun got underway when -
achool resumed in the autumn, The ten school teachers serving on the

- writing comnittees were assigned reduced teaching schedules by their -

districts in order to give them time to devote to their new duties, and-
the entire writing staff met on -the University campus: every two or three.
weeks throughout the year. The ten teachsrs in charge of in-service

programs, who wers also given reduced schedules, ccxpleted plans durl:g

the tall Lor their in-service courses, then conducted the courses,

the assistance c¢f Univorcity ‘members of the staff, during the w.lntor and -
spring months. . The pilot teachers who took the .'m-uwico tn.'mins had

beon aoloctod late in tho procoding spring

VWhile th.ts work m go:lng forwerd, we- ooloctod twenty third and.

- fourth grade teachers to attend s similar institute in the summer of

1970 as preparstion for conducting in-service training for pilot teachers
of these grades and for helping to write a third and fourth grade cur- -
riculum. -The work proceeded as planned, with the result -that when school
opened in September 1970 we had reproduced and distributed copies of the.
experimental rifth and sixth grade curriculum to the pilot teachers in -
these grades to try out during the coming -year. - ('!ho twenty fifth md

-3
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© sixth grade teachers who had served as writers and in-service teachers

. better: to develop-a regular curriculum for these grades, including -
‘We also offered in-service training, though necessarily of a more ro- ’

. extra time enabled us to oversee the first year’s classroom use of these

- basis of classroom trial and teacher evaluation and turned over to USOE

F3

also acted as pilot teachers,) Then, working with the third and fourth
grade teachers who had attended the 1970 institute, we went ahead with
the preparation of the third and fourth grade materials and the train-
ing of third and fourth grade pilot teachers. At the sams time, Uni-
versity members of the Project staff iiet periodically with all the pi-
lot teachers of each city and also made regular visits to the fifth and -
sixth grade classes where-these teachers were trying out the new curricu-
v, . . . . o - - o

' The original plan of the Project did not anticipate ‘preparing ma~ ,
terials for grades one and two, but at the suggestion of USOE it was | |
agreed that, some sort of appropriate teacher materials woild be prepared -
after we had campleted the curriculum for grades three and four, . Be- - -
cause budget limitations precluded our having an institute to train first B
and second grade teachers, we decided to rely on University staff to
write these materials, expert first and second grade teachers

as consultants. As we got into the work, we found that it would be

materials for beth child and teacher as we had done for the upper years.

stricted sart, to pilot-teachers who were selected to try out the first
and second grade program. -In-order to assure a supervised trial and’ :
-evaluation of the first and second materials, USOE granted the Project

a ten-month -extension of its contract, with'no additional funds. - This

first and-second grade materisls and to make whatever revisions seemed
gocgspm:-betqgg turning them over-to USOE for placing in the public

" The curriculum for grades thres through six was revised on the
for dissemination by release to the public domain on August 8, 1972. .

The first-and second grade:curriculum is being similarly turned ovur
to USOE and relsased to the public domsin on June 15, 1973, the date of

@
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Regg;ts: Genem ‘

The tmgib].e results of the five years of work by the Oregon Ele-
mentary English Project consist of a six~year curriculum in the English
language arts for grades one through six, together with a body of evalu-
ative data derived fyum the classroom trial of the curriculum. The cur- .
riculum is composed of four main strands which, though they overlap and
interfuse, are clearly identifiable: literaturs, drama, language, and
camposition, The materials include text materisls for studonts, teaching
aids and background information for the teacher, mumerous games and ’
activities, and sume two dogen sound tapes to nupplmt certain lessons
in drama, canpooition, and languuo.

*

In the presen: section we prnnnt first a br:lot au-u'.r oi the n&m

* of the materials conprising the several strands; a description of scme-

of the supplementary materials, and a few words explaining the format
of the curriculum; and second, we offer here a detailed summary and in-
terpretation of the evalustive data. The premises which underlie each
strand are fully discussed later in tho rcport in tho four doacr‘..ptivo
oanye whieh beg:\n on- page 37. - , , \J

e 4z

Ve have rocognized tho criticul :lnportum ot dmlom x-uding
skill in the slementary school child, but we believe that; once dasic
literacy has been established, the child may and should, ror at least a
part of -the time in his- ﬁudvotlmouto,bc@mndﬂn;mtw
of some interest and value as literature, rather than nothing tut con-
trived material that is meant only to-serve the purpose of reading ir~
struction. A-child cannot be taught reading without reading something;
and while basal readers undoubtedly have their necessary ylace, we think
that they ought not constitute all of the child's reading of non-factual-
writing, . One can teach developmental reading with Aesop and Grimm as .

‘mlluuithmckmdc!m,Mmhmtmdtowmthhopporwut!

in the early years of the curriculum, both by having posms and stories
read to the children and by having the children, as soon a3 they ave

able, read posns and tales for themselves, In these sarly years we have-
tried mainly to get the children interested in reading as a pleasuredle
activity and have been content with simple understanding and the enjoy-
ment that comes along with.it, ile have also introduced children in the
first four grades to a selection of poems, myths, fables, and’ folk and
fairy tales which, besides their :I.nbonub 1ntmot ‘will serve th~ children
well in later years as a common source of rotoronco and allusion. In the
curriculum we have prepared for grades five and a:!x we have gone so far

as to assume that children's enjoyment of their ﬂng of childrer.cs
literature will be enhanced if they can begin to read mare actively and.
critically; with some elementary awareness of M toraturo is and how
it worka-hw it achieves the orfocts on us M does, .

The curriculum in informal (or crutln) is new to Aserican

education an a systematic and - part otthehwuco artmcouru
otatudyindloixgrduofmwu-yuhool. l'hoscriuot

-1
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lessons in drama in the six are intended %o teach the child the
basic. concepts and -tools of s to give him an ingight into the
nature of dramatic "activity, and to provide him with frequent opportuni-
ties to apply thic knowledge by exercising mind and body and imagination,
And the drama lessons also. relste easily and naturally to the composition
and literature strands, which they frequently reinforce.

In language-study, we have concentrated mginly on making the child
avare of the impressive linguistic campetence ‘hat he already has, the -
maly things he already knows about language and can do with it; even
though he exercises this skill almost unconsciously. We have tried to

fascinating human invention, Above all, we have tried to cultivate in
him an attitude of interest in and concern for language, rather than the
attitude of indiffarence or boredom or even hostility which so often has

structs of worda. Ve have alsc tried, especially in grades five snd

-8ix, to help him see that composing is a process, mads up of recognizable

steps, &1 that a knowledge of these staps and ‘prectice in'using thea

"leads to conlidence and fluency in the use of languagv.

From time to time throughout the language, literaturs, and drema
lessons_we have offerod additional suggestions for writing or speaking
assigments. In this wey we hope to make the studentis use of language
rise naturally out of the-other parts of the language arts curriculum
and; by being clearly functionsl; gain in intevest and effectivenses.
After scme lesscns there are one or more suggestions for tsaching strat~

asgies dutomtuutho-d.n proposed in the lesscn, the purpose

gQE

being to adapt the lessons to & wider Tange of teaching techniques. And

with meny of the litersture lessons there are suggestions for insuring

The format of the curriculum has tesn designed to afford the great-
est flexibility, so as to sncommodate both the individual needs and de-
sires of teschers who must adaft what is taught to a wide rangs of stu-
dent abilities, and various plans of schoo) organisation hasides the one
based on separats and distinct grade levels. . ,

In a separate booklet for teachers of the upper graies are sugges-
tious for organizing a year's work in grades three through six. These
weave the four strands together in a plausidle bui, by no means obligs-
tory way. Other ways of organizing the course of study are of course
possible, and: we have asstmed that the teacher may want to adapt the sug-
gested plans to fit his“cr her own particular class ar teaching metiicds.

4.7,

-In smitién,_{gth‘avi ’&riid to holpthochﬂduco‘nin that the
use of language, -either oral or written, is natural and enjoyable-—com-
manicating, expressing oneself, manipulating ons's world, meking con- - -




materials for the first four grades. .

A suggested plan for presenting the curriculum for grades one and
two is included as the first item in the volume entitled "Games and Activ-
ities" for those grades. The first and second grade materials are not
structured, however, but ‘are intended to be used wherever an opportunity

"~ lends itself well to such instruction. They are meant to snpplqnent and
- enhance, not replace, the indispensable basic instruction in reading and

writing that figures so pran:.mntly in these two years.

e should note that thero is a total of twelve sound tapes to accom-
pany the drama.lessons of grades three through six. These add a valuable
extra dimension. Several sound tapes have been prepared to reinforce

‘'sane of the composition lessons, and eight tapes accompany the language

curriculum, Line drawings have been"incorporated to enliven the studm

¢

In-the fmh and sixth grade literature curricu]mve were usually
unable, for several reasons, to supply each student with a copy of the
piece of literature being studied. Instead, when we were dealing with a
selection in the public domain or-with a copyrighted selection which we
had been given permission to use, we included a copy (in primary type)

- in.the teacher material for use with-an overhead or- opaque-projector.

But we also supplied each teacher with a-copy of four paperbound books-—-

- Reflections on a Gift of Hatermelon Pickle, Posms to Enjoy, The

ofthe_lggb_ggg_and Other Poems," and Stories to Enjoy.¥ Ve have
drawn heavily on the contents of these books, assming that the teacher

-~ _would either put a selection on the projecter for the class to read, or

(as with the stories) read the selection aloud-to the class for discussion.

e have furnished our own teaching: sﬁggeations for these selections. So
that students would-have some class _practice in reading prose- ‘parrative
for themselves and discussing it-with the text in- ‘hand, we did find it

o possible to roproduce student- copies ot semal stonos.

. In grades three through aix, the drau and the composition lessons
have been organized by grade level--that is, four separste sets of les-
sons, one designated for use in each grade; though as -mentioned earlier

o the teacher may use lessons from any group at any level if the teaching

situation seems to demand this. - A little more than half of the language
lessons- for grades five and six, -and-most of the third and fourth grade
language lecsons, are similarly divided by grade level, thougn the rest
for these grades are not differeutiubed ‘but are labeled "I.anguago V-VIr
or "Language c-n."

L

y *In proparing a copy of the curriculum for diasemimtion by release
to the public domain, we have necessarily been obliged to delete all copy-
righted selections, though for each deleted item we have supplied complete
bibliographical information. \

T~
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For grades one and two, we have not differentiated any of the mater-
ials by grade level but instead have left it to the teacher to individ-
ualize the instruction as he or she thinks best. Many of the poems and
stories and most of the drama activities can be used readily in either
grade. Some of the camposition activitiea and language games are usable

"with most first graders, others arve better for second graders because .
- they require an elementary reading ability. :

: 'me lessons for the ﬁrst and second grades are narked "A-B." Those
for the third grade are marked ¥C," and those for the fourth grade np,

.The roasonforchangingfranthercmanmmralsnedingrades five and

six ("W,* WI") indicating explicit grade levels is that, after the first
year of classroom testing of the upper-level materials, it was suggested
to us that we should code the grade level on student lessons rather than
give it explicitly, so as to make it easier for teachers to draw from
other grade levels to meet the needs u»f specific students. - He have done
this for the first, second,; third, and fourth grade materials, but-be-

—cwsetheﬁﬁhaﬁaixthgrademteﬁﬂsdenWhygmdev

level we have had to leave them unchanged. - The alternative would have
been to reproduce nearly the entire fifth- and sixth grade- curriculnn again—,

. merely in- order to change "we and "VI" to "E" and "F."

" Because of a. different organizationu plan, all of the ntmtma

. units in grades one through six are designated "Literature A<B," 'Litera-

ture C-D," or "Literature V-VI." - As is explained more fully :i.ntho intro-
ductory essay to-the literature curriculum (pages 37-50), within each
literature unit at the fifth and-sixth ‘grade_level there are poems or -
stories of differing degrees of dsz:wnlty. Ve have assumed that the .
fifth grade teacher will teach a given cancept by means of the less mature
selections in the average class of that level, and that the sixth grade

- teacher will usually want: to use the more advanced selectionsto teach
- the same concept. The-pattern of organization, -of course, facilitates in-

dividual .variation when this seems called for. In the literature cur-
riculum for grades three-and four, as in that for grades one and two, we
have provided, we believe, ample material for two years of study and leave
it to the discretion of the individual téacher to decide which selections
to use for one grade and which for the other. All of the selections for
these grades are of high interest to most young children, and most of them -

. arebaaictohteratud:otlitcmture
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The following interpretation and discussion of the data generated by
teacher evaluation forms and student classroom tests will be presented in

- four sections. Section I will describe the kind and amounts of data

available for evaluation; Section II will present the results of the’

data analysis of the evaluation:forms in 1it erature, language, compo-
sition, and drama; Section IXII will deal with the student test results
in 1iterature-and language; Section-IV will present a summary. We should
note at the outset that no inferences beyond the groups represénted in
this study will be prosemted, nor are any such inferences intended.

Section I- Preaontgtion of __g;gp_l,_ ata

The Orogon Elementary B)ghsh Project made oqor:lmental curriculum
units -in literature, drama, language, and composition available to some
- 150 elementary school teachers, -grades one through six, in 65 schools.
‘located in eight cities in-Oregon and Washington. - These teachers were
asked to try out in their classrooms as many of the experimental units
~ a5 they had time for, then provide ‘evaluative data to the Project -for
analysis and interpretation. The teachers were given considerable lati-
tude in deciding which units they would teach and the order-in which they

" would teach them. The reason for this policy was that we wanted the
_teachers to feel free to-adapt the materials to their own classroom situ- -
- . ation and to be able to select from among a larger number of units those

that_they thought would ‘work-best for them, One consequence of this ap-

- proach, however, is that the-mumber of tests and evaluation forms re--

ceived in the Project office varied a great deal from teacher to teacher,
_and from unit to unit, depending on deciaiona ot :i.nhvidual teachers- to

~ teach o= to-omit agiven unit., -

We employod mltiple—choice atudent tosts for tho literature and
language strands in grades five and six; but because of the subjective
nature of the drama and conposition strands we did not attempt to de-
velop similar tests for -them. Instead, we relied on close personal con-
"tact with the fifth and sixth grade pilot teachers through frequent class-
room visits and conferences to keep informed of teacher and pupil re- -
action to the lessons in these strands. For grades one through four we
developed evaluation forms to be canpleted by the ‘teacher after a lesson
or group of related lessons had been taught. Our reason for the decision
not to use tests in these earlier. grades ‘was that we feared that a battery
of forma) tests administered to such young children at the end of each
unit would interfere seriously with the achievement of one of our pri-
mary aims: gett:lngchﬂ.drentognjgxrea.dinguﬂhuringgoodpom and
stories, writing things themselves, learning about. their language, and
developing skill in creative drama. Rather than risk the defeat of this
basic aim, we decided it would be adequate for our purposes to secure as
full and systematic a response as we could from the teachers, whose
Judgmnt we valued. mring the second year of trial of the fifth and

~9-
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sixth grade.curriculum we developed, as an experiment, a set of similar:

evaluation forms for the drama units; and during this past year (1972-

73), when the first and second:grade curriculum was being tried out, we

developed similar forms for the composition-activities to see what kind -

of response we would get from teachers at this level. In summary, then, -
~ the data that follow are derived from the following: '

. Literature Drams Langugge  Composition’ -
Grades 1-2  Evaluation  Evaluition  Evaluation Evaluaticn
‘ : forms: - forms forms forms
Grades 3-4  Evaluation  Evaluation Evaluation — )
P B forms forms Zorms B
f: : T Grades 5-6 Teéft{s’, ,E'éaiuatj.én . Tests = ——
IR s forms
The total mmber of teacher evaliation forme returned in each of the

 four strands (literature, canposition, language, drama) is presented in -

Table A. A more detailed breakdown within each of these strands is pre-

© sented in Tables I, II, and III.

- Table I shows a breakdown of the mmber of evaluation forms returned -
- for the four strands. at grades one and two. It is important to note that,
+ in the case of poems ard stories within the literature strand, the teach~
- ers had complete :freedom in selecting fram 69 different poems and 19 dif-

- ferent stories, As a result; the mumber of-teachers selecting any single
- poem or story was usually quite small, thus making interpretation of -
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;- frequencies at.this level inadvisable. A similar situation, though not
a3 - 80 extreme, -existed- for the headings listed under the other three strands bt

in Table I. Since the primary intent of the evaluation form was to pro-
vide a means of determining the general level of teacher satisfaction

" with a particular unit, we decided: that this intent could best be served,
at the first and second grade level, by collapsing the ratings of all of
the poems, stories, and other activities under-their respective headings,

. rather than try to assess the reaction to individual selections or activi-

- ties on the basis of insufficient evidence.. In this way scme reasonable

- estimate of the success or failure of "poems' in general, to take one

_ example, could be obtained with little fear of overgeneralizing.
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Table -II shows the number of returned evaluation forms for grades

three and four on ths literature and language units, while Table III
shows the return rate of evaluation forms for the drama lessons by grade

~ level, We should call attention to the general descending trend of re-
turns, as one advances through the units of each strand in a given year,
since the lower return rates obviously provide ‘less stable estimates of
teacher opinions concerning these units., For the most part, this tendency

for the number of returns to shrink towsris the lower-ends of Tables II

.- and III was a result of the suggested outline or order of presentation

&% - vhich accompanied the units. "The units or lessons which occurred later
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in the cutline were used by rewer teachers in most cases.,
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This tendency
was reinforced by the fact that, to provide choice and flexibility, each

strand contained considerably more units than a teacher would be likely
to use in one-year.

Table IV shows the breakdown of student test results in literature

- for grades five- and six, and Table V shows a similar breakdown for test
- results in language in those grades.

35l
TE

Again these frequency distribu-
‘tions are highly variable, but.the number of students taking any test
N rarely falls below 27, thus allowing some basis for generalizing.

TABLE A

Literature 362,’
La.nguage ) 05
) C’omposition' ‘ 37
" Drama ‘ 183

-u.




_ Literature (Gra&es 1-2)
Poens
" Stordes
- Coapposition (Grades 1-2)

' Composition Activities
Language (Grades 1-2)
Language Activities

~ Dramg (Grades 1-2)

Drama Lessons

Short Activities




- TABLE II

. : o - Mam

Literature (Grades 3-4)
Fables ~
Greek Wolog
flo’rso Wology .
S ’Folk and Pairy Tales
- Mrican and Indian Myths
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- Language (Grade 3)
Cmnic‘ation Systems = 3
Human Lenguage =~ . 25
Language (Grade 4) ) e
Comunication Systems

5 &

AT e e A
EENa S St e i e S

' hmns (érldea 3-4)
' “You Already’Know It
Fun With Words
The Sounds of Language
Variations in Language-
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TABLE IV

Litersture Tests (Gredes 5-6)

. Mstaphor

Idea Patterns

The Whole Poem

Hiyme

Dﬁtim

Allusion

Symbol

Ryme Schene ‘and Stansa Patterns
Speaker

Point of View

magey .

Drematic Situation
Metrics, Scansion
Hyperbole ~ Irony

Simile

Narrative (1)
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Nygber of Teachers
Beturning Tests

Language Inn (Grade 5)

Woxds:
Words:
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General (Lessons 1-5)

Dicticnary (Lessons 1-12)

Wt We Know About Words (Lessons 1-6)
mm Our Words Come rm (Lessons 1~7)

“Where Our Words Come lru (Lessons 8-11)
‘ Variation in Languago (I-uoona 1-14)

7immltm(0w° 6)

! How sloix;oncu Are Made (Lessons 7a, 8a, s,
]

Words (Lsssons 1-6)

Words (Lessons 7-11)

Words (Lessons 12-16)

Variations in Language (Lessons 1-6)
Variations in Language (Lessons 7-14)

~Language Zests (Grades. 5-6)
What Is Language?
“ How Sentences Are Made (Lessons 1-6)
How Sentences Arve Made (Lessons 7-13)
‘History of the mﬂﬁn{ Language (Lessons 7-14)
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Sectjon II: ZEvalustion Fory Nsilts

. Participating teachers were asked to complete an evaluation form
(see Appendix) on each unit taught at that point in time at which they |
believed they could accurately assess the effectiveness of the unit. The L
evaluation forms within and across sirands often differed in the mmber
of questions, although there were a yumber of similar questions found on
-all forms, Each statement on a form was followed by a seven-point scale
in which the values 1, 2, and 3 represented the least favorsble end while -
27 ‘5, 6, and 7 represented the most favorable. The mmber 4 was used as °

& neutral value in the event that a teacher believed that the unit had
by _ no effect on his or her students.

