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A TRANS~ATIANTIC QUEST: REFLECTIONS ON PRACTICE
TEACHING 1N LANCASHIRE, ENGLAND

Marian L. Martinello ST COPY AVMLABLE

Twenty~three Americans left home on March 16, 1972 bound for a country
no larger than the State of Florida but considerably slder and more steeped
in tradition than any of the states--England. Their length of stay abroad
vas to total eleven weeks. Their asasignment was to practice teach in English
primery achools. Their quest was to learn how to informalize and integrate
the school day.

The group was comprised of twenty women and two men students enrolled
in teacher preparation programs in the Department of Childhood Education of
the University of Florida. The students were accompanied by a faculty member
of the named department who, alternatively and simultaneously, functioned as
group guide, supervisor, counsellor, confidant, consultant, interpreter,
critie, defender, public relations person, and mother. This paper represents
that many-roled group lecader's attempt to reflect on the students' pro-

feasional experiences in Lancashire County, England.

Informal Teaching and the Integrated Day: Definitions

By informal teaching, English educators do not mean free, unstructured
activity on the part of children. They use the term in its strictest denotation,

i.e., as the antonym of formal teaching wherein the teacher works with a class



of children as a totality, attempting to develop learnings through lesson
sequences and text assignmonts while maintaining the same standards of achieve=
ment for all regardless of individual difforences in ability or achievement.

By contrast, tho term, "informal teaching,  refers to the teacher's structuring

of the class environment and the children's tasks in such ways as to prom te
the simultanceous occurrence of different activities undertaken by individuals
and groups. The good informal teachex holds different etandards of achieve~
ment for different children. He works from children's interests rather than
exclusively from textbook lessons. He acts 8s coordinator of the multiple
strands of activity engaged in by the children which he seeks to stimulate,
connect, and extond,

It is particularly worth noting that whereas Americans tend to associate
informality in teaching with the blurring of gtatus lines in interpersonal
relations (particularly where this pertains to the location of authority in
classroom rolc relationships), the English d> not entertain similar connotations
of the term. Indeed, interpersénal relations among head teachers and their
staffs, teachers and children, school people and parents were found to be
highly formal in that status lines were sharply drawn, roles clearly defined
and secparated, and cemmunication patterms governed by norms for role relation-
ships. 1In the classroom, children are expected to honor the soeial distance be-
tween teacher and pupil. The English teacher does not relinquish his authority
as group leader. Rather, hé may be seen to continually reaffirm the authority

vested in his role in his interactions with children,
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The term intcgratcd day has a host of meanings even among the English.

Many thinga orc done in the name of integration which secm inconsistent with

the dctonntive meaning of the word. Where attempts at intcgration of sturdies

were obscrvable in the classrooms visited by tho Americans, the practices

secmed to foll into two major categories:

1,

2,

Integration of studics sometimes mcant that & child's interests
(whcther self-detcrmined or teacher-~stimulatcd) were utilized as

the source of thematic material for reading, writing, number work,
and creative exprcssion. For instance, from n child's painting of
an experionce or subjcct of intcrest would be drown idcas for
written work, rcading, and maths. These areas of study would thus
be inteopraoted to the degrce that they emanated from a centranl theme.
The tcacher's rolec involved cxploring all possibilities for languonge,
oumber, and creative work from as many themes of interest as were
represented among members of the claas.

The second (and more often cited and observed) category of
intcgrated day practices refcrs to the timing and differentiation
of activitics in language, moths, and creative expression. When
children were cngaged in varicd activities at diffcrent times and,
to some extent, by self-determination of when activitieg were to

be undcriaken aand how much to accomplish at one sitting, the in-
tegrated day was considered to be in operation. Thus, a child
might dececide to do his maths work early in the day amd to complete
"x" number of work cards or tasks as directed by his teacher,
followed by creative explorations in the visual arts, then some
writing stimulated by work cards, rcadings, intcrests and/or
experiences. He might finish his day with reading relative to an
assignment or a scli-detcrmined intarest, Not all children would
necessarily attempt so many types of activitics during any oone day,
but certain teacher~held cxpcctations for children's completion of
language, maths, and creative work would serve as a rcfcrence point
for each child's selection of nctivities during cach day or week.
In this scheme, children and teachers would not nccessarily nttempt
to derivc activities for all types of skill development from one
topic of interest. Maths work, writings, readings, and other studies
might not necessarily be interrelated through a theme.
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The first definition of the integrated day is far wmore demending,

operationally, than the second. The teacher's task can become overwhelming ‘
as he tries to tap all the children's idcas for development of entirely indi-
vidualized curricula. Perhaps this is why only one teacher of the fifteen
(in thirteen classrooms) to whom the American students were assigned for .
practice teaching presented a model of teaching which fostered integration
of children's studies in the spirit of the first definition. A description

of that teacher’s methods is offered here by way of example:

The class was comprised of seven~year-olds who had experienced informal,
integrated approaches to education during the year prior to the one in
which the Americans met them. Thus, the children might he considered
experienced in the mode of class activity advanced by their teacher.

Each day, the children assembled as & group with their teacher for
discussion of activities already underway and possible extension of
those activities or e¢xploration of new areas of interest. During
these discussions, the children and teacher would plan their work.
Plans were generally made on a continuing basis; the expectetion was
that once begun, a picce of work would be completed. Stress was
placed on individual assumption of responsibility for the process and
product of all work undertaken.

All the children were required to complete scme matha, written work,
and construction or c¢reative arts activity during the dey. This re~
quirement was flexible in that quality standards were weighted more
heavily than quantity standzrds. If a ¢aild was attaining special
accomplishment by working on one activiiy for most of a day, he was
permitted to continue doing so., The stipulation was that by the end
of each week, or at each checkpoint (which occurred frequently),
some balance among types of completed work was to be attained. 1If,
in the teacher's judgment, the child did not regulate his own work
with sufficient discipline, he would be directed to undertake assign=-
ments in areas of study which he had not given adequate attention.

The children were encouraged to develop their own ideans for working
through an interest to extend their maths, language, and creative
capabilities. But . the teacher was keenly aware of possibilities for
the extension of children's interests. Through carefully phrased and
oftinos-~leading questions, ghe directed & child's attention to new
possibilities for study.

