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ABSTRACT )
Because of the active interest of English teachers in
standardized tests and the increased use of such tests to measure

. student performance, the emphasis section of this issue of "The
English Record" contains articles addressing this subject from
. several perspectives. A report of a survey on standardized testing in
New York State sets the scene, demonstrating that English teachers

N feel a need for test information, and pointing up the necessity for
educating the general public in the proper use of test scores. The
articles that follow define terms used in testing and’ discuss the
issues. Quastions are raised about scme of the tests in wide use
throughout the state of New York, and several articles offer .
alternatives to traditional ways of evaluating reading and writing. Y
The empha51s section concludes with a recent sources blbllography on
measurlng growth in Engllsh. The general articles contained in this
issue discuss the heterogeneous grouplng of high school students, the
various uses of the cloze technique in the teaching of English as a
second language, Robert Frost's "The Road Not Taken," the development
of a competency~based English curriculum in kindergarten through
grade twelve, and the,advantagos of using improvisation in the
English ‘class. (RB) |
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At tus time of the year teachgns become anxious about evaluating
thear worke Many of us look at lth’ {inal testing period as a means of
wvalaating what students have done. The answer to the question, “Can
we find out what's in someone’s head?' remains, “We can’t.”

Lhe Emphasis section this month has been assembled by The
 Record’s Assoctate Editor, Chatles Cooper, and deals with the problems
of evaluation and testing. We are particularly proud of this section
becattse 1t represents o wide range of thought on the mattar and should
help to clarify (or start) thinking on the subject.

[ am very pleased about the quality and quantity of manuscripts
recenne. Each goes thiough several careful readings before being
aceepted or rgected, I the journal were amonthly instead of a quarterly,
then we coutd accept more of them, Sinee this is not su, many excellent
manusctipts are sent back o the writers. Manuscripts chosen for
publication are not only of high quality but also are timely. Please do
keep submutting those manuscripts. Tam particularly interested in see-
ing mote articles from clementary school teachers. Time, of course, is a
problem, but summer is coming.

Lastly, one 1eads a great deal these days about going “back to
bastes.”” What do you thiank? Is there a mosement growing in New York
State for this? Twould like t see three or four articles in the fall issue on
this subject. If it intrigues you. then why not write about ie?
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INTRODUCTION .

High on the aganda of items of activ e interest o English weachers is
the matter of standardized tests, their prohiferation and then muslinoom-
ing 1ole in English education. Many teachers are ashig whether the
acecderating use of suddi tests is accompanicd by agencral undastanding
of the strengths and limitations of the tsts and by ‘@ clear paception of
their proper 10le in English instruction and evaluation.

Mert to the questions English teachers are raismg, the New York
State English Council appointed a Committee on the Use and Misuse of
Standardized “Tests. The committee’s work has incduded sponsoting a
statew ide sy ey to determine what English teaclicrs know and how they
feel about-standardized tests as well as how teachers use than, studying
ways of disseminating test information v members of NYSEC, wnd
cooparating with the Nanonal Council of Teachers of English m the
development of policy concerning standardized tests.

In this issuc of The English Record, the commiittee preseits a group
of articles that addiess the subject from several perspectives. A report of
the survey sponsored by the committed scis ihe seeng, demonstratimg that |
English teachiers fedd a need for test information and pomtng up the ‘
neeossity for educating the gencral public regarding the proper inter- N !
pretation of test scores. The articles that follow define terms used in |
testing and discuss the issues. Questions are 1aised about some of the |
tests in wide use throughout the state. Several articles offer fresh, |
provocative alternatives w taditional ways of evaluating reading and
writing. A “recent sources” bibliography closes the series.

The members of NYSECs 5(.nul.|r(li¢\c(l testing commilttee are;

* Charles R, Cooper
State University of New Yoirk at Buffalo

Morris Finder
State University of New York at Albany

La Ruth Gray
Isaac E. Young Junior High School
New Rochelle, New York

Robert I. Infantino
“ Committee Rescarcher
State University of New York at Bll{[:ll()

It has been a pasonal pleasure to be assoctated witli tie committe
in this importanteffort, and Twish to cxpress my sincerc appreciaion to
its members for the ume, effory, and valaable insights they have con-
tributed 5o generously to our common task.

Ouida H. Clapp
Buffalo Public Schools
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Results of the NYSEC -
Survey on Testing

by Robert Infantino

In May of 1974 survey was conducted among nearly 1000 random-
ly sclected English teachiers acioss New Youk State to ascertain current
practices mostandardized testing and how English teachas felt about
these practices. The New York Stdte English Council (NYSEC) Com-
mittee on the Uses and Abuses of Standaidized Testing sponsored the
stvey, and 1esponses were collected from 309 English teachers. This ar-
ticle will present some of the findings ol that survey.

Using the computar resources of the Bureau of Educational Data
Systems (BEDS) of the New York State Education Department, a1an
dom samplc of 983 English tcachers was compiled. This sample includ-
ud teachas from all public school systems in the State, induding the
New Yok Gig weachers. Of the 309 teachers who uspundcd (51.6%),
thare were 197 valid, uscable surveys, a-retan of 50.5%. These included
152 who idanufied thanselves as teachers i ety sghuuls 213 i subur-
ban schools, and 100 m rutal schools. The fl!,lll(b do not always equal
497 since same 1espondents omitted some items.

Thae were 293 senion high school teachers (gmdu 9-12).and 174

junionr high o mddle schivol teachars (grades 6-9). Twenty-eight (28)

taught m otha sitmatons which induded teachers of grades 7-12 or

some teachars 1 special language atts programs in elementary schools.

- A widcrangd of achmmg expenence was xcplcscnlcd by thsespondents,
with 69 bang m then fuston second year of teaching and with 95 having

mote than fifteen yems as teachers.

-

The sunvey uself ashed teachers to respond o 37 items concerned
with than know ladge of canent testing practices in their own school
systems and how  these practices affected thenn English classrooms.
Testing was defined as either standardized, i.e., scored on the basis of a
set of norms for a large population (like the SAT), or externally
prepared, e prepared by someone other than the teacher.of the course
(like the chuus Comprehensive English Examination).

I'he second part of the survey included 27 attitudinal items on
which teachars werd ashed to indicate their feelings about testing and
suine of 1ts ramiflications such.as accountability, gain in pupil perfor-
mance as o measure of teacher effectveness, and cultural bias in stan-
d.uduul tests, Conmplete results of this survey cannot be printed here but
will be avatlable through University Mia films and possibly through
NYSEC. What [ollows is a limited repuiting of some of the data
wllected, with comments about the significance of some of the
1e5PONSes.
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There were 127 teachers who said that the scores pupils receive on
standardized tests were available o the teachers atnearly any ume. Only
2 said- that scores were not available o wachers at all, while others m-
dicated that an administrator or counselor must give permission (o see
the scores. Yet only 291 of the wachers stated that they feel competent
enough to interpret test scores themselves and only 173 have ever attend-
‘ed mectings or workshops intended o acquaint teachers with the use
and interpretation of standardized tests. These statistics indicate a need
for some in-service work in school districts to assist therr teachers in
more fully understanding and properly using the test results which
appear to be 1eadily available,

Teachers were next ashed o check all of the tests which their school
systems administered to pupils in grades 7-12 in four categories. In-

telligence, Standardized Achievement, Reading, and Standaidized Ap-

titude Tests. The tests cited most frequently in each of the categories
were these: -

Intelligence—Stanford-Binet (116), and tl.e California Test of Men-
tal Maturity (106);

Standardized Achiecement—College Board Achievement Tests
(232), lowa Tests of Education Development (194}, New York State
Pupil Evaluation Progiam—PEP (167), and the Stanford Achievement
Test (153);

Reading—SRA Adhievement Series. Reading (153), Meuopolitan
Achievement Tests. Reading (1532), and Gates Mac Ginitie Reading
Tests (110). (82 1espondents said that other reading: tests besides the sia
listed in the survey were administered in their school systems);

Standardized Aptitude—Scholastic Aptitude Tests—SAT (318),
Preliminary  Scholastic  Aptitude  Tests—PSAT  (309), Regents
Scholarship Qualifying Tests (290), and Differential Apticude Iests—
DAT (129).

Several inferences can be made from the data above as well as from
some of the other 1espunses in thesce categories. For instance, other than
the SAT and the PSAT, no test was cited by more than 50% of the
teachers. This indicates the great multiplicity of testing programs
throughout the stage and further points out the need for explanatory
sessions particularly for new teachas—or for experienced personnel
when new testing programs are introduced.

The New York State Pupil Evaluation Program (PEP) has been in
existence for the past four years in all school systems in the State. Even
though it is mandatory at the ninth grade level, only 167 tespondents
recognized it as being administered in their school systems in grades 7-
12. While newspapers, pardcularly in large dties, frequenty cite the
results of this testas an indicator of the success or faiture of the schowls,
only one-third of the teachers listed this test on the survey.
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In addition to the abuve results, there were many teachers in each
category who mdicated that they did not know whether their school
system adminustered tests in grades 7-12. 76 did not know about in-
telhigence testing, 19 about achievement testing, 17 about tests in
readmg, and 38 about tests of aptitude. Some kind of information
progiam about school testing programs is surely indicated.

. Threetems on the survyy pertained o helping pupils prepae {or
such standardized tests as the SAL o1 the PEP. 89 1espondents stated
that then school systansequired English eachas wospemd class time in
spectal preparation for such tests. Inalater item, 183 teachars agreed that
1t s o kgitimatc use of insttuctional time in English class to help pupils
prepare for these tests, while 220 weachars disagreed with that practice.
Howave, there were 281 who indicated that they felt coaching pupils
could signmificantly 1aise the pupils’ scores on the SAT. Only 82 dis-
agreed wath thns item w iile 127 w arc undeaded, even though testmakas
and cducatonal iescarchers and wiiters now that, overall, coaching will
not alter pupils’scotes vary much exeept to make them more “test-wise,”
i.e. ready for the mechanics of the particular test.

Lhe practice of tacking o1 grouping pupils in English on some
pre-deternuned basis was smveyed. The question was, “How many
tacks are there m your school's Enghish program?™ Fhree tracks was the
1esponse of 171 people, fornr wacks had 96 responses, two tracks were in-
chcated by 92 wachas, {ive or more tracks weie listed by 1 respondents,
one dack was ated by 8 prople. There were 73 teachers who stated that
thert school's Englhish program had no separate nacking system.

A total of 386 taachers indicated that pupils weregrouped or ttacked
ot the basts of both standardized tests and other factors such as grades or
tcacha 1ccommandations. 12 othas stated that pupils weie grouped
sule iy ot the basis of standardized tests of 1Q and - o1 reading. Once again
the prohifaation of practices shows a 1cat need t study the situation to
be sute that whateser is baing done in the school system has a purpose,
and that the purpost fur grouping pupils is ratdonal and educationally
sounid, and 15 donc without prajudice toward any grioup or individual.

Fhere ware scveral items pertaining to the New York State Regents
Comprchansive Enghish Examination. Nearly 60% of the respondents
296y mdicated that thar schuol system has a separate anriculum or
track for those puptls prepaning to take the Regents. In addition, 95
teachas ated the existence of aseparate clective course which pupils
take to prepare than for the Regents. When ashed about the proportion
of pupils in thaar school system who take the Regents exam, 95 teachars
sard that less than 30% of the pupils take the exam, while 281 wachers
satd that morce than half the pupils do take the exam at soine point in
therr ligh school years. There were 153 teachas who did not know the
proportion of pupils taking the exam in their school system.

I 1espoust to an attitude question about the Regents examination,
257 teachers (53%) mdated that they felt that the Regents exam has a

6 THE ENGLISH RECORD




restrictive influence on the carriculum for the students who will even-
tually take the exam. Guly 175 (35%) did not feel this restrictive influence
while 53 (11%) were undecided. In the continuing controversy over the
value of administering the Regents exams in New York State, these
figures seem to show that English teachers would 1ather not have the ex-
ams since they tend to restrict the school’s curriculum. More 1s wintien
about the Regents and the curriculum later in this articde and elsew here
in this issue. !

Regents examination scores are used in a variety of- ways n the
various school sy stems. 286 teachers mention that Regents scores are in-
cluded in the pupil’s end-of-the-year [inal average in English. Another
131 teachers indicdte that Regents scores are used solely for the puipose
of-the pupil’s obtiining a Regents diploma and are_ not counted toward
any average or end of cowse evaluation. The Bureau of English Educa-
tion of the New York State Education Department indicates that the
choice of how to make use of the scores is left to the school system,
although anmy pupil may atempt the examination even though not

. specially prepared or grouped in a Regents nack.

The most common examination practice m English classrooms m

New York-is the practice of the classroom teacher(s) of that course or

grade level preparing the exam for the pupily in the school, There were

. 299 teachers (61%) who indicated this on the survey. Other responses on

end-of-course exams included 72 which were prepared by a school com-
mittee, 8 by department chairmen, 15 by a district comniittee, and 7 by
the central office staff. There were 83 teachers who felt that the question
was not applicable to their school systems, probably because they
prepared their ownexams or because no final exams were given. Later in
the survey, teachers expressed an overwhelming preference for two
types of end of course exams—sell prepared (57%) or cooperatvely con-
sttucted within one school (27%). Only 35 teachers (7%) indicdted a
preference for the Regents or some other state-wide exam. -

When ashed about the quality of end of course exams not solely
prepared by the teacher of the course, 80 teachers indicated satisfaction,
133 cited the need for improvement, and 51 indicated that the quality
was unsatisfactory. This item was followed by one which asked if
teachers felt that the contentof their English course wasrestricted by.ex-
ternally prepared exams like the Regents o a district-wide exam. The
teachers were nearly evenly split on this item, 215 saying yes they felt
resiricted i content, with 239 saying they did not feel restricted. The
splitwas alitte differentwhen the teachers were ashed if they felt that ex-
ternally prepared exams restrict the way they conduct instiuction
English class—206 said that they feltavestriction in methodology while
270 said that they felt no such restriction. )

To find out what teachers might add to their English courses if they
felt no 1estrictions because of standardized tests o1 externally prepared
exains, two questions were incdduded in the survey. One dealt with the
content of the courses, with 16 | teachiens citing valuey dlarification as the
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content they would add. This was followed cosely by modern fiction
(1985, Dl study (196), and read g mstruction (152). Feminist literatare
(57 and formal grammar mstiuction (71) were the content additions
least favored. There were TH teachers who would make no changes in
the content of their courses.

1 he second question dealt with the activaties which weachers would
cipliasize more stiongly i their Englishr courses if there were no man-
dated tests. Creative personal witting was the actnity cited by dhe most
teachers (222). Othar activities whhici recened emphasis were individual
student projects (201), dramatic activities (182), and small group dis-
cussions (181). There were 131 teachers who said they would notchange
the-emphasis of the activities in their English courses.

The_guestion of teacher accountability for pupil learning is one
wlidh has been raised inrecent years. There has beenn much writing both
{or and aganst thie accountability movement in education, some saying
that accountability will produce nothimg but test taking pupil-1obots,
winle othars argue that accountability is vital if public education wants
to Contnue W reeene ol incease its share of the public tax dollars.

I he sunvey ashed die question, “For which of the following should
teachers be held accountable?”™ (dieck all you feel applicable). The 497
1espondees answered.as follows: : ‘

467, their subject matter knowledge (94%

126 knowledge of the factors that influence learning (86%)

308 the usc of professtonally sound instructional procedures (80%)

79 meastnable giow th in pupil leaming based on stanidardized
test scores (16%)

280 meastitable growth in pupil learning based on accomplish-
ment of the teacher's instructional objectives (56%)

300 speafication of destred instructional vbjectives for their classes
(62%) - =

129 satistactory demonstration of dassroom teaching skill (86%).

[t nught be sard on the basis of the above figures that New York
State's English tcachus are willing t be held accountable for those fac-
tots over whidh they have sume contiol—know ing their subject matter,
demonstiatmg  their taching skill, specifying objectives for their
classes. They are also willing to be accountable for using sound instruc-
tonal procedares and know g and apply ing) thie factors that influence
learning m therr classtvoms. On the other hand, teachers 1eject being
held accountable for pupil learning based on standardized test scores,
probably because they know or mtuitively feel that these test scores are
based on more factors tian just the teacher’s vwn classroom abilities o1
everr on the puptls’ know ludge of facts presented in English classrooms.

[ here 1ssome unceatainty shown in the responses to the item asking
whether the teachas would be accountable for grow th in pupils based
on the teacher’s mstiuctional objectives., Later in the survey the teachers
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» wereasked if they feltit was pussible to spe iy instructional objectives
in measurable terms for all areas of Enghoh mstruction. Only 102
teachers (21%) agreed that it was possible, while 336 teachers (68%) dis-
agreed with the possibility [t appears that the willingness to write objec-
tives is somew hat tempered by the belief that some of English classroom
instruction cannot be stated in objective, measurable tenns. This 1s a
dilemma which merits mote investigation and discussion as the
acconntability objectives questions become 1ssues in more and more
school systems.

Several inore items on the survey dealtwith: teacher attitudes toward
accountability in the profession. There were 321 teachers (67%) who felt
that they could support an accountability prograni if its goal was to im-
prove instruction in English. They also felt (398—80%) that success i
school achievement should be measured by results achieved in the actual
situation of the particulzr school and the particular set of pupils rather
than by a standardized test,

52% of the teachers (261) stated that they would continue in the
school sy sten if their local teacher association agreed to an accountabili-
ty program, even if the teacher himsell did not_like the program.
Significantly, there were 169 respondees (34%) who were undecided
about this item. When asked if they would attemipt to find a pusiuaon 1n
another school system il their system imposed an accountability
program on its teachers, only 51 (12%) said that they would. 227 teachers
(16%) said they would not try to find another position, while 194 (39%)
wereundecided. The siall number who said that they would try tomove
should encourage school syslc‘ns on the issue of accountability, par-
ticularly inview of the shortage of teaching positions in English. There
would undoubtedly be many Ulilcr factors and pressures brought to bear
ona system which imposed an accountability program onits staff. Yet af
these figures reflect the feelings of a broader range of teachers, who
kuows what is possible?

JT'hose who responded to the survey were consistentin their feelings
against using standardized instruments to measure pupil achievement
in English. .\ total of 399 teachers (80%) stated that they felt standardized
acliievement tests are not adequate measures of pupil growth in an ac-
countability program. Another 288 (57%) disagreea with the statement
that gain in puptl achievement based on a pre-test, instruction, dl‘ﬁl d
post-test Is a satisfactory method of evaluating a teacher in an
accountability program. In fact, 210 wachers (18%) felt that there i1s no
satisfactory method for evaluating a teacher on the basis of how well or
poorly his pupils perform. Only 139 (28%) felt there was a way of ac-
complishing this evaluation, and 109 (22%) were uncertain.

There were a few other issues and attitudes covered in the survey, -
but thuse 1eported here seemed to be central to the interests of the profes-
sion. Standardized testing has grown into a multi-million dollar
business in this country English teachers and all other educators, school
board-members, and parents need to pay close attention to the uses of
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tests m then schools. Teachers need o be better informed about the
testing programs then” particular system administers, and they need to
sptak out when they feel that the pupils or the teachers are being
somichow abused by the gnversor interpreters of any testor series of tests.