Since the evalnation forms and unit content differ considerably be-
L tween grades one and two and grades three through six, we have presented
con the results for grades one and two first., Table VI shows the mean re-
¢ -~ sponse for each item and a total for the two headings of "Poems™ and o
e "~ "Stordies" in the literature strand. The first six items and the total : -
- -veflect how teachers viewed the general impect of the poems and stories -
;- ~ on their students. - There was-a high degres of agreement amon; the teachers
» '/ across all items, suggesting that this impact was positive, Furthermore,
i ~" the degres of variability on all six items was quite small, with-ratings
o rarely falling below a 5. The few ratings that did fall below 5 may be
a function of a few posms or stories that were unsuccessful, but pin-
pointing these could be highly misleading, as noted previocusly.

-~ Items 6 through 8 and 9 through 11 refer to the use of accompanying

activities in the composition, drams,and language strands. Although-

ratings for these items are high, thus suggesting.a positive impact on

students, same caution is necessary in interpreting them becauss only

about 30K of those teachers completing items 1 through 6 completed the

8 remaining special items. Therefore, of the 101 teachers responding to

SA RSN "Stories,” for example, only about 30 responded to the supplementary
activity items. On the other hand, the 30 teachers completing items

.7 through 11 represent a broad range of schools, and in this sense they
might be thought of as a representative sample. In ary case, those teachers
completing the forms felt that the accmpanying activities had a positive
effect on their students, and there was very little disagreement.

Tables VII, VIII, and IX show the mean itex responses and totals
for langusge and composition units and for *Drama Lessons" (not "Drama:
Short Activities"), respectively. Again, the return rate for these
evalustion forms was less than desirable but does include a reasonably
large mmber of schools., The general trend across all of these rating .
forms suggests that the units hed a positive impact on studenta. PFurther-
more, the narrow range of rating irdicates a general consensus among the
teachars responding. o )

Table X shows the mean item responses and total for the three items

under "Drema: Short Activities." In this case, since only 22 evaluation
forme were returned, only s small percentage could represent any one of
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the 2 individual short activities. Generalizing from all 22 rssponse
gon;, however, does suggest that a poeitive impact was noted by the
eachers. ]

For grades one and two, it appears that the teachers generally agreed
that the impact of all units in the four strands had a positive impact
on their students. Since no mean ratings fell below a 5, no specific
weaknesses became apparent at any level, though it would be surprising
if some individual powms, stories, or activities were not mare success-

ful than others.

" Table II shows the average rating for each item as well as the
average total rating across all items for each of the ssven literature
units in grades three and four. First, it is interesting to note the

- last column of the table, which shows the average rating acrcss all items
for sach unit, Here it is quite evident that, in gsneral, 11 of the

units were thought to be reasonably effective. Murthermore, it should
be noted that no rating below a 4 occurred amynhere on the table. It may

- be-informative, Liowever, to look more closely at those groups of items

which did receive a 4 rating in order to determine where these units
failed to have an impact. In JFableg, for exaxple, items 9, 10, and 11
received an averagu rating of 4. Item 9 was concerned with the impact
of the unit on the students with below-average ability; the teachers

. generally fslt that no impact was cbserved. Items 10 and 11 dealt with

the effect of the unit .on independent: study and creativity, and here again

“-the teachers were unable to detect any impact. Of course, since the
- teachers can only go by what they observe within the school setting, the-
" interpretive value of these items is limited. :

There are a few isclated 4 ratings in the other six units, but by
and large item 9 zeceived the most frequent 4 rating, indicating that
these units are pribably not particularly effective for students with ‘
low general gbility. On the other hand, it is encoursging that the general
trend- for all units was positive and ‘that most of the desirable char-
acteristics of these units were recognized by the teachers.

Table XII shows the average ratings for the units in language by -
:;:t.;oﬁt“o?. average rating actoo:sll items. It should be noted
s of Cammunication Systems Hman Lansuage were available
in a separate form for the third grade and another for the fmtgng;,
; om

;
%
g
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use. It should also be noted that where a da
means that the evaluation form ended at the preceding item. In the case
of these language units, some of the forms had 13 items while others had

4. A

Again, the gensyal picture presented by the final column indicates
that these language units were effective. In fact, the pattern is quite
similar to that of the literature units, Looking more closely at those
ratings below 5 (and there are very few) it can be seen that items 1 and

«~18-




2 on the Sounds of Language received a 4 rating. Here the teachers be-
lieved that this unit was of little wvalue in increasing interest in and
curiocsity about language or in increasing the confidence of the students
in their ability to use language. Item 8 on Variations in Language re--
ceived’an average rating of 3 which indicates that the teacher intro-
duction and suggested procedures were not sufficient to enable them to
teach the unit. Finally, a rating of 4 on item 2, Human Language o
four), indicated ro effect on building self-confidence among the students.
Interestingly enough, a positive rating of 5 was given for this same item
and unit at grade three. ‘ X

In the final analysis, it is clear that the overall effectivensss of
the language units is supported, and only in a mmber of specific in-
stances are possible failures ,ingucctnd.

Table XIII shows the average rating by item and across items for
groups of drama lessons at gredes three, four, five, and six. For the
convenience of tabular presentation, all items have been consecutively
renumbered instead of using the sub-lsiters a, b, etc., as sppear on the
forms. Although the overall ratings for grade three indicate a positive
trend in general, there is more variability in these ratings, with a few
nore negative values than were found in the previous two strands. Look-
ing more closely at the individual item ratings, it can be seen that
average ratings of 3 are reported for items 8 and 9 on lessons 1 through
9. These two items refer specifica’ 2> to the audiotape lessons und it
appears that their effect upon the suudents is questionable. The cther
ated o the effectivamess af the tape Feesentiston of She Lish and the

¢ effectiveness of the tape presentation
Mouge. Thus there appears to be sars general consensus at the third grade
level that the tape presentations are not as «ffective as inmtended for
lessons 1 through 9 and lessons 31 through 40. '

, At grade four, the overall ratings across items are clearly more
favorable and there are few low or neutral In fact,
the only significantly low rating worthy ,

of 3 on item 5 for lessons 31 through 4l. This particular item relates
to a student's enjoyement in improvising a story from a-fable;

some indication from the teachers that this effect was not attained.

The overall ratings across all items &
positive trend for lessons 1 through 30,
through 4O. Lessons 1 through 10 show weaknesses
These items refer specifically to student reactions
presentations and the degree to which studants we
these storiex, Apparently teacher consensus is
aspacts of the drama lessons were not effective
for fifth graders.

In lessons nmaomtmrﬁthSuhmM.
‘Item 6, which received a neutral rating, dealt with the student's ability
to follow directions given on taps. Item 8 reflects some teacher dis-
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satisfaction with the attractivensss of-the play script *The Magic Drum®

for their students.

Because lessons 22 through 30 had no ratings belaw a 3, it is reason-
able to conclude .that most teachers were satisfied with the effectiveness
of these lessons. However, thore appeirs to he a negative tremd in lessons
31 through 41. Since a large percentage of the items on this particular

~ rating form were rated low, the reader is encour ~sd to look at the actual:

form in the sppendix, Items 3, &, and 5, whicl. .eceived the iowest av-
erage ratings, dealt with the effectivensss of the play script "The Cat
That Walke? By Himself.* Appurently teachers felt that the play script .
was not stimunlating their students. Scme dissatisfaction with the play

script "The Story of Keesh" was also reflected in items 6 and 7.

Finally, at grade six the average retings across all items sppear ' -
‘positive, With respect-to specific items, only items - 7-end 8 in iessons .
- 1 through 1G were -rated below 5, and these items referred to the effective-

- ness of the "Rhytlm and Sound™ tape. lLessons 11-20 showed soms weaknesses -

%
g
&

with respect to-1) the students' shbility to use jwope.

" enhance the idesa of locale, 2) the effectivensss of the tape on character
- voices and sound effects, 3) the degree to which students enjoyed experi-
- menting with their voices and 4) the effectiveness of the play script "The

Magic Drum.* Since lessons 21-30 received no rating below a 5, the

‘of these lessong. However, lessons 31 through 41 have produced a wide
- range of ratings. Veaknesses wers apparent in 1) the cffectivensss of
the play script "The Cat Tiat Valked By Himgelf,"

2) the degree of enjoy--
ment students found in working with makeup, and 3) the general. effective-
nees of the taped story of "Perseus and Andromeds.” '

~In general, the teachers were favorable concerning the effectivensss
of the units under all three strands, The greatest ramber of specifis
weaknesses appears to have been in drama. It is important to note, though,

~ .that some of these ratings represent only a few teachers, and since each
~ teacher is likely to have some particular biases or preferences with

respect to these units, such attitudes are not permitted to average out.
Purthermore, in most of the instances where large mmbers of neutral or
low {at:lnp occurred on an evaluation form, the mmber of teacher returns
was low, ‘ ‘




TABLE VI

Evaluation Forms
"Literature (Grades 1-2)

- Mean response® gor each jtem and total.

- 3‘

b

s ?

¥Means rounded to nearest whole mumber.

Ztem Poenp Storjes

"1. The language and ideas in the selection were
within the children's range of understanding. 6 6

2. The majority ‘of the childron endoyod the se-
lection. 6 6

The salection wade the children moro respon-
- sive and interested than usual. 6 6

‘The lead-in mrciaes and ccnpmhenaion

questions were useful. 6 6

- 5. The st.udents were able to answer and discuss
- - the comprehension questions. 6 6
" tomaL 6 6

Accompanying Activities:

6. Composition ) 5 5
7. Drema 6 6
8. Language - 6 6
9. Compouition 5 5
2. Drama 3 6
1. Language 6 6
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TABLE VII

ﬁEvaluation Forms
I.anguage (Grades 1-2)

Mean response* for each item and total:

Item . Activity Ratings
1. The game was successful in achieving the
stated purposes. 6

of varying interests and ability levels. - -~ 6 '

3. The game was successful in drawing upon the . o
children's intuitive ("tuilt-in") knowledge about -

language and in encouraging them to diacover answers
for themselves. 6

4. The "Suggested Procedures™ provided enough information

to enable you to use the game successfully with the
children, 6

5. megnemwellsuitedtothe abilityrangeofthe
majority of the ch:l.ldren 5

6. The gm was successful in helping to increase the

children's awareness of language and interest in
language. ' 6

¥Means rovnded to nearest whole.mmber.




1.

2,

3.

TABLE VIII

Evaluation Forms
Camposition (Grades 1-2)

Mean"response* for each item and total.

Ttem

The children seemed to find the activity

enjoyable.

The activity was appropriate for this age lével.

~ The stated ob,‘ject:.ve ov objectivea were success—
- fully achieved.

- The activity was successful in encouraging in-

dependent thinking.

Directions and materials for the activity were

satisfactory.

¥Means rounded to nearest whole number,

TOTAL

Cambogition
Activity m
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TABLE IX

Bvaluation Forms -
Drama Léssons (Grades 1-2)

Mean response* for each item and total.

2.
3,

4.

: ' Drgmg
Ttem ~ Lesson Rating

)

. The lesson was successful in accanplishi.ng its

stated obJectives.
Tho children found the lesson enjoyable. ‘ 7

The lesson was successful in encouraging the
children to respond with imaginative ideas. 6

The lesson was successful in making the children
want to express themselves,

The directions in the lesson were easily communi- - -
cated to the children. 7

The content and form of the lessons were appropriate
for the peer ;nteraétion level of your class.

i

TOTAL 6~7

#Means rounded to nearest whole number.




TABLE X
Evaluation Forms
Drama: Short Activities (Grades 1-2)

Mean response for each item and total.

Item " Short Activity Rating

I, Children responded quickly and easilir, and .

__enjoyed the activity. : _ 6

o
2. Children readily focused attention on

. suggested situation. ) 6
3. Directions for the teacher were satisfactory. 7

TOTAL . 6

#Means rounded to nearest whole number,
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TABLE XII

Evaluation Forms

5 6 6 6 6.5 6 6

5 6 6 6 6 6 6 6

5 6 6 5 6 5 6 6 6

6 6 6 5 6 6 5 6 6
5

)
6
6

6

Commmunication Systems 3
Human

5

34

You Already Know It

Fun With Words

34

\D.ll\
v
NN
O 0N
O - N
o =

L & 6 5 5 5 6 6
6 6 5 5 6 5 5 3 5

Sounds of Language 3-A4

4
¥

6
6

Variations of Language 3-4
Commnication Systems 4

5 6 6 5 6 5 6 6
5 4 6 6 5

5

5 6 6

5

A

b
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Section JII: Test Regults

Participating students in grades five and six were given compstency
tests directly related to the units taught in literature and language.
These tests were primarily multiple choice in format &xi varied with
respect to the mmber of items ard consequently the maximum scores poe-
sible. Table XIV contains camplete descriptive statistico for the 16

- tests availsble for the literature strand. It is important to note the

high variability in sample sizes shown in coiumn 1, and the reader is
cautioned about overgeneralisations for those tests with relatively small
sample sizes. Perhaps themoest meaningful columns on this table for in-
terpretive value are the ones headed “Average Percent Correct" and "Maxi-
mm Possidble." It is quite clear from inspection of these columns that .
the average percentage of correct items exceeded the 50% point in most
cases, In fact, 11 of the 16 tests had average percentages at or above
70. The two tests that appeared to be most difficult were the tests on
Metaphor and Idea Patterns, while the tests which were perhaps the easiest

© were Hyperbole, Allusion, and Narrative. However, since only one class

is represented in the two tests on Metaphor and Idea Patterns, the sample
is likely to be a sumewhat biased estimate of genersl: test performance.
In spite of the fact that average performance on most of the tests was
high, the tests seemed to differentiate well since the range of obtained .
test scores in almost every case represented the full possidle range of

‘the tests. Thus these tests appear to be sensitive to students who do

not have the necessary information. This is an important characteristic
of any test since it allows one to conclude that not all students possess
an equal amount of information regarding these units, and it enables one

- to use suwch information in a diagnostic manner.

Table XV shows the complete set of descriptive statistics for the
tests in language. It should be noted that the table is partitioned into
thres recticns, each of which represents the grade level for which these
tests vere intended; grades five, five and six, and six., The second of
these are tests based on those curriculum units that were designated for
use in both grades. The other two refer to units that were specifically
intended to be used in one grade or the other. Again, if one looks at
the average percent correct it is apparent that the typical perforsance
of these students was quite high on all of these tests. Murthermore, it
is interesting that no average percent correct fell below 64, and the

sanple sises appear to be generally larger than those available on the
literature tests,

A

Although the test score distributions for literature and language
are not symmetrical, one can gain some insight into the range of scores
into which the majority of students fell by simply adding and subtracting
the standard deviation in the last column of the tables from the means.
When this is done, it is found that the majority of students tend to fall
into the range of 50 to 100% correct.

Therefore, it is possible to assume some degree of campetency with
respect to these tests for the majority of students involved.

=30-
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Section IV: Summary

The teacher evaluation forms for the four strands of literature,
language, composition, ard drama clearly indicate a generally positive
attitude concerning the effectiveness of the units. A mumber of specific
. weaknesses were noted in several of the units across all strands at grades
three through six, but one must be cautious in reacting to these low rat-

) ings until the mmber of teacher returns is considered. For example, some 1
e of the lowest ratings occurred in the drama area but thers were only a fow
St teacher returns in most of these cases. For this reason it is probably

ey best to use the average rating across all items to give a general picture

b :i the success of the units; when this is done the tre:i is clearly posi-

@ ye.

¥, -

X Student performance on the tests in literature and languag for
Lo grades five and six indicate some degree of proficiency with respect to
- ‘ the material offered in these units. However, the actual meaning that
RS - these test scores have will depend to a large extent upon the expectations
TE of the teachers. If, for- le, & teacher had intended that the majority

X ;? of his or her students get “or better correct -on a test, then the

S tests results in Tables IX and X would not indicate success to that

[ teacher. Thus to a large extent, success in this sense is totally sub-
Jective, On the other hand, from an objective point of view, one can
. conclude that the majority of the fifth and sixth grade students who took
O these tests have mastered at least 50% of the materi.l, a faverable out-

”f come, -
COE In short, the success of these units in literature, language, compo- i
. sition, and drama has been attested to by the teachers for grades three
. and four and is reflected in student test perfarmance at grades five and
six. Any interpretation beyond this level must be left to the individual
i teachers involved, since it is likely that each of them has somevhat dif-
¥ ferent expectations for his or her students and for the units.
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Discusaion

The heart of the Project's work consists of the large quantity of
student texts and teaching materials that make up the experimental six-
year curriculum.. For the purposes of a final report, supplemental to the
curriculun itself, it is desirable to present separately an explanation o
the philosophy and aims of each of the four constituent strands so as to
provide a clear and dtailed overview of the accomplishment of the Pro-
Ject. Following, therefore, are four descriptive essays, one on each
strand of the curriculum., At the end of each essay is a list of the
contents of the particular strand.
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THE LITERATURE STRAND

What follows is an extended discussion of the rationale and goals of
the experimental curriculum in literature developed by the Oregon Ele-
mentary English Project. The levels covered by the curriculum are grades
one- through six. Grades one and two make one natural grouping, with no
attempt made to identify the materials of the curriculum by grade level.
So, too, with grades three and four, and grades five and six. Let us
deal with each group separately. PN

- ¢ 3
S o"

PART ONE: POEBANDSL‘Q_@ L.TELS A AND B (GRADES ONE AND TWO)

It is a bit mialeading to ¢, sak of a "curriculum in literature” for
the first and second grades, if one takes the word to mean a programof
formal study. We are advocating no such program here; we use the word
simply to indicate that the work of the first and second grades is the
beginning of what will become .a program of formal study as students move
through the grades on into‘junior and senior high achool. What we hope to
achieve in the primary grades is the building of a foundation of enjcyment
of literature--the preparation of fertile ground. The selections we of-
fer in this anthology were picked primarily because students should en-
joy them. Any of the suggested questions or exercises that deal with the
selection itself are limited to simple comprehension or discussion ques-
tions; no attempt is made at any sort of formal literary study. Ve ex-
pect that the teacher will normally have to read most of the selections
to the children because of their limited ability to read by themselves
at this age.

The selections include both poems and stories. The stories were
chosen wi‘h an eye to the work of later grades, and here a word or two of
explan:t..a might be in order. Certain folk and fairy tales have become
part of the camon pool of sha¥ed experience of speakers and writers of
the English language, and hence are a source of allusion and reference
and recurring themes in much of the literature that students will be read-
ing in later years. Indeed, such allusions and references to standard
themes have a wider influence than the purely literary: a sociologist
will speak of "the CindereIlamyth” and its relationship to American cul-
ture; an anthropologist will refer to the recurring motif of the disguised
hero in the folklore of different cultures. Such allusions as well as
those that occur in the literature he will later study, will be meaning-
less to the student unless he is familiar with the stories and-themes to
which they refer. The narratives we include here are the beginning of
students! acquisition of that common body of "reservoir" literature which
has becoms a sort of intellectual shorthand. \

It will be noticed that we are using the traditional versions of

these stories, rather than simplified adaptations or the prettified, Walt-
Disneyized versions that abound. Students have a listening vocabulary

-37-
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that is large enough to permit them to understand these original versions.

" It is not necessary that they understand every word in a story -before

they can enjoy it; we learn new words by hearing (or seeing) them often
enough so that we gradually come to understand their meaning from their
use. And since it is the stories in their original form to which all
allusions and references are made, we are using them instead of the anemic
variants of the Walt Disney type. Let's face it: the wicked wolf ate the
first two little pigs and then got boiled and eaten himself; another
wicked wolf really ate Red Riding Hood's grandmother; and the wicked
witch in "Hansel and Gretel" was indeed burned up in her own oven. That's
the way thee stories go. To pretty them up is a tasteless exercise in
false delicacy. .

Of the postry there is not so much need to speak. At this grade

© level there is not the -same body of reservoir postry that there is of

prose, Such poetry is either of a greater scphistication and complexity,
which students will not meet until much -later in the grades; or else it
is verse of the Mother Goose sort, which most of them presumably have al-
ready encountered. '

The main purpose with the poems, as with the stories, is that students
should enjoy the selections. We want them to approach the later grades
familiar with verse and fond of it, and less inclined to adopt the pose
that poetry is somshow sissy stuff. )

One final remark. The selections included here are ty no means in-
tended to be students! only literary fare. This is simply one item on
the menu, It is an important one, and will become more so in their study
of literature in later grades. But to claim a central importance for
such a small slice of the total pie available in the rich banquet of .
children's literature would be an arrogance we do not intend. We merely
suggest that this be folded in along with a great deal more in the lan-

guage arts program.