_—




P

Most of the class day was spent in individual and small group work for
varied skills development, all interconnected by & common theme. For
instance, when studying space flight (an interest which arose during

a class discussion of an Apollo Mission underway at the time end
cultivated by the American students), the children identified diverse
possibilities for exploration. Two children built & lunar rover using
Junior Engineer blocks. When the vehicle was compieted, the building
process was recorded by the children as were measurements made of the
model's dimensions. Other children became intrigued with the lunar
surface and made & papler mache model of lunar terrein. Associated
written work reported findings relative to moen creters and lunar soil.
Maths ectivities included scale measurements of lunar peaks and de-
pressions. Another set of gsctivities was instigated by some children'’s
report to their peers on the theoretical prediction of a previously
unknown planet in the solar system which had been reported in the news-
pepers. Imaginative writing was begun about the unknown planet, its
characteristics and possibilities. Paintings and collages were created
to accompany the stories. Nimber work on rclative distances among plenets
in the solar system was explored. '

When an area of children’s interests did not lend itself naturally to
writing or nunber work of some purpose and variety, the children's
interest~provoked activities were supplemented by work cards and other
materials for skills development.

The children met with their teacher as a unit for creative movement

and story times. A reading program was carried on apart from (and in
addition to) the interests explorations to insure the continuing develop-
ment of reading vocabulary and skills.

The teacher maintained high standards for work of every type under-

teken by the children. When work whiea was Jjudged to be of inferior
quality was submitted, the chlld was eipeccoted to renew his efforts

on the same tasks to improve the quality of the product. This regu-
lation was strictly enforced. It served to 1up.2ss upon the children the
seriousnesg of their work and the emphasis on both quality of perfor-
mance and product whic. the teacher mede explicit by word and action.

The children always knew what was expected of them.

Although the children were at liberty to embark on learning activities

of their own choosing, with teacher spproval, the class was highly
structured. The teacher reteined her position as group leader at all
times. She was typleally English in this regerd, especlally where

control of social behavior was concerned. The class appeared to run
smoothly beceuse the teacher was aware of everything thet was under-

way in the room. She was decisive in her behavior at all times, never
appearing to be at a loss for ldees Or recommefidations. And she main-
tained close supervision over the children, constantly reinforeing
appropriste standards of work and checking potentinlly disruptive bechavior.
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This was not a permissive c¢lassroom. The tcacher uscd directive
techniqucs often. She employed methods of lcading children to
develop understandings by asking a series of focusing questions.
Although the children were invited and encouraged to define
directions for themselves, the teacher assumed much responsibility
for aiding that process and pointing children to possibilities
they might not have thought of for themselves. The effect was that
atudies werc centered sbout themes and myriad activities emerged
from those themes. Because the teacher was sufficiently knowledge-
able and demanding and intent on forging conncetions among the
children's work, she wes able to engineer some very sophisticated
programs of study with and for her children. The work products of
these seven-year-olds were often impressive,
Such was the pattern of activity which was evident in one clasaroom
where quality education, through integrated studies (as measured against
the standards of the first definition offered earlier herein), was ia pro-
gress. OQf the other classes in which the American students were placed, three
were progressive in the sense of the second definition of integrated dey
practices; five were about midway on the traditional-progressive, formale
informal, segregated=-integrated continua; and four classes were traditional.
In all fairness to the English teachers with whom the Americans
associated, their attempts to integrate end informelize their children's day
should be acknowledged. Yet many were experiencing problems of noe small moment,
problens which militated against the smooth flow and continual upgrading of
children's involvement in purposeful work. Poor quality of workmanship and

achievement was sometimes evident as weli. (These problems are referred to

again in subsequent pages where an attempt is made to analyze them.)
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While cnch clnssroom presented a somewhnt different picture of structure
and the nnture of children's work thorein, there was o pattern which became
evident in tho clpssrooms of infnntsa' tenchers who weore moking ottempts to
move toward informalizing nnd integraoting their children's work. Essentinlly,

the pattern wns 0s follows:

The children, often verticnlly grouped and representing ngos five,

six, and seven, were regrouped within the class most often by age.

Each group was designoted by o color. For example, the fives might

be color coded yellow, the gixes red, nnd the scvens green. The
curriculun was divided into three ercas: maths, writing, ond "crentive.”
{This 1lnst label usually referred to freo nctivity with voried prts nond
crnfts media.)

Tho classroom was gencrally orgonized with nn aroa for maths work, one
for writing, cnd one for "creative.” A chart for ench day of the week
was often disployed. It designated which group would begin ench aren

on which doy of the week gt cnch timo of dony. The doy wns divided into
four time units, punctunted by morning breank or playtime of gbout fiftecon
minutes, dinner or noon brenk ©of one ond o half hours, and aftornoon
ploytime of fifteen minutes. The first three scgments of the class do¥
were used for ench group's undertaking of nctivitios in ench of the
curriculum areas. Tho final sogment of the dny wns usunlly used for story
telling, group signing, “show and tell,” or discussion. At othor times
during n weck, adjustments in the timetoble would be made for crentive
novement &nd other large group activities. A timetable for one doy might
appear as:

Maths Writing Creati~e

9:00-9:15 o.m. Attendonco/Routine/Orientation to Schedule
9:15-10:30 a.m. Yellow group Blue group GCreen group
10:30-10:45 g.m. = - = = = = = = =Playtime= = = = = =~ = = = = = =
10345~12:00 n.m. Bluc group Greon group Yellow group
12:00=1:30 pills = = = = =« = = ~ == PiNNEr~ = ~ =~ = = = =@ = = a0 = -
1:30~2:45 p.m. Green group Yellow group Blue group
2:45=3:00 p.. = - - = = = ~ =~ =« ~Playtime- = - = = = - - = - - -

3:00-3:30 p.m. Storytime/Discussion/Other class anctivities
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The childreon would report to the table, s*ation.or bay designated for
the activities in a curriculun area accor.dng to the class timetable.
Once at that location, activities might be varied (offering choices
among alternatives) or uniform (in the event that tbe teacher had one
activity proparod for all the children to undertake when their turn

at the aroa was at hand). An observer would sometimea find the fives,
s$ixes, and scvens doing similar tasks at each aroa as their turns came
due. Much hinged on the imagination of the teacher, her knowledge of
the children, and her ability to prepare sufficient materials or stimuli
to spark the children'a interests. This is no small task. Thua,
variations on a theme of work were not always in evidence. And, the
children were not always sufficiently challeuged to probe an activity
beyond its most superficial elements.,

SOME ASSESSMENTS OF EDYCATION
IN LANCASHIRE. SCHOOLS

In the author'a capacity as stddent teaching suporvisor, sbe spent days
in achools on repeated visits. Because students were paired for work in
classrooms, it was not unusual for tbe writer to gpend a morning or an after-
noon with a pair of gtudents in their c¢lassroom,often becoming involved in
work with children. In addition to spending many hours in classrooms where
the American students were working, tbe writer was able to visit other
schools where outstanding use of informal, integrated practices was in evidence.
The intengity of this type of clagssroom visitation natureclly led to reflection

on the experiences for assessment of what was seen and done  n Lancashire

schools.
Discussed below are some of the writer's positive impressions of English

priwmary education.