This survey reflects some stiong, negative attitudes in the English
teachers of New York State, particularly toward the Regents Com-
prehensive English Examination and toward the use of standardized
tesing to measute, teacher effectiveness with pupils. It reflects a great
lack of iformation,on the uses of tests in many school systems. There is
also_ an- ind{cauon ot the great variety ol tesung programs and
organizational patterns in English classes as a result of the testing
programs.

In spite of all of the confusion and misapprehension, however, 401
of the respondents. a huge 80%, agreed with the statement, “Teaching
English in public schools is a good career choice for me.”” Only 18 (4%)
said that it was not, while 66 (13%) remained undecided. This speaks very
highly of the state of the sccondary school English teachers of New York
who apparently enjoy their teaching careers even while wrestling with
all of the complex problems and issues discussed in this survey.

SUNY, Buffalo , :

f

t

|
NEW YORK UNIVERSITY/SCHOOL OF EDUCATION

- GRADUATE SUMIVER
STUDY S-550N
ABROAD V5

Earn 12 graduate creditsan England/
Dates: June 30-August 22;\3\975lmi!ion: $720

For Teachers of Eng|isﬁ: atthe University of York,
England. For the initial summer, we are seeking
English and language arts teachers interested in
learnirg new approaches and in developing
new curricula for their classrooms. Stressing the
personal growth mddel of English, our stoff will be
led by Geoffrey Summerfield, and the program
will incdlude observation and participation in
British schools.

For applications Office of Off-Campus Programs {NCTE) .

and further Schoot of Education
\ information, write New York University

= 1 23 Press Annex. Washington Square
i New York, N Y. 10003
- Please nclude NCTE :nreply
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Evaluating and Liberating
Teaching and Teachers

by Morris; Finder

This issue of The English Record1s devoted to testing, which is an
aspect of evaluation. An understanding of evaluation is thetefore
prerequisite to an undetrstanding of tesung. Both testing and evaluation
are means o the improvement of teaching and to the intellectual and
personal freedom of teachers. To justify these assertions, this article
describes evaluation and its procedures and uses, it explains also why
and how 1t offers teachers increased freedom.

Esvaluation of iteaching or of anything else is a process of deter-
mining the extent to which the purpose has been or 1s being achieved. If,
for example, the purpose of a hardware storc is profit, then we evaluate
by assessing its profiton loss. Similarly .. the purpose of teaching is the
learning of students, we evaluate by finding out the extent to whach the

teaching has achieved the desired learning. From this purpose, the
procedures of evaluation may be inferred. The following list, then,

specifies the procedures.

~ 1. Obuain a statement of the program’s instructional objectives. If
one is not available, formulate it. .

. Select or devise exercises, problems, or other tasks that give the
student the opportunity to exhibit the achievanents specified by
the objectives. .

. Administer tlie set of .evaluative tasks. )

. Obtain a record of the student’s performance,

. Determine {from the record the extent to which the petformance
exhibited conforms to the performance desired.

To illustrate the uses of these procedures, we take as an example the
objective, “Idenuly devices of persuasion in advertisements.”” With the
objective stated, we then go un to select situations or problems that give
the student the opportunity o exhibit the extent to which he has ac-
quired that achievement. It is casy to infer that the evaluative problems
would be asetol advertisements with sumesuch instruction as this. “For
cachof these ads, identify the devices of persuasion incorporated into 1t
We next adminster this set of problems. The students record their own
performances as a consequence of taking the wiitten test imphied. The
teacher analyzes the results to determine strengths and weaknessesof the
pcrfurm.mus.md thereby, ol the luchmg Forexample, the results may
show weaknesses inabihity to perceive this or that device of persuasion or
weaknesses m these icdated shills, and so on. From such inforination, the
tcacher makes changes in the program, teaches it again, ev aluates,
revises, and so on without end. Planning and luchmgk then, 1s a con-
tinuous, cyclical process.
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Mastery leannmg axanphifies evaluation used o mmpaove instrue -
tion. Tests that are witten from explicit mstructional objectives are
sutetimes called mastery sty and somietines aitenon tests. Another ar-
ticle in this issue desaribes aritenon tests and compares them with tesis
called standardized or norm-related.

Benjamin S. Bloom and his assouates at the University of Chicago
Liave been investigating the possibiities and problams of inastery leain-
ing. The assumpuion behind itis that sume 90% of students can learn
what is taught provided the teacher wdenufics explicit instraddonal ob-
jectives, uses appropriate means to obtain the learn’ ' abjec-
tives specify, evaluates often, and adjusts the instrue -+ w . infor-
mation yielded by the procedures of evaluation.

Bloom gives good reasons for rejecting the familiar practice of
grading on a curve. The bell-shaped curve, he reminds us, 1s the model
for randoim-activity and chance. Because teaching 1s-a purposeful activi-
ty, there is reason to suppose that teaching 1s unsuccessful if achieve-
ment corresponds to the model of random activity.!

There «an be no more important use of evaluation than the im-
provenmicntofl instruction. A unitof instruction is likely to be improved if
evaluation occurs at least three tmes. at the beginning to assess the
learners’ strengths and weaknesses, toward -the middle o measure
progress, and at the end o determine the suceess of the entire program.

Although we have used a pap«. and pencil test to exemplify an
evaluative instrument, evaluation cannot be limited to such means. If,
for example, an objective concerns public address, then a vaiid evalua-
tion must put the student to work addressing an audience. The record of
evaluation, then, would be provided by those evaluating, probably
assisted by criteria that define satisfactory performance.

For another example, il the objective concerns effective group dis-
cussion, tie corresponding evaluation implies a group situation with a
record to be made by those obserying the situation. Qnly in paper and
pencil tests do students record their own performances.

Not only is evaluauon grounds for improved teaching, but its
results are informative to the admmistration, the community, and,
sometimes, to the profession.

Because a proper evaluation is the means for determining the
success of a program, it follows that thib success isin principle indepen-
dent ol.opinions aboutit. If, then, a teacher has planned and executed a
program-that sound evaluation shows to be successful, that teacher is
thereby successful, regardless of positive or negative opinion. From this
we infer the ultimate prinaple by which to establish both the freedom
and responsibility of the teacher. He is successful to the extent that he
achieves the ends to which his teaching is a means.

This article, then, has explained the ev aluation of teaching ard has
suggested its uses In improving mstruction, in informing the ad-
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ministiation, the community, the profossion, and m promoting the
freedom of the teacher.
R N
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WRITING FOR CHILDREN ; ,
. Advanced Study in Children’s Literature
§ , JULY 14 10 25, 1975
For teachers, hibrarans, parents, waters,
ond prospective wiisers and/ or sllustrators
of books for children, an opportunity to
share 1deas vith authors, illustrators, ed
tocs, hbranans, reviewers Consuliants will
include Notalie Babbu, outhor of
Knee-Knock Rise
Advanced registration 1s desirable Sug-
geshons, bookhists, requicements will be
mailed inadvance toregistrants on request

Audit or.Graduate Credit (EDU 760
Workshop in Education)

Write to: Dr, Margaret Early

. - 252 Huntington Hall
150 Marshall Street
L Syracuse, New York 13210 A&
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Criterion Tests and
Standardized Tests!

by
. Morris Finder
To uQ'dclsl.md current.contioversies about testing, vne must know

1. what normed or standardized tests are,
2. what criterion tests are, and
3. what the differences between these are.

One’s knowledge of these distinetions is prerequisite to the mtethgent
conduct and judgment of schools and teaching.

Let us consider first the norined or standardized test. A brief
historical note can help. In 191 there were about 139,000 soldiers i the
United States Army. With the onsgt of World War 1, the army grew
rapidly-to about tw o milion. Therefore the army was faced with an im-
mense tash of sorting. Who should go o officer candidate school? Who
should go o cooks” and hakers’ schooul? Who should be selected for this
kind of job? And who for tha? These decisions had to be imade promptly
and so pyschologists were put to work on the problem. One result was
the Jdrmy Alpha Test. When this test was adiministered to an unselec ted
group, the aimy was told who was high, middling, and low on this par-
ticular mstrument that measures some notion of mental alertiess.

When the wan had ended, some of the psychologists whodeyeloped
‘these tests took jobs in colleges and universities. They taught the tech-
niques Jf test construction they had developed in the army and adapted
these to civilian educational uses. A resultis that today such normed or
standardized tests are widely believed to define educational testing and
are often called, and believed to be, achievement tests. The following dis-
cussion shows, however, that both of these popular notions are dubious
and a cause of some serious misunderstandinigs.

W begin by explaming why standardized testing cannot be equated
with cducational testing generally, If you had to write a standardized
test, you'd have to devise items that half the typical takers of the test
could not do. If the typical student doesn’t fail half the items, then the
test isn’t functioning as a standardized test must.

It 15 casy to see, then, that the basis for writing a standardized test is
not what students know or can do. Rather the purpuse is to determine
how oune student compares with another on a scale from high to low.

Butschouols and waching are intended o have students know things
and be able to do things. [twould fullow that for practical teaching, the
nght kind of test s one that grves the student the opportunity o display
the extent to wliuch he cando the lhim,sh( las been taught todo, under-
stand, apprecate, and so on. Such instruments ofgvaluation get at
desued achicvement. Despite this, we find that school systems ty pically
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mcasure did e port cducational grow th ret wada tests designed toaeflect
spraifically what stidarts have been taaghe butrather watli tests mtend -
. vd o discriminaw among students.

Weuse the term “Qiterion test” o aiterion-iclated ™ o “aiterion-
referenced”™ w name tsts that measaie diectly and specifically the in-
wntions of wachg. In such tests, nonuing ot standadizing is not in-
volved. And the test disaiminates only on such matters as whethe the
stadent possesses the aduevemnents desned. o waite the test is w clicnt N\
the skills taught. Fora aitenion test, such skills and other behaviors are
the itenia’of test constiuction. That explains such tevus as “aiterion-
related” and “aitenion-refacnced,™ and why itis reasonable to call such
instraments achievement tess.

N

[tis casy to see, then, the dubiety of typical repor ts of school sy stenis.
A school systemn may 1eport, for example, that the achievement in
reading of its stidents is good, bad, ov indifferent. Ty pically the dataare
based on 1esalts of this o that standardized test. For reasons given,-the
valdity of these wepotts, induding wferences to grade-level equivalents,
arc dubious aud misteading, 1tis fain o conctude thatsuch misleading
1eports exemplify a misuse of standavdized tests.

The "Coleman report,” and the " Jencks repat” exemplify asecond
and related misuse. In the winter, 1971 issue of The Public interest,
Ralph W. Tyler notes that the Coleman ieport on Equalily of
Educational Opportunity and Chustophar Jencks' book, fnequality,
clammt that schools are relatively ineffective 1 teaching the disadyvan-
taged. Tyler points out, however, that

Buth the Coloman and the Jocks studies exaniined difforencds mscores onostandard
b among diffaent groups ol dilddian. They did notask what didfaent groaps ol
ldian-had lcanad butiatlicr what micasured vaniables (e soco-ccononie status)
wore tddated o didfaraiees inoscotes. 1Thie standard s ased wae nonm-reforenced
wsts. I building these i, guostions that most childrcn couldanswer conteetly wae
chmumated, but guestions whidiv vaily abouthialf e duldian codd answ a cotrealy
were retatned. Thas was done s orda w spread dic scores as widdy as possible so thae
children conld Lo arranged o a seale o fughest w lowest. The purpose of nonn

refacncad tosts 5w sortstudonis, not wassess what they hiase faanned. lehappens t
wiany of dicitas that wic etecuse i sharply sorung studonts dic those thatarc ot

~emphasized i a majority of schools.? ' ;

.. Tyler goes on 1o note that by age 13, 80 per cent of Awerican -
“Chuldran can read and comprehend a ty preal newspaper paagraph. An
exarcise such as this is mcluded in the Natonal Assessment of
Educational Progiess. The puipose of this National Assessment is to
repott what propuorton of childien has aequued this and otha useful
skills that schools do teach. Such an exercise is not included in standard-
1zed tests for 13-year old children “because it does not sharply separate
the very shillful teader from others.” Colaman and Jeneks wee using
these standardizad tosts because they show the Largest differences amuong
groups. They fouud that faly background was more velated o these
differences than the offects of the school wae, But neather the test data
nor the method of analysis of variance that they ased could answar the
“question of what most childnen had learned in school.

!
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It follows that if we want o know how good schouls and teaching
are we mustust tests that measure w hat schools and wachers wach, 1he
tosts must be so wiitten that of the student has lcarned, the st wiall show
it Feachers can write such tests and put them o consauctive uses, The
principle for wninng the test 1s siaple aud obvivus. Begin with
statements of what the student 1s eapected to know ot do. Then wiite
itens  that give huim the opportunity o exhibit these  desned
achieverments. I, for example he is o be able to state the literal sense of
whatisgoingon ma lyric poum, then presenthim wich aly ne poem that
prosutaably he hasn’t seen before but is within the range of his ex-
penence and ask him o eaplam what, literally, is going on in it

Standardized tests, however, do have ther uses. 1 there is a nead for
surting students on arange from low w hagh, thenasorung kind of st
1s appropriate. College admissions tests excnplify one of these uses and
the Graduate Records Examination exemplifies another,

The purposc ol waching, however, 1s not to sort students but 1ather
to hddp tham achicve., Because desited achicsements are the auiteria for
wiiing aitenion tests, these are proper for typical dassroom uses.

To summaniz. Standardized tests are mtended to sort people out,
not to iy ‘..umm,\ )ughl by particulat teachars and schools. Tis mis-
lcading = fuu tojuse the results of standardized wsting alone o
wepresent the o ments of educational programs, It 1s also mis-
lcading to ust sl.md.uduul tests to compare one school or schoul systein
with another. such comparisons arc itot necessarily based oncthe skills o
otha kinds of bchavior that any or all of the schools involved have
taught. A program of mstuction is properly assessed by criterion tests
bocause these are based on the skills taught and so written that the
studauts to be tested are given an opportunity to demonstiate the extent
to which they have acquued the desited learning. The resudts of such
tests provade the primary accepiable bases for improying oun schools and
our teaching. JU
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Limitations of Standardized
Tests As They Apply to
Measuring Growth in
English Curriculum
Areas

La Ruth Hackney Gray

Prior to ESEA funding in theilate fifties and early sixties, standard-
ized testing had basically served-the interest of the practitioners in the
schoul scttimg—teachars, admmisuators, college admissions officers,
and 1esearch and-development staff.

[l late fiftics and canly sisties brought to the ateention of national

\ leadas  duing  Congrossional  debate on several massive  aid-to-

cdacation bills, the need for dependable informanon in cvaluating cost

bonddits of cognitne growth and othar rdated factors. The 1oute that

most 1oseareh and davdlopmeant oiganizations, Inred by programs for

avaluadion, took was monitoring through e and pust-standardized
achievement tests.

\ Once legislative debates instate and national capitols began, public
attention, largddy thiough tic meaest of tic media, began to focus on
“those tests.”

“Those tests,” standardized tests, are tests comp. sed of empirically
sclected materials. Fhey have defnite direcions for use, adequately
determined norms, and data on reliability and validity .

The norming of all standardized tests cachicvanent and aptitude)
vidlds the avaage poformancematestof chinldven of a cartantaga orma
certain grade. Norm refaenced wsts e constructed speaifically o
facilitate making coraparisons among sudents.

CONTROVERSY OVER STANDARDIZED TESTING

As Leona Tyler puings vuat, by 1970 pablic atatude had ssongly
dovdloped witlt doubts about the “social utility of the whole testing
enterprise.” The testing industry has been subjected 1ecently to a
national wase of discnchanunent, shepucism, and hostility as cvidenced
m numaous law sutts, court ralings, and m the position taken by the
Assoctation ol Black Psydhiologists and the American Pasonnel and
Guidance Association,

The furor stems basically from two major nritants. The first, Stan-
dardized wsting has boon utilized prananly by our mstitnuons o wall”

O SPRING, 1975 - 17

ERIC 18

Aruitoxt provided by Eic:



ERIC

Aruitoxt provided by Eic:

some students it and o wall” some out, to provide schooling only for
some childien and cducation for othas, o predeteninine life styles and
careers for sclect groups of the populaton, to wrongfully cdassify and
label segments of our school populatons, and finally to present
argunients (at nghly placed sourees) for heredity and genetic endow-
ment as the predominant determinant in explaining the consistent
differences in obtamed means between st 1esults of najority and
minority populations.

Evidence offered by Bloom etal. (1971), Goldberg, Passow and Just-
man {1966), Goodlad, (1966), Eash, 1961, Borg, 1964, Schwebel, 1968
negates the use of standardized tests to predict and select talent.

1hie second rntant s inherent m the design of standardized tests.
Obvivusly, the scutes do not represent what a student has learned but
whare e stands m redation to other students. Fraditionally among test
makers, thortamns sclected are those found 1a the tryouts to differentiate
most sh. npl\ among students, items that approximately half the
students answer correctly.

In (hulangu.:gc of 1 porting, grade equivalent misinterpretations
are problanatc and misused. Grade equivalent means that on the
speafic test the number of iems. that the student answered correctly is
cqual to the median of the nuniber of items answered correctly by all
students 1t the norming group. E.g. Itis possible for astudent in the 8th
grade to gam 8.5 m comprehension on the Iowa Test of Basic Skills and
not have mastared the mfaennal skills. Depending on the spread in raw
SCOTC PO, Tanges catl aimount to three months growth on one partof
the scale and thiee years onanothier part. Units are notequal throughout
the scale.

Lhe design of standardized tests by their very nature must penalize
to sumne extent hinguiste, experiential and cultural differences. The
evidenee 1sstiong that all tests, published and unpublished, are biased to
some degiece.

Factors, Congruence—The response must match the preconcep-
tons of the test makar, There is no allowance for divergent thinking.
Procedures used in wtem tyrouts—These procedures create further
problems, as explained by Green (1971):

Fhar s a biasad cdlect whon data from the population, or asample of it are ased
w anpnove e cacavaies of the tot by sdlecting, rcartanging, and tew riting fwems.
s procedard s ossenual w producing an dfecive achieyanent aest, bu the aim-
povanan danad bom it as sot anformly honediaal woall groups. Because the
haraciasues ol the prcdonnnant group in the sample dacnmme the results of this
step widinanily callad onatan inyouty, the st s usadlly sharply nnproved for that
group s i a dosnablo touly butrdauvdy loss improved for mimoray groups., Phe
winion ity cdonians i thesample groups do aeate notse m the dataaf they react 1o the
sttt ials mans was itk themagorty butitus dos notsubstanuatly affec the out-
comit. The chatactenstios uf the magority group remain the determining factor in the
pioness, Thorosulpesa boia wstlonmany chuddiey buta relatvely more brased test for
those wimotiies whoseostylos diverge from the magority of the uyou group. I the
uyout growps werd predonantly blackblacks m\nld be the magority group and the
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would improve the tests mote for them thanvthers, 1.e., twould iend o make the test
biased against whates and other non-black groups.