PART TW: LEVELS G AND D (GRADES THREE AND FOUR)

The readings and exercises we have provided for grades three and
four are designed to build on the work of grades one and two, and to be
another step towards a goal which wiil not be reached until many years
later in the student's academic career. That goal is the development,
not of a literary critic, a professor of English, a college English major,
or even necessarily of a person who lists "reading good literature" among.
his hobbies in the high school yearbook; rather, it is the development of
& person who has been exposed to good literature, has been taught to
recognize and understand the function of some of those qualities of litera-
ture which can be discussed objectively, and has developed a respect for
literature as a valid medium of artistic expression and a tolerance for
those to vhom literary study is a serious concern. The ‘curriculum" for
grades one and two begins the exposure process, and that for grades
three and four continues it; the formal training comes later,
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The principal criterion for choosing the selections for these grades
has been enjoyment. Most students should enjoy most of these selections;
other children have. Indeed, so important is this criterion that it
should override any other consideration. In treating any of these se-
lections, if a class doesn't enjoy it, it shculd be dropped. Force-
feeding doesn't work. But besides the criterion of enjoyment, several
other considerations have governed our selection of titles. Since these
considerations form the rationale for including literature in the stu-
dents' language arts program at all, it might be well to explore scme

- of them. Ve hope it will help explain what this "curriculum" for grgdes
three and four is designed to accomplish,

These considerations can be grouped under what is generally, a*i
loosely, referred tv as "our cultural heritage." This rather pompous
and--in an increasingly heterogeneous culture--vague phrase is merely one

_way of stating-that literature, as central to humane studies, is one of
the primary means by which we identify ourselves to ourselves and relate
ourselves to others. Teachers are familiar with the ritual of identifi-
cation nearly every student goss through, usually on his notebook cover:
"John Jones, 201 Main Street, Mill City, Iowa, United States, North
America, Northern Hemisphere, Earth, Solar System, Galaxy, Universe.”
The child is identifying himself at a particular point in time and space.
Literature serves an analogous function. It provides us, as one writer
has said, with "a superb library of human situations, an endless repertory
of encounters." If we take "cultural heritage" in its broadest sense--
the individual's discovery of his relationship to the universal human
condition--then literature provides us with those encounters and aitua-

. tions through which we begin the process of defining and identifying our-
selves., Grades three and four are not too early to begin that process.

There are other aspects of the idea of "cultural heritage" which
justify the teaching of literature--and literature of the sort included
here--in the students' language arts program. Let us mention them
briefly. ‘

The universal human condition seems to include a similar response to
similar stimili no matter what part of the globe we look at. Thus we
find in every culture the same sorts of literature-~fables, myths, folk
and fairy tales, and the like., All cultures have a mythology, a series
of stories attempting to explain natural phenomena in understandable
terms, an attempt to explain the natural, non-human world in human terms.
Ve include here myths from the Classical period, from Norse mythology,
and from different African and American Indian mythologies. Fables are
a standard literary form--still going strong in Pogo--~used to describe
certain aspects of human behavior. Ve include the Aesop fables which are
most mral to our literary tradition, and use for comparison a fable
fram oy .

"Similarly, folk tales amd fairy tales illustrate universal human
concerns, wishes, dreams, and predicaments, Ue have included familiar
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and unfamiliar stories from several countries., For example, students
should enjoy recognizing the familiar Cinderella story in its Chinese
version. Similarly, they should recognize the recurring motif of the en-
courter with magical wee folk in stories from Ireland and Russia as well

as the more familiar ones from Grimm.

Since our students are, after all, living in an English-speaking
country, and since they will be reading in later years literature written
in English, the majority of the selections in this curriculum are those
vhich are central to the traditions of that literature. Hence the promi-
nence given to Classical and Norse mythology, upon which so much literary —
allusion and reference depends. Hence too our inclusion of legends and
hero tales which are a necessary part of every child's reservoir of lit-
erary knowledge--Robin Hood, William Tell, Aladdin, Paul Bunyan, Sindbad,
etc. Since there is not enough time or space to include everything, what
we have given in these books is what seems to us essential for students!
later reading and study of literature. The more this core can be supple-
mented with readings from as many different sources as possible, the bhetter.

In brief, then, the selections 1nc1uied in these books are designed
to enrich students' cultural heritage--as human beings sharing with all
other human beings certain responses and certain ways of explaining the
world and human nature to ocurselves; and as speakers and readers of English
beginning to build up a necessary reservoir of familiarity with litera-
ture written in the English language.

Let us repeat what we said at the start. The main goal of these
readings for the third and fourth grade years is that students enjoy the
selections for their own sake. Force-feeding, or the dictation of con-
cepts and connections, will destroy the whole purpose of the progranm.

As we have said, the principal function of the curriculum on these levels
is exposure, not formal training.

There are seven volumes in the third and fourth grade literature
curriculum, Six of them are for distribution to the students, one for
each child, They are attractively bound and illustrated, and we hope they
will stimlate many students to independent reading. There is a volume of
fables, one of Norse mythology, one of Greek mythology, one of African
and Indian mythology, one of folk and fairy tales, and one of verse. In
the teacher's edition ot oach of thess volumes are suggestions for ques-
tions and activities which may be followed if they seem to work, or which
may be supplemented with ones of the teacher's own devising.

Ve have not written any detailed lesson plans for these selections,
or specified any particular sequence in which they should be presented.
Generally speaking, however, we do not recommend grinding through them
one right after the other. In other words, instead of teaching all the
fables one after the other, the teacher should spot them throughout the
year in convenient clusters, and use the suggested questions and activi-
ties as seems appropriate.

~l0=




The volumes of mythology are writtenm the assumption that the
teacher will start with the Greek, go on to the Norse, and end with the
African and Indian. e suggest that this sequence be tried first. Each
collection repeats certain themes, i.e., How the world was made, How the
seasons came to be, etc. A good class should be able to see these re-
curring themes in cultures from all times and places.

The folk and fairy tales are collected under three main thematic
groupings, Encounter With Viee Folk, The Foolish Use of Wishes, and Un-
likely Successes. There are four stories under each grouping, and again

X it is up to the tescher and the class to determine how much is done with
by the idea of repeated motifs. - .o

The other volume is distributed to the teacher only. It is a col-
LA lection of longer stories than those mentioned above--hero tales and
T legends of Robin Hood, Paul Bunyan, etc. We suggest that these be used
b during story hour to read to the students, since the length and vocabulary
: will probably be too advanced for many students to read by themselves.

e The volume of verse, like all the others, is primarily for pleasurs.
te have included in the teacher's copy some suggestions for teaching. If
& class enjoys it, they might try to write some poems of their omn, or try
their own illustrations of some of the poems.

o e am,
LT T
,

Vhat we have_supplied, then, is a collection of stories and poems
which we hope students will enjoy reading or having read to them, with
some suggestions on how they might be presented. If the children enjoy
them, and remember same of them--in other words, if they begin to learn:
to like literature--that is sufficient. Anything above that is gravy.
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PART THREE: LEVELS V-VI (GRADES FIVE AND SIX)

The literature curriculum for grades five and six is an attempt to
introduce an added dimension to the curriculum in English in the upper
elementary grades. That added dimension is the study of same of the formal
aspects of literature,

1t is a supplement to, not a substitute for, existing currjculs.

The basic tactic to be followed is to build on enjoyment. In other |
words, if students like a selection, and are interested in what they are |
doing, the teacher can slip in a little study of same of the concepts intro-
duced below. The teacher should not force things, nci over-analyze.

. ) |
The curriculum is divided into two main sections, Postry and Narrative : ‘
(the latter including both prose and poetry). Since the formal elements |
of poetry are more easily extracted for discussions, the main emphasis

falls on poetry. It should probably be taught before narrative. The

central thesis of the poetry curriculum is that every poetic device is

s

T T S R e T s

Id b s

T

"‘;’"#‘ﬁ‘%{}‘}‘ﬂq‘t om0
ST e Y
s

T
S

N

-4~

UL
b

3

Pl

SR
W i ¢
A




A A S R I T R o, T PN

W, N M A A S BN GNE  ee g maY e TeR e frt  td

uged by students in their norma] discourse, The central thesis of the
narrative section is not so easily capsuled. (See the discussion below.)

The teacher should not be alarmmed by the bulk. It is, after all,
mimeographed matsrial on one side of the sheet only. It is also two
years' worth of material. The teacher need not master it all at once.
Each unit is of a manageable size.

The discussion of the gentral concept of each unjit is background in-
formatjon, gnd js not meant to be passed on verbatim to studemts. It i
puch more myture and detaijled than gtudents can possibly absorb.,

It is our hope that this curriculum, if it is flexibly and imagins-
tively taught, will increase students' informed enjoyment of literature,
both now and in later years.

Rationgle

The curriculum we have developed herein is, frankly, "cognitive."
By cognitive we mean a curriculum which will teach a student to identify
and discuss those elements in a literary structure which are susceptible
of a more or less objective description. Those formal elements ° of a work
of literature which can be identified and discussed are certainly not all
there is to literature, but they are a large part of it. Vithout an under~
standing of basic critical concepts and terminology, any response to a
work remains subjective and impressionistic.

The curriculum presented here is designed to buiid on, rather than
supplant, the basic emotional appeal of literature. Ve assume that the
teacher has engaged the students' interest in the work, and has encour-
aged the sort of response and enjoyment which is fundamental.

Ve can reduce the assumptions which underlie this program to getew
declarative sentences. First, the emotional appeal of literature
probably its most important element, but it is precisely this element
which cannot be taught. This is the old truism that "you camnot teach
enjoyment.” Or, putting it another way, '"You cannot teach literature,
Yyou can only teach about-it."

Second, students have minds as well as emotions, and an intellectual
understanding of scme of the elements of literary structures can increase
the enjoyment of the work. One of the higher abilities which distinguishes
man from beast is his ability to intellectualize, to objectify. To fail
to provide an opportunity for the exercise of that faculty is to fail to
help the '"whole child" dasvelop.

Third, the teaching of the formal elements of literary structures
should always be an outgrowth of reading for pleasure. As we mentioned
above, the concepts introduced in this curriculum are designed to build on,
rather than replace, reading for enjoyment. Ws realize that of the total

42

~~

LS




P B e A e
T e E e

AT T TS s (3 gy

5;_.
iiﬁt
t

language arts program, literature forms a fairly small part.: Further, we
wouid suggest strongly that of the literary selections read in any given
year, a fairly small part of them be given any formal treatment of analy-
sis. Nothing kills pleasure in reading faster than over-analysis,

To achieve the purposes outlined above, we have devised a series of
brief lesson plans, each centered around some literary concept-~rhyme, or
simile, or allusion, or the like, Each concept is treated in three se-
lections ranging from the simple to the more complex. In this way the
teacher should be able to adjust the choice of selections to the level of
ability of the individual class or student, ]

Bootry: Mootly Lyric

Since the elements of poetry are in many ways more easy to deal with
than those of narrative, we have begun with postry. While we have imposed
no rigid sequence on the order in which the concepts shauld be introduced,
in general it is probably best to move from the more concrete to the more
thematic or abstract. Thus, for instance, the idea of rhyme should prob-
::I:Otpgedo the treatment of meter, or the idea of imagery precede that

or, . )

We have broken down poetic concepts into four main categories, each
& little more complex than the one that precedes it., As we mentioned,
e}ch concept in each category is treated on three levels of difficulty.

The first category is the one with the most obvious elements, Poetry
is a system of sounds and rhythms, ard the lessons introduce the basic
rhymes and meters. In this category the students move from a study of
vhyme and rhyme scheme through study of stansza patterns to a treatment of
metrics and simple scansion.* Since children have used rhyme and rhythm
from their Mother Goose days, and since they can sing every TV jingle they
ever heard, it seems a good idea to start them where they already are.

The sscond category treats postry as a system of words. Again, the
category begins with the most elementary level, the concept of diction or
word choice, with the related questions of "hard" or "soft" diction and
denotation and connotation. The sequence continues through words used

for imagery to groups of words used for complex imagery or comparison
such as simile and metaphor.

The next category deals with what can be called the “situations" of
postry. Here we introduce the idea of the speaker in the poem and the
situation or dramstic context in which the pomm is being said, This be-
gins, on a very elementary level, the introduction to the idea of the

persong or the assumed identity of the speaker of a poem, and
the very important idea that the speaker is quite probably not the author.

*The unit on metrice should be regarded as supplementary. It may be
used or not, or it may be saved for later in the year. -
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Further, for an understanding of many poems, it is important to know what
the events were that triggered the utterance, and where the speaker is in
relation to the events mentioned in the poem. Such considerations are in-
valuable in interpreting the tone or attitude of the writer, and under-
standing his purpose. Finally, this category imnnludes a consideration of
thetrhetorical patterns of poetry, i.e., what ideas are expressed and in -
vwhat oxrder. .

The last category is in many ways quite similar to the one just
mentioned. It deals with the questions of tone, of attitude, of the
author's point of view towards his subject, of the whole area of values.
In this category the students will concern themselves with such things as
satire, irony, and such indirect modes.

A note on the lesson plans., As we have said, all the selections have
been chosen for their appeal to elementary school children. The title or
text of the work, and the literary concept it can be used to illustrate,
appear on the first page of the unit. Following that, we include a dis-
cussion of the work as a whole, based on what children might find enjoy-
able in it. Following that, we discuss the literary concept illustrated
by the work, with suggested discussion questions, alternate selections, and
suggested activities and follow up. This organization makes available to
the teacher a collection of good children's literature which has proven
successful in the classroom, with the option of moving from there to a
discussion of a particular literary concept, should it seem desirable.

In other words, the curriculum provides an anthology of good children's
literature, arranged in an order of increasing sophistication, and supple-

mented--no supplanted--by a sequential introduction to the elements of
literary techniques and analysis. T

Narrative: Proge and Poetry

Elementary school children read a large assortment of imaginative
natrative, both prose and poetry. They read folk tales, fables, myths,
fantasy and science fiction, realistic fiction, as well as ballads and
other narrative pnems such as "The Cremation of Sam McGee" or "The High-
wayman." Quite a conglomerate assortment. How does one impose any order
(of a literary sort) on all that?

There are any number of ways. The approach we recommend below, just
one of several, is designed to give young students some understanding of
those elements which are basic to all narrative, and which indeed seem
part of our instinctive way of locking at the world.

The idea mentioned in the previocus paragraph, that there are elements
'"basic to all narrative,” is worth some further development. If the state-
ment is correct, then any narrative can be treated in the same way, whether
it be in prose or verse, One of the most noxious misapprehensions in the
nind of the average student is that there is a difference betweer prose
and poetry based on its subject matter. The point we are trying to make
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is that the idea of '"narrative" is more fundamental than the idea of
"prose vs. postry." It doesn't matter what form the narrative takes;
what matters is that it is narrative. There is more in common between
"Casey at the Bat" and Peter Rgbbit than there is between "Casey" and,
say, "Old Ironsides."

In their study of narrative, we want students to begin to be aware
of those elements coamon to all narrative, whatever the form it may take.

Narrative, then, is a way of saying something that is more funda-
mental than the ideas of prose or verse. Narrative, or "story," is such a
basic element in the history of human ideas, that it is difficult to
speculate on its origin. For as long as man has-been a social animal he
has told stories as 1 way of ordering and explaining his enviromment and
his universe. The study of narrative, then, is a very human act, one that
has interested man since he began to think and to imagine,

That we are talking about here is the formal structure ot a narrative,
The standard narrative can be broken down into its basic elements, which
should be accessible to the average elementary school child. What the
children should begin to see, hopefully, is the fundamental narrative
structure of all story. It isbasically a pyramid.

climax or crisis

,‘y&
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exposition

The. exposition tells us who is who, where they are, and wha the
situation is, The complication gives us the terms of the conflict. The
climax or crisis gives us the clash of the opposing forces. The resolu-
tion gives us the movenient to a new state of affairs in which the forces
involved; in the conflict are at least temporarily at rest.

To illustrate, let us take "Casey at the Bat," which is one of the
selections in the unit on Narrative, It is treated more fully in the unit,
but we can use it here briefly. The first stanza gives us a rapid ex-
msiti bottem of the ninth inning, score 4-2, two out, The ggpgg_a_-
tion is quite extended, as we see two men get on, and then Casey advance
to the plate and get two called strikes. The climax comes with the third
pitch, and then the story moves to its brief resolution in the final
stanza: "There is no joy in Mudville; mighty Casey has struck out."

(A note on terminology. Such terms as "exposition," "complication,"
"resolution," and so on can be confusing to students., If the teacher
thinks it better, terms can be used drawn fraz the children's existing




vocabulary, "Information" or "explanation," for instance, could be possible
substitutes for "exposition." Similarly, some word like "opposition" could
be substituted for "complication," and samething like “solution" could be
substituted for "resolution."” The point is not the teaching of standard
terminology, but the idea behind it.)

Hithin this basic pattern, which can be diagrazmed on the board and
: discussed in terms of the dynamics of any narrative, there are all sorts
| of variations. The emphasis can fall on the conflict, as in "Casey at
: _ the Bat." There can be flashbacks, in which time sequence is distorted.
b There can be stories v:'ch concentrate on motive (Poe's "The Tell Tale
i Heart"), But with all the possible variations and emphasis, any narrative
‘. can be discussed in terms of its relation to this basic narrative fomm.

Building on such considerations, it should be possible to have stu-
dents consider more subjective and evaluative questions, the same sort of
questions with which the more advanced sections of the poetry sequence
are concerned. Vhat is the author's point of view? What is the tone of
o the story? What values are being explored and what attitude is being

i expressed? The sequence here, as in the poetry section, moves from

] simple to more complex and subjective considerations.

Again, as with the poetry, the lesson plans offer a selection of
tested narratives, with a general discussion of each of a number of se-
lected stories as a whole, indicating those points that might most prof-
itably be discussed. In addition, special mention is made of scme particu-
lar aspects of narrative form which the teacher may wish to pursue with
the class. Again, also, the lessons are arranged in a planned sequence,
but it is up to the teacher to determine where to begin and to what ex-
tent to follow the program.
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A word of caution., With narrative, even more than with postry, overe

determine how far to travel,

i enphasis on formal analysis would be a great misteke. The pattame of

5 narrative are broader and vaguer, at this stage, than ti:' patterns of

7 poetry, and not so readily held in the mind or abstracted from the text.

i (Perhaps the main reason for this is that narrative tends to be longer

£ than lyric postry.) At any rate, it is important to remember that the

K. concepts we suggest here are not to be regarded as a substitute for read-

ol ing for enjoyment, that they are a supplement, not a replacement, an

% optional ad~ad dimension to pleasure, not a sterile catechism,

gy The units are arranged in an arbitrary order, the rationale for which

e is explained on page 42 above. As we have mentioned, the material was

} written with a hypothetical ungraded fifth and sixth grade class in mind.

. The teacher will want to adapt these materials to his or her particular
= classroom. It is clear that same students will not be able or willing

i : to go as far along the road as others. It will be up to the teacher to

-




There is no need to follow the sequence we have laid out., If the
teacher thinks ancther sequence will serve better, it should be tried.
But generally speaking, a horizontal approach should be more effective

.than a vertical one, i.e., concepts from several categories should be

treated in a cross section rather than following one to its end at the
cost of excluding another. Such a procedure will soon allow for a good
deal of cross reference and discussion of more tr-a one concept in any
given selection. In other words, a poem each from the lessons on
diction, allusion, and irony, for example, would pirobably do better than
21l the poms in any one of those units.

The teacher must decide the point at which to plug in ths material,
and the rate at which to move, It is important for the teacher to keep
in mind the ultimate goal--one which will not be realized for many years:

»

the develoment of sensitive, informed, and sager readers of literature.
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‘THE DRAMA STRAND
Introduction

DEFINITIONS

Drama essentially means to do or to act.

Informal drams (also called creative drama, improvisational drama,
or playmaking) is an art in which children use improvised movement, ges-
ture, and speech to enact an idea, situation, or literary selection. In
informal-draia, the emphasis is on the process of creating, as opposed
to formal drama, in which the emphasis is on the product--nomally per-
formed for an audience.

An improvisation is an exercise in which the participants extemporize
a situation. Often certain determinants are given as starting or focal
points. For example, the teacher might say, "You found a kitten you want

very much to keep. Your mother says you cannot have a pet. Improvise
the scene."