Seriousness and Clarity of Purpose

By contrast with most Anericans, tbe English are serious-minded. Thia
cbaracteristic 18 evident among the beat teachers who know what they are about
and approach their work with an intensity which precludes the jovinlity

ERIC
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characteristic of so many Americans. In part, thelr seriousness may be an
outgrowth of their cuiltural upbringing. But it also reflects their apparent
lack of need to adopt a monserious posture as a smoke screen for feelinge

of uﬁcertainty (or inadequacy).

The most successful teachers were bighly analytical persons. They
appeared to have given a great deal of thought to their tasks as teachers.
From this thinking they drew their views on education in general as well
ag their qirections for work with specific children. They seemed to possess
a certainty of belief and sense of direction which commanded respect whether

or not it met with agreement.

Organizeation

Ability to organize the physicel spece for children's activities,
the materials within that space, the temporal dimension of the class day,
and the deployment of people through time and space was a prominent
characteristic of the hest English teachers. Even thogse teachers who were
not apparently "im charge of" activities at any particular time, were Guietly
in command of the situation. Everything that went on in their classrooms was
a result of theilr structuring of space, materials, time, movement patterms,
end possibilities for activity. WwWithin the structure, which varied from
teacher to teacher, the children had some freedom to operate--but always
within the boundaries of the structure established by the teacher. Children
were sometimes invited to participate in this structuring, but rarely were

they asked to asgsume major responsibility for it. ‘the children's task was



viewed as carrying on with the work they had undertaken, not the adminis-
tration of the classroom. They were delegated responsibilities for main-
taining the environment (tidying up and contributing materiels), but they
were expected t; focus theilr atteniion on substantive tasks with the same

seriousness of purpcse their teachers exhibited relative to instructional

responsibilities.

Fatablishment and Maintenance of Standards

The teachers who were doing the best work with children, in the esti-
mation of the writer, held high standards for the children's attainments in
all areas of knowledge and skills development. Most importantly, they were
able to articulate those standards, defining them with sufficient clarity
to make known to the children and others exactly what wag expected. The
standards might vary from child to child, as one would expect if instruction
is consistent with the theories of child development which recognize indi-
vidual differences. But, the most able and successful teachers were not
compromiging in the epplication of those standards for quality of work to
every actiﬁity 8 child undertook. Wwhen & plece of work or a creative pro-
duct was considered to be of poor quality for the particular child, the work
was returned with the requirement that it be improved. The teacher would most
often indicate what was lacking in the child's work but would rarely give so
much help that the child could hastily revise his paper without critical self-
evaluation. The onus was Placed on the child to find the means of attaining

greater perfection in his work.
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The products of creative expression were ovaluated as critically as
other work. Acosthetic criticism was as much a part of the teacher's ovaluative
activities as assessmont of language usage or maths skills. The best teachers
rarely accepted anything without critical appraisal. Assessment did not take
the form of nunber or letter gradeos. The criticism was often given orally at the
time the child submitted & piece of work. When this was not feasible becausge
of time preassures, the criticism might be written on the submitted work product.
The important point is that the most effective English teachers knew what ex-
pectations werc appropriate for each child's achievement and made these clear.
When the children undorstood precisely what was demanded of them, they had

little difficulty meeting those expectations.

Delegaticn of Responsibility

"Make the children do" was the direction the English teachers frequently
gave the American students. Even the teachers who had not attained full inte-
gration of studics in work with children were very cepable of delegeting re-
sponsibilities.

'In the best organized classrooms the children were expected to find
materials they nceded to carry on their work. Those teachers who were intent
on develeping children's self~direction in learning helped their children raise
questions or called questions to their attention but then directed the cbildren
to find means of obtaining answers, given only those clues the teacher deenmed

appropriate.
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Childron were expected to carry out all tasks pertaining to care of the
physical environment. 'Tidy up” meant put things in order, attain nceatness.
Children were not pormitted to neglect their responsibility to return materials
to their rightful places, discard trash, and keep their possessicns carefully
stored when not in use.

Responsibility for looking after younger children was often delegated to the
most mature children in vertically grouped classes. The older children were
expected to help their younger classmates in many ways, from assisting with menial
tasks to helping with an academic assignment. Children were often paired for

this purposc. The older children sericusly discharged these responsibilities.

Perception of Possibilities for Studies

The outstanding teachers posscssed highly developed capabilities to
perceive many directions for s%udy arising from topics of interest. These
teachers had excellent brainstorming skills. When a child approached a per-
ceptive teacher with an interest (even if vaguely defined), the teacher would
generate a host of possible directions which the child might take to extend his
study. This appeared to be a critical teacking skill because many infant and
Junior children are not always able to define directions for probing an interest.

The teacher's ability to generate suggestions from which the child might
sclect the most provocative was important for the maintenance of involvement
in undertakings which could be fruitful of mony learnings. without such idea
stimulation, children could, and often did, f1it from activity to activity,

i.e., touch the surface of many things without probing any one idea in sufficient
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depth to constitute & challenging, stretching intellectuasl experience.

Lead Questioning

Anotber skill which the most effective teachers demonstrated time and
again yas the ability to ask questions in a sequence which built upon an idea
or aided the child in arriving at a correct answer. The questions asked
were rarely open-ended. Most were tightly structured to elicit a correct
regponse, sometimes a yes or no answer. Although these questioning patterns
did not encourage the child to do much talking while responding to them,
they did serve to take him toward an answer which he was certain of discover=-
ing 1f he correctly answered the preceding questions. In essence, the
teachers who used this technique werec programming the material to be learned,
using branching questions at those times when the child wag unable to correctly
respond. Ability to skillfully formulate lead questior sequences requires:

(1) depth of knowledge of the idea or concept to be developed, (2) ability to
use language and phrase questions in precise\ways o that each question clearly
indicates what is being asked, and (3) knowleéke of the respondent's preparation

for handling the idea under examination.

Conservation and Creative Use of Materials

England is not as affluent as America in its educational soiftware and
hardware. The scarcity of paper is evident in shops where paper products
are expensive and paper bags unavailable without charge. The schools too
have smaller supplies of paper products than most American schools and so,
conservation of what exists is mandatory.

American children are wasteful by comparison to their English coounter-

O parts. English teachers require children to conserve materials.