WHAT TO DO ABOUT IT

A member of the testing indusuy, Gieen, D.R. (1972) suggests that
racial, cultural, and ethnic bias in tests can be alleviated m tests by ad-
ding steps to the constiuction procedues used in buildimg the noim-
achievement tests and by using aiterion-referred achievement tests for
certain purposes.

Specifically, Green purports thatdetermination of bias must be an
. empirical procedure that includes ditect examination of situation and
data after materials have been prepared, The most promising solution to
these dilemmas is to use item writcr> and editors that represent all major
ethnic and cultial groups in the population, with each group produc-
ing a separate trial version of the test. The second step would be to uy out
all the materials on cach subgroup separately. The thud step would be
select items from all versions and edit them o best seive the interests of

all groups.

Cunientachievement tests are focused on average performance, and
theirexercises are concentrated i a muddle band of diffaculty. According
to Ralph W.Tyler (1970), “only about 3 percent of the exercise in com-
monly used tests are relevant o what is learned by students who are i
the lowest third of their group. As a result we have not had means of
evaluating the progress being made by the lowest third.”

Tyler, as does Green, indicates that it is not impossible to construct
valid exercises from . both tails of the disuibution, by obtainmg the
assistance of teachers and supervision and by careful revision i the hglu
of uyout results.

’ A LOOK AT THREE SPECIFIC TESTS

As the raging debate continues over the “use” “abuse” “misuse”
and “nonuse” of standardized tests it becomes inaeasingly necessary for
secondary school English staff members to examine as carefully as possi-
ble the limitation of any standardized test that . district has chosen.2

A close look at the Towa Tests of Basic Skills (Houghton Miffliny,
Metropolitan Achicvement Tests (Harcourt Brace Jovanovich) and the
Mew York State Test in Reading-Beginning Girade 9 (New Yok State
Education Deparument) indicates that the principal uses of these
achievement tests are to (1) evaluate the status of a set of students in a
class, in a school, or in a school system, (2 evaluate progiams o1 pro-
jects, curricula, and insttuctional matetials, (3) diaghose pupil, class,
programs, or system problems, and (1) provide a basis for plannig -
dividual, class, or system prograuns,
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Lowa Test of Basic Skills (ITBS)—
Level 12, 138, 14, Secondary (1972 Edition) .

o This test s designed to test achievement m the language arts basic
shills areas of socabulary, cading comprehension aned the languiage
skills of spelling, capitalization, punctuaton, and usage.

Ihe e sprcadan thc reading comprchension sub-tests allow for
mote 1cdialnlity of scores than the other sub-tests. In cach of the sub-
shalls tested undar Recogneznyg and Understanding Implied Facts and
Detatls, Discocering the Purpuse of Mant Beas of the Paagraph o
Selection there are 16, 13, and 13 items 1espectively,

Ihe organizaton and evaluanon item gisves the user lesseliability,
for these e oo fow, Fhe more alike” the score for the subgroup in the
speaific sub-test, the mote consistently or accurately the test measures,”
thie more cases therc e masubgroup of individaals whomake diffaent
scores, the mote suspeet we should be that there are “chanee™ factoss.
One way o woid “chance™ 15 10 prgyide a large pool of items.

Itws precisedy for this reason that the English Staff at saac E, Young
sumor High School las chosen w ntlize, for grade diagnostic purposes,
only the vocabulars, comprelension, and spelling sub-tests of the I'EBS.

In the sub-tests of capitalization and punctaation all levels provide
only one or two 1tems per cach disareet skill, Qur staff feels that this
sunply does not yicld cnough mformaetion and that the chance facton is
too high.

Houghton Mifflin, publisher of the I'TBS, states that selections in
the comprehension sub-test “were chosen in an attempt to represent-as
completely as possible all types of reading matérials encountered by
puptls m tharaayday weading.” Inlevel Fgrade 8 and 9) there are 10
1entts bastd o an ccology passage, 10 items based on an animal conser-
Lation passage, 8 1ens based o geography passage, 2 items based on a
suctal stitdies passage (the selection deals with food process). T items
base d onca brology passage, 8 items based on a passage dealing with the
evolution of the alphabet, and 6 items based on one poem,

Such exammauon of passages used to “test™ skills in reading comn-
prechiension clearly pomits up the nead to have school systems understand
that comprchension 1s the provinee of all subject teachers, not just
English teachers, Moffett (1973) pomts out thag the skills “recalling,”
relating inphed and stated facts,” “making inferences,” “drawing
conclusions,” “mtaprctng and predicting outcomes,” are notsabal or
linguistic skills but thunking operations. e proposes further that
“reading comprehension is merely compiehension.™

Ronald W arahaugh makes asimilar puinein his book, Reading. .1
Lingwstic Perspective ... When a person reads he is processing infor-
matton’,. .. It 1s the view of one of our reading specialists that visual,
auditory, and linguistic fluency depend on the above skills, As the
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“general” properties of thinking are sharpened, so is the potential for a
*“good” reader.

Other subject area teachers at the sccondary level should be gaded
to develop subject-related coneepts and shills sunultancously. Herber
Herber (1970) states, *There is a need for whole new strategies in
teaching 1cading through content arcas, a strategy that uses what we
know about the direct teaching of 1eading, but adopts that know ledge to
fit the structure and responsibilities for the total carrcalum meach con-
tent area.”

Qur own item analysis on the I'TBS indicates that students acioss
percentiles did notdo well on all questions tht called for a comple set
of skillsin a given sub-test designed to test discreet skiils. Kenneth Good-
man (1973) calls this distortion of task. The following PAassdge is an ex-
ample from the ITBS level 13, grade 7. Here the student, inadditon to
providing answas for skills in the aica of compichension, must also
compute,

*Lhe blue whalc. thie Tagest s img maunmal, may soon be gone from the sea, Hhese
ormots creatines, that may grow wa lengde of 90 fec, ard great przes for whalors,
O and vtha produces o these and ot spoacs of whales are sas important o o
numba of countiicos, Since Wotld War 1L the whaloshasve beane sogood at taking o
cateh that dice niiy soon be o whalts o catch, bapetes sy that there were 100,000

bluc whalcs i Avae and Antarctic waters 30 vears ago. Now they put the number a
abour 1000

A organizaton. e b mauonal W haling Ge sunission, 1s @y g 1o sase the blue
whale from extncuon s manbers, bom Olwen patons, we nyving o get then
nations to it the number of whales a whabing ovpahinon mas cach i ans given
star, patticularhs bluc whales However, this s a soluttary organzation which has
no atthonty w mspectthe catch of a whaling expedition, so the slaaghter goes on, A
worhablc law s niceded o gonihe whalers o fumidc than take, Manbas of the orgamza-
tot feat thatsachabaw will notcome i e and tiat thic greacbiae whale s doomed.

Question 110, What 1y told about the whalers sinee World War 112
1). They have become very efficient at catching whales.
2). They do not obey the law in catching whales.
3. They do not catch any more blue whales.
h. They have agreed to limit the number of blue whales they catch.
Mcasures 1ecognition and understanding of important facts and
details.$

Question T A full-grown blue whald would be most Like which of
these in length?

. A fishing 1od

2). A Lyge house

3. A rowboat

4). Thiee city blocks

Measures 1ecognition and undarstanding of implicd facts and
iclationships.

Questions 112, Whidh of these words is different in mening from the
word extineton as used in the anticle?

Q
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1). Extinct 3). Existing
2). Destruction 4). Extinguished
Mastes deductton of meaning of work o1 phrases fromcontext.

Question 113, The estmate of the number of blue whales now alive is
about what part of the number 30 years ago?

. % 3. 150
9). 4 4). 17100

Measures recognition and understanding,

I'he 1972 edinon of 1TBS attempts to address itself to many of the
design criticisms which were raised carlier in this article.

I cdinon does facilitate mdividualized testing if a district wants
to glean certamn barometers ol mformation about a disaeet population,
e facliates mdn rdual stadene wem analysis, classroom item analysis,
and butldhng 1t analy sis. Its nonming design seuns o be slightly more
representatine of aty, raral, and suburban populations than the carlier
editions.

Howesar, wois my view that distortion of tasks, word isolation
testeng, and urcdevant selection of materials still exist in the test.

Mectropolitan Achievement Test: Advanced

I'he Menopohitan is designed to test word knowledge, 1eading,
spelling, study skills gncdudes souee of information, dictionary, and
library skill tasks), parts of speech, and language (punctuation,
capitalization, and usage).

The sub-tests in reading are designed similarly to those of the I'TBS
Reading Comprehension, the New Yok State Reading, and the Stan-
tord Achievement Paragraph Meaning Test (Advanced). Students read a
paragraph. then answer questions about it.

[hare s awider spread of itans in cach sub-test on the Mettopolitan
(Advanced) than in each of the other 3 tests.

I he samie svure e of confusion in vocabulary medsurement exists in
this test as mothers. Words are presented inisolation and students are
dinected o seleet the “best” synonym from a nuntber of alternatives.
[hs method does notreflectieadimg vocabulary skills as an individual
applies them w a practical reading situation. ‘To determine a student’s
ability o copcwath new votabulary incontext would seem to be the only
reason for measurg. Of what use is simply taking a measure of the
word bank of a suuml Ly student? Goovdman (1968) points out that

‘words m nolation,”” are pat teularly haid to read because there are no
s,l.unm.lm.nl s for the sentence structure o1 meaning clues from the
conteat to hddp wdenafy tic word meanmng, yotmany sub-tests deal with
isolated words.

o Ihere are 30 items on spelling m the Advaneed Form. Students are
asked to 1ecognize. incorrectly spelled words,
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In examining moie closely the spelling sub-test, one findsthat the ‘
author, Bialer, sclected the most popular speller for im esligating
representative spelling words, He assigned o grade placement i 1956,
G.P.assigned for cach word was the average yean i schowl atw hich the
words were finst tanght. His 1970 G.P.1atings for the words arc based on

a continuation of books examined. '

Bixlet's 1970 G.P. 1atings fur the words are based vn a combination
of his 1956 rating and the *Speller Median™ 1esults, Words retained the
same G.P. as in 1956 unless the teatbook survey seemed to indwate good
reason to change in 1956 rating.

The test publishers assure users that in choosing the spelling of the .
incorrect items on the inermediate and Advanced lesels, much care was
taken to ensuie that the arors were those commonly made in the speli-
ing of words.

According to the publishas of the Metopolitan Achieyement Fest
their design for Standardization was as [ollows:

Towas deaaded that the onagor indos sartablos o be used i se lecting and deserib-
g the standatdization group would be the followmng,.

() asvaueconuimic index composed ol incdian fanndy ncon anducdian years
of schoohing for pasons over 24 years of age

th) size of crty

() grographic region

() public vs. non-public schools

() mental abthiy-teN scores.,

The sociveconomic tndex was considered to be the must important non-testindex
variable since it has ke highest relationship with achievement test scores of any non-
test variables which have been studied. Median famuly income and median years of
schooling were nerghied so that they each contnbuted about equally 10 the 101al
variance. .

Each pupil i the Metopolitan standatdization, as wddl as i all supplementary
research programs, ok the approptiate loed of Ous-Lonnon Montal Ability 1 est,
Form J. These data provide another soutce ol inforiiation onidic charactetistics ul th
Metropolitau satiple Furthenngrd, sinee it was auticipated that many schools wouhd
ust both Otis Lennon and Motopoliai wsts, dins juintadiminsttation of the wsts i
the standardization woubdsave as animporant base for compating puforinane on
the o tests For procedutes ased i standardizing Otes Lennon Mental Ability Tests

~— stethe Technical Handbook for that seres.

It was deaded that Maropolinan Adluevanant Fosts should be standardieed ai
two times an the acadenitc year. Flins decsion was based on two faces, st schools in
the United States are splitaboutequally in tnns ol profuoncdbor beginmng of yeat ot
o of year testing. Secund, imterpolated nonns obviously do ot yicdd die accuraey
given by empitcally detamned norms, Haiests standardized sncehe fall and has -
terpolated spring nuoms, schools usityg tie tot i spring caunot use the spring notins
with full confidened, Fhicsame type of problan anses whena ot as standardieed i
the spring and gives intarpolated sotms for the Ll Fot Mcuopolitan, awas decided
that thostandardization shoald be conducted so thaeschools could use the st s notins
with equal confidence at the beginning and gad of thic year. Sach a staandardization
proceduse bas the added hondfitof allow g schools o comipate acadonie gros di ot
local pupals with a netonal norm within a,smgle acadentic year,

Mctopohian was standardizad in October o the fall and i Apul m the sprng
since these monihs seemed 1o b the ones when the vast imagornty of wsung 1s done.

Q . /
] ‘ 3 23
] ]: lePRING, 1975 .y
: / |




Sutvevs ob woung practiiees wrdicate that so hude toong s dune at ond-vear that
s patate standardization s, sav, Deccnber, seaned eunedgssary  Thoonly axvception
io this tabo was thesaaidatdization of the Prunter baitety nnthe muddlc of Grade B The
gtade placements at whidh cach batters was standardized are as ollows,

Prunet. K7.15 Elementary. 37,01 0T
Puman 1 17,21 Inteamediate: 5.1, 5.7, 6.1, 6.7
Poman 1l 27031 Advanced: 7.1 7.7, 8.1, 8.7, 4.1

The Traan Analysisaceseach ok place i 1968. Sample pupils used
for the item analyss had anaverage 1.Q. of 100 on the Otis-Lennon Men-
tal Ability Test.!

The pacent of pupils in Item Analysis sample from various ethnic
categories 15 provided by the publisher as follows:

Ethnn Ndtne Foreign Puerto R.
Group  Born Whue  Boimn Whe Negro or Mexian Ortental  Other
ol Group:  73.2 11 12,0 1.8 L5 3

Al test publishers provide informanon as to the school system
which participates v prepublication researdh programs (sampling,
item tryouts, etc.)?

Adhough the names of systems are not the same, there seems to be
significantly liede differences in the “types” of communities used
Letween the TTBS and the Mcetropolitan in the Nottheast area. Both
publishers, for example, used New York City sampling in their
prepublication prograny, both used another major city’s parochial
school population—one Syracuse; the other, Rochester.

The readability of the Metropolitart Reading Sub-test passage can
b viewed through the assignment of "noun grade level.” The publisher
used Elly (1969). The advanced forrp of. the Metropolitan for all three
batteries reports a noun average readability level of 3.36.

Vahdity n1any achivvement test must be defined primarily interms
ol contentvalidity. A test has content validity if the test item adequately
woraas the canculum aiea that the test s supposed to evaluate. Esich
school systein, and possibly each school building, has to evaluate the test
in light ‘of its own school population.

New York State Test in Reading, Beginning Grade 9 (1972)

The State Manual describes jhe purpose ot this test as follows,

[he New Yok State Tostn Reading, Begianing Grade 9,1y o standardized achieve-
mcat st dosignad o provide u{(mm.umu which will e hdpful 10 school ad-
witsitons i cvaluating the goundpal effeciseness of tha reading program m grades
sinyostvtiad aghie This iotw il he adninaseared ae the begingung of nimbgrade as
parcof the New. York State Pupil Evaluanon Program.

Notms were not available for this test until the fall'of 1973, At the
tne of ths wnung dcfmutind wmfornmation o the new noiming sam-
- pling was unavailable. .
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The Testin Readung 1s based on the rcadimg progrant iecommended
for New York State schools. 1t is designed to measure 1eading coms-
prehiension and provides only a total score. The test consists of 11
1eading selections, eadr of which is follow cu by a number of questions.
[t gives a micasure of the pupil's ability to read o selecuon and to under-
stand it. The questions tost the dhility torecognize the cental thought of
asclection, to answer questions based onspecific stateraents, o make m-
ferences about the contentof aselection, and to discover the micanigof a
word f1onr its context.

.

The test contains 50 multiple choice questions and requires 50
mimnites of .testing time.

The original Grade 9 test was set up to identify pupils needing
special attention. w disaiminate among pupils with margmal shill.
The new form of the test is designed to correlate with the Grade 3 and
Grade 6 tests.

.

The readability based on the Flesch case formula and the SMOG
. formula detérmines that there is a sequential difficalty in the 11 Passages
1anging from approximately 5.0 to 10.0 in grade level.

Of the three tests observed thus fay, the New York State Reading
Test has less distortion of tasks and fowa word isolation problems. 1he
1cading passages, however, can becharacterized as héing similar to those
of the I'TBS and the Metopolitan, thereby, raising the same concerns for
selection of passages. :

CONCLUSION

English staffs mustrecognize the severe hmitations of standardized
achievement tests for the purpose of assessing growth of Enghsh and
reading curriculums.

These-tests de not measure the student’s ability to use the tools of
Linguage, to invent, cxpand, substitute and tansform sentences o 1deas,
to 1espond to literdture, o act as a clarifier of fact and opinion, to be a
acator with words, to behave as a user ol images, an arranger of new
groupings in the use of langnage, ur to generate language and Literary
alternatives, These tests measure cognitive skills, basically at the
knowledge level. They do not measure progiess.

Though there are severe limitations, English staffs cannot ignore
some usefulness of the information.

Sandardized tests may serve as a useful barometer, as one compo-
nentofan evaluation model for a schoul district. They have less vahdaty
at the building level and even less at the classroom level.

A final note about the purpose of standardized testing is stated
precisely by Ronald J. Samuda (1973):

In the fial analysis wie need w look at purposes of wsing. 1 esting 1s w serve a selec -
e and sorung funcion, and 1, imdead, psychometic wehnuology s mended o

Q . ‘ .
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preserve an ehite, than at lolluws that raditional procedures for measuring in
telhgence and scholastic aptitade, tied o a set of middle class ethnocentric norms,
will serve that luncuon very wedl, However, if 1t 1s our purpose to serve the mass of
atizens, amd it 1t s vut goal to make measurement more facilitative for the education
ol the poor, vt the imnunty stadent, and of the aty preal imdividual, then we will need
to expand vur research endeavours su that psychumetric technology becomes the
handmaglen of edutatonal mnovatvn i opumiang the individual’s competerice
Lhrough the qualitative analysis of achievement and weaknesses, we can point the
way towards the mudifiation of patterns of instruction which will match the in-
diswlual needs uf indiv idual students. Itis therefore the hope of sach a philosophy of
toung 1w contribute w the adhievement of uptinial developmental and educational
opportunity for all.

_Isaac E. Young Junior High School
New Rochelle \

English and English, A Comprehensive Dictionary of Psychological and Psychoznalytic Terms.

2A11 three 1est publishers cated 1n this article give clear, advice as 1o the limitations,

SPublisher’s ditections

Meuopohtan Achicvement Tests Special Reporas. Test Depariment, Harcourt Brace, Jovanovich, Inc.
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The Regents Comprehens:ive
Examination in

{  English: Some New
Questions and Some
Tentative Answers

- by Lee Odell

Coming as a “linal measure” of students’ ability to think and com-
pose, the Regents Comprehensive Examination in English ought to
provide us with as much insight as possible into students’ mastery of the
processes of composition. Unfortunately, the exam does not do this. It
cannot. As it is now constructed, the “composition” section of the exam
forces us to ignore much of what practical experience and thetorical
theory tell us about the nature of the composing process. A close look ata
Regents Exam essay, cited in “Suggestions on the Rating of Regents Ex-
amination Papers in Enghgh™ as an example. of superior work, should
help explain the predicament.