To pantomime is to act without words. For example, "Pantamime what

might happen if you were alone at night and you heard footsteps outside
the window.”

Movement in drama refers to the way the body moves, taking the
aspects of time, space, weight, body shape, body flow, and relationship
to others into consideration.

Theatre form refers to the external 'lstaging devices, such as costumes,

lighting, properties, and so on, used to enhance and clarify the plot and
the characters.

OBJECTIVES OF INFORMAL DRAMA

The objectives of informal drama fall into two important categories:
one concerns the child, the other concerns the art. Although the two
categories are separated for discussion purposes, the objectives of each -
should constantly reinforce the other. When one category is consistently
stressed more than the other, one i- likely to find child therapy and
Little or no art, or art at the expense and perhaps even to the detriment
of child development.

I, Child Development: Objectives

Informal drama seeks to help the child develop an awareness of him-
self--his physical being, which is the instrument he creates with and
communicates with, He becomes aware of the way his muscles respond in
movement, the way his body relates to space and to others in space, the
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way- varying degrees and kinds of effort reflect different attitudes and
moods., He becomes aware of his voice and the different ways he can use
it to extend and amplify which he is creating, whether through sounds or
words, )

: Informal drama seeks to help the child beccure aware of himself as
a creative being. The creative experience can be described as that time
when one becomes so involved in the activity, consciously and unconscicusly,
that without seeming effort ideas flow in rapid succession, images arise
. to clarify thoughts, relationships are perceived, and, if one is working
: specifically in the art of drama, suddenly the movement, the words, the
- total expression is truthful and right., Even if the experience is mo-
mentary, one -feels at once exhilarated and satisfied. This is the kind of
experience we hope each child can be involved in. -

Informal drama seeks to help the child envision himself as an or-

) ganizer of experience, secure enough to react with spontaneity, flexibility,
and absorption, as he learns to control his physical being-~his instru-
went--physically, mentally and emotionally, thereby giving form to the art.

Informal drama seeks to offer opportunities for the child to become
more aware of his envirorment. After a baby discovers the delight of
playing with his own fingers and toes and feels comfortable with himself,
he expands his vision to include other aspects of his envirémment. So
it is in drama--as the child moves and speaks with growing confidence
and faith in his own capacities, his vision and awareness expand. The
teacher sees that there are various manipulable objects or furnishings
avallable for stimulation within the classroom. And of course the child
sheds light on his own awareness by the kinds of ideas he chooses to
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& Informal drama takes place within the framework of a group. The

i _ interaction which necessarily occurs hetween members of the group leads

23 to another aspect of the child-develorment objective--an increasing

4 awareness of others, or, the child's vision of himself as a social being.

£ In order to create with others, children need to dévelop a sensitivity

toward their fellows which allows a mutual trust and respect to build up

;;;H as they participate in the give and take of improvised drama,

; II, The Art of Drama: Objectives

, The main cbjective in this category is to help the child understand

w and appreciate drama, which is a story told by means of dialogue and

- action. There are two levels of understanding involved here--an intuitive

g _ understanding and an intellectusl understanding. Because children come

e to school fully steeped in play, they already have begun to grasp i~tui- -
tively the essence of drama. Experiences in drama which are totally in-

volving to the individual further this intuitive understanding., Children,
particularly from the fourth grade up, also like to understand intellect-
ually what is happening. Drama is to them g meaningful game in which
knowing more of the rules makes the game more fun to play. This knowledge
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can also give them more freedom to manipulate and design dramatic struc-
ture for themselves.

.- What should children be able to do in the sixth grade after several
years of experience in creating drama? In other words, how will the
teacher know they are progressing toward the goal of understanding the
art? He can ask himself ths following questions to help evaluate the
effectiveness of the proszam: o

1. Can the children act a polished improvisation without
"drying up'~--that is, without breaking character and
R wondering what to do or say next?

2. Are their reactions swift and suitsble to the situation
) and character? Do they stay in character at all times
= when they are on stage--even when they are not speaking?

3. Is the flow of language contident?

L. Do they achieve good contrasts and climaxes in their scenes?
5. Do they know when to end a scene?

6. VWhen they use costumes, props, lights, or sound effects,
do they use them in a way that helps clarify the characters
and situation?

If these questicns can be answered affirmatively, the teacher can
consider that the students understand and appreciate drama, intuitively
at the very least, )

_ If a child consistently develops &—character, knowing who, what,
where, and why about the character, if he consistently creates plots with
beginning, middle, and end, problem~-complication-climax-solution, if he
can either watch or participate in a scene and state its strengths and
weaknesses, both in acting and plot development, one can be reasonably
certain the child has an intellectual understanding of drama.

THE PLACE OF IRAMA IN THE ENGLISH PROGRAM

Drama is included in two ways in this English program: first, as a
subject in its own right, a part of the curriculum like composition, lan-
guage and liteérature; and second, as a method for teaching in the other
areas of the English program.

The drama curriculum is an attempt to develop a spiral and sequential
program for the teaching of drama as a subject. The materials for grades
one and two provide an experiential background for the young child, in
which an envirorment, situations, ideas, and questions are set forth to
help the child extend his horizons and expand his scope of perception,
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The lessons in these early grades seek primarily to involve the child
physically, emctionally, and mentally in dramatic action. While the
principles of drama are inherent in the material used, there is no at-
tempt to cause conscious learning about the subject of drama. In grades
three through six, each year's curriculum is designed to give students
fram L0 to 45 experiences in drama, in which there is opportunity for
learning on both the intuitive and intellectusl levels.

Often drama and another subject go hand in hand., For example, in
composition the teacher may wish to have the children develop a more
acute awareness of their senses so they can write a descriptive para-
graph. One of the abilities children need in order to grow in drama is
also an acute awareness of the senses. A sensory-pantomime may be set
up, 6.8+, picking up a kitton or a snake, followed by discussion and the

_writing of the paragraph.l Literature and drama also work together in

some lessons. In the first and second grade curriculum, drama is often

-used to enhance the student's involvement in:a particular poem or story.

. The same techniques can be applied in the other grades when the teacher

seeks to clarify a passage or to stimulate imaginative thinking, Several
of the stories included in the literature curriculum in grades three ard
four have been adapted in script form and used in the drama curriculum
for these grades. The purpose for using a script is different from that
for the story, but each form serves to reinforce the other. The teacher
will r-obably see other instances in which drama can be used effectively
to lead into a piece of literatura, or to clarify a passage in a story
or posm, or Lo stimulate imaginative thinking. In other words, a flexi-
ble teaching approach is the key.

PRINCIPAL ELEMENTS OF DRAMA

According to Aristotle, whose Postics has dominated dramatic theocry
for 2,500 years, the principal elements of drama include character, plot,
dialogue, spectacle, style, and theme, The first four are of more im-
mediate concern in a curriculum at the elementary level. (The tem
"theatre form" has been used as a simplified way of presenting the ele-

ment of spectacle.)

t t is a broad term the teacher needs to understand if
he is to be able to help children achieve anything more than a superficial
level of character development. To create a character one needs to con-
sider what the character is deing (_u_yﬁ,gg), vhy he is doing it (gbiective),

how he feels about doing it (m;gg_gg » and how he accanplishes the actim
m and movegent)., It is also essential that the char-

acter establish where he is--a forest, a burning house, a boat, etc. A
child will find it virtually impoaa:lblo to create that complete a character

1Following many of the drama lessons, there are specific suggestions
for integrating a particular drama lesson with composition,

5k~




without much experience and work., The lessons in the drama curriculum
are driigned so that each aspect of characterization is treated singly.
For instance, some lessons deal mainly with developing the cbjective of
the charactes, others with character attitude, others with establishing
enviromment,

Plot is the term used in drama to indicate the story as it is re-
vealed through the dialogue of the characters. The drama curriculum doala
with several aspects of plot. One of these is basic plot structure--
viewed very simply as including a beginning, middle, and end (or prob-
lem, complications, and solution). Lessons are planned to deal with each
part of the plot structure, For example, ocne of the most troublescme
problems for children is determining an appropriate ending for their
scenes-~instead of rambling on interminably, or stopping too abruptly.
_____There_are lessons designed to lead them to_a bstter understanding of just
when a scene should be concluded., Another aspect of plot is conflict.
Children becamne intensely involved when they work with an idea which has
strong conflict in it--conflict stemming from a confrontation with others,
or with the enviromment, or with oneself., Suspense is often closely al-
lied with conflict and holda ‘high appeal for children, especially in the
upper grades, Another aspect of plot is its locale--an action takes on
quite a different meaning if it occurs at the bottam of the ocean, rather
than at the supermarket or at hame, A similar plot determiner is time~-
a knock at the door would have a different meaning if it came at mid-
night, or at noon, or on Christmas Eve, or a thousand years ago, or a
thousand years hence, ' The children will have several opportunities to
work with each ot the aspects of plot.

Dialogue (or speech), needs little explanation., It contributes to
character and plot.- The voice becomes part of the character development
both in its tone, pace, and dialect, and in the meaning of the words.

While the drama curriculum is based on informal, improvisational
techniques, a study of drama would be incomplete if it did not show the
relationship between dramatic content and theatre form. By theatre form
we mean those devices employed to enhance and clarify the plot and char-
acters, such as costumes, make-up, lights, sound effects, properties, and
set ‘furnishings, In grades 3-6, lessons are included in which the children
actively use these devices to help communicate their ideas and characters.
Other lessons include short play scripts, so that the students can become
r?nii.iar with the written form of a play, and encounter simple problems
ol 8 agingo

“Following the summary of drama elements and acting skills is a
chart, pages 57-63 showing the varicus concepts introduced at each grade
level, By studying the chart, the teacher will be able to see the se-
quential development intended for each of the drama elements.
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Theatre form implies presentation for an audience. However, the les-
sons in this curriculum, whether they use improvisational methods or
scripts, are not intended to be performed for an audience other than the
class members themselves., 'The purpose for including such lessons is
simply to familiarize the students with a few basic theatre techniques ani
to show the relationship betwesn content and form.

As stated earlier, drama means to do or to act, The central force of
drama lies in the pmicipmts' physical manifestation of characters, plot,
and dialogue-~in short, goting.

ACTING SKTILS

The instrument that the child (or actor) uses to create drama is him-
self. He has his body, his voice, his mind, Obviocusly a few paragraphs
cannot serve as a course in acting; so let us merely note the kind of
exercises and experiences which allow the child to develop his instrument.

Movement exercises serve to free the child's energy and emotion; they
allow the child to become aware of the workings of his body and to control
them; they allow him to develop the ability to coammunicate through move-
ment; they encourage him to unleash his imagination. Concentration
oxercises serve to help the child focus his attention on a single cir-
cumstance or set of circumstances to the exclusion of distracting factors,
Concentration is absolutely essential if one is to create with belief, -
Sengory pantomipes are a conscious attempt to sharp n perception and open
senses to heightened awareness. Impgination exerciges serve to extend
the mind so that it sees many and perhaps new possibilities and relation-
ships. Speech exercises give needed practice in fluency of verbal com-
mnication, as well as proamoting clear articulation and voice control.
Scmetimes exercises are given specifically to develop gensitivity toward
others and interaction among players--clearly essential, since rarely does
one act in isolation.

Although there are specific exercises designed to help expand con-
centration and imagination, these two elements should be present in every
exercise, The extent to which they are present very often determines how
successful a particular exercise is. Coucentration is observable both
in body responses (movements appropriate to the objective of the action
and consistently appropriate to the character being developed) and verbal
response (adherencs to subject and/or objective). Imagination is ob-
servable in both body and verbal response. For example, the child can
verbally describe a character or situation, create a plot from a variety
of given stimuli, improvise dialogue in a situation, evaluate a scene and
make suggestions for improvement, make the transfer from a given situation
to one of his own making, Imaginative body response may be seen in the
use of many parts of the body to explore movements or in the creating of
a character by movement and gesture; it may also be seen in response to a
given stimlus~-for example, developing an image from a movement, or a
movement from an image.

~56~
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SUGGESTIONS POR TEACHING THE DRAMA CURRICULIM

1. Although these lessons have been carefully planned and thought
out; each class is different and the teacher should decide for each lesson
whether the material and exercises are suitable for his class. If the
suggestions in an exercise do not fit tlie class--if the childrenf's ex-
gerience precludes the ideas given, or if the ideas seem either too sophis-

icated ar too simple for the group, the teacher should change the material
80 the .- ldren can relate to it. In changing the material, however, an
;ffort should be made to work with the concept included in the original
asson.

2. These lessons should not be used without detailed thought and
beforehand. All the possibilities of action should be thought

_plaming
through so the teacher is prepared to discuss what the children came up

with in terms of the objectives for the lesson.

It is imperative that each teacher make these lessons part of him -
and that he presents them in his own wgy. The lessons are written as they
are in order to show how a lesson should flow. They are not intended to
Le uséd verbatim. After teaching several sessions, each teacher will no
doubt discover how much or how little discussion guidance is needed in
order to explore a concept with his particular class.

3. The lessons should be checked well in advance so that any neces-
sary materials can be gathered, In the table of contents for each grade,
a notation is made of materials which may be needed for specific lessons.

4. If the class needs more work in a certain area, the lesson can

- be altered to suit the need. For example, if concentration is very low
- at same time, a series of concentratioi. exsrcises would be helpful. Fol-

lowing this introduction, the major teac concepts are cross-referenced
in an index according to pertinent lessons (see pages 73-4, below). It is
perfectly satisfactory, and even desirable, to use exsrcises more than
once, especially if the children are particularly responsive to certain
exercises. Also, the teacher should feel free to use exercises from any
grade level fram first through six if they are applicable to his class.

The by-word is "Be flexible!" There should be no hesitation to try
new ideas.

5. Some lessons are plamned so thay will take two class sessions.
It is usually left to the teacher to decide where the first session should
be terminated. On the second day of a lesson, it is wise to give a warm-
up exercise befors continuing the lesson. If a specific wawm-up is not
indicated, the teacher can use one from a previous lesson or one of his
own,

6. Thers are special lessons for Halloween and Christmas holidays,
and for spring. The teacher should note whers tlmse lessons are so they
can be included at the appropriate times.

~blp~
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7. Movement is less restricted and much more stable if the children
take off their shoes. They should get into the habit of removing their
shoes at the beginning of each drama session. If slippery socks present
& pioblem, they can also be removed until the end of the session.

If same children are concerned about 'soiling their clothes, the
teacher can ask them to wear suitable clothing on drama days--something
they wgn'-t mind doing floor work in.

8. Many of the lessons can be used in the classroom with very little
or no furniture adjustment., It is up to the teacher to determine what he
considers to be enough space for particular exercises. The first few
lessons in each grade should definitely be used in the regular classroam.
Then, if there is a room or gym with more spacé available, a move may be
desirable. It should be remembered, though, that a very large space
presents different kinds of control problems.

9. The use of a cymbal or tambourine, or other instrument, is a good
control device., It can be used.to call the children to order, to start
or stop action, to help create mood and rhythmic background. Such a de-
vice is far more effective than the teacherts voice.

10. Never let the children begin acting until all are concentrating
and quiet. Insist that they wait for the signal to begin,

11. Set up one inviolable ground rule when, and if, it seems neces-
sary: If any children feel they cannot proceed without touching samecne
else, or if they interfere in any way with others, they may sit quietly
and watch, Respect for others' efforts must be a requisite. Each teacher
will no doubt find his own way to handle this when the situation arises,
but interference should not be allowed to contimue.

12, WUhen questions are asked, it is not necessary to hear a response
from everyone. The important point is to know that the children are re-

sponding to the question inwardly, if not overtly.
13. Groups: )

a Lessons often ask that the children work in pairs. Try to
see that each person works with different partners from one
time to the next.

b. Group work usually starts with twos then progresses to in-
clude larger mmbers. When working in fours or fives, if
some children seem left out and do not contribute, go back
to using smalier groups. “

c. When small groups are planning a scene, the teacher should
go around to variocus groupe to see if each has an idea. If
they are having difficulty, he can ask questions to help
stimnlate the flow of ideas.
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d. If the students don't seem ready for independent group work,
the teacher can plan a scene with the entire class, then
either play the scene in groups, or ask volunteers to play
it for the rest of the class.

e. VWhen various groups are playing their scenes simultaneously,
they do not have to end at the same time. The groups should ,
be directed to sit down, right where they are, when they are 1‘
finished. They can watch until the other groups are done. _;

f. VWhen the word "audience" is mentioned in the lessons, the
term refers to those members of the class watching other
members perform. The audience should always be directed
to watch for samething specifically related to the parti. u-
lar drama concept with which the lesson deals. After
watching, they should be given an opportunity to respond.

g. In many lessons the option is given to have the groups play
simultanecusly or to have those who wish to do so play their
scenes for the class. However--beware! Teachers have dis-
covered that when the children are allowed to play their
scenes for the class too often, their playing often becomes
superficial and the level of concentration is poor. In
other words, they begin to play only to an audience, rather
than becaming involved in the role and the creative process.
It is not necessary nor is it desirable to show scenes
every time. ) |

h. When a group does show their scene, they must-be willing
to share their voices so that they can be heard. Other-
wise they should not be allowed to show the scene,. If
voice projection is a big problem in the class, some speech
exercises may be in order.

14. Buploy a student to be stage manager to help set the stage, give
the signel for action, work the lights, etc., whenever possible,

15. If the class seems too excited at the end of the session to work
satisfactorily at something else, be sure to use a brief relaxation exer-
cise or concentration exercise to help them calm down. A discussion or
quiet music can also be helpful.

16. The term "side coach" refers to the brief comeits or questions
made to help direct concentration or heighten mood or introduce a new
idea while the children are acting. Students soon learn to listen to the
teacher!s voice while they gontime to play.

17. The teacher should keep in mind that all responses, sincerely
intended, are acceptable., He should not go into lessons with preconceived
jideas of what is Ycorrect" or acceptable. Their way may be better!
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18. If certain scenes and characters seem too superficial, the prob-
lem will probably lis in one of two areas. First, the students may not
have identified sufficiently with the characters. In this case, the teacher
can ask further questions to elicit how the students would feel and what
they would do in this kind of situation., If they still cannot identify,
the material is wrong for them. Try another lesson instead.

Secor~, the students may have started with good involvement, but per-
haps they have become €asily distracted and unable to sustain the char-
acters. In this case, more exercises in concentration and sense aware-
ness may be in order, to cause them to focus on details and objectives.

19, Children are often directed in these lessons to close their
eyes. The purpose for this is to aid concentration and to help them visu-
alize the action before they. actually do it. Most children have no trouble
closing their eyes, but occasionally a few seem unable to do it on demand.

In such cases, they can simply look down at the floor, with eyes lowered
rather than closed.

2. Use of tapes:

a. There are tapes recorded for grades 3-6. They are intended
for use at a particular point, noted in the curriculum.
Description of the tapes, and specific suggestions for using
them, are included in the lesson plans. The tapes should
be played at a speed of 7-1/2 ips. : '

b. The teacher should be sure to listen to the tape before
using it in class.

c. The length of the tapes varies. Although a tape may be
only fifteen minutes long, the lesson itself may take longer
if the students are directed to do a specific scene at the
end, '

d. Although there is time allowed on the tapes for dividing in-
to groups, preparing scenes, etc., the time allowance may
not be adequate for the class. If this is the case, the

tape can be stopped until the children are ready, then
started again.

e. Before playing any of the tapes, except those with stories,
the children saould be directed to take off their shoes and
find their own space so they are ready for action.

21, The teacher's attitude is important to the success of the pro-
gram. If he goes into the lessons with a spirit of fun and of an ad-

venture to be shared, the students will respond jin kind and learn more as
a result. Relax and enjay!
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NOTES ON THE USE OF SCRIPTS (Applicable to grades 3-6)

1. The scripts are not intended to be performed for an audience other
than the class in which they are used.

2. They are intended to be read (rather than memorized) as they are
acted out, for the rest of the class. The scripts are short, usually run-
ning about ten minutes. -

3. a, Third and fourth grade scripts:

There are nine plsys included. They are adaptions of folk
tales, fairy tales, or myths, Six of the plays have narrative versions
in the literature curriculum.