ERIC

IToxt Provided by ERI



-ld-

A great deal of writing and crecative expression is encouraged, but matcrials
-used for such purposes are thoroughly used. Once begun, papers are not discarded
even if many errors nced to be corrected on the copy. Erasures are not

generally allowed~«perhaps beccause erasers or rubbers, as the English cali

them, are not in plentiful supply, Children are expected to bracket or cross
noted errors in their written work and correctly rewrite the work or phrase

on the same paper.

Great emphasis was placed on the reuse of discarded items. Children and
teachers collected waste materials for use in construction and visual arts.
Food packaging, fabric remnants, and sundry odds and ends were in constant
use for all types of exploratory work in the sciences and arts.

‘Most of the schools were not well stocked with commercially prepared
materials, teaching devices, or reproductive machinery. However, the head
teacher who ordered wisely bought materials which could be used by children
and teachers to makc their own instructional aids.

The absence of reproductive machinery mandated the children's economical
use of materials. Work cards, for instance, might be present in single copy
and had to be workcd from as one would the page of a book. Sometimes, but
not always, this required some copying of questions. The point is that the
children were expected to work from cards and other materials, only avail-
able in single copies in the classroom, in ways which would preserve the
materials.

There was a notably pleasing absence of duplicated worksheets in all
clagsrooms visited. In the better classrooms, the children's written work
usually evolved from an idea or experience they had rather than an assignment

x shaeet or card the teacher had made {or copied from a textbook).

IC

IToxt Provided by ERI




-15-

No classroom visited h&d such equipment as overhead projector, tepe
-recorder, slide projector, or 16 mm film projector. Some classrooms boested
& phonograph. Fow had a television receiver or radio and vidootape cquipment
wes nonexistent. The teachers used charts and chelkboard for most of the
meteriels they wished to post. Because instruction wes not carried on with
the entire cless, there was little need for enlargement of printed maeteriels.
The absence of film projectors end films meent that teechers haed to rely
on books end pictures to enhance children's store of vicerious experiences
(though gchool libraries were not as well stocked a; Americen schools' medin
centers).
The best teachers mede extensive use of the cut-of-doors environment.
Trips to nearby places of interest were a major source of stimulation for

study.

Problem ldentificetion

Ability to pinpoint the cause of & child's difficulty or a cless problem
was possessed by the most eccomplished teachers. To some degree, this cepability
is related to the excellent standard of language usege on the pert of the
English cducetors. But this skill of problem identificaetion goes beyond
ability to use words preciseiy. In the case of the English teachers, ability
to identify problems seemed a product of experience end professional studies
which developed the teescher's knowledge of how to perceive s situstion objectively,
i.e., step out of it to focus sherply on all possible contributing factors in
en effort to define the core of the difficulty in terms others comprehend. Need-
less to say, not nl1 English teachers practice this highly sophisticated problem

solving technique. The rost successful teechers use it ragulerly.




presontation of Children's Work

Ths mahy displays of children’s work found in the schools visited were
ofter impressive. In the most exciting classrooms, they were awesome. The
tvest English tenchers are sensitive to nestheticaslly plensing modes of pre-
senting children's work products. They create displays which are colorful,
explanatory (by statement or implication) of the process by which the pro-
ducts wore created, and illustrative of several types of expression (visunl
and written). The displays might mark the beginning, middle, or ead pro~
ducts of some study. Tho good cnes commanded attention. They provoked
reflection on the nature of the studies undertanken and their possible extension.
They engendered in the viewer respect for the creators.

Such were the strengths of tho best English primary teachers the writer
met while working in Lahcashire. .Being human, they had their woainesses as

well, Those which were most often evident are presented below.

Coping With Vertical Grouping

Theoretically, the combining of five, six, and seven-year-olds provides
opportunity for children to progress at their own rate of growth regardless
of chronological agzo and maturity at any point in time becnuse the mix of
ages demands that the teacher cater for differences rather than apply one
standard to all. Mixed age groups also cncourage peer teaching. By living and
working together for three years, children and teacher come to know one another
sufficiently well to permit the accommodation of individual needs.

In practice, the combining of five, six, and seven-year-olds seemed to
compound the instructional and organizational problems teachers faced. The

difficulty appeared to stem from the widened range of ability and maturity in
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eaeh class comprised of three chronological ege groups. Even the most con-
scientious teachers found it hard to provide equally well for all the children
in their classes. It was not unusual to find the older children bearing so
much responsibility for watching over and helping the littlest ones that the
helpers remained unchallenged. Although the value of the seven-year-old's
experiences in teaching the younger children should not be underestimated,
the fact that they spend more time reviewing acquired learnings then explor-
ing new ideas, developing more sophisticated concep}s. and refining their basic
skills must be recognized as a serious drawback of vertical or family grouping.
In the writer's estimation, the seven~year-olds in most vertically grouped infant
classez were not being stretched.

The English teachers and county advisers pointed to the possibility
of five-year-oclds being forpotten in vertically grouped classes where emphasis
was placed on preparing the seven-year-olds for junior school. The stated
objection to such situations was that the little ones were left to play too
long while the teacher worked with the older children. This, of course, can
occur, but tbhe writer found the older children to be the forgotten ones in most
cases, In addition, she felt that the fives were often pushed too hard to
achieve and played too little. As one perceptive student remarked when worry-
ing aloud about the five-year-olds in her vertically grouped class, "They're
not having much chance to develop social siills. Too much reading and writing
1s expected of them. They're not ready for that yet."

Though multi-age grouping was in evidence in junior classes, it was not
the dominant organizational pattern. Where children of different chronological

ages were combined in one junior class, the age range rarely exceeded two Yyears.
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On reflection, the difficulty observed in vertically grouped infant
classes seemed directly related to the three-year span ¢f age mixing which
expands the teacher's problem of providing appropriate tasks and guldance
for children at diverse stages of developmént and achievement, Such differences
are in evidence in any heterogeneous group of children of one chronological
age, While one may find five-year-olds who are more advanced socially and in-
tellectually than some seven-year-olds and who can benefit from instruction which
would be considered appropriate for older children._most five-year-olds are at
a different stege of development than most sevens. The difference between fives
and sevens in social maturity alone 1s dramatically evident in most vertically
grouped slasses. The teacher's task becomes unreasonably complicated because
she must cultivate the short-lived interests of her five-year-olds who, in
spite of thelr pursuilt of self-identified interests, may not bave the skills
necessary to explore possibilities for extending those interests. The teacher
13 often hard put to keep her fives constructively engaged while also challeng-
ing the older children who are likely to be capable of doling more with an interest
than their younger classmates can or wish to do. These are exceptions, %o be
sure, but the seven-year-olds the writer obscrved were readier tbhan the fives
for extension of interests and assumption of responsibilities. This seemed to
be true even i1f tbe sevens did not possess highly developed basic skilla. Most
teachers observed tended to focus thelir attention on the fives oecause they
demanded the most attention. The sixes got some attention because they were
eager for help with what tbey were doing. The sevens were employed as teacher
aldes.