Gadgets! What a dever, yet all-inclusive word this one 1s. When we hear it weare
remunded of devices which affect abr ust every phase of mudern hiving and which
ringe from the lowly jackknife o tue ghly sensitve electric eye. It is only aftear
catcful reflecton that we tealizc huw much actaal influence these devices haveonow
daily lives.

Furst we should appreaate the wide dversification of mterests which gadgets
serve. Duning the course of the day, we encounter gadgets at every turn. In the kitchen
we find now type can openaas, apple corers, and cabbage chuppers. The relngeratn
has nutesaaped e invantive arge of our gadget scientists, hights to dlummate s in
tenior, and plastc e cube holders make the housewife’s tasks casier, Our cats are dis
tnguistud by automaue ditcciivn ndicators, window wapers. suction-type coat
hangers. Traly we have come to regard gadgets almost as a past of up-to-date biving.

It 1s this “up-to-date-ness” that 1s another form of the "Keep Up With 'he
Juneses Tspuntof many Amicncans, he pubhic’'s devotion o many fuds and whuns is
now supplanoned by the provecatin appeal of gadgats of ovay descaption, Itoas
somctimes thear practical appeal which captivites the can buya who adinmes the
ttany devices which make divang casier, morc often its s desird to proudly display
the latest m gadgets. Here 1s the complacency of a Babbitt at ns warst,

Is 1t not true o that gadgens rosult i vur dependence apon thon? We fod los
withuut them, and titsumicihinng s nussing from the comploness of vat day. Who
has not ol asense of madeguacy when hie finds that ouc ol tus Tavotne gadgets is ngn
functioning properly?

Lrcatize my pomt of view 15 not @ asindl ong, but Tet the seader ask hinsdfas |1
have, Are gadgets teally as msignificant as we think? 1 wonda,

The persona acated m "Gadgets”™ is that ol a polite, vainest but
rather anonymous college bound student weiting lor an audicnee of
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polite, college-cducated adults who—at least for puirposes of this
exam-=vatue writing that displays a particular set of stylistic featunes.
There are no misspellings that would mdicate he spells phonetically,
Lacks know ledge of spddling rules obsersed by many of his audience, v 1,
letting his mind wander and failing to prooficad his woirk. In addition,
the speaker combings sentences inather complex ways, he joms clauses
with colons and semi-colons, and his sentences contain a fanly large
number of embedded clauses. He chooses words that aie 1elatively in-
frequenit in teenagers” casual conversation, e.g., he 1efers o a "wide
diversification of inturests™ 1ather than ' lots of diffarentinterests.” In
short, his wiiting exhibits inany of the charactaistics English teachers
are likely w value. Moreover, the persona seems mildly provocatise, he
asserts a point of view that, he claims, not eteryone awepts, but the
questions hie raises cartainly do not challenge his audience’s basic at-
titudes or values. He 1s argumentative without being abrasive.

Unquestionably, the wiiter has aeated a persona that is ap-
propriate for his audience. Using thirty points as the highest possible
score, judges indicated they would aw ard the essay twenty -aaghupoints if
writtenn by a juniot, or twenty-seven point$ if written by a senion.
Furthermore, the essay s ciearly superion, insome respects, to other sam-
ple essays that accompanied st. Given the limitations imposed by the
exam, the student has probably done as much as we haseany night o ex-
pect. Yetthie essay presents sevaral scrious problems, problems that have
more o do with the nature of the “composition” section of the exam
than with the quality of this specific essay.

Limitations of the Present Examination

For onc thing, the exam precludes our determining whether
sty listic features of the essay reflectaseries of conscious choices o simply
the rote application of stylistic foomulae. T would like to believe the
former 15 tuc. But my experience teachmg composition to high school
and university students does not provide much basis for such an assump-
uon. Stdents can be maedibly inflexible about matters of style. Once
they have learned that a given stylistic feature is effective in some con-
teats, they often assunie that the feature is inherently good, appropriate
m all contexts. Forsuch students, writing an essay simply means follow-
ing a lhinited set of ddeatly defined 1ules. On the basis of writing elicited
by the present Regents Exam, we have no way to decide whether o1 not
the writer of “Gadgets” is one of these students.

A second problem, one which perhaps causes the first, is that we
have no way of knowing whether the writer of "Gadgets' can create
other personac or appeal o other kinds of audiences. We do know that
thisariter can have a desired effect on < n audience of English teachers.
But we also know that onee college stuuents finish freshman unnpusl-
uun comparatively few of tham and fewer cach year) spend much time
WIItNg essay s to be read by E.ugllsh teachers. Rather, (hq begm prepar-
ng for carcers that will requite them to communicate with people

Q
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whose backgrounds, values, and interests vary widely. Then practical
experience in tying to communicate with these diverse audiences tells
them what 1hetorical theory and training should have told them all
along: To compose cffectively one must be able o create a variety of per-
sonae that will be appropriate for the various audiences one encounters.
Sophisticated writers arc those who can make difficult stylistic chowes
based not on a simple standard of “correct” and “meorrect,” but onan
understanding of the complex relationship between the persona they
wish to create and the audience they wish to address. The student who
wrote “Gadgets” may have achieved this suphistication. But the exam
does not ask him (o do the sertof work that will let us find vut w hether
he has or not. -

Another difficulty is that we have no idea of this student’s ability to
compose with non-verbal language. We can’ttell whether he can choose
the movement, posture gesture, and facial expression that will be consis-
tent with the persona he's uying to project verbally. Not can we deter-
mine whether he can ase the body language thatw ill help build rappoit
with, rather than alienate his audience.

Finally, “Gadgets™ provides only ®litde information about the
student’s ability 1o engage in useful pre-wiiting processes. On the basis
of thecompleted essay, we cannmake sevaal inferences about the thought
processes the writer used in examining his subject. He raised several
questions, compared present day dependence on gadgets with that of a
fictional character, and considaed severaleaiises of people’s interest
gadgets Since the time allotted for the exam had w bedivided among ex-
amining his subject, writing a draft, and wditing, we have no way of
knowing whether the wiiter could have used these processes wmore
thoroughly. (That is, could he have raised other interesting questions
1eganding the topic? Could he have thought of other significant causes
for people’s dependence on gadgets?) Nov do we know whether the
writer had sufficient conscious mastery of these processes to use them in
examining the complea, problematic materials Lie will have to deal with

-

in-college and in his carecr. T

Toward a Revised Understanding of the Process of Composition

Until comparatively recenty, it would have beendifficult to argue
that these problems do in fact enist. Most popular compuosition texts
published over the lastfifty ycars have led us to equate dfective composi-
tion with adherence to whacone such text calls “practical prescriptions
for good writing.” These texts, epitomized, by Suunk and White's The
Elements of Style? and Warriner's Handbogk,* make no reference to
mon-verbal language and provide almost no.insight into processes of
pre-wiiting. \tbost, those works give useful instractions for creating one
kind of puasona. At worst, these texts offer only what LA. Richards has
called “the usual pustcard’s wor th of aude common sense. " Fortunate-
ly, the extremely limite dunde standing of composition implied in these
texts has been expanded duaring the past several years. A number of
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witters have enlaiged owr notion of the process of compuosition to in-
dude matters that we have conventionally ignored or rddegated to oiher
disciplines,

Speaker and audience. In Powmnts of Views James Moffett and
henneth R, McElheney describe  different  speaker-audience
rclationships that may exist in narrative prose, Selections in the text
show how usage, diction, and syntax change as one moves {rom ‘ad-
dicssimg an immediate, sympathetic audience to communicating witha
1emote audience whose feelings, ideas, and experiences may be quite
different from ond’s own. In Persona® Walker Gibson examines the
different voices that may exist m apparently “objective,” formal, non-
fiction prose. He points out, for exampile, that even such a “'staid and
responsible”™ publication as the New York Times may exhibit several
different personae—ranging [rom the speaker in a news story, who

cautiously 1eports only what “officials said” and tempers conclusions

with "apparently ™ and "allegedly,” to the authoritative editorial page
speakers who pronounce value judgments and assert debatable con-
dusions, to the assured, informed, witty persona displayed in a feature
or background story.

-

Nether Gibsun nor Molf tfid McElheney would argue that their
ideas are without precedeny. In fact, Gibson is especially careful to
deseribe hus indebtedness 1o’ Aristotle and classical rhetoric. Work done
by Moffctt and McElheney and by Gibson is important not simply
because 1t may strike some people as completely new. Rather this work is
mnportant because it provides (in part, perhaps, reminds us of)
rhetorical theory that allows us to go beyond the narrow view of com-
position suggested by Strunk and White and others. We can no longer
equate "approximate perfection in technique of composit..a” with the
ability to areate asmgle kind of persona that is appropriate for only one
kind of audience.

Our understanding of the process of composition has been further
expanded by recent work with non-verbal language and by studies of
pre-wiiting processes that help a writer examine new information, past
experiences, personal values, ete., in an effort to formulate the ideas he
will write about. We no longer need be limited by the assumption, im-
plied n the present Regents Exam, that composing is chiefly amatter of
drafung and editing, 1.c., of writing out and revising onc’s ideas. As was
the case ns the anguiment based on Gibson's and Moffett's work, daily ex-
penence. es well as theory, argues for a change in our thinking about
composition.

Non-verbal Language. Weshouldn'tneed a social scientist to tell us
that:

COMIMUINCAtion ts & confnuons nleracuve process made up of multi-leveled,
mvll..ppmg.dmbum|uuussq,;wunsa.)(l)ch.nmr. Fhe interacton of communication
dues not cease when inetactantd lapse 1wt sience, o begm again with the onset of
phonaton, other channeds ontnue communication: operations cvén when the
auditory -aural channcdas notin ase. Humans moven relatisely orderly fashion whilt

30 THE ENGLISH RECORD

31




O

ERIC

Aruitoxt provided by Eic:

they vocalizcand when they ane silont they can pocone tae regalanity i the visible
mosement of uthers (o atliast baome aware when st s inegalanyand propoceptine
ly in themselves They can sincdl, aste, touch and otherw ise register pereeptton of
thenselves and then sunoundings Whon iegulanties appear, they are not sunply
mechanical, “automand” o happunstantal Rosaach swath visible body moton s
convincmg ay that thas behavior is as onderedand codad as iy aibsblc phonation. Like
language, mfia commumcational body moton isa structurad system that vaties from
society oty amd mustbe leanied by the manbeishup of asoaety if s 1o miteract
successfully.?

Having tostruggle with asocial scientist’s jargon is perhaps our punish-
ment for having disregarded the substance of his message. The point s,
effective, carefully considered use of non-verbal language is as impor-
tant a part of communication as iy careful choice of diction, syntex and

usage, |

A conventional response to this point is to acknow ledge its validity
but relegate non-verbal language o the realm of speaking rather than
writing. Such a 1esponse implies a distinction between speech and
writing, a distinction thatdoes have some basis in fact. There are ways in
which certain kinds of spoken language differ from certam kinds of
written language. But an interest in composition (a term 1 think we
should not equate with the more limited term writing) is not always
well-served by this distinction. It obscures the fact that many kinds of
commuQ‘ihc;nion which we often think of as “written” inply speaking
and writthg. Narration and dialogue imply people talking as well as
writing— (afk.igyg not only with their voice but with gesture, facial ex-
pression, phySical appearance. Even analysis and exposidon—in the
form of lectures, reports, presentations—may exist in both a non-verbal
and a verbal medium,

Most of us, 1 assume, have saffered through courses taught by
professors who ignored this last point. These mstructors’ lectures—
monotonously delivered by what scemed to be a diseimbodied voice that
could cure the severest case of insomnia—should help supportmy argu- .
ment by contrast, Certainly, the point is not lost on those whose
livelihood depends upon their ability to persuade or influence others.
Since polls indicate that politicians, lawyers, and advertisers—formerly
good sources for illustrations of my point—now enjoy somewhat less
public confidence than they once might have had, I'll give an example
from a rather unlikely source. When the United Mine Workers recently
sent men into the coal fields to encourage workers to accept a newly
negotiated contact, they did not send bureaucrats, administiators,
iawyers, or any body who lovked as though he carned his lying by sitting
around an office. Rather, TV newsfilm showed miners listening to
rugged-looking types—solid, sturdy men  whose gestures  and
mannerisms did not appear  be those of the carcfully tained pubhic
speaker, men who wore open neck sportshirts, jackets (rather than sport
coats) and slacks (not work pants, but not Brooks Brothers tailored
slacks, either). Their performance accurately if not consciously, reflected
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Anistotle’s pomt. one nnportant cause of persuasion is the “character™ or

‘ethos”” of the spraker.® In this day of visuai inedia and reliance on face-
to-face communication, patt of that ethos is established by norz-ve * al
language.

One may argue that students need to beable to compose astatement
that 1s dear and cffecune even when not actually accompanied by non-
verbal language. T agiee. Students will frequently encounter situations
in which this 1s nnportant. But at least as frequently students will be ex-
pected to compose messages for a dramatic context in which non-verbal
language will influence the meaning and the effectiveness of their
message. In-this latter situation it seems shortsighted to argue thateom
pusing entails only sclecting words and syntactical patterns, These ver-
bal chowes denve partof thar significance from the non verbal context
n which they v, If non-verbal language—e.g., that of the archetypal
mept lecturer —subverts or obscures the message intended through word
choree and syntax, 1t iy hard to argue that the sender of the message has
achieved real skill in composing. Since many modes of
communication—nariation, dialogue, exposition—may entail non-
verbal as well as verbal language, and since the quality of the non-verbal
language may affect the quality and effectiveness of the verbal message, I
think we have a very compelling argument for induding non-verbal
language in our teaching and our evaluation of composition.

Pre-writing. We alsu liave good reason to think that pre-writing is
an unportant, measuicable part of the composing process. We would
not, however, discover this reason in many of the composition texts (by
Strunk and White and others) that have long been used in many
classrooms. These texts tend to assume as the writer of onesuch text puts
1. “the stylistic side of writing is, in fact, the only side that can be analyz-
ed and learned. ™ Consequently, they have emphasized matters of usage,
sentence structure, diction, and organization, and they have paid vir-
tually no attention to the problems of how we examine information,
clarify our ideas, and discover what it is we wish to say.

[ he imitation of these texts is made apparent by ancient and con-
temporary theory. In his Rhetorie Aristotle acknowledges that highly
speaialized types of 1easoning must be treated in disciplines other than
thetone, Yet hus work dearly indicates that Aristode did not concern
himself only with arrangemnentand style (concerns that have, in this cen-
tury, preoccupied authors of many composition texts). Rhetoric con-
tans a gicat deal of mfurmation about how one explores a subject and
formulates the weas hie wishes to communicate. Within the pastdecade,
this mterest in the processes of discovery has been revived by a number of
writers. Some, like Edward P, J. Corbett, have been guided by Aristotle’s
theory. Others, such as William J. J. Gordon and Richard E. Young and
Frank Koen have drawn upon reeent work in creativity and language
study. All of these writers suggest ways we can do more than simply ex-
hort students to think carefully befure they begin to write. Without
mmunizing the importance of non-tonscious, intuitive processes, these
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writers have show n us how we can hcdp stadents direct thea thinking by
creating “essential definitions, 1" seeking analogies,!* and making con-
svﬁons use of certain intellectnal processes.™ Whether we are asking
students to examine complex new information or re-exarasme famihar
topics, we can help stdents master procedues that will let them do
more than just sit and i'wnil for inspiration,

Toward Revising the Exam

As we revise onr tinderstanding of the natuie ane processes of com-
position, we increase the number of interesting LUMPOSING activities we
can have omn students do. But we also inarease the number ol problans
we have 1o solve when we try o measiune students growth m composi-
tion The present Regents Exam in Compusition reqatires us to dealb with
one basic question. How do we measure students” ability to witeoutand
edit a statement in which they careate o persona that is appiopiate for
one kind of audience? Theory described thus far forees us to confront du-
ficult new questions: Tow do we measure students’ ability to make
stylistic  choices  appropriate o a variety  of speaker-audience
reladonships® How do we design an exam that will help us findouthow
well students can compose with non-verbal languager: How do weget at
intellectual acuvity that goes on during the pre-wiiting process?

In part. these questions are intimidating simply becanse they are
comparativcly new. Whatever its limitations, the present exam presents
problems that me familiar, we at least have the satisfaction of knowing
what sort of finstiations we will encounter when we ik about the -
exam. New cuestions impls a new o1 substantially revised exam, and
this, in win, implies a new set of frustiations for us o deal with, This
prospeci is almost enough to make us content with the very hmited no-
tion of composition implied in present-exams.

This contentment, however, comes at a very high price. Itreguires
that we forfeit a reasonable nnderstanding of students” abitity to com-
pose. Morcover, a desire for this contentment may lead ns to ignore the
fact that classroom practices, combined with the theory alicady describ-
ed, begin to suggestsomc uscful ways to answer these new questions. For
example: It is fairly common o find English teachers assigning (wo
different kinds of composition. In one, students are ashed o analyze
what someone clse has composed. (E.g., Discuss the toneor pointofl view
inagivenshon story. Examine the ways an author creates his characters.
Assess the validity of the angimnent developed inan editorial, ad. speech.)
In i second Kind of compaosition, students are asked to show their own
ability to create a persona, appeal o an andience. and examine some
subject other than a literary work.

The distinction between these two kinds of assigninents isnot, of
course. absolute. Nor 1> itadeguately reflected in the customary disting-
tion between creative and analytical wiiting. Any writing may be
creative in that it reflects an attempt o come to a new understanding of
one’s self, one's audience, or one’s subject. These reservations
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notwithstanding, the distinction seemns useful. Both kinds of composing
are important. And the ability to do one sort of composing does not
necessarily unply the ability to do the other sort. Consequently, this dis-
unction will help shape answers to the following questions.

How Can We Measure Students’ Ability To Create Different Personae
and Appeal To Different Audiences?

A partial answ er to thus question may be suggested inan assigninent
one teacher uses wath cleventh and twelfth grade students. He asks
students to choose from a list of traumatic experiences {e.g., you put a
dent in your folks' Lar, you're aceused of cheating) and do two pieces of
writmg about thacexperience. In the first, students are todescribe the ex-
perience as they would in talking to a close friend who they know will
sympathize with them. Inthesecond piece of writing, studentsare to talk
about the expenence as they would to a more remote, less sympathetic,
authoritanan figure. Students’ interest in and success with this assign-
ment snggests that the exercise might serve as a model for one sort of
compositioa test item. Inplace of simply posing a topic such as ainnesty
for draft dodgers, we might ask students to take a position on amnesty
and present that position to, say. the VFW and to a group of anti-
nnlitary-college students. In such o case we might ask students to explain
the persona they wish to areate and to describe their assumptions about
the values and attitudes they associate with each audience. We might
evaluate the two pieces of writing by determining whether word choice,
syntax, usage, and content are appropriate to the speaker ‘audience
relationships students have described. '

Another, more analytic format is suggested by work Stephen Dun-
ning has done with ninth graders.” In an effort to get students to ex-
amine poetry more dosely, Dunning has given students three versions of
the same puem~the published version and two revisions in which he
has altered dicuon, syntax, and metaphor. By comparing and con-
trasting sper 1fic features of the three poems, students are to determine
which poen is the original. Using Dunning’s basic idea, we might pre-
sent students with two or more versions of the same prose passage. After
describing the persona created in and the audience appealed to by the
ongimal passage, we could ash, students to identify the original passage
and aite specific features that helped them identify the original version.