There are only five lessons in each grade calling for scripts.
The teacher should choose the plays according tc the interests of his par-
ticular class. Naturally, the teacher may use as many scripts as he wants
to. Our only request is.that the teacher does not introduce the first
script until the lesson designated for it appears in the curriculum--for
example, Lesson 22 in third grade, Lesson 21 in fourth grade.. The scripts
should not be used to the exclusion of the other lessons, or the students
will lose ground in concentration and involvement.

b, Fifth and sixth grade scripts:

There are fire plays included. Two of the plays have been
adapted from stories in the fifth and sixth grade literature curriculum:
“The Cat That Walked by Himself" and "The Story of Keesh." These will be
much more meaningful if vhey are used after they have been introduced
in narrative form. The other three plays are folk tales we thought fifth
and sixth graders would especially enjoy.

4. Please note that the scripts are included in the curriculum
only after at least 20 to 25 lessons of informal drama. The students ]
must have many e:q»eriences in improvis:mg before they can use the scripts
successfully.

5. On a day when a script is used, on]y the members of the class
who are i~ the play will be.involved in the preparations. Copies are in-
cluded for vach speaking part, one for the teacher, and one or two extra
copies to be shared among those who have non-speai.ing parts or are members
of a crowd.

6. Scme characters have very few lines, and, in a couple of plays,
there are characters necessary to the action who have no lines. This
practice has been followed so that all levels of reading ability can be
accomnodated.

7. Below is a suggested general procedure, althou:“ each teacher
will probably find a format that suits his students and .ime and space
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needs more specifically, as he works with the scripts. The preparation
can be done in one day or it can be divided so that it takes two days.

a,

C.

d.

8.

At the beginning of the day, the teacher announces that the
script calls for a certain nmber of people. He asks for
volunteers, lhen choosing the participants, he should try
to keep a balance between good readers and slow readers.
For the first script, try to choose students who can work
well independently and will cooperate in a group situation.
They will help set the tone for the remaining scripts.

Give a script to each child, They read it out loud, in a
group, while the teacher listens., The teacher explains any
words that might be new to them. For the first reading, it
is not important who reads which part.

Cast them in specific parts, keeping in mind ability levels
of reading., It is vital that they understand each character
is important and necessary to the plot, no matter how few or
many lines he spesks. WVhenever an actor is on stage he
should act as the character would, whether he is speaking
or not, ’

Have them read the play aloud again, each person reading his
own part, From this point on, they can probably do the rest
of the preparation @alone, with very little teacher guidance.

Following each script is a list of questions for the-actors.
Each actor should look at and answer to himself the questions
pertaining to his particular character. The questions re-
quire the actor to use his imagination about the character.
The answers are not always specifically in the script.

Encourage them to decide how to stage the play. It is best
if one particular area of the romm is always designated as -
the stage. The students then decide where the doors ave,
what furniture should be included and what they can panto-
mime, where they will go when they -are off-stage. Specific
staging éox_zsiderations are listed following each script.

If a simple curtain or cardboard screen can be set up, it
will add to the illusion of the theatre. It will also prove
less distracting to other = 1dents when the play is being
rehearsed. ’

Because it is difficult to handle props when reading a scrirt,
most action is better when pantomimed, unless the students
think the props are absolutely necessary.

Have the cast read through the script again, including any
bits-of action they feel necessary or suitable to the play.
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Oné person could be designated as director to give suggestions
for action and to make sure each person is "sharing his
voice" (that is, speaking loudly enough).

Another person could be the stage manager to do things like
work the lights, if there are any, or call curtain, or put
the furniture or other set pieces in the right places when -
| the scenes change, etc. The stage manager and the director
i can look at the Staging Suggestions noted in the lesson ac-

companying each script.

They may want to rehearse the play more than once, depending
o upon the time available and their enthusiasm. The plays are
flexible enough so that they can be done very simply or quite
elaborately, according to the imagination of the cast.

h. Have the cast read the play for the class.

i. After the play, the teacher can lead the audience in applause,
if they don't applaud spontaneously. (Scometimes they won't
think to clap in a school situation.) Then, the class can
discuss the story, amusing situations, or some of the char-
acters with the class. But the teacher should try to guide
the children awsy from making remarks about the quality of
the -acting in any way that is critical. Suggestions for
evaluation follow each script.

If there was a general problem in the presentation, such as
the actors not speaking loudly enough or everyone being -
huddled together, the teacher might ask the class what to do
to improve these things. He can deal with the problem as if
everyone is involved and each one can improve. The problems
should be approached as a challenge and in the spirit of
fun, It might be advisable to wait until the day after the
play to discuss problems.

8. The relative language difficulty for all of the plays is approxi-
mately the same. However, same plays are more camplicated than others in
respect to the mumber of sceres or staging problems. Following is a
list of the plays, progressing from the simpler ones to the more complex.
If a play has a narrative counterpart in the Literature curriculum, that
fact is noted after the title.
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- The Contest (Adapted from a Greek myth.

S Narrative version in the third
f and fourth grade literature

& The Indian Cirderella (Adapted from an American Indian
w fairy tale.)
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Deucalion and the Flood

Rumplestiltskin

Jhe Magic Drum
The Squire's Bride

The Cat That Valked By Himself

The Story of Keesh

(Adapted from a French folk
tale, Narrative version in the
third and fourth grade litera-
ture curriculum.)

(Adapted from a Russian fairy
tale, Narrative version, in an
Irish rather than Russian tell-
ing, in the third and fourth
grade literature curriculum.)

(Adapted from a Norse myth.
Narrative version in the third
and fourth grade literature
curriculum.?r _

(Adapted from a Greek myth,
Narrative version in the third
and fourth grade literature
cuzricqum.?

(Adapted from the Grimm brothers
fairy tale. Narrative version
in the third and fourth grade
literature curriculum.)

(Adapted from an African folk
tale.)

(Adapted from a Scandinavian
folk tale.)

(Adapted from the story by Rud-
yard Kipling., Narrative version
in the fifth and sixth grade
literature curriculum,)

(Adapted from the story by Jack
London. Narrative version in
the fifth and sixth grade
literature curriculum.)
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Drama: Grades One and Two
A, Exercises based on poems and stories in the Literature strand
B. Selected individual lessons
"C1owns"
- "Shoes"
. "Halking"
"Tangled" T
& / "Concentrating Game"
f” "A Special Present"
"Remembering Sumter®
; "Simple Classroom Puppetry"
3 "More Puppets Fram Anything"
"People Puppets and Balloons"
"Pictures"
"Happiness Is"
3 "Trouble Is" '
E C. Short Activities
% Holidays and Seasons
§ Senses
g Animgls
i Play

Make-Believe

Miscellaneous

Drama: Grades Three and Four

Drama C -~ Sound tapes with lessons 4, 12a, and 31-32

Drama D - Sound tapes with lessons 6a, 10, and 12

Dramatizations: "The Hammer of Thor" and "The Squire's Bride"
"Deucalion and the Flood" and "The Contest"
"Two Neighbors" and "The Magic Drum"
"The Fool of the World and the Flying Ship"
"Rumplestiltskin" and "The Indian Cinderella'

Drama: Grades Five and Six

Drama V -~ Sound tapes with lessons 6, ld, 20, and 35

Drama VI - Sound tapes with lessons 6, 12, 15, and 37-38

Dramatizations: "The Story of Keesh" and "The Cat That Walked by
Himself"
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INDEX TO EXERCISES#*

Third Grade  Fourth Grade Fifth Grade Sixth Grade

- CONCENTRATION
Lessons 2, 3, Lessons 1, 3, Lessons 2, 3, Lessons 2, 3,
; 5, 12, 14, 15, 4, 5, 7, 11, 14, 17, 18, 2, 35
’; 16, 17, A, 13, 16, 17, 27
23, 25, 29 20, 22, 36
- IMAGINATTON
‘f " Lessons 1, 2, Lessons 2, 4, Lessons 18, 32, Lessons 3, 5, 8, 10,
£ -5,8,9,11, 6,7 18,19, 39 17, 22-23, 27, 28,
b 16, 18, 20, 20, 28, 30, 37 30, 32, 33, 35,
E 2, 27-28, LO-41
29, 33, 35
% . SENSE FERCEPTION
Lessons 3, 4, Lessons 1, 3, 6, Lessons 1, 2, Lessons 1, 2, 4, 14,
H 5, 8, 12, 13, 8, 16, 20, 29, 5, 7, 13, 19’ 22.23
: 15, 16, 0, 32 23, 31, 38
i 25 .
MOVEMENT ’ )
Lessons 1, 2, Lessons 1, 2, 3, Lessons 1, 2, Lessons 1, 2, 3, 4
3’ l"’ 6’ 7’ h’ 5’ 6’ 9’ ‘10’ 3, l", 6, 8’ 5’ 6’ lo’ ll’ 22-25’
i 9,.10, 12, 12, 15, 16, 18, 10, 26, 27, 28 25, 26, 27, 30, 31,
! 1, 15, 21, . 20, 28, 29, 32, 36, 37, 39 35
2, 33, 35, 33, 34, 37, 39
36 10
SPEECH
Lessons 1, Lessons 9, 12, Lessons 12, ﬁessons 7, 11, 13,
18, 25, 37 %, 22, 25, 30, 15, 18, 2 15, 16, 18, 26
E gﬂg“_ TER B
- Lessons 6, 7, Lessons 5, 7, Lessons 4, 5, Lessons 5, 7, 9, 15,
10, 17, 19, 10, 11, 13, 8, 9, 10, 13, 16, 21, 40-41
39"160 27, 29, 33, 17’ 26’ 32’
4 *If students nesd more work in a certain area, the teacher may want
: to use exercises in that area from a different grade level,
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THE LANGUAGE STRAND
Teaching About Language .

There are two kinds of language instruction. The goal of one is to
develop gkill in uging language, The goal of the other is to teach some-
thing about lgnguage. These two kinds of instruction are intertwined in
much of this elementary English curriculum. Though they are related, a
teacher should be aware of the differences because of the differences in
what to expect from each and the techniques of teaching. The differences
in the two are related to what linguists call linguistic competence and

dinguistic perfomance.

As linguists use the term, linguistic gompetence refers to the inter-
nalized knowledge of the rules of language that enables any normal human
being, no matter what his background or culture, to produce utterances in
his language and to understand the utterances of others. It is what we
acquire in the first few years of life as we learn our native language.

It is probably not possible to actually tesch this kind of competence. In
fact, it is impossible to prevent a normal human being from acquiring it,
How this happens isn't very well understood yet, but it seems clear that
we unconsciously acquire a whole set of rules for producing sentences.

By the time a child comes to school he has acquired a substantial part of
this body of rules that govern his use of languags. He can think and
talk in sentences, many of them quite complex. He can make statements,
both affirmative and negative, can ask questions and give cammands. He
can combine simple sentences into more complex ones, He of course does
this without being aware of what he is doing.

Linguistic performanco has to do with how a person uses his inter-
nalized knowledge of the language. Performance varies from person to
person, and each of us has different levels of performance, s’ different
times, depending upon such things as time, situation, our paysical well-
being, and state of mind. Language instruction in spelling, writing, and
the effective use of language is really concerned with performance. Both
composition and literature are concerned with the uses of language--with

performance,

The other kind of language instruction--teaching gbout language--is
more concerned with linguictic ccmpetence than with performance. Its

goals arv primarily:

1. 7To make the child aware of language and what he is able
to do with it. ¢

2, To help him understand scmething sbout what language is
and how it works. '
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3. To develop in him an interest iz and curiosity about .
and a sense of confidence in his own ability to
use it, )

What does it mean, to teach gbout language? When we make a child
conscious of what a sentence is we are teaching him about language, If
we meke him conscious that some sentences are statements and same ure
questions, we are teaching him about language. When we make him conscious
that if x> give him a statement he can turn it into a question, we are
showing hin something about his own linguistic competence. This isn't
samething someone has to teach him, He already knows how to do it--and
many, many other things. When you make him conscious that as a human
being he can use langusge and can do many things, because he can use it,
that animals can't, we are teaching him gbout language. We are ..uching
him about lan@ugemonmhdphmumuthathocmmlmageto
get vhat he wants; to commmnicate with people far away; and to tell
people where, when, and what. And we are teaching about language when

we teach him that languags has sounds and parts that go together in a
certain way, which he is already aware of, and that words have many kinds

of meaning. )

' The language strand in this curriculum is not concerned so much with
the uses of language as with the nature of language itself as a uniquely
human phencmenon. (Other s of the curriculum are concerned primarily
with the uses of This approach to language study is based on
several convictions: 1 th.t ianguage is such an important part of human
existence that it is worthwhile for humans to understand something about
it; 2) that elementary school children have already acquired the complex
oet of rules that enables them to use their language, though they are not

aware of what they know; 3) that the purpose of language study in the
school should be to help children become aware of what they know about
and can do with language; and 4) that such an awareness is of interest to
children because it helps them to appreciate and understand something
about themselves. Throughout the curriculum, we emphasize what the child
already knows and can understand about hi.nud. Indirectly, dsveloping
an attitude of appreciation for and interest in language should carry
over to the lessons in other parts of the curriculum where students. u'o
concerned with the uses of language.

The language lessons in this curriculum incorporate a mmber of the
concepts and principles and scme of the information which have been made
available by modern linguistic study. These concepts are developed at
differcnt levels in different years, thus reflecting the philosophy of
Jeroms Bruner that children can understand the basic principles of any
discipline if the principles are presented at a simple ar unsophisticated
level. The lessons for grades 3-6 are organized into separate but <elaved
‘units, each of which develops ons of the concepts about langusge. The
curriculum for grades 1 and 2, although it is intended to be unstructured,
provides a background of understanding that tho curriculum of the higher
grades can build on., The concepts, as they are developed in grades 3-6,
are discussed in the following paragraphs.
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N 1. Language is an internalized human system:; All living creatures
have some means vi communicating with other creatures of their own species.
Pl These means range from simple tactile signals by which one-celled crea-

— tures attract others of the same species, to the complex system of the
A social ingsects aid of man, Man commnicates by means of human language.
Though language is not man's only means of commnication it is the most
canplex, and other means are related to language and can be interpreted
by language. Human 'language shares some of the characieristics of the
coanmnication systems of the lower animals. Like them, it makes use of
arbitrary symbols that are used in a predictable way, that is, according
to rules. Each species of creature has its own system. Same systems
are quite limited in the messages that can be produced. The human system
is organized in such a way that an infinite mmber of messages (séntences)
are possible. This is ohe of the characteristics of the language of
humans that is shared by almost no other species.

In most systems, the creatures using the system can both produce
messages and understand messages being produced by other members of the
species, Humans are both hearers and speakers of the language. But the
one charucteristic of human language which, as far"as we know, is peculiar
to the human system is that humans need no immediate stimul: to trigger
the use of language. Man can cammnicate about what happened long ago
and far away; he can use his language to comm-icate- abot't what may never
happen as well as about absiract ideas. This cu.cacteristic is undoubtedly
related to his ability to devalop a complex civilization and to the nature
of the human mind itcelf, So the study of language helps us know some-
thing about ourselves. .

The lessons in the first two units of the third and fourth grade,
"Human Language" and "Communication Systems," and the first unit in the
fifth and sixth grade language curriculum are concerned with this concept
of 1 nguage. They attempt to do two things: 1) by comparing human lan-
guage with animal systems of communication, they attempt to make students
aware of how human language differs from animal systems and how it en-
ables human beings to do many things that animals cannot do; and 2) by
examining various systems, the lessons try to make students aware that
larguage is a system which they already have and can use.

2, The system consists of a set of rules. The third unit of the
third and fourth grade curriculum, "You Already Know It," and the second
unic of the fifth and sixth grade curriculum, "How Sertences Are Made,"
are concerned with the nature of the system, that is, with the actual
structure of sentences and how they are put together. This is the area
of language study ccxmonly referred to as grammar, and it is important
that we now define this tem as it is used in connection with this cur-
riculum. Many people believe that there is a "corr .t" and an "incorrect"
way to use language, and that grammar is what tells us which is which,
For them, that which they consider correct is grammatical and that which
is incorrect is ungrammatical. Moreover, they believe that correctness
refers to the forms preferred by the speakrs of "standard Inglish," al-
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though the forms of standard Eng.ish vary greatly from place to place
and person to person.

The tem gramar as it is used in modern linguistic study, however,
refers not to a standard of correctness imposed fram without but to the
internalized rules which speakers of a language fg;winmg__iggand
understw the sentences of their language, and to a description of
these rules. A sentence is grmbical cording to this detnntzon, Y
it has been produced according to the rules of the system., It is ungram-

matical if it has not. Thus
I ain’t got no pencil.

I don't have atu pencil,

are both English sentences produced by rules of the language. One of the
sentences is preferred by one set of speakers of English, and the otier
by another. But both sentences belong to the language, and both have
begn produced by the internalized rules of the speakers. They simply
represent two different varieties of English. On the other hand,

have don't no pencil 1

has not been produced by any rules oi English and would be used by no
speakers of English. It is a campletely ungrammatical group of words.
A study of grammar, then, iz concerned with describing the actual system

that is language.

This elementary school. curriculum does not concentrate on the rules
of grammar nor on gramnar as a formal sysiem. Rather, it is concernmed
with developing some concepts and making students familiar with some:
temminology that will prepare them for a more detailed study of grmr
in later ysars. It might be called a pre-grammar curriculum.

" One of the concepts developed in this language curriculum is that
sentetices are made up of parts within parts within parts., Students are
made aware that they already subconsciocusly recognize the differences
between the various parts of sentences and know how to put them together.
After they have identified some of the parts—not by definitic or by name,
but by seeing how they behave in sentences--they learn what the parts are

called: nouns, verbs, adjectives, adverbs, etc.

Students also discover that they know how to ccmbine sentences and
to change sentences around according to grammatical rules. They can make
questions out of affirmative sentences and affirmative sentences out of
questions, passives out of actives and actives out of passives. They know
how to make sentences negative. They know how to make relative clauses,
without knowing what a relative clause is. The emphasis throughout is in
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showing students what they already know about language and are doing with
it all the time, not just in the classroom. This kind of awareness is .
sound preparation for the specific study of grammar in the jinior high
school years.

In the language curritulum we make no sustained attempt to impose a
particular variety of English. This is not to say that it is unimportant
for students to becoms aware of the differences between the usage preferred
by educated speakers of English and the forms these speakers avoid. It
is to say that we do not believe one can impose a different variety of
English merely by setting up-a 1ist of "dois" and "donits” in the class-
roan. It is our conviction, based on much evidence in lingulistic re-
search, that people do not change their patterns of usage until it be-
comes expedient for them to do so, and that this normally doesntt happen
in the 2lcmentary school years. Or the other hand, if we make young
children overly anxious about whether they are saying the "correct” thing
or not, we can inhibit their free use of language, and it is this free
use that we want to emphasize in these early years. Once students have
i1earned to express themselves both in writing and in speaking with ease
and fluency, they can be held increasingly, through the six years of
Junior and senior high school, to the requirements of educated usage, as
they are to other conventions of the adult world.

3. Hords are the building blocks of language. Although teachers of
Erglish language arts should be aware that words themselves can be broken
dons into smaller units (usually called morphemes), it is not inaccurate
to think of them as the building blocks of language. The units on words
in this curriculum, called "Fun With Words” in the third and fourth grades
and simply "Words" in the fifth and sixth, are concerned with showing
students all the various things they already know abcut words: that they
are pronounced, they have various kinds of meanings, and they have dif-
forent functions in the sentences of the language. In the fifth and sixth
grade curriculim and in a few lessons in the third iad fourth, students
learn something about the history of words and how they have entered the
language. At each level there are sections on using the dictionary. Over-
all, the units are intended to make students curious about words; con-
scious of the way they use them; and proud of their individual stock of
words (their word bank), which they are encouraged to increase.

L. Language is graduglly changing. As long as language is used it
will change. The process is usually so gradual that we are not aware of
it, but because of what we know about how language has changed in the past
we can be certain that it is changing right now. Over a long period of
time the changes are quite regular, though they may seem isolated and un-
related at any given moment in history. We don't know what causes many
of the changes, particularly changes in promunciation and grammar, but
we do know that certain events in history have had an effect on language.
English is different from other languages because of various historical
events. One was the coming of the Germanic tribes, the Angles and Saxons
and Jutes, to the British Isles, where they were isolated from the speakers
of dialects of the language. Another was the invasion of England by the
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French-speaking Normans, who ruled it for several centuries, leaving a
mark on the language.