While the best infants' .teachers tried to encourage individual children

[ERJ}:to pursue their own interests, the teachers who were less capable in using

IToxt Provided by ERI
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informal methods of teaching grouped the children by age. Thus, the fives
‘comprised a separate subunit of the class as did the sixes and the sevens.
Such subgroupings did not permit much cross-nge grouping for instructional
activity consistent with children's necds, whether derived from children's
interests or teacher-initiated assignments.

The greatest benefit of vertical grouping may not be derived from
the mix of different ages. It seems to be derived from the children's three-
year length of stay with one teacher whe is able tq intimately acquaint her-
self with the special needs of each child during the duration of their
association. Perhaps teachers dislike having to begin with a totally new
group of children every three years. Certainly, there is merit in the notien
of gradual turnover in class membership. In the writer’s view, a more sensible
arrangement would be the mixing of children representing the eguivalent of only
a two-year age range. Or, a mixing of ages in such a way as to decrease the
number of very young children demanding special attention might enable the
teacher to divide her time more equitably among all the children in her class.
The group could remain together with one teacher for two or threce years, there-
by having the advantages derived from extended association .with, of course,
provision for changing class placements in response to special personality
needs in teacher-child relationship#,. Furthermore, some attention should be
given to mixing upper infants and lower juniors to deliberately biur the dis-
tinction which currently exists between infant and junior schools.

Few of the junior classes the writer visited offered children as much
opportunity for pursuit of interests and development of expressive capabilities
a8 even the least inspiring of the infant classes. Some cross-fertilization of

O _ teaching methods and philosophical orientations between infant and junior




-20.

teachers might help hasten the mttainment of continuity im children's educetion

(especially as they move from infant to Junior classes). It is distressing
to see the paucity of children's crentiveness, 'both qualitative and quantitetives

in even the better junior schools.

Record Keeping end Evaluation

Perheps the groatest instructionel handicep of informel, integrated
methods is related to record keeping and evaluation. When thirty-odd children,
representing that many levels of development, mpre pursuing different activities
at different times, it is mondatory thnt the teacher keep clenr records of
work completed, achievements, and neoeded instruction. Most of the English
teaehers found this task en unwieldly one. Therefore, records were inadequately
kept.

Most often "tick” sheets of completed activities were mpinteined. These
experiential records did not provide éufficientlinformation about the quality
of children's work or, indeed, the nature of learning problems encountered.
Some teachers maintained tick sheets for skills in math and reading. Rarely,
however, were these ns extensive as the check lists American textbook series
provide teachers. (It is worth meationing that a math text prepared for dis-
wribution in England was being looked to by Lancashire infants' teachers for
identification of specific skills to note im providing instruction in maths
because the teachers were a@are of their inadequate provision for varied and
sequentinl maths learnings).

Teachers claimed that they had mental "records” of their children's
capabilities. Undoubtedly they did, to some degree. Yet, the American

students may be credited with the maintenance of mnecdotal records for the:
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children. By so doing, they brought to the attention of class teachers the
intellectual, emotional, physicel, gnd social achievements and needs of many
children. -
The fact remains that extensive record keeping end regular asscssment ere
importent 1f informal teaching procedures are to be effective in helping
children make the pmost of their school experiences. The teacher bears the
responsibility of providing the chellenge. Not ell children are equally intent
on stretching their minds. To sllow them to lie fallow is as immoral as
pushing too hard in directions which are not sutiaﬁle for the child. The
teacher who allows a chiid to spend his achool day, week on end, super-
tic{ally flitting from one thing to another is contributing to the waste

of human talent. This is a8 serious concern in attempts to informalize education.

Forcing Integration of Studies

Integration of studies can be marvelously successful in helping children
develop naturally while enjoying the process. But the problem of super-
ficielity is a threat to effective use of children's time. 8o is the arti-
ficialify of much that cen go on in the name ¢f the integrated day. Even the
best teachers sometimes fell into the trap of trying so hard to integrate learn-
ings that the direction of children's studies bordered on inanity.

Referring back to the purist’s definition of integration which was
offered earlier hercin, one can recognize the poasibility of attempting to
force an area of interest to develop more learnings than it can naturally
yield, thereby violating the integrity of the interest or the discipline of
knowledze which i forced to fit the interest. For instance, it was not un-

likely to find that:
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1. because children had made papier meche animals, they were
expected to weigh them;

2. beceuse a child had become interested in wild flowers, he was
required to count and add various combinntions of wild
flowers;

3. because cﬁildren had visited a zoo, they were told to computo.
the welpght of various numbers of elephants;

4. because B8 child had studied the growth of seeds, he was
expected to write an imaginative story about seeds (when a
factunl report of findings would have been more appropriate).

The teachers were often so intent on drawing maths, writing, and
"creative” from each topic of study that they somctimes pushed too far with
any one idea.

'The discipline which suffered most from forced integration was mathematics.
A mathematician might pale at the ways in which the discipline was treated
so that it might be integrated with other studies. The educator can feel
equal distress over the not uncommon tendency for every project undertaeken by a
child to become en exercise in weighing end measuring. Pushed to its extreme
(and it often was), almost every product of a child’s artistic creation was
weighed or mensured or counted, Taken by itself, this is not damaging. How-
ever, when one realizes that maths was often limited to weighing, measuring,
and counting for no apparent purpose, i.e., not in answer to any really burning
questions; when ore acknowledges the fact that the children were rarely given
opportunities to examine numbers#apart from their most practical applications;
that little attempt was made to develop children's sensitivity to numbers as
8 language system having innate characteristics deserving of, yes, segregated
exploration--when one realizes this, one is bound to questior the wisdom of

’

secking integration of studies at the expense of depth of study.