I'o combine analytic and creative work, we might provide students
with a description of the characteristics of a speaker and the audience to-
be addiessed. We might then ask students to examine a piece of writing
that does not 1cflect the persona we have described and isnotappropriate
for the intended audience. The students’ job might be, first, to identify
those features that are inappropriate for the specified speaker and
audience, and, second, to revise the picce so that it creates the intended
persona and is appropriate for the audience we have described.

34 THE ENGLISH RECORD

35




E

H(;w Do We Measure Students’ Use of Non-verbal Language?

_In answering this question, it seems useful to relate non-veibal
language to considerations of speaker and audience. For an analytic test
item, we might sclect photos (from advertisanents or fiom acollection
of photographs such as The Fanmuly of Man) in which a number of non-
verbal clues suggest a peson’s state of mind, attitudes, personaiity.
Students could be ushed to list the non-verbal qualities that allow some
understanding of the person depicted in the photo. To combme analytic
and creative work, we could present students with a picture in which
non-verbal language creates a persona that is appropriate for a given
audience. We might ask students, first, to identify the non-verbal detail
that helps make the persona effective for the mtended audience and,
second, to list non-verbal detail that would modify the persona so thatit
would be attractive to a different audience. In evaluatng students” w ork
on cither of these test itams, we might score students” answers on the
basis of the specificity of their answers, their ability to cite more than one
kind of detail, and the relevance of speatfic details o the intended
speaker and audience. '

How Can We Measure Pre-writing?

Different pre-writing procedures may require djfferent ways of
testing. Rather than trying to devise ways to incasure specialized aspects
of a single set of discovery procedures, it scems more, useful to suggest
ways to examine students’” mastery of more readily accessible aspects of
several pre-writing systems.

Creating “Essential Definitions”. In his Classical Rhetonic for the
Modern  Student, Corbett explains Aristotle’s. procedure which
“designates that which makes a thing what it is and distinguishes that
thing from all other things.” (p. 10) In dealing with a topic such as
“gadgets,” Corbett would tell'a student to identify a speafic gadget and
1) specify what this thing has in common with all other things that
belong to the dass “gadgets™ and 2) specify the detals that set this thing
apart from other members of its class. An examination item based on this
procedure miglhit ask students to list the details that their subject has in
common w ith other members of its class of things and then tolist details
that make it unique among members of its class.

Creating .Inalogies. Although Gordon did not specifically develop
Synectics as a pre-wiiting procedure, one of Synectics’ basic activities—
looking for unusual analogies or metgphors—is obviously a useful
means of clarify ing one’s feelings about and understanding of a subject
An exam item might ask students to begin examining a subject by
creating as many metaphors as possible. A student dealing with
“gadgets,” for example, might identify individual gadgets and compare
them with animate objects. Or that student might consider sub-topics
such as people’s need for gadgets, people’s use misuse of gadgets, the
limitations of gadgets’ usefulness, The student might then list all the
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ways he can think of that, for example, people’s mesuse of gadgets
parallels their neaunent of other objects o1 of people.

Posing Questions. Ximong other writers, Richard E. Young and
Dank Kown argue that the my ostigation of a subject begins with one's
awareness of adissondtict, a sense something 1s amiss vl notquite vight.
Sinee this dissunanee may be expressed as a question, Young and Koen
argue that ond’s ability to exploie a subject thoroughly may hinge on
une's .lblhl) t pope and re-fonmulate questions, They argue that an ¢s-
sdy consists of une's attanpt to explore and answer the questions he has
postd. Agreamen{ wath this premise might lead us o ask students to
preface thair wrinng by histing as many questions as pussible concerning
the wopic theyie examming. After a specified time, we might ash
students to look over the list and eliminate or re-formulate questions
that do-not scemt productive. They might subsequenty write essays in
which they attempt to answar the questiongs) they have formulated. As
an alternative t this procedure, we might ask students to examine a
picee of prose m which awiiter examines a topic rather superficially. We
might then have students hst significant questions which the writer
appeats not w have considered and write theit own essay on.the basis of
questions not answered in the original piece.

Listing details or questions ur analogics is, of course, only one part
of the process we want o unvestigate. Thus it scems inevitable that alist
of ituns would be fullow ed by a short wiitten passage in w hich students
showed the 1esults of then attempts to explore a subject. Given the
limitations of the students’ ame and the careful focus of our interest at
this puint of the caan, 1t seans unfain t consider inatters having to do
with speaker and audience. We should probably be well advised to
overlook fratures of dicnon, synitay, cte,, unless thuse features obscured
students” efforts o eaplain their ideas. In- rc.ulmg thees ays, we should
probably concern vurselves with one basic question. Havestudents been
able to scdect from all the mfonmation wrned up in the pre-writing
process thuse itetns that will let then present a coheaent, thoughtful
statement? In judging the hists of 1tems, we might consider two ad-
ditional questions, 1) How many iteins does each student list? 2) Can the
student list more than one kind of item? Quantity and diversity of items
are not, of cowse, sufficient o insure a pereeptive essay. They are,
howeser, neeessary and worth considering in our evaluation.

Learning from a “No” Answer

In one of hus carly books, John Holt tells of playing Twenty
Questions with dementary school children. Eventually Holt's students

learned o replace wild guessing with systematic questioning that
soughi  nanow the ficld of mquiry by eliminating certain possible
answers, Confronted wath the problem of trying to identify a specific
number between one and 10,000, they learned that "'Is it twenty-three?”
a less uscful imitial question than “'Is it between one and 5,000?"
Ithough pleased with this progress, Holt repurts another problem at
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least as serious as complete reliance on guesswoth, Holt says that 1f he
responded to the latter question by saying ** Yes, the nuiber is between
one and 5,000,” students would cheer. But if he said “No,” students
would groan in dismay. Although each answer is cqually mformative,
his students “still cling stubbornly 1o the idea that the only good answer
is-a yes answer . . . they have not learned how to learn from 4 mistake, or
even that learning from a mistake is possible.”!

Although the questions we are dealing with are infinitely more
complex than those Holt posed to his elementary school students, Holt's
story seems uncomfortably pertinent. If we try to pursue these questions,
it seems only fair to assume that we aie beginning a process which will,
at least initially, be characterized by mistakes and unexpected, un-
satisfactory-answers. In her criticism of the Regents Exams, Patncia E.
Speyser argues: “Anyone who criticizes an institution is likely to find
himself criticized for failure to be constructive unless he also -makes
suggestions for its improvement, but I leave that work to those who have
less confidence in the intelligence and competence of Englhish teachers
than [ have.”! In essence, I.agree with Speyser's assumption. English
teachers do have the intelligence and competence to make the needed -
provenients. But these changes will come slowly, perhaps pamfully, and
only with the combiued effort of classroom teachers and researchers who
realize they have learned something when they find out conclusively that
the answer they are seeking is not between one and 5,000. It may be that
answers suggested in this paper fall into this category. In any case, [ look
forward to the nexteffort that perhaps will tell us that the answer 1s not
lower than 2,500 or higher than 7,500.
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A Proposal for a Test
- in English for
Students in Grades11-12

— Robert Garruthers -

OVERVIEW

Most teachers of English in grades 11-12 are familiar with the
typieal” dassioom test for students in these grades. The test has a for-
mat and sty le wineh has become traditional and, to some teachers and
students at least, unumaginative. (This does not mean that the test is not
valid o1 reliable, however) The same sections—vocabulary, library

asage, spellhing, grammar, cte.—march by inspredictable fashion. More

unportant, for the purposes of this reportat least, there seems to be livle
i any relationship between the various sections of the test (with the
pussible exception of vocabulary questions based upon passages of
reading compichension).

The article below proposes a way of integrating in a test various
English language arts and skalls in a meaningful way, in contexts which
are meaningful to teachers and students alike.

It 15 proposed that an examination be built which will consist of
two sections, cacdt worth 30 credits. The first section will be constructed
around a thente of mterest and relevance to students. The second section
will v olve a process requinng the students to use English skills ina life
activity.

For cach section, 1t 1s assumed that it is based upon the course of
study. :

I. Theme Scetion _

Let us constder the theme section first, One has only to examine
current anthologies, paperbacks, and other text and multi-media’multi-
level matertals o become awate of themes which engage high school
students, Fypual themes are “Adventuie,” “Alienation,” “Coping,”
“Friendship,” *"Making Decisions,” **Science in your Future,” “Who
Am P and “Youth Today.” Often the teaching of these themes in-
volves the mtegration of experiencees in reading. writing, speaking, and
hstermng. Why should not the teston this themereflect this integration?

In plannmg this section of the test, the teacher may well do the
following:

1. Seleet a theme which is of interest to students.
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. Select  content from  vartous media;  books, periodicals,
photographs, pictures, recordings, charts, etc., use nuli-level
materials as well.

v

3. Include questions testing skills in reading, wniting, speaking,,
and listening where possible.

- 1. Review 1-3 aboveto assure that cach question. part of this section
is logical for the context in which it appears.
The example which appears below is for the theme "' Youth Today."

During the examination, the foHowing would take place, question
by question:

1. The teacher announces that the theme of this section
(Remember, there are two sections to the examination) is ""Youth To-
day,” The teacher distributes answer sheets to the students.

'II!}(: teacher reads twice two articles to the students. One article is
about a teen-aged boy named Dennis, an above-average high school
senior who goes on to college. The second article is about a teen-aged
girl, Cathy, a brilliant senior w ho graduates from high school and then
goes to work as a mailperson.

On his answer sheet, the student answers 10
multiple-choice questions testing skills in Hastening (for
muain idea, for supporting details) to the two articles. 10 credits

T e et s

3. (a) The student reads a 150 word passage about a
teen-ager. He or she then answers 10 multiple-choice
questions  which test comprehension, awareness of
figurative language, etc. 10 credits

{b) The student then writes a 75-100 word ‘

paragraph in which he or she compares the person ir. (a)

with a person in a current literary selection he or she has

read, in one of the following iespects: appearance,

enthusiasm, sense of purpose, sclf-knowledge, or other |

respeci. The student inust cite evidence from the passage |

(in {(a)) and from the hterary selection as well. 25 credits l
|
|
|
\

4. The student is asked to indicate one specific
reference tool which he would consult for mfoimation
about “Youth Today" and to indicate the kind of informa-

* tion he would {ind in that tool. _b credits

50 credits

I1. Process Section

The second section (50 credits) of the test wouldinvolvea proce.s.s of
significance to the students taking the est. Ihc word " process” here
refers to those life activities which most students will engage in at one
timne or another. One of these activities is getting 4 job, for example.
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The teacher would nead w prepae this sceticn by completing the
steps indicated below, and in this owder:
Select the activity,
Last all steps, 11 dnonological order, involved in canrying out
the activity.
For cach step, wlenufy speafic knglhish skills which itimvolves.
Decide which of these specific skills can be tested.

Define the objective of the skill to be tested.

Decide upon the ty pe of question (ghort-answer, essay jorvehide
(tape, mteryiew etc) which will b(zl test the spectfic objective.

Prepare, aad edit caefully, the quéstions,

A brief outhine of anillustany e actv ity and the shalls imvolved init
appeats below.

Getting a Job

I. Using available Reading  comprehension
sources of infonma- and other basic 1eading
ton: a brochwme on a skills
specilic job(s) 10-credits
Reading an adver use- R ading: business
ment ’ awmeness;  undeistanding
of ablreviations and com-
monly used terms 10 credits

Writing « letter of Writing: expository, per-
application (or suasive matenial. Observing
resume) form., content, and

language conventions. 15 credits

{. Being inteiviewed Listening:  listening to a
tape of aninterview; criteria
determined in advance.
N.B. a speaking question,
involving  the  interview
sitnation, could be  ad-
nuinistered in advance of the
test, 15 aedits

50 credits
1, d«rantages
I'he two s=ctons of the above test have several advantages.
For teacheis, the west would 1emforce the menelatonship and

integravon of the English language arts and skills. 'The west would
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probably have potentially gicatar validity and rehiability than n-
struments presently used. Furthermore, the test iight prove more
quickly responsive 1o change than other instruments,

For students. the test would imvolve challenging experiences bas-
ed upon the students’ vicarious and real interests. The students would
be encouraged by the attactiveness and reles ance of the new test, and
would see thatitisiclated to their pereeption of the world, Finally, the
test would give the students an additional 1eason for integrating then
skills in English with content,

1V. Cautions

Care vt be taken that the theme section be based upon a con-
ceptorideay ichisbioadenoughin scope, which will yield many in-
terrelationships, and which will appeal to both boys and girls. Also,
cach question should appear 1eal and significant to the students,

For the process section, the dctivity selected by the teacher musl\ be
relevant to most if notall studen* Fach step must be defensible fro‘(n
the student’s as well as the teac, point of view, The artificial or
contrived must be shunned. !

i

For both sections together, a sense of balance must pertain. The
generalized, abstact theme of the theme section can be balanced by a
practical problem in the process section. Also, the test as aw liole must
present an adequate sample of course content.

The article above 1eports some I the experimentation presently
bing conducted by the Burcau of English Education of the State
Education Department,

Please notify the author of your reactions to this article,—ED.

State Education Department
Albany
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The Cooperative |
Development of Growth
Measures for the Ability
to Read Fiction

Thomas F. Callaghan

Introduction

In view of today’s increasing emphasis on educational account-
ability, English teachers should re-examine some of their techniques
for measuring giow th m English skills. Although there are inany areas
of Englisli mstiuction that are notamendable to multiple choice testsas
growtl measures, in some areas they may be quite useful. However,
professionally prepared tests are generally not valid in measuring
growth m certam specific skills in an individual English curriculum;
and mdnidual, teacher-made tests often lack the sophistication needed
to make them highly reliable andvalid. Yet, if teachers work together on
the construction of multiple choice tests to measure growth based on
very speatfic objectives, « reasonable amount of validity and reliability
can be attamed without an inordinate amount of individual effort. With
certam speafic course ubjectives as illustrations, I will suggesta method
of cooperatively devdoping valid and reliable multiple-choice tests.

Test Design and Purposes
o -

The tests employ a commonly used format and consist of a series of
readings [rom lyric puems and narrative fiction with multiple choice
questions after each sample. The basic purpose of these tests is to
measure to what extent buth the classand the individual student have
progressed in speafic skills during the course of a school year. Thus,
content validity demands that the test items examine the specific skills
mentioned 1 the course objectives for that year. Grades should not be
given on the basis of thesc tests alone, for they obviously measure onlya
part of theentire course. Nor are these tests necessarily valid indicators of
future performance. Their major purpose is to measure growth,
although they may alsv be used to diagnose areas of weaknessas well.

In a typical lugh schoul such tests could be given at the beginning
and the end of cach grade by the members of the English department.
I'he pre-test and pust-test for each grade could be cooperatively
developed by the English department, iefined through item analysis and
used for years with hugli reliability and validity .nexaminationof class
mean scores will be a very strong indication of the amount of growth in
speatfic skills, but individual assessments of growth have to be made
more cautivusly and in connection with other growth mcasures.
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The reading selections 1iust not be familiar to the swudents nor
shiould the student be required to have a know ledge of particuldar literary
terms, texts, authors, or other ritical information, for then the tests
would be measuring se 1ething other than the skills specified. Teachers
should notattmpt o teach for these tests exeept to acqudint the students
with the format. Indeed, teachers probably cannot teach tg these tests.
Moreover, if the English ccurse is actually teaching what, it claims it is
teaching, the results wiil be apparent on the test rcsulls without any
attempt to teach to the test. ,

l

Ski! Is of Fictional Art g
Characterizationt

The first set of exanple ubjectives deals with skills of fictional art.
The firstobjective is that the student wall develop the ability to percewve
and wnterpret characfenization in the short story. Each reading selection
briefly describes a,character. There are two questions after each selec-
tion, one to see i the student perceives the character as he is presented
and the other to see if the student can correctly infer or interpret
sumnething abyut the character. (The ideas for the tests of this series of ob-
jectives are based on Charles R. Cooper’s. Diagnostic Tests of Specific
Skalls [mm,lhc evaluation sequence of Responding. Ginn [nterrelated
Sequences 'in Literature, Ginn & Co.. Lexington, Mass., 1973.) The
{following 1s an example of such a reading selection and test questions.

Amold drew his overalls a.id raveling gray sweater over his naked
body. In the other narrow bed his brother Eugene went on sleeping, un-
disturbed by the alarm ddock’s rusty ring. Arnold, watching his brother,
{elt 4 peculiar dismay, he was nine, six years younger than Eugene, and
in their waking hours it was he who was subordinate. . .

from ‘“The Stone Boy”
by Gina Berriauit

1. Which of the following best describes Arnold?
a) irritated,
b) pessimistic,

¢) happy,
* d) shghtly jealous

2. Which one of the following would Amold be most likcly todo next?
a) Go downstairs and eat dinner.
b) Smather his brother with the pillow.
¢) Shoot his brother.,
* d) Ignore his brother completely.

Tone and Point of View

The second objective is that the student will develop the abilaty to
percew s and interpret tone and point of view in short stones and lyric
poetry. The first question asks the student to identify the tone or point of
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view, i.e., the emouonal effect of the reading su.. _tivn. Thesecond ques-
tion asks the student o explain his choice by choose — astatement that
best supports the answer he selected in ihe first ©  stion. Such a test
might-look like this:

4
Hand in clasped hand and side press  close to side,
Sifently stand some children of the o,
And shyly, hvagry eyes hall-turr | aside,
Observe the cater through the open door.
Anonymous
: Translated from the Sanskrit
by John Brough

1. Which of the fullowing best desciibes what the speaker is doing?

a) Desaibing the nobility of man,
b) criticizing people who do not provide for themselves,
¢)  describing the beauty of childhood,

*d) comparing one kind of man unfavorably with others.

2. Which onc of the following statements best supports your answer to
the first question?

a) This is a common theme in Sanskrit literature.
* ) The contrast between the two types of people speaks for
itself. :
¢) The poem has a lot of meaning’in a few lines.
d) The claborate rhyme scheme conveys the tone.

Imagery

The third objective is that the student will develop the ability to
percewe and interpret imagery in the lyric poem. Again a reading selec-
tivn 1s followed by two questions, the firstrequiring the student o iden-
tify what is actually being compared and the second requinng the stu-
dent o determine what the comparison implies or signifies,

. \
['he moon was & ghosty galleon tossed upon cloudy seas. . .

(\lom “I'he Highwayman”’
) \ "W
by Alfred Noyes
. \
. In this poem the moon.is compared to:
a) a bottle,
* b) a ship.
¢) a ghost of a man,
d) debris,

2. What kind of night is i

a) snowy,
* b) partly cloudy,
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° ©) 1ainy,

d) moonless.