In Language V and VI the section on language change, called "Lan-
guage History,” attempts only to make studcuts conscious of language
changes by letting them see and hear Englisn in various stages of its
development and by telling them about some of the historical events that
have had an effect on the language that they speak today. There is no
unit on languars history as such in the third and fourth grade curriculum.
Instead, student: are briefly introduced, in the unit called "Fun Hith
Hords," to the fact that words have a hiatory

5. Lgnguage has great variety. Because language is constantly
changing and because of the great variety of factors which affect
it is inevitable that languages vary from place to place and time to tine.
Even individual speakers of the same language vary greatly in the lan-
guage they use.- Peorle who belong to the same speech commmnity, that is,

 who.live close together and speak the same variety of 2 language, are

said to speak a dialect of the language. Each of us speaks a dialect

of English, for exanple. No one dialect is any better intrinsically than
any other, It is ju:t different. Dialects vary in prominciation, gram-
matical structurs, and vocabulary. In addition to the variation among
dialects, within any one dialect there are variations in style which de-
pend on the occasion and the purpose for which we are speaking. We are,
for example, more formal with scme people than wiltb others, and more
formal on some occasions than—on others.

The purpose of the lessons in the unit called "Variation in Lan-
guage® in the third and fourth zrade curriculum and *Variation®” in the
fifth and sixth grades is to help students understand 1) that variations
and differuvnces exist in as in other things (we d't all look
alike, dress alike, act alike); and 2) that such differences are natural

and inevitable. The intent is to develop an attitude of tolerance for
- individual differences, in language as in other things, anc _1so to help
" students become aware of sme of the kinds of differences that exist.

Such an awareness and tolerance should eventually contribute to an under-
standing of the differences between the usage of educated speakers and
the forms that these speakers avoid and should help students, in later
years, to choose intelligently for themselves the variety of English
they wish to speak.

Usually the variations from the norm which one finds in a classroom
make up a fairly small percentage otthetotallangnage output of any
one child, Basically, since we are all speskers of English, our-dialects
are more alike than different, else we could not understand one ancther.
But for smmeone who quivers whon he hears the word "ain't,” this small

percentage may receive far more attention than it dosoms proportionately.

For those teaching in some of the inmer city schools the variation may be
greater. That is, there may be students whose dialects vary to the ex-

tent that they interfere with commmication, almost as a foreign language
would. In other words, the dialects may include many basic rules that
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i differ from those of standard English. In that event a ieacher needs to
understand the nature of the differences and should seek help c. .ide of
this curriculum. Such students require special instruction and a dif-
ferent kind of curriculum,

The Language Strand for Grades 1 and 2

The language performance of many children in the primary grades (and

o older) is not equal to their campetence. Therefore one of the goals of

~ language instruction in these grades is to raise their level of performance,
to help them use better what they already know unconscious]y.

— e

Again, though there is much that is not known about how people acquire

it seems clear that performance can best be developed by pro-
ﬁdingtheemromentandtheempenmesthatemposechildmntolm-
guage and require them to use it in natural situations. A child that has
been talked to a 1ot and has grown up in the kind of enviroment that en-
ables him to converse frequently with others usually arrives at school
with a higher level of linguistic performance than one that has not been
rmedmaneuv:.romeubmm:ﬁngmchuseoflangmge ‘naishasnothing
to do with his IQ. —_—

So it would seem that one of the most pramising an:roaches for de-
veloping linguistic performance in the primary years is to provide the
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: experiences for the child to hear and use language frequently. The ex-

e perience approach to camposition in this curriculum attempts to do just

; that. As in the upper grades, it creates the necessity and the desire to

E use language and provides ways to explore its vses. In a different way

& the literature curriculum does this also, by providing much exposure to

2 language used imaginatively and effectively. And to the exte it that lan-

& guage is involved in drama, the curriculum also provides an anviroment
— whe-e the child will be motivated to develop his linguistic performance.

& The language currictlum itself, in the primary grades as in the upper

B grades, is more concerned with teaching about language and in doing so

& uses two approaches, - Since any experience that involves language can

E provide an opportunity to talk abc - language, there are a variety of

£ suggested activities in connection with the stories and poems in the

i literature section. They deal with many aspects of language. It is not

31’;3 intended that they should all be uged. They should be selected with

g’ great care at appropriate mments so that they enhance rather than de-

£ tract from the enjoyment of the poem or story. They are provided to help

B the teacher spot the opportunities for language instruction which can be

= used when anything involving the use of language is being studied.

o

The other approach to teaching about language is independent of the
other strands in this curriculum. It consists of a variety of game-like
activities which require studemts to use language and to discover some-
thing about it and about what they are able to do with it. For example,

'. "
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there are games that require children to build sentences and help them |
discover:that words go together in a certain order. There are sentence- - |
combining games that provide practice in constructing complex sentences.

Each of the games concentrates on a specific aspect or fact about lan-

guage. There is little or no attempt to analyze or identify parts by

name., The idea is that by isolating a parvicular language fact and build-

ing a game around it, we can make the child conscious of the particular :
fact. For example, a game that concentrates on - 1 the ways it is pos- -
sible to tell where something is, would develop an awareness in the child

~ of this kind of part in the language. It could also, of course, increase

the child!s ability to use this kind of . (Later on in school he

will learn that this kind of part is called a "place adverbial.") The

overall purpose, of course, is to provide familiarity with many aspects -
of language that can sexve as a starting place for the more structured )
curriculum of the later years, )

Ihe Format of the Lessons for Grades 3-6 Coan

The teacher material for the third and fourth grade curriculum con-
gists of seven units bound in seven separate booklets. Each booklet con-
tains an introductory section which includes a statement of the pur-
pose(s) of the unit, a list of materials needed for teaching it, and back-
ground information about the concepts to be taught. In addition there is
a specific statement of purpose and list of materials for each individual
lesson and a detailed section of suggested procedures to use. Most lessons
elso include suggestions for possible extension activities. Some lessons
!} . no student material, but whenever there is material for the student
a copy will follow the teacher version of the lesson. Copies for the
student are printed separately and are contained in manila folders
labeled with the name of the unit, the name of the lesson, and the ~»rde
level. In each folder are enough copies of a liesson so trat each student
may have one,

Many lessons also include supplementary material consistire of such
things as *-~nes, charts, material to use or the overhead, activity cards, |
etc. ALY ° 2 supplementary material (excep:v the tapes) for each unit is |
found inside a Supplementary Material enve)--s which is inserted in the |
copy of the teacher's guide for that unit.

"The teacher versions of each of the lessons in the fifth and sixth
grade curriculum include a statement of purpose of the lesson, a de-
scription of thie content, whatever background information is needed to
teach the lesson, and some suggestions for procedure. A copy of the
student lesson is also included when there is one. Copies for the stu-
dents are filed separately in marila folders labeled with the name of the
unit, the number of the lesson, the name of the lesson, and the grade level.

The units called "You Already Know It" and "Fun With Words" are the
same for both third and fourth grades. Each includes scme material
which is probably more suitable for the tougth grade level than for the




third. Suggestions are made for using this material only with the more
advanced students. When choices are possible, as they often are, in se-
lecting material to use, these are noted.

The Approach in Grades 3-6

- Throwghout the curriculum the approach is inductive, The lessons
are for i most part designed to get students to think about language
for themseives and to help the teacher induce certain information and
generalizations from the students. The emphasis should be on developing
the child's natursl curiosity about language, creating an awareness of
and interest in language as a very personal thing, but not on imposing
the "right" answers at every point. The history lessons, of cowrse,
necessarily consist of information which the students will read about.
But there are also questions which should lead to generalizations.
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Lgnguage: Grades Three and Four

"Communication Systems” (C) - Six lessons, sound tape with lessons
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"Human Language" (D) - Six lessons
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Language: Grades Five and Six

"What Is Language?" (V-V.) - Six lessons ,
"H~v Sentences Are Made" (V-VI) - Thirteen lessons
. ds" (V)
A, General - Five lessons
B. lhat We Know About Words - Six lessons
C. Dictionary - Twelve lessons
D. Vhere Our Words Come From - Eleven lessons
"Words" (VI) - Sixteen lessons
"History of the English Language" (V-VI) - Fourteen lessons, sound
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"Road Signs to Writing" (V-VI) - A usage handbook: advanced version

| S
-—-’.,v? S SN
;F i ;
7 o L IR, it
gl
-85- T
ST T e e e e e T TTeTTTTTTTI Tt e e — P




Y A kg & o

it .G*J{gf;ﬂwmwwmﬂ,p ngen

THE COMPOSITION STRAND

The composition curriculum is based on the belie. at effective
speaking and writing can be taught-~that carefully plai- I lessons ca-
encourage growth in cognitive skills and verbal expres: .m. But because
we recognize that composition is not easy to teach and .at many teachers
may welcome help in teaching it, we have tried to develop each lesson in
the composition curriculum quite fully. That is, each lesson contains a
sequence of teacher-directed activities intended to arouse children's in-
terest, help them discover things they wish to say, and then lead them to
present their thoughts and feelings either orally or in writing.

We regard proper motivation of the child as fundamental and have
therefore given it a good deal of attention., Each lesson begins with an '
activity or discussion to capture interest and focus children's attention
on a given task or problem related to a composition assigrment or to the
developmenr of skills and attitudes useful in composition. For example,
one lesson may involve doing an experiment, anctlier may present a prob-
lem to solve, while yet another may involve talking to other people to
get their opinions or reactions.. Each lesson provides a complete teaching
strategy for using the activity to develop composition skills. —-—

By the time children enter school, they are already proficient in
using language; most of them are sble to conmunicate orally nearly every-
thing they want to say. The major objective of the composition curriculum
is not to teach students to speak and write but to increase their com-
petence-~to help them speak and write more easily and effectively. To
this end, the composition curriculum provides opportunities to explore,
to think about, and to use language in interesting and meaningful situa-
tions. Furthermore, it provides an opportunity at all grade levels for
students who are ready to assimilate, either consciously or unconsciously,
additional techniques for more effective communication, without at the
same time penalizing or putting undue pressure on less capable students.

Levels A gnd B (Grades One and Iwo)

Conipoaition activities in the first and second grades are predomi-
nantly oral, both because children -in this age group are obviously still

" limited in their writing ability, and because adequate groundwork in oral

language skills must be laid before children can be expected to write well.
The composition curriculum for these levels offers a variety of games and
other activities designed to encourage the development of proficiency in
oral langusge and to introduce children to written composition.

The camposition curriculum for grades one and two is not structured.
Rather, it is composed of activities of an informal and exploratory nature
to help children acquire necessary skills and discover the pleasure there
is in using langtage for self-expression and communication. We do not
mean to suggest, however, that a chi.d's language development should be
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left to mere chance, Thoughtfully planned experiences within a stimu-
lating envirorment will help to encourage maximum language development

in the child.

:, We try, in the curriculum for these two years, to foster various
s | skills and attitudes which we hope will lead the child toward more ef-
: fective speaking and writing, We wish to encourage children to:

1) be keen observers,

be imaginative,
listen to and ernijoy the rhythm and sound of language,

2)

3)

i} explore and extend their ability to express a wide variety
5)

6)

of thoughts in language,
think clearly, and
) develop a favorable attitude toward speaking and writing.

Young children need many opportunities to expand their linguistic

- - - competence, The early years should be a time of exploration and dis- .
S covery about language, For example, children not only need opporbunitios

: to discover the value of the senses as sources of information, but they
also need to explore possible ways to verbalize their expariences. Variety
and individuality are to be encouraged as children attempt to report in- :
formation, share personal reactions, and establish new relationships.

A variety of experieices is necessary to provide the child with
things to speak or write about, Opportunities for experiences, both real
and imaginary, are almost endless--drama, literature, visitors, trips,
films, nature, etc., But the camplete task of + :ching composition in-
Vvolves more than merely providing experiences, °.e depth of a child's
experiences and how he processes an experience are also important. A
ckild therefore needs to be encouraged to think about his experiences, to
sort them out and evaluate them, He needs to develop the tools to express
his thoughts; and he needs to have a favorable and confident attitude

—— toward his ability to use language.

The composition curriculum in grades one and two attempts to help
the child toward effective . speaking and writing by providing carefully
developed lessons and games that will cause him to make important dis-
coveries about using his languagé. Direct teaching suggestions are given
to the teacher for lir suistically enhancing a child's experiences and
setting the stage for more sophisticated levels of language proficiency .
at a later time, For example, tue game activity entitled "Sp:l.n a Sound" _
stinulates a child's awareness of and delight imtho sound of language--

specifically, repetition of an initial consonant ound., wmot only does

this activity give the child pleasure at his p level but it is a
foundation for understanding later on in school, more complex concepts
such as alliteration and the relationship of sound and mood.
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Levels C and D (Grades Three and Four)
Lessons intended for use at the third and fourth grades emphasize

‘the development of sensory awareness and the use of imagination in speak-

i.ng and-writing. Alth improvement of composition skills is the ulti-
e goal of the curriculum, an important intermediate goal is to build a

favorable attitude toward composition. We hope that atudents will enjcy
the lessons, that they will have sumething they want to say, and that
they will feel pleased with what they produce.

Students need to be able to explore, to think and to react to ideas
if they are going to have samething to.say and be eager to say it. To -
encourage the desire to commnicate ideas and to assure a satisfying ex-
perience, the teacher should take enough time to get students ready to
speak or write, In a typical lesson in this curriculum an activity or
thought-provoking question is used to catch students! attenticn and get
them to focus on a specific task. Then the situation is expanded to de-
velop ideas and concepts at various thinking levels. Under the teacher's
guidance, the students should interact ascording to their own experiences
and attitudes, Through this process, a composition that is uniquely theirs
can be generated. Such a readiness-for-composition period is a vital part
of teaching students to speak and write affectively. Attention to the de-
velopment of thought and expression at this pcint will not only increase
the quality of the composition but will reduce the need for correction
and revision.

Lessons in the third and fourth grade curriculum are not arranged
in sequential order. Although they have heen grouped loosely according
to subject matter, these groupings should not be considered separate
units of study, We assume that the teacher will choose the lessons most
appropriate for a particular class, keeping in mind the needs of the
students, possible correlation with other areas of the curriculum, the
reed for a-variety of speaking and writing activities, and so on. We
want to emphasize that composition opportunities should not be limited to
the lessons in this curriculum, Almost any aspect of elementary school
studies may give rise to eiercises in oral or written uses of English.

Notice that each grade level has a section of lossons for seasons and
holidays which, of course, will have to be taught at specific times. Also,
three of the lessons in thesection LET!'S PRETEND-~WITH STORIES may be
used effectively as follow-up activities for lessons in the literature
curriculum, They are included at the end of Composition Curriculum D
but may be used whenever the corresponding literature lessons are tau&ht-»
in either third or fourth grade.

Copies of worksheets and special materials needed to teach specific
lessons are included in the teacher's edition of the Composition C and D
volune, In addition, there is a Composition Materials Envelope which
contains loose copies of these mat.erials for easy duplication. (Tapes
needed in teaching scme of the lessons are provided separately.) The
materials included in this apecial packet are marked with an asterisk (¥)
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on the lessons themselves and on the List of Composition Materials follow-
ing the Table of Contents, -

Levels ¥ and VI (Grades Five and Six)

Lessons for fifth and sixth grade students are organized in five units
of f-ur or five short lessons each. Each lesson focuses on a different
technique of effective composition related to the over-all topic of the
unit. In most instances the lessons are developmental and culminate in
the last lesson with a writing assigmment in which the students have an
opportunity to apply what they have learned in the precedirg lessons.

The teacher may not have time to teach all the units, but it would be
desirable to complete all of any one unit before going ca to ancther.
Some of the units are marked optional and may be cmitted if there is not

enough time to teach all of them, )

The units should be spread cut over the school year, allowing ample
opportunity for other less structured kinds of composition experiences,
such as are found in the other strands of the curriculum. However, be-
cause lessons within each composition unit focus v a particular skill,
the lessons in a unit should be completed fairly c.. x:s together-in time.
The teacher must be the judge of when to present th :axt lesson in his
or her classroom. Having a formal compositich less. : every day would
defeat the goal of enjoyment. On the other hand, ii the students' at-
titude is favorable, it may not be too much to present certain lessons
on consecutive days; at other times, two or three days between lessons
might seem wiser.

Zach individual lesson includes a statement cf purposs, a brief
resume, background information for the teacher, a list of any special
teaching materials that may be needed, and specific suggestions for teach-
ing the lesson. The teaching procedure suggests an approach by which to
interest and involve students in the lesson, and questions to stimulate
thinking. Before beginning each lesson, the teacher should read through
the entite lesson, including the suggested teaching strategies, to become
familiar with the concept to be taught, and tsn adapt the plan to fit the
needs and interests of the particular class.
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mr.lng its Iive years of end.stence, the Oregou Elenwbary Ehgnsh

© Project produced and tested an experimertel curriculum in the English

language arts for grades one through six . drewing on the combined ex- -
pertise of University specialists in English and Education and of master .
teachers from the elementary schools of eight cities in Oregon and Wash-

- ington. ~The curriculum, which has been tried out by same 150 teachers

and. several thousand children, is consisteut with sound current knowledge.

~ of the disciplines from which the language arts derive their substance,

and is at the same time realistically adspted to the ability levels’ of

- tha majority of children of elementary school age. -Together.with the
"~ - secondary school English curriculum prepared by the Oregon Curriculum -
- Study Center between 1962 and 1967, it camprises a twelve-year course

of study unified by a consistent philosophy and structured both by con-
c%dmmmmjntutmdthowmmmbi

A aroaliatic assessment ofthclurningptttemsofchildm

mo stndy of ohi].dron's li.teml;m inclndod in the six- years of the

'upoﬁmtalelmtary school curriculum has aimed, we believe with con-
‘siderable success, at introducing children to a- wide variety of poems - - -
'andstoriestlnttheyuinenjqrandtutatthesuetinhavebeen

chosen with an eye to their worth as. children's literatiire. . Folk litera-
ture figures largely in the program for -its high inherent interest (at- -

" tested by-its long survival in many cultures) and for its value as a -
- basis of comon reference and allusion in our-society. -The drama cur- -
-~ riculum, which has arcused keen interest among children and teachers - -

alike,-is-to-the best of our knowledge uniques in American school- curricula,
comprising as it does a six-year course of study organized sequentially

- around basic concepts of dramatic art. It acquaints the child with' the

o —elmutsofdrmandatthemtmencmmuhintomkeuseoftha7

~ - -as-a'means of developing his:imagination and expressing himself. The
~ language curriculum has attempted to interest children in language as. - -

-~ something that is in a real sense a part of them and that they: already

kaow-how to use with great skill and complexity. By making them con- -
scious of what they know about -and can do with language, we have tried to -
Lorm-positive attitudes toward the study of language and introduce them -
to other information about language that will lay a fourdation for the -
systematic study of ‘gramiar in secondary-school. Through the camposition
curriculum we have endeavored to cultivate a spontansous-and unforced: in--
terest in the use of language, oral and written, as a means of commni-
cation and self-expression, and we have providcd a great many exercises -

_~ in cbserving, ﬂporbing,andimginingsoutodevelopskﬂlinlmagel_
'and plemroiuusing :lt well.— SR o

" P section on "Rosulta" mthiaroportcontdns a mmandin—

terpratation of the success of the -experimental curriculum, -based-on-

student test results and on evaluation forms completed by pilot teachers.
This information bears out the conclusion that-the curriculum was gen-

f;i_mmmumeimbychmmammm But it should be noted -
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—-contimed to

o thd. rcmtten versions of it may beccne available mtional]y

th.t agroatnwtmhm didnot tuminteot r-smtaorenluatiou
iorms systematically,- in spite of all the encouraging and even prodding -
that we could do. This difficulty was especially evident-at the first -
and second grade levels, where the task of -reading and

teaching beginning -
-writing limited the mmber of Projsct lessons that could. be taught and

apparently left many teachers too little time to fill out evaluation forms
for -those lessons they did teach. - Yet even those who turned in no- formal
evaluation data at all were nearly always enthusiastic in their comments

~aboui the curriculum when members of the Projsct staff visited their

classrooms or talked with {hem at meetings of pilot teachers. To concfhuie—

" Zrom this Tact; as we are tenpted to do, that the general reception of -

the curriculum was even more favorable than the evaluation section sug-

- . gests is of course a matter of personal interpretation.. Yet there is-
-more concrete evidence to support such a view:
-the curriculum has-been used, the great majority of pilot- teachers plan-

In every district where -

tocontinunaingallthoeeuterhls that do-not:contain copyrighted .
selections. -This:includes ‘all the drams, all the -composition, ail the -
language, ald a considerable part of the literature. Several districts
are dnplieat*ngalargoputofthe ‘uncopyrighted materials at their own -
expense for wider distribution ‘their-teachers. And-in each. of the’
eight participating cities, both teachers and aschool administrators have

public domain will serve to interest writers and- publishers in it, 80 -

- -
. B}
) - B a®.
- * 7
.
93~

- inquire about the likelihood of regular publication of the - -.
-eurriculum,  We ‘hope that release of the experimental curriculum to the -




o ,,
B ¢ g a hooo
R sl ot Pl PREES SRR L
X [ . A
Fo s g gy hated
e b A &

Y H
wh Tl




o S - S LA B L s ‘7‘%4:%:\ ;
s sl ) . © . OREGON ELEMENTARY SNGLISH PROJECT - . . -
: T ) S University of Oregon . . 5 L B L
3 EREUE . ‘ v Bugene. 97403 . . 7 ‘
B R R - "TEACHER ;év_ALUA'npnf Poms AND s"'onnss ol .