When askod, "Why integrate?" English toachers generally respond, "Because
by sc doing, school more ¢losely approximaées 1ife in the outside world. 1Is
that really so? 1In spite of the writeor’s deep commitment to educetion which
serves to help the child interweave his activities and draw stimulation for
serious study from his interests, she believos that 1ife is not as integrated
a8 eome school activities are forced to become. Furthermore, the writer has
come to the conelusion, based on the experience in English primary achools,
that depth of knowledge is criticel, often prerequisite, to the ability to
perccive more than the obvious, inquire beyond the-superficial, communicate
key ideas, critically oxamine those ideas and croate from them. The teachers,
who were best able to stimulate children to bigger and better understandings
kne; whereof they spoke about the area of exploration. They could see the
poasibilities which on}ly the knowledgeable can identify. To use a simple and
obvious example, it i3 the difference between seeing 8 bird and only seeing
8 creature as opposed to perceiving that bird as a ropresentation of evolution,
aerodynamics, aesthetic construction and asking questions to make one’s know-
ledge beget new ideas, more sophisticated concepts, bottef connections betweon
one’s most fundamental notions about birds and one's broader understanding of
their remarkable characteristics as winged organisms,

” Unless the integrated day, as an approach to education, can help children
enhance their understandings“hnd cepabilities to know, think, and feel, it is

8 sham. When studies interconncct neturally, the connections can be profit-~
ably used by the teacher to help children recognize their need to know. But
when connections ere cffccted artificially, the time is at hand to loock else-
where for ways to introduce the young to the knowledge of the past to which they

“have a rightful claim, whether or not they know their rights and privileges,
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88 members of the human race. If achool 1s to be part of life, then teachers
must recognize that life is not so integrated, in the strictest sense of the
term, as one might think. Nor, necessarily, sgheuld it be. There should be
room in day to day living for tho moments when ono creates without verbalizing
about the creation, when one manipulates numbers for tho joy of contemplating
thelir unique gualities and feeling master of them, when one enjoys reading a
ploce of literature without trying to make a representation of the mental images
it stimulates or analyzing it, when one savors s piqce of information and that's
all ¢(at the moment). 1In fact, education must provide for both segregated and’

integrated activities because both types are productive of worthwhile learnings.

Interpersonal Relating

The impression English educators have of American education and lines of
authority is that: "American parents run the schools and American children
run their parents--and teachers.” The teachers in Lancashire judge Americans
to be too permissive in child-rearing. Whatever the reader's position on this
issue, it is important to understand that English adult=-child relationships
are based on a view of child-reering as a civilizing process. The child 4s
trained for social and intellectual discipline. English children are ostensibly
well-mannered. They are more soft-spoken, more formal in language and manner,
more adult-like in bearing than American children. The American student who
remarked, "They’re like little adults!” was not without cause (in spite of the
fact that English children can be as disruptive and disobedient as any Americans).
But the English children lack the candor, the free and easy give and take which

ie characterietic of American children's interactions with one another and adults.
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The English teacher brooks no disobedience on the part of the young.

He will permit few infractiona of established rules. He does pot perceive
leadership as something to be shared with children all of the time. Accord-
ingly, the English teacher, even the informal English teacher, maintains
his position of authority in the classroom through every word aend action.

It ia the rare English teacher who has c¢lass control problems. (The writer
should note that the American students soon came to realize that informal
teaching methods and aitempts to work from children's interests do not, in
and of themselves, oliminate Problems of class control.)

Buglish teachers demand respect; they act ashleaders in classrooms which
aro a8 status conscious, have as clearly defined roles, and as equally woll
defined limits for interbehavior among Pecple occupying different roles (where
supérior~suhordinate distinctions are clearly understood) as one will find
in the broader English culture. The English classroom both reflects and shepes

that culture.




-26-

PROBLEMS ENCOUNTERED WHILE PRACTICE TEACHING
IN ENGLAND

Once the students had been oriented to the schools and classrooms
in which they were to spend the bulk of their time while in England, they
began a period of intense work. Following the pattern for practice teach-
ing assignments established by the English college with which the Americans
wore affiliated, the students were required to maintain a notebecok contain-
ing the items listed in the accompanying outline. All students were to
develop something analogous to a unit of work which might serve &s a
stimulus for developing children’s interests and integrating their studies.
The students were also expected to prepare materials for learning centers
within their assigned classrooms, They wera to work towsrd assuming full
responsibility for the conduct of class activities, keeping records of
children’s work and school progress. Deily activities were to be noted
in the diary section of the notehbook along with evaluations of their work
and analyses of their problems.

Because most of the students were paired for practice teaching, they‘
faced the added bhurden of organizing their classroom activities for co-
operative teaching. This proved to be no casy task.

Throughout their practice teaching period, the studeﬁts worked with a
diligence and dedication unparalleled in the writer's experience with
groups of students. They approached their work with a seriousness born of
intent to prove themselves. The level of achievement motivation was so high

as to be emotionally taxing. No doubt this was due to the students' sense
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of acting as representatives of their university, thelr culture, andg their
country. (Indeed, the English continually referred to the students as
"“rhe Americens.”) In asddition, the students approached thelr classroom
assignments with high expectations for their professional development as
effective informal teachers.

Also important in setting the tone for the students®' seriousness of
purpose were the expectations which the English head and class teachers
held for them. 7The students were led to understand (through direct and in-
direct communication early in their school visits) that they were not viewed
8s teachers just becsuse they had been assigned a practice teaching posat.
They were to prove their worth by demonstraiing their abilities. As the
English termed it, this was "the test” and one could more easily feil then
successfully complete its tasks. Little allowance was made for failure.

It became Quite clear to the students that they could not fail too often
1f they wished to obtain a satisfactory eveluetion of their teaching per-
formance at term's end.

The expectations were explicit. The pressure was felt. The students
responded by working long hours gach day; through morning coffee, dinner,
end afterncon tea breaks at school; after the evening meal &t the colliege
often until some hours past midnight; and on weekends. They often spent
hours in school beyond the closing of the school day, missing the coach
which transported them from their schools to the college; missing the evening
meal at the college because public transportation was not sufficiently

accessible or regular to enable the students to travel easily or at will
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(a work to rule "strike” was put into effect on the railway during the students'
practice teaching). Some spent Saturdays (and Sundays) in their classrooms.
When asked why they exerted so much effort, they responded, "There's nothing
elso to do.” Nonetheless, the real reason was that they were intent on making
a good impression, proving themselves, and "not letting their supervisor down"

as well.

To some degree the students were successful. 1In a number of ways, they
contributed much to the work of the teachers and children with whom they weie
associated. VYel, most felt that they fell short of the goals they held for
their work in English primary schools. At the conclusion or the experience, the
American students and their American tutor were forced to admit that they had
tried too hard to achieve too much and, therefore, terminated their work in the
schools with a feeling of frustration. They were not able to accomplish aliﬁm
they set out to accomplish partly because of their own personal limitations but

.81lso because of the limits imposed by the situations in which they worked.

The forces which hindered the American party from attaining the admit-
tedly ambitious goals its members embarked with from the states were varied,
sometimes unexpected, and often subtle. Those which became increasingly evident

as time passed are discussed in the followlng pages.