Comprehension and Interpretation

Fhe second setof example objectives deals with close 1cading shills.
Most of the same ariteria apply to the tests of these shills as to the skills
nientioned previously. Eacli student will demonstrate growth in the
ability to comprehend and to interpret. The format of these tests differs
fiom thousc above in thatsevaal questions dealing with these skills could
follow cach reading sclection, which would tend to be more lengthy.
(Alan C. Purves, Luterature Education in Ten Countries, John Wiley.
New York, 1973.) Comprchension involves the main thoughts of the
sclections, attention to detail, and an aw areness of context, Interpreta-
tion imohes drawing infaences from the subject matter and the
langage of the sclection. There are, of course, vthet close 1eading objec-
tives but these will serve as illustrations:

A certain Mrs. Pickney, siaty-six, died in London Christnas
Day

It ok the RS.P.C.A.

less than a week

to cany out her final will. Al

How speedy probate comes in England.

Two donkeys dead, three cats destroyed.
Mr. Peter Hall-Patch, who fired the shots,
told the evening papers

“let’s face it

donkeys and horses

don’t worry about tomorrow

just about thewr next meal.”

Not a very romantic quote

but poetry is lost on animals

though for an instant every dying thing
understands the language of his bullet.
May Mr. Hall-Patch find a death humane
under horses” hoofs

unloved in the 1ain.

“Joy to the World™
by Rod McKuen

" Many compiehension and interpretation questions could be
developed using this poem. The first, second, and fifth test comprehen-
sion and the third, fourth, and sixth questions test intcrpretation. I am
sure that you can come up with better questions than these.

. Which of ¢t following statentents is not mentioned in the first six
lines?
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) Mis. Pickney died on Christmas.
b). Her will was quickly carvied out by the RS.P.C.A.
* ¢) Mrs. Pickney died suddenly. :
. d) Her will ordered that her animals be killed.

2. Who was Mr. Peter Hall-Pawch?

* a) an employee of the R.S.P.CA.
b) a muderer
C) a reporter
d) a poet

3. What atutude does the spexhgr express in the last three lines?

a) joy,

* b) anger,
c) contentment,
d) fear,

4. The tite of the poem is used primarily because

a) the action takes place at Christmas
® by The use of the word joy is ironic and means the opposite
of what it says.
¢) theuseof the word joy understates the feeling in the poem.
d) the meter of the poem is like the song.

5. What did Mr. Peter Hall-Patch mean in lines 10-13?

a) He hates animals.
b) Animals eat a lot.
¢) Animals sometimes die.
* d) Animals have no feelings.

6. The word humane in line 18 is used

a) as an exaggeration,
b) as an understatement,
€) as an accurate statement,
* d) with the opposite meaning.

Developing the Tests

W hat are the mechanics of cooperatively constructing and evaluating -
such tests? An English department of ten teachers could develop a pre-
test and post-test for the first set of example objectives, if each teacher
selected six 1cadings and wrote two questions for each one. Each of the
three sub-tests would then contain ten readings with twenty questions
fur a total of siaty readings and one hundred and twenty questions for
bouth pre-test and post-test. You could easily develop tests for all four
grades for all of the vbjectives mentioned in this paper and any other
ateas suited o these measures during a brief sutnmer workshop Ob-
vously, a laiger faculty would make the task even less time-con.uming
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Item Analysis

Onee you have wollected and collated the readmgs and questions,
you should analyze cach st question for dlffuull) and disanninauon
to en.zre testieliability. Often particular test items will be too casy, tov
difficult, or wo ambiguous. Thaefore, after you have ginven the test
onee, preferably to a sample group, analyze the test 1tems to make sure
that they are in fact fann to the students. (A, C Crodker, Stahistics for the
Teacher or How to Put Figures in Their Pluce, Pengum Books Lid..
Harmondswor th, 1969.) Item analysis is cderical work that should be
done by computers, teachar aids, or students, The list few times you use
the test you will have to change some itans, but cventually the test wall
become a highly reliable and valid measure of sume of your school’s ob-
jectives for the English programn.

Item Discrimination

[tem discrimination analysis examines how well the test questions
disuiminate betweant the more able and less able students. It compares
the top fourth or third of the papas with the botom fourth or third for
cach question. If the queston 1s doing 1ts job, moic of the op students
will get the question correct than those at the bottom. The formula is.
— where H = the number of times the high group answered the

/ question correctly, and L - the number of times the low g,luup.mswucd
| the question correctly, and N = the number of students in one of the
| groups (cach subgroup should be the samc size.) The 1esults wi!l fall
| somew here baetween 1 through 0 to +1..A question which discriminates
| pufectdy will getascore of +1, a0 indicates nodisarimination atall, and
« -1 indicates that the question favors the low group. Items which fall

f below-+0.3 should not be used again.

/ Item Difficulty

Although tests often hegin with casy questions o give the student
confidence, most tests later include afow questions which will challenge
cven the most able studants. Your own expenence as a teacher is very
usclul in decrding the difficalty lovel of the guestions, but a calculation
ol ittm difficalty can confirm or contradiccyour choiee of question. The
[ormula is. % x 100% where Rightis the number m the entire class
w ho got the question right and N s the number of students in the enure
class. The majority of questions should have a difficulty index of 0% to
60%; the higher the percentage, the casier the question.

Conclusion

The procedures vutlined above may seem very time-consuming, as
indeed they arcaf atemptad alone, Yo, when many are responsible for
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small pars of the test, a lnghly 1diable and valid test can be constiuc ted

\ without an inordimate amount of cffort, Morcovar, the resultsmone than
. justify any small effort, for the entre English deparunent now can
" measure with greater accuracy grow th m some very impor tant shills in

its Euglish carneuatum. You will be able to give an accountof yourself
\\ with confidence.
East Aurora High School
East Aurora, New York
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Are Six Weeks
Gone Already?
Or
An Alternative To

Measuring Growth
In Writing Abi

Kenneth Watson

Introduction

Many teachers of English are faced every sin or sevn weeks with
denrinds to evaluate and assign grades to students. The dmands come
not only fiom principals and guidance counselors who want to keep
school records current, but fiom parents who are interested inthen son's
or daughtar’s progiess in school. In fact, it was at the insistence of
patents in Buffalo that in many subject areas the eport card marhing
period was shortened from ten weeks o sin or seven weeks o provide
more fiequent reports.

Certain aspects of the English curriculum are more readily adapt-
able to the short marking periods. Vocabulary study can be done on a
weekly or bi-weekly basis, for example, A play can be read in two, three
or four weeks. However, how does one determine growth in wiiting
ability in such a short period of time as six o1 seven weeks? Does a grade
of seventy-five on one marking period really indicate any measerable
improvement over a grade of seventy on a previous marking ponod?

Furthenmone, if an English teacher must include diama tests, book
1epotts, and various quiz grades along with wiiting grades all on one
composite grade for the matking period, how does the parent, the ad-
ministrator, the guidance connselor or even the student know in what
areas he has improved and in what areas he has done worses Pethapsa
better solution is needed. The solution should have two puiposes: (1)
sepimate the measwement of growth in the ability o write from
measurement of growth in other areas and (2) space out the meastne-
mentover alonger period, allow ing for ample, measurable growthto oc-
cur during the intersal. Such a system would permit the student and
parent to see the student’s growth in writing ability alone. Secondly, 1t
permits the administration to measure the grow th inwi ting ability over
alo~g period of time. The student’s grow th could be seen andmeasured

during his entire four years of high school.
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One such scheme that fulfills the above purposes was developed by
Dr. Paul B. Diedench. It first appeared in The English Journal (vol. 53,
Apnl 196b) m an arucle entitled "How to Measure Growth in Writing
Ability. " In the following pages Iwall fust describe Diederich’s scheme
and then tollow that by a discussion indicating why [ think Diederich’s
scheme fulfills the purposes Thave set forth for measurenment of growth
in the ability o wiite.

Testing Conditions

Writng for a school test may be defined as a total process involving
how a peison feels, 1eacts, thinks and believes. To sample such a bioad
range of affective behaviors, a teacher needs a lengthy piece of writing.
1 herefore, 1 1s unpot tant that the student be givenan entire period (for-
ty t forty-five mimutes) m order to plan and write his ¢ssay. "Topics for
the essay test are chosen by all teachers in the English department prior
to the day of the test. A final st of topics is made up by the department
Chanman. The final List of topics is not seen by cither the students or lllf
teachers until the day of the exam.

L he testis grven on the sameday to all students duiing their English
classes. Once students have come into the room and taken their seats,
they are given two sheets of paper. One sheet (or booklet) will'be used to
write the response to the essay topic. Theother sheet, which may be only
a half or quarter sheet of paper, will be used to assure anonymity.
Anonymuty 1s impor tant in the scoring of the papers. On this small sheet
of paper the student writes the following information: his name, grade
level, the teacher's name, the period the class meets and a six-digit
number he selects. This six-digit number is one that he chooses without
telling his teacher. [tis wnttenon both the small sheet as well as on the
large sheetwhich contams his essay response. It is the only identification
on the large sheet. After the test has been scored, the large and small
sheets will be matched up by number so that the student’s response may
then be adenufied. Anexampleof the small identification shect follows:

STUDENT IDENTIFICATION SHEET
Six-Digit Number
NAINC v vvevreereeereaa.. Teacher's Name ooy

Grade Level o....... Class (Period) .......... Date .......

I he student dentification sheets are collected and kept hidden un-
ul the tests are scored. After the test, the test papers arecollected. All stu-
dent papers ate collected inone location, such as the English deparument
office. Here all the papers are randomly sorted to assure that no teacher
knows which papers he is receiving, Ihe most thorough and most fair
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way to.xandomly sort is to sort the papers numerically by the six-digit
number at the top of each. Thus a 000-031 chosen by a student in one

. dlass might go next t a 000-016 chosen by a student i some other class.
This assures that no teacher knows which student papers he will grade.
.\t the samne time, someonc ddse would sortall the student identification
slips by number so that drgy wan ln tastly matched up wath the papes
later.)

Rating

‘There are two readings of each student paper. Each reader_takes a
portion of the papers (one fifth for’'example, if there are five teachers)
and sits down with a grading slip for cach paper. The grading slip,
whidh is the same for all graders, lists eight criteria. An example of the

. grading slip follows:

READER’S ANALYTIC SCALE
Topic Number .... ..t.....Reader Number .. e
Paper 6-digit No. ...ooouaal

Low Middle

Ideas 2 4 6 8 10

\ Organization 2 4 6 8 10

‘Wording 1 2 3 "4 5
Flavor 1 2 3 4 5 .

Usage 1 2 3 4 5

Punctuation 1 2 3 4 5 “

- Spelling 1 2 3 4 5

Handwriting 1 2 3 4 5 e

. Sum ....

There are several reasons why this particular scale 15 chosen over
other types. First, it is an analy tic scale. This divides the different aspects
of the writing process intw individual components. Thus, the readey 1s
not foreed to choouse between a hlgh grade and a low grade for a paper
with good ideas and viganization, but with sloppy handwriting or a
plethora of spelling crrors, Secondly, certain aspects of writing tow hich
teachiers may react strongly are singled out, su that a reader may assigna
pour rating on those one o1 two aspects, and then assign a better rating
on some other aspect. For example, if you have had an intensive spelling
unit for the past few weeks inyour classes and feel your students should
know how to speldl, thenif youcome across a student’s paper that is filled
with spelling crrors you feel are careless and stupid, you may react un-
favourably to the entite paper. Regardless of whether the paper belongs to
one of your students or not, you have already judged that paper to be a
fatlure. By separating spelling (as only one of eight aspects on the

- analytic seale), you are able w assign a puur rating on that aspect, but
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then you can racad the paper w assign farer, and probably higher,
ratings ¢ the othar aspects of the student’s wiiting. Thus the analytic
sstale serves o alleviate sumew hat the natural biases su that they do not
1oult i an unfan wating of the antue paper, whid is sometimes made
up of a mixwure of good and bad points.

The Reader’s Analytic Scale w il tesultan drating of ten (all low's)
to fifty (all hagh's). Since cacli paper s read by two readers, the total
possible tange will be twice that—from twenty (all low’s) to one hun-
died (all high's). 1t s unportant, however, that the second reader does
not sec the results of the ratng made by the fust reader. When the first
1eadet is done grading lus sctof papers, he should keep all of the rating
shps ur numenical vrder i asafe place, unal the second rating is done.
Also, no marks, corrcctions or comments shouald be placed on the paper,
and; naturally, the two 1eaders should not discuss the papers.

Alter the readers have exchanged papers, and after each reader has
1ead and filled vut grading slips on twosets of papers, then all therating
shps-are gathared and the student identification shps brought oat of
luding. If all of the slips have been kept in numerical order, itwill be no
problan to match thent up by humber with the essay paper. Each stu-
dant tssay 1sponse will ave une studentidennficationsship (identfying
the authory and two rating slips ©ne cach from the two readers). These
tluce shps of papa should be stapled o the stadent’s essay sheet. One
problun nughtarise—namely, of tw o readers” scores on asstudent paper
vary widedy. I the scores differ by over ten points (edeven or more}, thena
third rcader, suchias the departiment chanman, should read the essay and
citliar tanse ot low ar one of the seores so that the resaling disarepancy is
less than ten points.

It may be useful, beforchand, for teachers to ubtain some practice on
the analy ue stale morder w unprove the icliability of their scores, Using
sume papers not redated o the test, teachers could meet as a group at a
departnent mecting, individually rate copies of the samg paper, and
then discass then ratmgs. This practice will enable teachers w learn how
to rate, to conforn thair rating so that vast discrepancies do not oceur,
and enable 1eaders o do the actual rating more quickly.

‘ .o Using The Results

Now, what du you do with all of this? I would suggest an idea
borrowed from the art department. As many ol youknow, colleges look-
g for prospectsc fiohman artmagors ask high school seniors to sub-
mit a portfolio of than bostart work. Why coaldn’t sach a portfolio be
kept for the students wiiting that hic has done thioughoat foar years of
lngh school? Isn’twiitten Cxpression as Mportant as artistic eapression
of brush. tayon ot stenalz Iwe, as teachers of English, 1eally do believe
that Lnghsh s ¢ssential i modern socicty and deserves the four years of
study required i most high schiools, then why aren’t we requiring (o |
crent suggosting o our students) that thar current work donein high
sthool might be a valuable record that might be aseful later on?
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In some schools a student folder is kept in the English classtoom.
The folder is normally kept just fur one year, however, and then the
papers inside are turned over to the student in June and never seen or
usedd again, Ttmight be better for the studenc e see his papes from one
year to the next. He canthensee his owngrow th, The essays canform a
-basis for the student to measure his own growth, though the essays
Sshould not be the only papers included. Perhaps, student-wiitten short
stories, plays, research papers, newspaper wiiting, and book teports can
go in. \lso, at the end of cach year, the student could write out his own
evaluation (not a 5].!(}(‘ ) vl work he has accomplished during the year,
mclutlmg literature 1dad in class, books 1ead on his own outside ufd.xss,
compositions written during the year, and vther matenal the teacher o1
student wishes to include.

In the preceding paragraph I have tried to stress the importance of
student mi(ing including the essays, because 1 feel as a teacher of
Fnglish thatitis nnpul tantto have a complete, wnunumguwulufslu-
dent growth, This is the only way that 1eal measurement of grow th is
possible,

To come back to tae rating scheme. the individual student essay
then is placed in a folder. T'o this is added three other essays written later
in the year, so that the student has four essays, written approsimately
every two months (November, Tanuary, March and May), The four
papcis, cach having beanread by two people, form a compusite of eight
different scores on the student’s writing, Since cach score vanes fiom ten
to [lfl) points, the total for the year willvary from eighity to four hundred
peints. Rescarch in written compusition demonstrates that it takes at
least foun papers and cight readers to satisfy reliability criteria for the

lypf’}f_g)mpmison which I am going to suggest next.

Student writing placed inafolder is very necessary for the student to
se¢c his own growth, but parents, guidance counsclors and ad-
ministiators aie abo intaested inseeing how the student’s performance
wmpates with the paformance of other students in his grace and i the
school at large, For example, as a basis for admission to college many
colleges now 1equest information on a student's rank in class.

I)u(lumh s plan yickds this type of information as a measure of growth
in writing.

Since all the seores will fall between eighty (mimmmum) and four
hundred points (maxmmum), a teacher can anrange all of the grades
mamerically from highest to lmu,sl Perhaps this can best be done by
mitially dividing the papas into several smallet, more manageable
groups, pethaps with divisions of 130 and below, 131-200, 201-250, 251-
300, 301-350, and 351-100. Then che papers can be further subdivided,
until they are all tanked from the lowest (80) to the highest ( 100). Since
this distribution will include all the scores by all the English studentsin
the entire school, a student knows his standing in relation to the whole
school. Presumably, many freshmen will be found closer to the bottom,
and more seniors will be found nearer the top. This is as 1t should be. £ it
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were otherwise, thon Englhish teachers should look fos different jobs. 1f
one were meerested 1 finding a student’s rank in class, hie has ony, to
count how many papers of students of hisow n grade level are above him,
It the papers (now completely scoted) are coded some way w indicate
grade level this qould be rclatnely casy. Perhaps a wolor for cach grade
level (blue=ficshman, gieen=sophomore, red=junior, black=senior)
marked m the upper nght hand comer would aid identification. This
would make 1t casy to tank a student in his class (for example, as e
futeenth laghest fieshntan as well asin the schoolatlarge (fot example,
as the onc hundred twenticthy, Thus the freshman studenthknows he did
exttemely wellin comparson with other freshmen, butrotas well as say
the Ofteenth ranked scnion v ho perhaps scored thiity -seventh in relation

¢ hee hole stadent body. The studest score and rank could be listed as
oY

# students # students
Name ......... Rank in in Rank in in
class class school  school
Freshman ' 15 (300) 120 (1200)
Sophomore
Junion N :

Senior -

L h shp of papa should be kept in the student’s permanent English
folder and cach year his new 1ank in class and rank in school should be
added. Thus a normaine (o1 comparative) meastue of grow th inwriting
ability can be readily seen. ’

From tlus’penmanent record a teacher of English can see thir a
student’s growth in writing ability can show progress in two ways—
both 11 1ank m class and also in 1ank in school. Of these two easures,
perhaps the most tmpor tant is growth in rank in school. Any upward

~movement m rank m school indicates real growth. In cumparison,
growth m tank m class means that a student is learning faster chan his
classigttes, but growth m rank in school indicates that the student is
asstmtlating shill duning his four years in high school. A student may
net change tank i hisown dlass (grade level) very much atall during bis
four years. He may have ranks like the following. fieshman (96),
suphomore (102), jumor (98), and senior (100). Does this mean the stu-
dent has-not grown duning his four years? No. That same student may

have had the followmg ranks in school. freshman (1050), sophnmore .

(8004, jumor {323, and semior (100). The increase from rank 1050 (ne.u
the bottem of the schooi) t 200 (close to the top) indicates that the stu
denit has grown m his ability to write during his four years, a fact not
evidenced by Lis rank in class alone. .