A.Nameofteacher'. : B "Date':

ST School and c:v.ty - ‘; - 7 L X Grade(s):\:,ou teach A<B__

: g . o < N Sl - : -

Title of select1on - - - - - ] o

o

DIPY‘""'I(».'S° Ai'tcr your chlldrcn l-?\e ‘heard (or read) this selection, please complcte

this form and mail it to the Project office (address- -above). You will be reimbursed -

for postage. The .,udg:rents you m:.ke in this report will be tebulated with those of

_other teachers and form the tasis for an- evaluation o.t' the sultability of the selec~ =
“tion for chlldren of th1s age level. L LS ) o

e L .- S e e ST -

This report a.,lfs for vour 1mor'ned opmlon. Please circle tho number on the scale of )

- " to 7" that :mdlcates most nearly your op1n1on m.th respect to each questlon.
B 1.4 The language and idea.. m thek selcctlon were w:.th:.n the children's range of under—A ] .
. Standlf!Ko—; _ ': - R . o R - - . ’—. = e ' '.;
S seldcm - , ,;:f ~ W ST ’ B nearly almys,;f' -
- ) 7 2. - 'I‘he majorlty of the chlldren enjoyed the select1on. T S _— <
1 1 = S s nearly alwys .
D l ijf '2' : !S ',,-’3 B 'fl;f S 16 ’ i A s
T S e ’ ) T H
o -s 3. The :.elcctlon made the ch ldren more responsive and 1nterested than usual., s :
w L Em T T seMam,, T T T e DT e ncarly aliays T

NI 3 & 57 6 e

h. The lead-ln exercises and comprehens1on questions were: useful. T - ’

not very R T e _ “very L s

W e s e s D Te T

5 'l'he students were able to answer and dlscuss the comprehension questions. . o .

Cseldon eLEETT TR m e S mearly always < - -

B T A T T
. R 6. If this selection was accompanied by Comp os:tion, Drama. or La guage’ act1v1t1es, ) )
, . - ) the act1v1t1es acccxx'plished the obJectlves stated” for them in the lesson. - Lr Do

. seldcm -
" a. —Ccng e NS o
.- % b.Drema Y - -

S e T S P S S

7. If th1s selection was, accompanied by Com osltion, Drama, or gmz_z_gg activitics s y
. the activ:.ties added to.the children'a interest in and- appreclation of the select: .

. . S nearly always :
:1—’3— . - 2N Co
3k 5 . o S E

- 2

NN,

[T ONE IV R
|

seldcm, . - B N nearly always :
s 6T
5 6 -7 i

,," v’; b.icmp. . 1 . 2 . 3 ’ ;
“o: b, Drama 1 2 3
o s eolang. 1 2. - 3

’%“P &
o
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o ORESON ECIMENTARY ENG LIbH PROJECT
o c ot . University of Uregon
T T - Eugene 974C3 )
o .- TEACHER EVALUATION: DRAMA LESSONS ~ O
" Name of teacher _ - I . Date _ ] & ‘
seheolamteity . Grade(s) you beach MB -
Tltle oi‘ le.,son 5 e — _ - 7 Lo K o
s DIP.!’.CTIC: iSe . After your chlldren have done thls lesson, please ccmplete this form and =
" mail it to the Project office (address above), You will be reimbursed. for rostage.
- The judgrents you make .in this xeport -will be tabulated with those of other ‘ccachers
and Loxm:the- bas:.s i‘or an evaluat:.on of the success of the 1esson. }
This rerort asks for your mformed oplnlon. Please clrcle the number on the scalo of
"% to "' that indicates most nearly your opinicn with respect to each statement,
- Please note that 7" 1nd1cates the moe.t favorablo oplm.on, and that "1" mdlozu,es the )
: 1east faxorablc.l,—" GNP LI - e el
not very 7 L ", B o : very i
o 1 ) f'2f I . 5 6 -7 T
The children found the lesson engoyable. tr—y. R o ’ - 7 o
o metvey ey e
ST A R T 6 -7 :
- - - : e T RN ,, -
The lesson was successful in encoureg:mg the children to respond w:Lth maglnat:we - .
ide-m - : . : - e o
- not very e o ‘ . T very -
1s 2 3 0 s 6 T
7The lesson was ou'-cnssml in mak*nc. the chxldren want to express themsclves.v o ,{ i
) not very o - T - very -
< 1 - - R - 3 R 'l&' .o s 6 7 ) - IR
- N g i . L o :
The’ directions in the lesson ere eas:...y comrunicated to the ch:.ldren. - . o
‘ not very } ) '7 - . ’ very
.1_ _2 3 4 -5 : 6 7
The . content and form of the lessons vere appropria.te for the peer interactlon ] =
, 1evel of your class. - . . LT
“not very o ’ : . ' , very e
-1 7 2 Lo - 4 5 ) 6 7 R
- - -
i r - - S
Pleaeefadd here any addit:,onal comments or suggestions you have about this lesson. . * )
) LR : - F—
T ]
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L Name oi‘ teacher

‘ORI.’CON ELBﬂN"ARY ENGLISH P'QOJECT

_ University of Oregon o
D.mene 97403 .

TEACHER L‘VALUATION' DRAMA (SFORT ACTIVITIES)

School and c:.ty

DIRFCTJ’ O’J H

F

| .
AR AL

I\fter you have xecorded evaluatn.ons of enough "
please mail the form to the Projec
i‘or posta{'e.

t-office (address above).
Please use add:.tlonal cop..es 2of- the i‘orm
at you use latér. - -

- -—-—--.——-—---—-n-

—.-.’—-.i-;—-i-on--—

s

T- ll. 'Chn.idrcn I:esponded 2. Ch:leren readi]:,'

* :quickly and-easily,
, -, « land- enioyed the ac~
—Nme of Act:.vitv tn.vitv. L -

Gradc(s) you teach

~--.-..---.-.

'i‘ocused -attention-on
sugg«.sted sxtua.tlon .

Date _- N

Each time after you have us ed one of the "Short Activ1t1e°" in the Drama
, please enter the- name- of the_particular. activity in the space below and
c:rcle the mmber on the scale of "1 to "7 that indicates most nearly your op:m1 on
with respect to each of the: three statcments given. -

-

Short ActhJ.tles" to £ill’ th:..x Lo,
You will be reimbur:cd
to evaluate other 45 hortr he~

§3. Directions for
the teacher were
s’atiefact'oxy.r .

T . —

hdt ‘

:not RS

"123A567[1ﬁ23

o hot'

,Very;,:i; -

- not- - )

very

1°2-3

very very i 71 " Ve!'y
. anti" -

,fv'e;y; very <~ very
— :1‘2:31;567
Tz not - .

very {very . B very

';3_1172731;507

“Inot
very

- FI- 2\7';

EEN

not .
, Grery very: . veIyyp
5 & 77:1—:,2"3;114 5 6 7

ota
e
1 3&56
1231»56
123h56
:m?t,,'

WA <
123456

{not
very

12

thot ’

.

. ;tnot
3ty very very lve
',1231:5&.7

y ‘
1723456

not

© very
12

not
very

12

nbt_ : not :
verylvery. Cvery [very - very
- 1234 5671123145 6 -
~ |not. ] not,” °
‘very |very : very |very
711234 5617{1 2 34 5 6

_AB

e _

very - -
very -
very .

very

very-
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CREGON TLFMENTARY ENGLISH PROJECT o
University of Oregzon ’
. Fugene ‘97403 .
’ TEACHER EVALUATION: LALGUAGE GA5iS -
- : . - i - 1: i ’;m' )
l\'ame oi‘ te.:icher* - . o ~ Date ] —
Z:hool -and city ' : - o Grade(s) you teach _A-B
T.Ltu. of garne L - i ) —

D‘*I’I‘m‘IO\ i+ Affer you have had your, children pla} thls game, please complete tlus for—
and sail it to the Fro ject ofiice (address above). You will be reimbursed for postage,
The Indpuc.bds you noke in this report will be tabulated with those of other teachcr..
av.l iem tne La.,ls fer an evJun.tJ.on of the suceess- 01 the gume.

i

‘I'ha., report 2ok for 3 our mi‘ormcd op:mlcn. Plea.,e circ.;.e the number on t.he dca]e of

v Lo "7 that, 3nd3cates most nearly your opinion with respect .to -each ctalement.
Please note that "7 1nd1cates the most :f‘avorab'le opimon, and that me mdlcates thc
least fatarable, - ]

--~~~---~é’~—-h-_é~-7*--—-—-~-------‘----~~—-7A—~—

- &
1. ‘Ihs gqme was quccessml in acluevmg the stated purposes.
not very IR A ‘ very - ’
I L h S5 4 7
,.—2._ 'Ihc -game was successml in appeahng to children of varying :mterests and abilxty
levels,- - o i
not very - o L R A very
12 3 k. 5 6 7

3. The game was successful in drawing upon the ¢hildren's intnitive ("built-in")
.. knowledge about language and :m encouraging them to discover answers for them- - -
selves,

not;ve’ry s - T very
e D T 5 6 7

R

) L, 'The. "Suggested Procedures" pronded enough infonnat:.on to ena.ble you to use the

game” succesrfully with the children, o

seldan i * ) nearly'aiﬁ;ays .
1 2 3 = o 'E 6
5. The game was well suited to f.he Ebiliﬁy range of the majority of the children,
. not very ) 7 - ~ very.
R A 2 - 3. . 4 5 ’ 6 ) 7

6. The ga-ne ‘was, succéssful in helping to :.ncrease the children's awareness of language

.- and- interest in language.

not very . ’ -, . very -
X 2 3 4 5 é -7

o~
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OYLuON ILFNENTARY ENGLISH PROJECT
) University of Oregon
Tugene 97403

TEA" lT't EVALUATION; ¢cs Posr"on AT 'VITIES

Hame of tﬁéacher' . : 5 RS Date

Scheol and city . " Grade (s) you teack A-B -

&) fle of af‘blV" ty.

DRI ("‘IC'IS‘ M’ter your children havc cor'pleted this actlva.ty, please cemplcte this
Tozq ana mail it to the Projcct officeé (address above).. You will be reimburs ' for
postage.  The julpaenbs you make in this report .will be tabulated with those of othur
toachers avd fom t“c ba.us for an evaluatlon of the succcsq of the act:.va.ty. -

- N

Tris_report .x:,)f,, fer }o.!r ario‘*med opinion, Please c:rcle the number on thc scale oi )

. w3 4o n that indicates most nearly your opirion with- Tespect to each -statemunt.,

P'tc’ve note that "¢ indma..es ’thc most favor~ble oplmon, and that "1* indicales the
3( A l.vomble.

p— .

ke ch "d*cn .,eemcd to fird tbe activity enjoyable,
notyory e
2 3 . 4
The activity v:és,appropriate ‘for this age level.
not very - E )
12 .3 4 5

] The stated cbjective or objectives vere 7s'ucrccs'si‘ullyf achieved.

. not very - . . N
TS | : 2 3 4 - 5 - 6
L. The activity was succassful in encouraging independent thinking.
not very 7
; 1 ‘2 3 4 5 6

*

5. Directions and materials for the activity were satisfactory.

not very
1l

Please add here any corments or suggestions you have about this activity.

-3
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ey EEE ’ : ORPZON ELEMENTARY DSLISH FROJECT
l - S - - University of Oregon _ . -
. P J oo : - Fugeno G703 -
] S - )
. . r R
t . - . e TRACHER ASCESCMENT: LITERATURS CURRICULUM 0
‘ ,:‘ ’ l.am of teachor i - Date
: 5 fichool at.i clty - ) L Grade level __C-V
-“ - - - B -
a2 Title of cn‘t - - ~

A
.

LIRECTION:: This asseaqncrb form i3 beirg used in lleu of objectlve teats which
would b r.v.'mx to studentt, As sovon av you have finished teaching enough of this
unit to deterning $ta de[;rﬂe of success with your ctudents, please complete this fom
, i and send 5t to the Froject ofrice (address abo'-o). Fnivelopes will be furnished you,
- The Judpmenly you make in this repert will be tabulated with those of other teachuers
and fom the basia fer an eviluxiiea of the nhcr.ess of the unit,

Y
%

. TMa ropert acke for your $nlermed ovir.cn. Euch of the questiions below is follawwd
. by muberd fren 1% to 7. The m::bors w1, N, v and 93" represent the necative
. (1east’ faverable) end of the ae 620, with "1." x:lguin,ir.;; the extreme nugnlive cp!rdon.
e The Ranbers U5," V6, and 7" reprosent the positive {most ravonble) end of the
. scale, with myn mdicr.tinr the extreme positive cpinjen., "The nusber 4" represonts
- - > the giddle (uvergpo, ueutrul) penition, Please circle the numbcr that indiene-z znott«
- nonrly Neur-epin h.n with rerpect -to cach qiestien.

.-.---s---s..—‘---n-—--&u—-u-n--u.------.--n-.

. - e - - -

Did ‘the- mjur‘ty of )-wr st\-.drr.ts ﬂrd é. %.crc the readings rc-n--*all) succesy.

.
L ml;a%w‘%;ﬁ} ‘s-ﬂy‘ga:,-. :\‘afm :&-:f; ¥ “"4*:““:,“"?"”‘:;?{" B

- i D tho readings in thic unit dnuteresting . ful vith students of bolw-cvo:‘aa'l
- - = . am enso,/uble’ - - i .bun.y? B
. . 7‘-712371.457'6'7 - 1 2 3 4 2 6 7
g —— .
v Fos = 2. Did-your stulents ganarally enjoy A0,  Did the reading of thia unit inter-’
i . b thece roedirgs mere than they- usually =t your students enough so that
o B enjoy £3milar parersal in the languuge they read more material of a zimi-
kN . i R arts g o:;'r.'..? - . lay port en thoir own? .
- E . 1‘234567 1. 2 3 4 5.6 7
-4 * Co- - 3. Did tie r.turly of this unit ::ake'your 1. Did the study of this unit encour-
. - students moro responsive, interested, age,studonte to undortake croative
% o . and orticulute than usual in class projects-~writing, drara, drawing
3 . e T discusatens? or painting,_etc.—on their cwun?
., 1,2'3k5674 1 2.3 4 5 6 7
- 3 oo
N B 4, Yare the shbjectives of this unit ap- 12, Were tho background material and
: o propriate and realistic? © 7 teazhing suggestions-provided with
- B N - - this unit helpful to ycu in teack-
- - 1 2 3 4 56 7 ing it succesafully?
- : ) $: ¥as the vocrnulary and stylo of write 1 2 3 4L 5 6 7
- s } ing used In the readings in this unit
s - understandable to the m,jeuty of - 13. Wa3 tho unit kolpful to you in
C.\‘ 5 B R your atudents? . _ teaching your students other as-
e iy = - - ’ L } - pocts of the language arts?
| ;—*&4; v - 1 ‘2 3 b 5 6 7
B - i : 1 2 3 4 5 6 7
. e oo 6, VWers zost of your students sble to
3 . understand thie 3deas und concepts pre- 4. Do you think the unit was worth
L sented in tho resdings in this unit? . teaching to children of this age
- ; B T end with this range of ability?
' A - ’ 1 2 3 &4 5 % 17 R
. < _ : - 12 3 4 5 6 1
_ 7. Wera the reudings in this unit gen~ ' - -
cuny sueccesful with the brighhr,

G hore adva need students in your class? *
172 3 b 56 2 )

- . 8, Vere Lhe reasings gme“an:l t‘:ccou-
o fu) with average studepts?

- 12 3 45 67
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’ fl\'vame of teachor : _ Date

" School ani city ) ) Grade level _' C

) DTRH"J‘I’ Ji3s  As soon as ycu have finished & teaching enough of -this group of leasons to
N dctornine its depreo of success with your studenls, please cvomplete this form auwd
- send it-to the Projoct office (addrens above). Envelopes will be furnished yeu. The

‘--Q_ﬁ--~-—--------~n---~‘---.‘-~----~---..~‘-—.

1. The Jesuons stimulate an intercst in drama ameng K ’

) the students, , 1 2 3 4 5 6 7

" 2. They axa clearly presented and sutﬁcient)y s:!mple ) i

7 to foliow., . ] 12 3 4 5 6 7
3. Thoy stimulate the stu(ients to talk sbout the o

: ideas presented’in the lesson. . L 2 3 4 5 6 7

f “he They utilize subjects that the students can

read:.ly identify with. 1 2 3 4 %5 6 7

- 5 They rrovide a springboard for thc studenta' o ’

: own inupinaticn. A ) 1 2 3 4 5 6 7 .

- 6., The l3ssons cause the children to become wore a-

s s, The students enjoyed the sutio tape, Lesson 4. 1 2 3 4 5.6

9. Do you have additicrial comments or suggestions?”

OREGON FLEMENTARY ENGLISH PROVECT
University of Oregon
Yugene 97403

: TEACHER ASSESSMENT: DRAVA CURRICULUM

Lessex\:-. covered _J - 9 . . .

- Judgnents you muke 3n Lhis report will ho tabulated with thone of other teachers <
fcm the basis for an e\'aluntion of the succcss of the unit,, ) o ]

This report as)'s for youz_infomed ‘opinion. - Each of the questions below i3 followad
_ by nunbers frem 1% -to:97.% -The numbers "1 % "2, apd 3" yepresent the nesetive
(1least -favorable) end of the scale, vith "l“ sianixying the cxtreme nccatme cpinion,
" The numbers "5," ¥6,% and "7 .reprascnt the rositive (most ‘favorable) end of the

-~ stale, with "7“ in:!icatmg the cxtreme positive cpmion. The mmber "4* reprcaenis
“the middle (average, noutral) position. Please circle the rucktoer that indicutes

. most nearly your ppinion with respect-to cach question.

varc of details as they lock and touch and move .
within their en\':‘roment. ‘ 1 2 3 & 5 6 7

7. The students are ablo to work in pairs satic- ;
factorily. ) 1 2 3

I~
A
o
-3

b Trey were able to follow the directions in
the tape easily, 1 2 3 4 5 6 7

-

*

s
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Nane of teacher

ORECON ELEMENTARY ENGLISH PROJECT
- University of -Oregon
. hlgene 97'003

| TEACHIN ASSESSMENT: LANGUAGE CUMRICULIM

Date

Schocl. and eity

-

Grade lovel C-D

Tesgons covercd  "Hunan Lanzuage" (Unit II, Language C; Unit I, Language D)

DIYECTIONS:  As soon as you have finisied teaching envugh of this group of lessons to
determine its degree of success with yer students, please coampleto this form and sent
it to the Project office (address above). Envelopes will be furpishod you. The juig.
ments you make in this report will be tatulated wiith those of other teachers and forn

the basin for on evaluation of ‘the success of the unit.

This report esks for your infoimed opinicn. Each of the questions bolow is follawed
by nunbers from “1® to “7.% The numbers "I,* *2," and 3" ropresent the nepative -
(lcast favornble) end of.the scale, with ™t oignifying the extreme ncgative cpinion,

The numbers “5," "6," and "7" represent the rositive (most favorable) end of the scalt = -

with "7 indicuting the oxtremo positive opinion. Ihe number "4 reprecents the mid-
gle (average, neutral) position, Please circle the numbor that indicatos mest nearly

your opinion with respect tc each questioii.