Culture Shock

Typically the newness a foreigher eacounters abroad contributes to the fun
of being away from home. Accordingly, the unique patterns of eating-+types and
preparation of foods, times of meals, table settings and use of eating utensils>y-

modes of dress, climate, currency and its relative value which the students

hY

[:R\Kjexperienced in Lancashire contributed to their awareness of being in a country
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different from their own. These differences took some getting used to, but they
did not constitute the greatest problems of adjustment to new surroundings.

There was the expected problem of comprehending unusual accents in speech.
The broad Lancastrian accent of the children in the schools caused communication
problems for some students. However, at least this problem was lessened with
continued exposure to words pronounced in “strange’ ways.

The moat debilitating difficﬁlty was the feeling of beling "strangers in
a strange land,” a feeling which hecame more intense with each passing day.

The disquieting feeling was not neuéralized by duration of immersion in English
culture or adoption of Lancagtrian 1ifc style.

It soon became evident that American and Engligh langusges differ in many
more ways than by accent alone. The Americans came to realize that they could
not always make their messages clear to others hy using American terminoclogy.
More sertously, the Americans discovered that English communications are often
fraught with hidden messages. One county adviser aptly stated, "What an English-
mwan does not say is often more important than what he sppears to be saying.”

The American who 1s unused to listening for clues to hidden meanings in verbal
measages runs the risk of never truly compreuending the essence of the

Englishman’s remarks.

The English maintaoin a high degree of formality in their inter-
personal relations, so much so that, to an American, mogt English~
men appear aloof._ And, they are not as quick as Americans to give
praise even if they are thinking a complimentary thought about
another while in that person’s presence. The tendency of head and

o clags teachers not to give praise even when earned--to one another,

- - - . - - . - - .
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the children they taught, or student teachers--was & great source of dismay

to the American students who, in addition to being accustomed to 4 great deal

of praise, frequently given, were in desparate need of the psychological support
e "good" word can offer as they struggled with the difficulties of homesickness,
fatigue, and intense activity which geined sherpness with the increesing duration
of their stay abroad.

The English teachers with whom the students worked might offor a student
well-taken criticisms. By contraat{ most Anericen directing teachers are
quick to praise and reluctant to criticize. Both tendencics appear to be over-
drawn. 1n conversations with the writer, one English student remarked that
during her preactice tesching the critical comments dirccted to her frequently
drew tears. But, she added, they helped tremendously. The Americen students
were quickly deflated by even mild criticism. They wanted so desperately to be
liked and approved of that they sought only positive reinforcement. When this
was not forthcoming, they felt defeated and rejected-~feelings which were
intensified by the pressures of trying to cope with so much newness in their
foreign environment.

These observetions raise the questions: How well are we preparing our
studentsz to cope with and grow from the jolt of critical appraisal? How capable
are we of finding the most efficient and effective mix of Praise and criticism
in helping ourselves and others continue to develop as teacheys tnd knowledge-

able Persons?




Q

-32-

The Role of the Directing Teacher

A particularly critical problem which some of the Amecrican students
faced was an outgrowtb of their tcachers' lack of knowledge or sufficient
time to act as dircecting teachers. Thougb tbey wished to belp tbe

Americans, they did not always know bow hbest to contribute to the students’

success in teaching.

An example of good supervision by a classroom teacher may be drawm from
tbe work of the same teacher mentioned earlier herein for her successful use

of informal, intcgrated methoda with children:

When the students arrived in her class, the teacher interviewed them

to determine their backgrounds of knowledge and experience in teach=-
ing. From the data she collected, she devised a program for the
‘students’ involvement in the children's activities. Accordingly, tbe
students began working with individuanls and groups of children who

were alrecady underway in pursuits of some interest. The students con=-
tinued in this woy until the time was at hand to launch a new idea

with the children. The tecacher helped the students conduct a dis=
cussion with the class to define possible topics of interest which
might serve as stimuli for new explorationg. From this discussion, a
theme was identified. The students brainstormed, with thelr teacher,
possitilities for children’s studies. They proceeded to consult re-
gsource materials to broaden their knowledge of the thene and its sub-
themes. The children began work on varied aspects of the tbeme with
the assistance of the students (rather than the class teacher at this
time). Each of the two stucents assuaed responsibility for following,
checking up and recoxding, zail extend -y the work of one half the class.
As they delved further into the theme with the children, the students
made note of new intecrests and possibilities arising from the studles
already underway or nearing completion. In a sbort time,with the guldance
of constructive feedback from their directing teacher, the students were
able to supervise the many activities in all curriculum areas wbich
specific¢ children were carrying out.

The two students who worked with their teacher in the way described above
experienced gsuccess because they were helped to gradually assume responsibility
for stimulating, extending, and evaluating the activities of cbildren tbey had
come to know in an onvironment they had helped sbape. Throughout their time in

‘thbelr assignment the students were supported awnd aided by a teacher who was
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sensitive to their needs, willing to offer feedback and direction, and
gradunlly relinquish control so that the students might ease into the very
demanding role of holding together the strands of diverse activity in en in-
formal, integrated approach to children's education.

¥hen teachers were themselves struggling with the task of implementing
an integrated program in their classes 8t the time the students arrived, they
were unable to provide the necessary direction to the novice. In many cases,
the teachers turned the class over to the students too soon. Thus, the
students were faced with problems of class control and organization which
greatly hampered their attainments of the educational goels they had so care-
fully formulated.

Some teachers viewed the students as substitute teachers. They left the :
classroom rarely to return. Wwhen this heppened, the students were Ziven little
feedback, positive or negative, from which to drew new directions for work.
The teachers’ lack of knowledge of what the students were doing and how well
they were working was sometimes painfully apparent in conferences the writer

held with teachers and with teachers end students together.
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ANALYSIS OF THE STUDENTS' TEACHING DIFFICULTIES

As already noted, in her capacity as student teaching supervisor, the
writer spent many hours obscrving the students at work with the children (and
sometimes working with the children nherself). These experiences together with
many conferences and much analytical thought about the students, their difficulties,
their capabilities, and the situations ;;thin which they were working helped
define acme common needs. The most critical ones are presented here in the hope
that this examination may help those who are attenmpting to improve teacher

education programs.

Organizational Skills

To be organized became the fervent wish of the Americans practice teach-
ing in England because they became aware of their lack of ability to systematize
apace, time, materials, and the deployment of people as soon as they assumed
responsibility for teaching in an informal manner.

Good classroom organization for informal education requires:

1, knowing specifically what one wishes to accomplish aﬁd why.

2, didentifying, ordering, and segquencing possible alternatives for
activity.

3. strategically positioning materials and furniture for maximum efficiency
of use.
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4, tracking and subtly direciing or governing individual and
group activity patterns.