Ay o »
. Responses to Critic.om
Certan variables on individual-picces of writing still present their
problems i this ty pe of test situation as in the normal classroom tests.
For ¢xample, a student may feel upset, fatigued or for some other
phyhal&lugl(‘.ll o1 psychological reasun may not be able to do his best on
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the test. Also, even with two teadersyfur egeti test, both readers may grade
their sets of papers hashly, esulang 1 signifieantly lower grades for
the .ets of papers. (A movement tahe leftofong columnon the Reader's
Analytical Seale shieet tesults in ten fewer pointsout of ifty possible on
the score.) Thas mstead of 1ecerving 8-8-1-1-1-1-1-1- (forty total), a stu-
dent might receive 6-6-3-3-3-3-3-3 (thirty total). Even teachers have
their bad days. However, m light of these variables affecting students
and teachers, isn’t 1t better to have four papers from each student per

“year, and eight grades, rather than one final exam grade graded by o

teacher? Even if examns are retained, ihe essays, along with the 1anks in
class and ranks in school form an eaccdlent second look at the student’s
grotvth in writing ability.

Perhaps the principal aiticism against undertaking this project s
the amount of time myolved. How long dous itreally take? Bear mmind
that you m. the o 1ed pencil marks on the essay. Furthermore, fitst -
pressions are valued. In keeping with this, the reader should spend no
mote than two minutes per paper—time<%noungh to read about three
hundred words. In scoring two papets, he will have spent a total of only
four minutes tating both. On the average a teacher may spend f1omn hive
to cight minutes por paper, mazking mistakes in spelling and makig
comments on ideas or organization. So this 1ating of two sets of papers
really takes less time than the nommal time needed o grade a set of stu-
dent compositions.

Farthermore, what do you have when you finish? Noimally, after
making many red-penciled marks you have only one more set of com-
positions to rewarn to the students. You know how well yjohnny did in
comparison with other students in your room, but you can only guess
how well Johnny did in relation to «wther students in his grade. Is a
seventy -tive in your class the same as a seventy -five from another teacher?
Diederich’s scheme yields cach student a rank in his whole grade level
and in his whole school, not merely in one teacher’s classes.

Whae I am trying to show is that you as & teacher of English have
something permanent and verifiable, You have something that has been
cvaluated and scored by other facalty manbers of your department. No
parent, administrator or studentean claim any unfair bias on your part
in the scoring of the essays. Farthermore, you have vertfiable proof of a
sttdent’s growth in writing ability througlout four years of high
school, At the end of four years a student will have written sinteen of
these essays (four each year) and have been assigned four ranks i ¢lass
and four ranks in school at large. Upward growth in the latter rank 1s
proof that the student has learned to write better.

to use Diede, I's scheme to meastire growth in wrifing alnlity. Only
this way «an we prove to our aritics that we do hdve real, measurable
growth in writing ability occurring in our schools.

I feel thar the above 1easons strongly urge us .7lc.uhcrs of English

Riverside High School
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Grades and Growth in
- the Writing Program

Charles R Cooper

Introduction

After a studeant has produced a prece of wiiting, how do we help him
answenthicse questions. What have Idone? How gouod is it What should
I do neat times In this article I want to propose partial answers to those
questions. The answars wilmvolve us i whatis inacasingly referred to
thiese days as formatice ecaluation, a process of response and feedback
that mforms the studant of how well he s domg and infornms the teacher
about the dffecnveness of mstiection on studant practice. Sinee this new
e and others related toatare oftan used inconnection with schouol dis-
it meastirement and evaluanon schemes and with teacher ace snant-
ability, I want to spend some time discussing these terms in this in-
troducton to the main part of the article. In partcular, T want o show
Lhow sume of the now measuroment and evalnation coneepts have
Limited use for English wachers.

I he tenm furmatice ecaluation 1s most often used in the context of
mastery learning, an msouctnonal scheme of some use in bivlogy but
probably of no ust n wnung. Conventionally used, formative evalua-
tion uaphes (o 1equunes) shott, sequenced units of instruction which
can be “niasteral,” the mastery being demonstiated by unit tests, usually
cntenon-refaonced, that is, speaifically written for the stated objectives
of the umt For example, the student studies the concept of
photosynthests for two weeks and than takes a mastery test; if he scores
above 80%. he goes on o the neat umt of study. Obviously, such an
st tonal-measuranant approach is not useful w writing eachers.
Ihere are two mam problems with it (1) it assumes that points or
platcaus of mastary can badentificd and (25 itrequires that the subject or
skhill be broken down into small, sequential, testable units.

Can a high schoul jumor "master” the essay of argument or the
autobtographical madent, o1 even the descriptive paragraph or the
business letter? Gan a college jumon? Isn'twriting a shill that one can
only get bt at butneva master, exceptin supeficialaspects of scribal
accuracy spudling) and formiat. I long ago mastered the format of the
business letter, but I never think of myself as a masterful writer of
business letters, of having rcached some platcau of cfficency and
notable hugh quahity. Lach now letta «.a anique problem, requiring
unpottant jJudgmants of tong, o1ganuzanoy, diction, and syntax. Often
uny business lewers itaally fadl. they innitate when Imeant to soothe, ot
they alarm whon Tmady meant w inform, herddorg, fromour own ex-
penenae as witters we can conclude that the conventivnal coneept of
mastety learzmg s not uscful—is probably cvan quite misleading—to
us as writing teachers, :
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The other major problem with mastery learning as a way of think-
ing about .. hing writig and cvaluating growth m young wiiters 1s
that it leads w fragmenting and false categories. What are the units of the
activity of becoming a better wiiter or of the activity of composing a
single picee of writing? Picwes of writing are composed of words,
phrases, sentences, and sometimes of paragraphs, but those units do not
provide a way of planning and sequendang wiiting instruction. Com-
posing is a holistic activity. Onee the writer has produced a prece, then
there is much we can say w him about its language, syntaa, 1hetoric,
style, and effect, but we cannotanticipate w hat a particular writer needs
to know or practice until we have seen his writing. There 1s nothing
about the writing process o1 about written picees that will permit us to
planiggsuuction in short units for all students to master, even at their
own speed ina programimed format, with mastery demonstiated by tests.
Writing has nocontent, in the way biolugy has content. Wiiting is ashall
to be practiced. There are no inaremental, sequential behavioral o1 per-
formance specifications for such a shill. The writer writes and then sees
what he has. He gets 1esponse from others. ‘Then he 1evises or writes
another piece, Writing instiuction must enhance that process, not st
vert it with wrivial and indefensible mastery units.

There are certain syntactic patterns and wotd usage features
students can uscfully practice independent of the act of writing or revis-
ing. Wc know from researdh that a special kind of senteuce-combining
practice enhances written syntactic fluency and that oral-aural dirll on
particular usage problems can be quite effective, but this arhetorical
practice cannot be viewed as preparation for writing—it should not fill
up the first few weeks of class time before the student writes his fiist
picce —and itcannot be tightly sequenced insmall, testable units on any
grounds I know of. Equally important, it cannot be tested in conven-
tional imastery unitfashion. A valid "test” of syntactic inaturity and con-
trol of the fonns of standard usage can only come from examining the
student’s writing. at the end of the year is he making fewar usage
deviances per 100 words and are his independent clauses longer on
average, more deeply embedded, morc varied in structure?

In some schools the notion of mastery learning and the idea of in-
dividualized mstruction have onjoined to areate a monster, sometimes
named LAP (Learning \ctivity Packet) or PIK (Personalized Instruction
Kit). Nearly all the writing LAP's I've seen are horrors, directing the stu-
dent o work in isolation through sume pages in a workbook or
programmed textbook and then take a mastary test. Individualizing in-
struction 1s J fashionable (but importany devclopment which we don't
need to be anxious about. Good writing instruction is always in-
dividualized, even when the tacher gives the writing assignment. The
student writes a picee which gets quite porsonalized attention from the
teacher and from othier students. And then perhaps the student revises,
and that picce gets another personal response, not the predictable
programmed instruction cajolery of the cathode 1ay tube or the
workbook frame o1 the emj: oy sausfaction of scoring 86% on an unhelp-
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ful LAP mastery test on naming sentenee parts, but a sensitive human
response which can take any of the forms o . my formative evaluation
scheme outlined below.

Let us adimt, then, that wiiting is not a skill that high school and
college students “master”” and that it is not a skill or activity that can be
fragmented mto umts for sequential instruction. Let us use the notion of
formative evaluation to mean only response and feedback to the writer’s
cfforts, feedback that describes for lnum what he has done, conveys un-
misiakably how other readers (the teacher and other students) under-
stand what he has sawd, and indicates unambiguously what he must do
differently when he revises or writes the next piece. This feedback would
be concerned mainly with rhetorical and stylistic matters, and only
secondarily with matters of correctness, with spelling, usage, and punc-
tuation.

This article proposes ways to prov ide that feedback after a writer has
produced a prece. Inasenscitis an article about writing instruction, and
yet I want to try to keep the focus more narrowly on formative feedback,
omitung such unportant matteas as guided prewriting activities and the
teaching of stylistic refinements, intellectual strategies, and syntactic
flueney, not to mention plaming the writing program and sequencing
wniung tasks. [ will also not deal directly with summative evaluation,
the measurement of grow th in writing ability over a period of time. For
formation aboutgrow th measurementsee Kenneth Watson'sarticle in
this 1ssue and my article in the March 1975 English Journal (Cooper,
1975).

Grading

I am alsou notwoneerned here with the question of assigning grades
tw preces of student writing. Grading individual pieces subverts the for-
mative evaluation process I want to describe below. We have to give up
putting grades un student wniting, and instead concentrate on providing
m the classroom the respunse a writer must have to What he is produc-
ng. Grades do not even wontribute to summative evaluation. A row of
grades in the gradebook is not a measure of anything. The writing
teacher’s task 1s to foster growth and to describe what growth is oc-
cwrning. Onee we have desaibed a writer's growth over a period of time
several weeks or months), then we can assign a public grade to itif we
have to—and we still have to in most schools and colleges.

I'he last argument of the defender of grading every piece is that cap-
tive adolescents will not continue writing unless each piece is graded.
Ihe expentence of many teachers now easily refutes that argument.
Students will continue to produce large amounts of writing if the
wniung tasks are not uniformly dull and pedestrian and unrelated to
their expenienc, if they can see somne purpose for writing beyond pleas-
ing the teacher, and if they can write formany audiences, not just for the
teacher. Students do need response to each piece, and that is what the
procedures I am going to outline below are designed to do.

58 THE ENGLISH RECORD

59




ERIC

Aruitoxt provided by Eic:

This 1s an article, then, on what tvdo besides grade writing and give
wsts on informanon abovut writing and language. It is an article about
formative evaluation English style.

Formative Evaluation for Guiding
Growth in Writing

Formative evaluation—1to sutimarize my use of the coneept here—
15 helpful response o the writer's efforts. It tells him what he has dune,
how cllectiy ¢ he has been incommunicating with his intended audience,
and what he might do differently next time he writes in that mode for
that audience. It gues on continuously with each piccc the writer
produces, shaping his scribal activity, moving him slewly in the direc-
ton of what mature w nlusdu, but not measuring him against an adult
aiterion, not expecting “mastery, ' but only some demonstration of
giowth from the puintwhere he started in the course. It should point vut
mistakes, confusions, ambiguines, and failures, but it should be mainly
on the pousitive side in order to encourage the writer to try again and
again, It should fostar confidence and reward freshness, vigor, and
honesty. Most important, it should help the young writer find his own
voice.

The teacher guides this evaluation process, participating in it
hunsdf, but also arranging for students to participate, training them to
de su effectively. What exactly do the teacher and the students do? I want
to propose four general activities.

i. The teacher talks tothe student or writes commentson his paper.
Makng comments or corrections on the student’s paper without the stu-
dent actually present should be done only as a last resort or as an ex-
pedient. A conference with the student about his paper is always
preferable. Even with classes as large as they are, we must still do as
much conferencing as we can possibly arrange, even if it means devoting
stveral days a month toit, with actividies for the rest of the dass members
carclully planned so the time is not lost for them. We mustalso patiently
but pasistently continue making the case for smaller class sizes, even in
these hard tumes. The new concern with “basic skills™ may aid us here.
Writing 15 a most crucial basic skill, and good basic skili instruction can-
not be had on the cheap.

Whether we talk or wnite comments, we should initially withhold
judgment about the worth of the paper as well as overlook usage, spell-
ing. and transcription problems while we coneentrate on (1) making a
pursunal respounse to what the student is trying tu say, to the composition
belund the transcnpuion and (2) describing o the student what he has
donc. Sume papers, witten for the teacher as trusted adu.i, will require
only the persunal 1cspunse. Desaription, detailed comment, and editing
are best used selectively on papers that have real promise, papers that
may be published in some form for the class—read aloud by the student
ot the weacher, put up on thebulletin board, pasted into the class writing
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scrapbuok, publishied i the class magazine, o1 sent off elsewhere to be
published, perhaps in the school newspaper ot litetary inagazine.

Itis very helpfulaf the studentheeps all of his writing in a folder orf
he accumulates 1talong with revisions m aspiral notebook. Ateach con-
ference he brings all of his work wih hiw, not just the last piece, H
students are heeping o journal along with the regular writing we are

assigning, we can altanate conferences on the journal and on assigned
writing.

Good conferences arc intense, focused and fast-paced, the latter be-
ing impoitant just to get around to everyone, The conference should
always begin with the personal wsponse of a sympathetic reader, the
teacher, to ayoung witer. Itcan then move on o a descnption—not an
assessment or a judgment—of what the writer has done. We can deal
with matters of organization, syntax, and diction, all within the
framework of the writer’s purpose, subject, and audience for that piece.
W probably should be sclective, not trying to cure all ills at once. If the
paper wartants it, we can make suggestions for revision, or we can just
ask the student to try another picce in thatmode, Gradually, the student
can do more and morc of the talking in the conferences. We can ask him
what is the best thing in his paper, the weakest thing, what he would do
with the paper. We can encontage him o explain and defend, 0 “say
what he meant,”” 1o begin to take responsibility for his writing,

[e best articles T have seen 12cently on 1espording to studeat
wiiting are by James Klein, Lois McCallister, Donald Murray, and
Stephen Judy. They are all listed in the bibliogiaphy to this article and 1
rccommend them enthusiastically. Murray, a Puliuer Prize winner and
@ writing teachier, has this to say about the tegchier as reader of student
wniting. “He doesn’t look for what he hopes will be there or ought to be
thag, instead hie listens for what is there. He is ready for the unexpected,
dalert to a hing aword, a tong, a fact, ashape, a subject which will make
him respond as arcader, ahumanbeing, notan English teacher.” Judy's
extianddy hddpful and deailed artide outlines seven steps in the process
ol 1poiiding. listening for the student’s vorce and deadmg whether the
picac is 1cal or fake, 1esponding ina personal way ina conference or in
written comments, deciding whether the piece should be kept pravate ot
miade public to the class, de tamming a forn of publication or distribu-
tion in the class, editing, copy 1eading, and “publishing.” Only a few
picces would make it all the way through this process.

A vy promising pussibility for tesponse t student writing is out-
lined in an important recent articde by iny colieague Lee Odell (Odell,
1973), who is studying the intellectual strategies (for example, focus,
contrast, change, reforence  sequence, reference o physical context,
dassification) apparcutin students” wiiting. Qdell argues that “if we are
to makt genuinedy uscful responses to students” writing, we need
davotc a good deal of oun cffort to idantify ing mental processes implicit
in their language and hdping students add to and refine strategies they
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alicady pussess. .. we can hidp than master sume of the processes that
arc praequsite tw ddfoecnve wnung. . When wearespond to students’
wtiting by helping than alargc and unprove upon thar wepertoire of
i Hecmal strategies, the uscfulness of vur response extends well
bayond a speafic assignment {fo a single conrse.” There is some
cudenee students can be taught o macase the use of appropriate n-
tellectual strategies in their waiting (Odell, 1974).

2. Theteacher leads whole class discusston of representative preces
of student wniing. Sicc we conldargue that tiere s no such thing as a
“representative” picce of student writing or that writers are really in-
terested only by talk about thdir own picees and not those of someone
(b, weshould s tns activity cantiously and spanngly, It should never
become asubstitute for the wacher-student conference. Carefully plan-
ned, how cvar itcanbe guate ffective. We ditto apicee of student wrining
or we mahe an vverhead projector transparency of a prece, Selecting a
few things of interest in the piece, we lead a cdass disenssion about it.
Eventually, the students can do most of the talking. We have all done
this sort of thing, but,let me illustrate how it might look in the
classroom. Here is a piece of writing by a twellth grader:

My Best Class

"The hest class Twas in was my cleventh grade nstory class. 21 foumd
this class vay interesting because the wacher looked upon cach student
as a young lady or young gentlomen and not as litde chitdren. "We
studied vut of a textbuok, but i class was stll interesting becanse she
wouldelate whateser wpie we were on o the current news. 'She was
always pleasant and willing o share sume news article with the class.,
*She would choose atopic whichishie knew wonld interest the class. €1 he
Class was always inorder. "As far as [ can remember there was never a dis-
turbance 1in the dlass., *She would encomage you to do your homework,
butif you didn’tdo it she would tedl you, " You are only hurting yourself
and no one else.” Skt would never foree you to do anything you didn't
want 1o do. "%She was a very good teacher.

Now let’s assume we have chusen this “representative’” picee from
the class inordar to puintoutsome pussibilitics for increasing syntactic
fluengy and vaiiety, being carcful  anphasize the point that syntace
choices have 0 bo made within the context of the whole thetoncal
sitnation—somevne saying something for a reason 1o a particular
andience.

Althongh the mean length of the independent clauses is only 12.6
words for the thirteen indepondent clauses in the ten seatences in the
picce @abont that of the average cighth grader ) the pece has areasonable
degree of syntactic fluendy. Sentences 2, 3, 7, and 8 have adverh dauses.
Sentences 3 and 9 have adjecnve clauses, Santence 3 has a noun clanse,
And yet we notice right away the sentences are not very complex strue-
turally, not very deeply embedded (exeept [ Sentence 8 with the
“whatever” noun clase inside the “becanse” adverh clanse), and lack-
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mg absolute phrases, stong medial modification, or noun substitutes in
the subject position.

What could we say to the dass about this picce? We might suggest
the following possibilities:

1. Begin Sentence 2 with the “because” clause.

2.-Begin Sentence 3 with “Even though.”

3. Embed the first part of Sentence 4, “'She was always pleasant,” in
Sentence 2 as follows. .. .the teacher was always pleasant and
zlways looked upon each student...”

I. Then begm Sentence | with “Always willing” and attach it to
Sentence 5 following.

5. Auach Sentence 7 to Sentence 6 by creating an absolute begin-
ning "there never being.” (Here the use of the term “absolute™
would not be important. Students will see the usefulness of the
new structure without ever having heard about “absolute
phrases ')

6. Attach Sentence 9 to the first clause in Sentence 8 by creating
another absolute beginning “never forcing.”

7. Then make a new sentence of the second clause in Sentencee 3 by
beginning ““If you didn’t want to do your homework...”