1, For most students the urit increased 8.
intorest ir end .uriosity abiut lan~
guage. ,

-1 2 3 4 5 6 1

-2, Tho unit helped to dncreazo the cone :
fidence of:students in Zheir ability 9.

to use lanpuage. .
1 2 3 45 6 7 ,
3. 7Thc lessons were well wiithin the abili- 10.
ty range of most of tho students. :

l 2 3 4 5 6 7

4L, For most students the unit was success~
ful in achieving the stated purposes, - 11,

1 2 3 4 5 6 1 ‘
5. The unit provided a satisfactory bal.

arce between student- and teacher~ - 12.-

directed material, A
1.2 3 4L 5 6 7

6. The unit was appealing to children
“with wide intorestz and abilities,

.1 2°3 4 5 67 B
7. Th: unit was successful in drawing up-
on the students' intuitive knowledge -
about language and in encouraging them
to discover answers for themselves. 14,

Pk, -

12345607 1)

*

-

N --—------------------.5---..---7-------5&---,-~---

The Taacher Introduction and the Sug  ~ - .

gested Procedures provided sufficien’
infornaticn to enadle you to teach
the unit. s

1-2 34 5 6 7
The format of tho lessons and the
Teachers' booklet. was satisfactory.

1 2 3.4 5 6 7

The Supplementary Msierial contri-
buted to the effectiveness of the

unit, .
1 2 3 4 5 6 7 .
The unit made students aware of lan-

-

-guage as & human phenomenon, L

1 2 3 4 5 67

. The unit contributed to students*
- understanding -of some of the impor-

t.nt characteristics of human len-

. MO'.

1.2 3 4 5 6 7
The unit helped studerts understand

“how human language differs from ani-
" wal systems of communication,

1 2.3 4 5 6 1
The unit develcped in the students ar

appreciation of what human language

- epables us-to do. -
-1 2 3 & 5 6 7
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OREGON ELEMENTARY ENGLISH- PROJECT
University of Oregon
Fugene 97403 -

TEACHER ASSESSUENT: COMPOSITION GURRICULUM

Name of teacher

Date

School an 7city

Title(s) ofAesson(s)_

- Crade, level C~D _

- .
- _ - -

DIREGITONS: Each.time after you have i‘ihished tcach:mg four or five

-

composition

lessons, please complete one of these forms and send it to the Project office (addres:
above). Envelopcs will be furnished you, The judgments you make in this report will

be-tabulated with those of

" success of the unit. -

Sy
k3
p

~other teachers and fom the basis for an evaluation of the

This report asks for your informed opinion., Each of the first seven queslions below
is followed by numbers from "1" to "7." The numbers "1," "2," and."3" represent the
nerative (least favorable) end cf the scale, with "1" signifying the extrcme ncgative
opinion. The numbers’"5," ©6," and "J" represent the positive (most favorable) cnd
of the scale, with »yn indicating -the extreme p@éitiye opinion. . The number "4¥ rep-
resents the middle (average,-rieutral) position, Please circle the number tha in-

dicates most nearly your -opinion with- respect

to each question. .

+

1. The students seemed to efjoy the.lessons. °

-3

1 2°3°4 5 6

2.

The activity and/or discussion gave students something
to speak or write about. - - . )

The lesson(s) encouraged students to be_imaginative,

The iessdn(s) lielped students 7becane more aware of

ways to speak and write effectively, -

A 1.2 3
5. The teachet'sdi:gétﬁo’ns and materials v)gre ’;dequate'. 1 23 L 5 6 7
T 2 3

- 6. The purpose -of the lesson(:{) was generally achieved. L 5 6 1
7. The lesson(s) was (wegej successful with students’ - B ) :
of all ability levels. - 1 2 3 4 5 6 7

8. Which, if any, 7of the lessons in this group were nnusually successful? Please
give titles, . - - C .

9. Vhich, if any, - of these lessons were not successful? 'Pie‘ase“giv\e titles,

-, 10, What charges, if any, would you suggoest in these lessohs?

3




- 1. The lessons stmulate an 1nterest in- drama. among

OREGON E!B'TT-.NTmY ENGLISH PROJIIC’:
University of Orego
Eugene 97403

TEACHER ASSESSMENT: DRANA CURRICULUM

Yaine of teacher Pate

-

School. and-city

Lessons covered 1 - 10 T

PIRECTIONS:  As soon as “you have finished teaching enongh of this group of 1essons to
determine - 1t° degree of success with your students, please compleie this form and seit

- it to the Project office (address above). Envelopes will be furnished you. The jude -
-~ ments you make in this réport will be tabulated with those of other tcaeher.. and form )
.- the basis for &n cvaludtlon of. thc success of the unit, - ) T - .

.. -This rcyert asks for your :mfonned opm:.on. Each of the questions below is followncl

by numbers from "1" Lo "7." The numbers *1," ', " and “3" rcpresent the ncrative

(lcast favorable) end of the scale, with "l" signifying the extreme negative opinion.

The numbers "5, " "6, % and »7" represent the m.,ltzve (most favorable) end of Lhe .
scele, with "7"- mdlce.t:mg ‘the_extresie positive opinion. The mumber "4" réprescnts

- the micdle (average, ncutral) position. ‘Flease circle the nunber that md).cates mostr

) 'rearly your opmlon w:.t'x respe st to each question. -

the students. R 1 2 3 4 5 6 7
2. The less ons utilize subjects and situations that
-~ the students can readily 1aen.,1ry with. o 1 2 3-4 5 6 7
-3, The lessons help the students to hecome more , . .
- conscious of their senses. - 1 2 3. 4 & 6 17
- &4 The lessons prov:.de a spnngi»oard for the 7 o
- ~ students' own imaginations. - 1 2 3 4 5 6 17
5. The students participate quite easm and naturally )
in the exercises reqtu.rmg work in pairs or small ’
groups. , 7 1 2 3 4 5 6 17

6. In Lesson L, the students Aundérsf.ood what was meant

by character objectives and were.able to act them owt. 1 2 3 4 5 6 7

1. ai‘ The students enjoyed the audlo tape, Lesson 6. 1 2 3 4 5 6 17
b, They were able to follow directions from the

.tape easily. : 1 2 3 4 5 6 7

8., a. The -students enjoyed the taped story "The Silent
- Voice and the Witches." 1 2 3 4 5 6 7
b. They were able to imagine and identify with the

teelings of the witches, -~ - 1 2 3 &4 5 6 7

c. They were able to concéntrate well erough to
establish the mood and maintain it throughout

the story. 1 2 3 4 5 6 7
- d, They were satisfied with the way they finally
acted out the story. 1 2 3 4 5 6 17

9. - Do you have additional comments or sugg‘es;tions?

Grade level 5 7




Test . E Literature V<VI
Student ‘ S

RHYME SCHEME AND STANZA PATTERNS

1. Rhyme'scheme deals onli‘with . and consists siinply
*_ of giving the same letter value to similar rhymes.

-~ (1) end rhymes
-~ . (2) off rhymes
. (3) internal rhymes
- {4) eyerhymes - -~ -

2. If the last words of two verse lines that made up a stanza were

(1) aa ,

o= A2) ab R .
(% ba =
@) b | : ‘

3. '—}}fT'lrx'el‘t“Ymé séﬁemei for the’ls,tanzg given below is _

, ""The back yard world is vist,a'sg rk
_. -~ With belly-tickle grasg and stun =

~ - Of sudden sprinkler squalls that arc - ' L

-~ - Rainbows to the yap yap sun, "

- (1) aabe ‘ -
-7 (2) abba ’ '
= (3) abeb .
-~ (4) abab - )
4.~ If the last words of the four verse lines that made up a stanza were
.~ -down, clear, stood, and deer, in this order, the rhyme scheme
~ would be - I ' '

~ (1) aabe
(2) abba o -
(3) abcb . S
(4) abab : :
5.~ If the last words of’the five verse lines that made up a stanza were
-, cow, horge, coarse, road, and load, in this order, the rhyme
- 8cheme would be ., :

(1) abecab
(2) sabee.
(3) abbec
(4) aabed

A

ﬁpﬁer:gng-earth; ‘in that order, the rhyme s:chgmej wouldbe s

' I
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Test Rhyme Scheme “ - Literature V-VI
- and Stanza Patterns ’ ) :
;Student ‘

B 6 Arstanza form that is’ made up of two verse lines, one right after

7. A stanza form that consists o£ four verse lines with- a. partmular ;

. f
o apd Ayt A gt
L A
VIR

-~ (3) free verse

0 " Al
O o A N L e
gl e OF )

)

.
LRI

—(4) hmenck o »‘—' R A S :_11

g"' 8 A complex stanza form that ‘congists’ ofﬂve verse lmes, rhymes
Mo aabba, and is usually used for humorous poems, is- called the

"~ (2) couplet

9 . The stanza form gwen below 1s an example of which of the following?

the other, with the same end rhyme and the same length, is called
a . . .

- (1) quatrain - o ] ) : - ; ; 7
(2) couplet - : , - : o P
(3) ballad stanza : . L : |
(4) hmenck

rhyme scheme (example abab or abcb) 1s called the _ .

2(1) quatram “ x .
(2) couplet SRR

| 1—) jquatrain -

(3) ballad stanza
(9 hmenck '

"For scmethmg is amiss or out of. place , T
When mice with wmgs can wear a human face, " ‘ §

() quatrain
(2) couplet ‘ S
(3) ballad stanza . v ‘ S b

(4) free verse o I L b
110, The stanza form glven below- is an example of which of the following?
"There once wasa lady. from nger, : :

Who smiled as she rode on a tiger. ' — |
They returned from the ride, . : ‘ : : |
=With the lady inside, " - . $

Anda smile on the face of the tiger. : ‘ ;

. o i : |

(1) quatram :

(2) couplet

(3) lmerick

(4) free verse

:;"' i
¥ N i
P !L" .L2




‘Test: Rhyme Scheme
" and Stanza Patterns

- Student

11,

' Whmh of the followmg can be deScnbed as a quatram that is put to

a special use in a poem?

’ 7_(1) free verse -

(2) ballad stanza
(3) -couplet

(4) hmerick

,The stanza form gzven below 1s an example of whxch of the following?

= "Cateh and shake the cobra garden hose.
_ Scramble on panicky paws and ﬂee
--The hiss of tensing nozzle nose, :

- Orstak that snobbish bee," "~

- {2) couplet

{4) free verse

) quatram R

(2) “couplet--

-(3) hmerlck
(4) ballad stanza

,Of the followmg, mark the one which does not have a rhyme, i3 not

a formal stanza, and does not have a formal rhyme pattern.
(1) quatrain .

i

(3) ballad stanza
(4) free verse

"The stanza gwen below is an example of whzch of the following?

- "Itis hot today, dry enough for cuttmg grain,
and I am drifting back to North-Dakota -

where. butterflies are all. gone brown with wheat dust., "

(1) quatrain
(2) couplet
(3) ballad stanza’

~ (4) free verse

The stanza ‘given below is an 'eizarnple of Awl{xich of the following?

"O who- is this has done this deed,
This i1l deed done to me,

’ To send me out this time of the year

t0 sail upon the sea A \

(1) limerick - . :
(2) couplet-
(3)_ ballad stanza

Literature V-Vi ~

~
KJ,

R e
.




~ Test : " ) Literature V-VI
_ Student . . , )

ALLUSION

"Sing a song of dirty air, and smog that burns the eye;
» Four and twenty blackbirds baked up in the sky,

When the factory belched its smoke, -

The blackbirds ceased to sing:

Air pollutmn isn't good for any living thing: "

The poem above is similar to another poem you prebably know, The
other poem is abou R

7(1) going-for a walk . o , &
~(2)- blackbirds baked ina. p1e ’ S

(3) feeding birds in the w1ntert1me

1(4) playmg with a dog -

to another poem with which the poet expects the reader to be famxliar.

(1) allusion .

(2) a sentence - A ‘ .
(3) illustration . :
(4) a verb - —_— »

The poem given above most probably makes you laugh a bit
'because - . -

(1) you are thmkmg about Socxal Studies
(2) all poetryisfunny -
. (8) you have never heard of ' Smg a Song of Sxxpence

"I told them a thousand tfmes if1 told them once:
Stop fooling around, I-said, with straw and sticks;
They won't hold up; you're taking an-awful chance.
Brick is the stuff to. buxld with, ‘solid brxcks.

The above verse lines auude to which of the following?

(1) the story of the Old Lady Who Lived in the Shoe
(2) the story of the Three Bears

(3) the story of the Three Little Pigs

(4) the story of Little Jack Horner

Which of the followmg would orobably be trie if you had never read or
been told about the story mentioned in your answer to question number
4?7 :

1) the veree lines given ‘above would be funnier - :
(2) the verse lines given above would not be funny or as meaningful
(3) it would not make any difference
::(4) all of the above T

The poem. glven above is an example of - beeause it refers

(4) you are familiar with another versmn of! Sing a Song of Sixpence
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., Test: Allusion:

Literature V-VI
.’ Student , . .

8. Which of the following statements contains anzallusion‘?

(1) "Who do you think you are, George Washington? "
(2) "I am going to go for 2 walk.

(3) "Please pass the eggs." -

(4) :"What is the answer to. this question?" ‘

7. Which of the tollowing statements contains an. allusion?

(1) "Iwant aomething to eat," -
(2) "My name is Fred Smith, " -

(3). "And here he’is folks, our own Christopher Columbus ! T
- (4 "What hnppened to the magazine" "o

- B SR ""Z"Hey diddle diddle

: The physicists fiddle, LT
-~ °° _The Bleep jumped over the moon,
. ' The little .dog laughed to see- such fun
' - And died the following June. -

8, The above poem is an’imitation (or g_a_rodz) of the poem about:

‘(1) an 6ld man -and the. sea - - '
(2) "Hey Diddle Diddle, -the cat and the fiddle o oo
(3) an old man and England ' ‘
(4) "Hey Diddle Diddle, the dog in the middle o oo

9. If you were not . withthe original "Hey Diddle Diddle" .
poem you would ‘not understand the allusion.

-y

(1) compnred
(2) familiar
(3) patterned
*(4) sent ]

10. Which of the following describee allusion?

(1) All\:‘mon can, refer toa pereon, a place. an event, ora literary
work.
(2) Allusion can be found in everyday epeech literature, news-
.papers, etc.
(3)° The person who uses allusion expects others to be familiar with
" whatever is referred to. .
(4) All of the above,

A-15
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Test o RS . R Language V-VI . -
- Student - ’ :
* Unit II, HOW SENTENCES ARE MADE
, " Lessons 1-:6

Only one of the pairs of word strings below is a pair of sentences.
Which one is. it? A : '

(1) The orchestra played.
The football team. )

(2) The football team played.
The orchestra and the band.

- (3) The orchestra played.

-~ The band played too, - .

- (4) The orchestra,

S

“The band,

Here is a word Vstr,ingjzr The boys and girls, -Which of the word :
‘strings below could be added to thi 3,T£rs§ ‘word string to make it into.
‘& sentence? - - v T ' B

(1) school bells and recess - o S
(2) danced and sang- .
(3) parents =~ =
(4) sisters and brothers : -
Which of the following pairs of word strings are noun phrases?
(1) Ran down the gutter-
_Flew through the cloud
(2) The, rain water -~ -
- The single-engine airplane - \
(3) Flowed dowa the valley = : -
~ Stopped at the traffic light . - : ' "
(4) Poured down all night o B

Sparkied in the morning sunlight

In order to make a sentence using the word string "The bird, " what .
type of phrgée'voulq you need to use?

(1). noun phrase
(2), verb phrage -

A slash line (/) divides each of the following sentences into two parts.
Which 'of the sentences is divided into a noun phrage and a verb .
phrase? oo T

(1) Water ran down / the gutter, = -

(2) The brownhorse / galioped-along the road, -
(3) The twinkling stars shone brightly / in the sky.
(4) Dark, mysterious / clouds ldomed gver the sky.

. 3 ’ S
T : - ’ )
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. Test | L Language V-VI .
e . Unit 1T, HOW SENTENCES.. - : -
. ARE MADE: Lessons 1-6 A >
‘6. A sentence is made up of 4 -
(1) a noun phrase plus a verb phrase,
- (2} a noun phrase or a verb phrase,
“(3) a noun phrase only. ]
% (4) a’verb phrase only. , -
i 7. Inthe sentence "The spider spins a.web, " what is the word string i
; "The spider” called? ~ ° | - .
y i:{ (1) verd phrarsé only . ,
‘ (2) subject noun phrase ‘ =
- F ~(3) noun phrase or verb phrase - '
o (4) subject verb phrase |
. ] 8, Which otthefollowingphrasescontﬁna anoun? -
o e |
- (2) ate slowly. - o T :
- (3) horse galloped . - S -
(4) galloped loudly . ‘
9.  Which of the toil@wixjg are plural nouns?
(1) baby, girl, men -
o (2) house, woman, crowd ';:
- . .{(3) team,:army, forest -
(4) ladies, men, birds 7 A - C
- 10, What do the foliov;iing word strings have in common? ~
' the ' * -
all of the
‘none of the - :
' one of the -
~—— (1) They are determiners and go before nouns. :
_ (2) All of them are complete noun phrases, ;
(3) The word usually following each of them is a verb, *
) (4) They are-verb phrases-and they are fncomplete,
11,  Determiners ususlly consist of 7
- (1) most of the words in a sentence,
(2) all of the words in a noun phrase.
(3) words that go before nouns, .
(4). worda only found in verb phrases. e
L AYY
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i T\eet ' - Language V-vI

Ry Unit II. HOW SENTENCES
ARE MADE: Lessons 1-6. ,
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12, Something used in plaee of a noun or noun phrase is-called a

(1) noun phrase.

(2) verb determiner,
(3) pronoun,

(4) null determiner.

13, Which of the following words are nouns or prerioune?

_ (1) the, all none
"~ (2) black, fast, went
(3) three, jumped, dead
(4) §, horee, they
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Student

. . .
WHAT IS LANGUAGE ?
Lessons 3-9

1. - Which of the following go together to make a system?

(1) grass, railroad tracks, stream in the forest - .
(2) railroad tracks, railroad ties, railroad track epikee
(3) doors, eidewelke airplane flying over the mounteioe
(4) ochool class, football game —

I

2. Which of theee best deecribeo . eyotem?

(1) orderly, predictoble, or?nized governed by rules and laws
(2) governed by laws end but not orderly, not predlcteble,
- - not organized e
o (3) orgelzly, predicuble orpnized but not governed by rulee
* - -andlaws :

. Y a collection of unrelated thinge. ideu, people

3. Longuege is similar to a. complete nilroed oyltem beceuoe both
-~ of them heve unito which : .

.

(1) ¢o t ether in juot any order.

(2). -usually do not go-together.- - .-

(3) go together- itre certain order- to get & job done,
(4) are mechenicel loug end unoyetemet!c.

. 4 o Lenguege isa eyetem beeouee it consiote of

( 1) parts that are oomettmeo rehted. . -
(2) parts that go together in an orderly way ecoording to rules.

(3) new rules that are made up when needed.

(4) parts that never g together to make up & whole.

S. In which of the Iouowiug do we uoe epoken or written language
) systems?

(1) science

(2) mathematics .

(3) language arts and social otudiee
(4) eu ottheee '

.. Wben you and a Iriend are telking to eech other, which of the following

are you uoiug?

(1) words and phruoe

(3) ideas o
(3) sounds and movemem :
(4) all of theee

S f Y R ’
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Test ‘ ‘ - Language V - VI
Student

- 1.

8,

10,

11,

Which of the following groups of words would most likely be part
of the language system of English? :

(1) wings the in and sky f13 high-airplanes have

(2) some rivers are wide and flow lazily alo ‘ .
(3) are snow with covered and mountains sometimes high
(4) red roses flowers are fragrant usually

Which of the following people should have the least trouble under-
standing you when you talk? - - o

(1) 2 student from England -
(2) a boy from Japan -~
(3) a girl from your own school class
(4)-a teenager from Thailand '

-

If a friend of yours from Mexico spoke to you in English, but put

his words in the order in which he would speak them in Spanish, then:

(1) he would put them in the same order you would, :
(2) the words of some sentences would seem out of order to you.
(3) you would probably not understand him at-all,

(4) none of his sentences would differ from yours.

Imagine thntyouukedafrieud, "When are you going to unch?"

Which of the following best describes what-has just happened?

{1) You didn't stop to think about correct sentence structure before
you spoke. R ‘ :

(2) Before you spoke, ‘you made sure both & noun and verb were

. present-in your question, ‘

(3) Youkmlde sure the verb was in the correct tense before you

(4) You had to stop and think of the word for noon meal ("lunch")
before you spoke. i o -

-Because a person speaking his native language hardly ever.stops to-

make sure his sentence structure is correct before he speaks, he is
showing that =~ .

* (1) ianguage is natural and does not have to be learned.

(2) language has been leirned so well that we use it automatically.
(3) most of the time we are lucky to be understood. -
(4) the rules and related parts of language are not necessary.

A0
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