5. keeping the multiplc strands of activity in view and related
to the whole for each child and thc class group.

Organizational ability hinges on the propensity to ask and answer
the questiond:who will do what? where? when? how? and why? Some students
were unaware of the appropriate guestions to ask. Others experienced diffi-
culty in finding the answers.

The students worked hard to organize themselves and their classes. By
muddling through, some were able to note in the diaries, "Now I am organized!"
Yet, muddling through can be frustrating and wastcful of time. It would seen
that preparation which acquaints siudents with alternative patterns for class-
room organizetion and develops their skills in categorizing, systematizing, and
asking the right questions about their work with classes of children would re-
duce the time spent in trial and error. 8tudents s0 trained should be able
to move more quickly toward implementing informal procedures in ways which

help rather then hinder the children's learning (for muddling through problems

of class organization does hindcr children's learning).

Problem Definition

When the students experienced difficulties, tbey quite rightly sought to
talk about them. One characteristic of that task was use of much time and
meny words. This, in itself, is not undesirable. Time spent in talking
through a felt difficulty can help clarify the problem. But the students spent
inordinate amounts of timc talking around a problen, often perseverating on

factors which were marginal to the problem's solution.
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Ability to define the core of en instructionnl problem seems related to:
1. asking oneself many questions.

2. scanning the problem situation for all possible contributing.
factors. .

3. iddentifying all possible factors before editing.

4, focusing sharply on each identified factor to probe
for related elements.

5. striving to use language as precisely as possible.

This process is what the English term “sorting out.” The best English
teachers are mnsters at the art becnuse they possess excellent proficiency in
word usagel(their langunge is precise nnd succinct) and they know how to
generate a flow of ideas, i.e., brainstorm, free associnte. Studeats pre-
paring to teach should heve the benefit of treining which develops their brain-
storming processes through many problem identification exercises demanding pre-

cision in use of lnnguage.

Decision-mnking Capability

When the students experienced control problems, the single most criticnl
cause of their difficulties was indecisiveness. Children readily sense the in=
security of a teacher who is ungble to clearly and consistently give suggestions
or directions. The delegation of decision=-making responsibilities to the
children on all issues can overwhelm them. The teacher must assume some decision~
making responsibility as group leader because the decisions she makes influence
the children's sense of security, especially the very young children, and the
smoothness of ectivity in the classroom. |

Students were indecisive when they were not clear as to their gonls and

when they were not able to prodict whet the consequences of slternative

EBEQ““ .. . ... C e e .. . .
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decisions might be. To be sure, such foresight develops with the right type
of experience.. That experience can be obtained in simulated as well as non=
simulated situations. 1In the former, possibilities are greater for control of
extraneous variables. Many simulated experiences for decision-making can pro=-
vide time for mulling over possible actions, selecting one on the basis of pre=-
dicted outcomes, taking the action, and comparing the outcome with predictions.
The time students spont in mi1ling ovor a potantial denision while tha shildven
wore waiting provoked disruption ¢f activity and thq breakdowm of class

disciplino,

Lead Questioning Skill

8

Questioning to l1ead a child to comoe upon a correct response through
appropriate reasoning was a skill demonstrated by the most capable English
teachers. Few students were able to ask series of leading questions probably
because their training in questioning had focused on use of the open-ended
gquery. Although the English teachers may be criticized for not asking questions
which solicited lenzthy responses from the children, their ability to program
their questions so that key ideas might be "discovered” by the child must be
recognized as valuable. That Students need training in questioning skill is
self-evident because the teacher's instructional role is primarily one of
solicitor. That they should be able to ask open-ended questions is also
indicated by educational goals of developing children's verbal expressive
abilities. (The English teachers work toward this through the children's
written work.) 1In addition, students need to know how to ask series of questions

which direct a child's reasoning for productive convergent thought.
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Definition of Standards

The students had difficulty evaluating children's work {and their own)
when they were unsure of the appropriate standards to apply. In an informal
classroom, the standards will vary from child to child. Nonctheless, the best
teachers always maintained standards which wero qualitatively hiph but realistic
for the particular child for whom those expectations were held. The students
often remarked that American standards of work for children are more often
quantitative than quelitative. They discovered that children can achieve more
than most American teachers demand and that even the highly motivated children
need some explicit indication of expectations for their achiovement.

Defining appropriate quality standards for work is difficult. Consistently
upgr;ding those standards is equally demanding. Try as they might, the
students were not always able to challenge the children thouph, in fairness to
the students, it is important to note that many English teachers had similar
difficulty. The point here is that teacher education programs must specifically
provide for the examination of the standards issue, The central quostion is: What
are appropriate iearnings in each of the disciplines of knowledge for children
at different stages of development? As he prepares for teaching, the student
needs to learn how to define expectations for children's work, how to evaluste
that work in terms of those expectations, and how to challenge children to uove
toward attainments which their lack of cxperience and knowledge prevents them

from seeing as possihilities.



THE BENEFITS OF THE TRANS-ATLANTIC QUEST

The Trans-Atlantic Quest yielded personal as well ss professionsl
benefits to the students. By living abroad, the students learned s great
desl sbout 1life in Lancashire. They broadened their awareness of Euglish
culture. They lesrned how to live with inconvenience and scarcity of those
things Americans would consider necessities. They learned to cope with
newness, hostility, misunderstanding, illness, frustration, and disappeint-
ment. They found they could Push themselves to limits of endurance and
gain 8 "second wind.”" They became eppreciative of their homeland for sll
it offers them &nd means to them. To be American became something
precious in their view. And they recognized that no one at home would truly
comprehend what they had experienced or how they came to feel as they do
about their nation and fellow countrimen. These learnings and attitudes
woere by far the most significant products of the experience abroad.

with few exceptions, the students did not emerge from thelr experiences
in English primaly schools with extensive knowledge of how to 1nformallz;
and integrate the school day. But they did gain some understanding of the
demands of glving everything one’s got to the mct of teaching.

Twenty~three Americans returned home from England in June, 1972 much
wiser, more humble, and more appreciative of their homeland &3 8 result of
thcir experiences abroad. The depth of their learnings may not be adequately

assessed before some time has passed. That they matured is evident in their



posture, their menuer, thedr lensuaaee -0 tone of volee, the soulful ex-

pressions in their eyes, The studoat: - lerved, 'We went abroad 25 students

and returned as tonchers.,” The porsco: a9 watched over them would put it

this way, "'They rcturned home more adu't than when they left."” The same

18 true ©f their leader.

¥hat more can be said of the expericnece than the students' remaric:

IT WAS KREAL!