Now with this short piece L don’t want to make any grand claims for
the overall effects of these changes. But 1 have demonstrated how
clements can be moved around in a piece of writing to achieve greater
structural vanety. I did create a participle phrase sentence opener
"Always willing...”) and two absolute phrases, and I increased the
mean length of the independent clauses to 20.5 words, well beyond that
of the average twelfth grader.

['hese teacher-led discussions can focus anywhere in the piece. They
can erther be planned to show the students sumething in particular o to
draw them out about the piece, getting them to suggest changes. A great
advantege of these discussions 1s that they are a moded for the students of
what can be said abouta picce of writing, an insight they peed todevelop
to work helpfully in the two remaining activities I want to discuss.

3. In pairs students give each other guided feedback about their
writing. The actnaties I want o recommend could also be used in small
groups of five or six, but I have found they work best with pairs. If one
student wirtes comments and makes marks on a paper, the second stu-
dent to look at the same paper 1s going to be unavoidably influenced by
thuse marks and comments. Furthermore, one set of marks and com-
ments may be enough for one writer to heed, particularly if the teacher
gives feedback unthe picee aswell. Having several students read and res-
pond to a prece 15 also very time-consuming. When two students ex-
change papers, they can get fairly far into comments and discussion on
both papers within fifteen or twenty minutes.
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[ have found that at first these student pairs, even college students
and graduates, need spectlic ducetions. They need o be wold what to
louk for and what to do. They will need considaable hdp inorder toget
beyond bland judgmegtal 1eactions. In fact, the most uscful activities |
have seen preclude judgments. Eventually, o coutse, we want students
to relish these 1ead and responid sessions, to be confident in thei
1esponses, and to know how to give hedpful, focused feedbadk.

The best activity [ have seen—students rom Grade 7 (o graduate
school like it and wan do it casily—comes from Peter Elbow’s book
Writing Without Teachers (Elbow, 1973). It has threc stages. pointing,
summancang, and showing. 1 will explain the first two here and <n-
courage you o read Elbow for the third.

Pumnting involves (1) putung a suaightline under words or phrases
that you like and {2) putting a wavy hine under those you don’'t like.
Elbow describes the first in this way. “the words and phrases which most
steeeessfully penetrated your shull. perhaps they seanted loud or full of
voice, or they seemned o have a lot of energy, or they somehow rang true,
o1 they aarried spectaleonviction,” And the second this way. “words and
phrases that strike you as particularly weak or empty. Somchow they
ring false, hollow, plastic. They bounced ineffectually off your skull.”
Thestudent puints on his second reading of the piece, and the decisions
arcentirely his own, In discussion immediately following, cach student
reader can explain as well as he can o each student writer why he
pomted as he did.

Summanzing involves these four steps (quoted directly from
Elbow):

1. First tell very quickly what you found to be the main points,
main feelings, o1 centers of gravity. Justsort of say what comes to
mind for fifteen seconds, for example, “Let’s see, very sad, the
death seemed to be the main event; um. .. tat the joke she told
was very prominent; lots of clothes.”

2. Then summarize it into a single sentence.

3. rhen choose one word from the writing which best summarizes
it.

t. Then choouse a word that 1sn’t in the writing to summarize it.

Make copies of these steps for the students, and encourage them to
fuollow the steps exacty at first. Sumimarizing is to be done informally
without too much planning o1 thinking. It shiows the writer how his
piece struck one other reader, As with pointing, discussion can follow
immediately between the two students.

Another source of ideas for directed feedback is Ken Macrorie's Tell-
ing Writing (Macrorie, 1970). Scattered throughout the book are ideas
like this one. to identify repettion draw a circle around all the repeated
words (besides a, and, the, of, etc.) so the writer can consider whether he
needs to keep all of them, and draw a drcle around words and phirases
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you tlunk 1epeat meanigs unneeessarily, I ohighly recommend
Macionie’s Chapter 9, Critiazing, for a geneal discussion of what it
means to give and 1eceive criticism af wiiting.

Pans can hielp caclrothier wath any aspectof the waiting they are do-
wg. Sometmes students of sunilar ability can be paned, and at othier
tmes weak students can be parred wath stong students. The reader-
witel panmgs can have quate different purposes. from quick, pasonal
1esponses to [iist diafts to editing and copyreading just prior to
publbislung i the Class magazmeor sending off to the schovol newspaper.

L Insmall groups of frve or six students furm a permanentwriting
workshop to give each other feedback.

Many writers have shown how to use the writing workshop in
Englishi classes at buth the school and college level (Elbow, 1973;
Macrone, 1970, Moffett, 1968). Sume build the entite m-class wiiting
program aound 1t while others use 1t only oceasionally for particular
purposes. With youngar school-age Kids it takes paticnec and persistence
to get it started, but the cffort does seem justified t me, particularly as
class sizes grow lager, Since we can't get around to students often
cnough for witing onferences, Idon't sec any other way to provide the
amount of fonmatise response and feedback wiiters must have unless we
pafect the wiung workshop (and student pairs) aswellas we arcable in
ow classes. Two thimgs are crudial. (1) training students to work ffec-
tvely m small groups and (2) showing students what to look fur in
another's witting and how to respond helpfully, Two excellent sourees
of group taining activities are Sax and Hollander's Reality Games
(1972) and Stanford and Stanford's Learning Discussion Skalls through
Games. The 1deas from Elbow and Macrorie above begin to illustiate
what is involved in showing students what to look for.

After we have sume acquamtance with the students and with their
writing, we can foum permanent workshop groups of fise or sia
students. Each group can have the full range of writing abilities in the
class, We can set out to get them acquainted and to train than to work
togethar effectively. As often as we can, wesit in with each group and
jout the readimg and discussing. In domg so wemodel for them what can
be sard about a picee of wnting and what it means to be a good listena
and a fucused, liclplul responda. We also provide this modelling when
we lead whole-class discussion of student writing,

" At st students can just pass around the circle the picees they have
wintten, or they can read aloud to eacts other what they have written.
Lhey can svon be given spealic tasks. things to look for, proufreading,
cdiing, potnting, summaniung. They canbring to the group only what
they are willing to make public.

Some teachers find that the friendship o1 same-sex group,works
better than the teacher-arranged group, espedially in Grades 7 and 8,
where students are still aversive to the opposite sex, or at least acutely
self-constivus with than, Sume teachiers also use same-ability groups.
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Howeva weanrange itand get it going the greatvalue of the wi ing
workshop is quantity and immediacy of feedback. The qualiy of the
feedback is not very high. at teast at first, and it is never as good as you
could provide. But it does provide a 1cady and responsive andience
besides the teacha, and it permits the writer to get almost immediate
feedback the same day he writes or the next day.

Conclusion

Measurement and evaluation for writing imolve findimg out what
the students can do when the counse begins (diagnosts), responding o
their efforts and guiding thein growth (formative evaluatony, and find-
ing out how [ they have come by the end of the course {summative
mcasuwrement). In this article [ have shown how we must redefine the
comventional notions of mastery leaning and formative evaluation to
suit nursclves as English teachers, and I have outlined four general ap-
proaches o providing the continuous formative response and feedback
young writcrs must have inorder o grow as witers. There iy nothnng
technical, complicated, orsurpiising in my recommendations. Our own
good sense as teachers and writers already points us in the directions 1
have outlined. We know that composing is a complex personal,
linguistic, and social process tequiting much practice and supporuve,
helpful 1esponse. We know oo, that growih is very slow and that we
must be patient. With persistence and ingenuity we can overcome some
of the school-as-institution constraints that frustrate us, and we can
guide students’ growth in wiiting as we know it must be done,

Most impor tant, we must give up being the judge and become the
coach or the listenar Sorting, grading, ranking, judging all subvert the
writing process. We must concentiate on describing what students are
doing and on tnconraging their grow th, and we must put off assigning
the public grades we are sull required to give until grade report ume
arrives. Even then, the grade should be based on willingness, on effort,
and on giowth.
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Recent Sources For |

Measuring Growth
In Writing And
Reading Fiction

s

Thomas G. Mac Lennan

While many of the books and articles listed below ate faitly recent in
otigin, the concept of measwiing grow th in writing and reading fiction
has been with us for some time. 'm sure thatimany teachers have puzzled
over the problem of how to go abont determining the status of a student
who comes to you in September and leaves in June. Just what ineasues
can we count on to detenmine the vital question of determining stadent
growth fiom the beginning o theend of the period of te in question?

Measuing grow th should nof be confused with zvaluation. The
procedure of using the grow th measures to assign some number or letter
grade which ostensibly reflects the quality of a student’s performance s
evaluation. Measuning growth concensitself with the valid and reliable
meastres we use in collecting information about vur students. 1f o
measure is valid, it measures what it is supposed to measure. If it s
reliable, itis fair and consistent with itself in measui ing whatever itdoes
measure.

There are a number of valid and 1eliable measures for writing and
teading fiction and they are readily accessible. If you are located
anywhere near a university or college library, they are available for your
use as models in constructing your own grow th measures. In some cases,
I have added addresses just in case you want to add a copy to your own
professional library.

Bl

MEASURING GROWTH IN WRITING

Adler, Richard i Incestigation of the Factars Wha b Affect the Quality of Essays by Ad-
canced Placemeni Students \an Aibot, Machigan, Unuwersity Macrofilis, 1972, Gan
veordaad om Urincsis Micohilos, P.OBox 1764, Ann Atbor, Michugan 18100,
Ouder No. 72:12056,

Contains a very nseful analytic seale for measuringd\growth m
expository wiiting. I am going to be wsing the wen, analytic scale,
several times inthis article, and Adler’s is an example of this ty pe of
scale. The complete published scale describes the ugli, middle and
low points for cach component.

o “"RING, 1975
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Qualitv of wdeas ... e 023 405
Developrent ol wleas oo ooooooo oL L0243 405
Organization, relevance, movement .........0 12 ¥ 15
Stvle, flavor, individuality ................0 1 2 8 4 5
Wording (choice of wordsy oo 0012 4 )

i |

.y

Chistason, Franas — The Problon of Dehinng, o Maare Swle Fuglsh Jogmal 5
cAptil 19683, pp 972579 \

\

Anartele that olfers some suggestions m measuring g 4 thin
wiiting style. Chnstiapsen suggests that the most valid measpie of
maturity 15 not scntence length, but length of the T-unit, wineh he
detines as berng cach man or mdepedent dause, tegether with ity
subviGate elements, He offas two hypotheses w be tested: (1) A
mature style will have a relavvely heeh frequeney of [ree modifiers,
espectally in the final postaon. (2 such astyle will also have a
iclatively Ingh ficquency of stiuctures of ¢Cordinzation within the
[-unit. e dafters with hellogg Hunts Loadings on syntactic
maturity. Chistiansen feels that a matur - ~tyle must be casy to
decode. The tong clause sn't the mark of a maaaie sty le but of an'in-
eptstyle, Tharcal problemas o pack much inw litde, “but to pack
1t 50 that 1t can be weadily anpacked.” For another view, see the
Kellogg Llunt enty below. .-

Cohun, Arthur M Assowsang Stdout s Abilie o Wit Gompositions ™ Researchun the
Ueachig of Pnglish 7 (Waner, 1973, pp 356-371

Contams an example of a dichotomous scale to be used in
measuring grow th m expository conposition. This scale is uselul
when judgmentdoesn’thave to be refmed. An example, taken from ’
Cohen's SCORLE SHIEET, [ollows:

YES NO
Mechanics I'here are many misspellings.
Ihere are serous punctuation eriors.
I'here are ertors in the use of verbs.
['hete are erors in the use of modificrs.

Cooper, Charlo R Mosurig Grow o Wating - Faglosh Journal o4Mardh. 1975)

Ifyou only 1ead one artidde about measur mig grow th thisyear, 1
would sttongly tecommuened this one. Ieshould be read for a numben
of reasons, (B Ttoffars the ratonale for attempung to measure long
term growth m o composiiton program, (2) itouthnes some com-
prchensive objectves tmeluding attitudimal ones) and a choice of
calid and reltable measures you may sclect o attain the objectives,
(3 umplamentation of the measures tequares no special training,
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and, with the exception of the attitude measuies, are taken fiom a
student’s ongoing work and do ot 1equite separate tests or quizzes,
(b the objectives do not deroimine instiuction, the classroom
teacher is fice o approach them anyway they see fit.

NOTE. The emphasis in this entire issae of the English Journal s
on measurement and evaluation.

Corb. Richad The Teaching of Writing i Our Schools. New York, Dhe Mac Millan
Company, 1960, ‘

It suggests an analytic scale (good, fair and poor) in measuring
growth in expository composition. It is based on the following
components viganization, development, sincerity of purpose and
expression, sentence stiucture and punctuation, paragraphing,

usage, choiee of words, spelling, penmanship and  general
appearance.

You might want to examme NCTE's, "*Ideaform™ on page 84.

Diedench, Paul B ' How 10 Mcasure Growih i Waung Abilny. Langlish Journal 55
(Apnl, 19663, pp. 135119

measuring grow th in_writing but contains « model we can use in
measuring growth of the whole schovl composition program.
Diederich suggests usil\g ananalytic scale (high, middle and low) in
measuring grow th in General Merit factors (ideas, organization,
wording and flavor) <. Mechanics factors (usage, sentence struc-
ture, punctuation, spc -« o.g and handwriting). He strongly ady ises
total department involvement in rating papers.

Dicdanch, Paul B Measuning Groa th i English. Urbana. Nauonal Counatl of 1achers
of Enghish, 1971 NO FE. \vailable from NG E. 1T Kenvon Road, Utbang, Hhinoss.

|
This article not only concerns itself with why we should be
|
|
Price 1y $2.50; member price s §2 25, ' |

A most wnformative and valuable buok. Diederich suggeste
several approaches 0 casuring growth i English. the reading
test, the objective writh . test, ashorttest on knowledge of gramman
(the “shadow™ test), as well as written essays which are to be graded.
by the entire department. Appendix A contains his analytic scale,
desaribed in the previous enay, By all means, read, “Initrating Staff
Grading of Test Essays,” on page 18, where he outlines the 1ationale
and strategy for whole department grading.

NOTE. Sec Kenneth Watson’s paper in this issue for away to imple-
ment Diedericn’s departmental giading scheme.
Loley, Joseph o Evaluation of Laanung i Wiing.” Handbook of Furmative and Sums-

matice Lualuation of Student Learnimyg. Edued by Benjamm A, Bloow and others.
, New York. Mc Graw-Hill Book Company, 1971 pp. 765-813.

i \) ‘
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Foley saggests that (1w analyze the learning task, (2) organize
the tash nto sequental unats, (3) devise a table with desired
cognitive and affecave behaviors at the top and content (he lists
dcas, organzaton, sivle, mcchautes and choice of words) items on
the side, ¢4) and then domine objectives by using the table in-
tascction as a guide, Hosuggests a tipartite .lppl().l(_h w“nlmg If
vouwanttowrite, thonrcad winte think. By using the intersections
of the table as a guide, the teacher can construct questions to
measuie grow th, This essay s.;nu numecious examples of how to
dovelop measarament questions and contains a comprehensive
bibliography.

Glaer. Judte  The Deccdopment of the Glaer Narmatce Compusition Scale, Ann Atbor,
AMidiged Utiscosity Mictontins, 1972 Gan be ordered from Unsersity Macrolilims,
P O Box 1761, Ann Arbor, Michigan 18106 Order No. 72- 196,

Contas an analytic scale designed to measure growth in
stadent-wistten fiction. The scale has the tollowing levels: plot,
theme, scting, haractenizanon and style. Each of these levels have
several sublevels. For detarls refer to the measure. Tt utilizes many
(ramples of student winng to iHustiate the high, middle and low
points on cach level in the scale.

Hunt, hilloge W Grampnaiwal Structures Wntten at Three Grade Levels, Nauonal
Council ol Feachiens of Foglish Roscardh Repore Nu 3 Champaign, Hliinos, 1965.

Lhis tescarch report deals with an instrument to measure syn-
et matunity. Thomsaumentwas designed to study differences in
SUILLIICE stTuctunes among a4 hicterogencous grouping of students of
average L. Q. m the tih, 8th and [2th grades. The degree of syntactic
maturtty was computed by counting the number of T-units (a T-
amit 15 a cause and all its modifying phiases and subordinate
daustsy, The study detenmined that, upon graduation from 12th
grade, a stadent wintes T-units nearly 60 percent longer than he
umld cight years carlier. 1 slrongl) recommend Chapter 14,

“Imphcanons for the Cuniculum,” pp. 155-58. See also the
Chrstansen enuy above for complementary measures of written
syntactic fluency,

Judute, S ML L1 Guade for Ecaluating Student Composition. Readings and
Sugestions jur the Leacher of Englosh i the Jumor and Senwor Lhgh School. Ur
bana. Hhors Natonal Gounal ol Taachers of English, 1965, Avadable from NCTE,
11 kenvon Road, Uthana, flimos 61801

T'his collecton of essays contains two composition scales. 'The
Cahfornia Essay Scale, pp. 147 138, concentrates on applying stan-
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dards to content, organization and style. While 1t can be used for
evaluation, the authers feel 1ts best tise 1s as a ginde, “a 1eminder of
the qualities which distinguish superior composition.” The y
Cleveland Heights-Unversity Heights (Ohio) City School I)is-/
uict's, Composition Rating Scale, on pp. 159-160, 1s a five poing,
analytic Leale based vn content, style and conventions. It lets a stu-
dent see what elements of his work need sticagthcnmg as well as the
areas he has improved upon. Although 1t can be used as an gyalua-
tion deviee, 1t can also be used as a grow th measurc to show 7ludcm.s
where they are making progiess. /

Rl Julic Phomiipson The Small Group Approachto Wating.  Measure fur Measure.
Eduied by Allan Bager and Blanche Hope Snuth, Urbana, Nattonal Counal of
Feachers of Enghsh, 1972, pp. 32-35

This article suggests using student evaluation as an effective
grouwth measure. Whole-class meetings are reserved for gram-
matical and sy listic discussions of model essays. By scheduling
group conferenees in a college composition course, the author
found that the students gave cach other a much broader audience
than the student-teacher duo allowed. There was a significant in-
dication that students weae preparing and refining rough drafts of
their compositions. This type of mecting also enabled students to .
exerdise critical powers which could be then apphed to their owit
work. e

e . e e

National Assessment of Educational Progress—Wrniting Objectives, Ann Arbuor,
Michigan. Commuutec on Assessing the Progress of Educauon, 1969.

National Assessment is a plan for, “a systematic, census-like
survey of knowledges, skills, understandings, and attitudes design-
ed to sample four age levels (Age 9, 13, 17 and Adult) in ten different
subjec: areas.” Writing is one of the subject areas NAEP is concern-
ed with, and writing excraises were deseloped to assess attainments
specified by one of the following objectives:

(1) Wi to communiacate adequately m a social situation.

(2) Write to communicate adequately in a business or
vocational situation,

(3) Write to communicate adequately in ascholasuc situation.

(1) Appreciate the value of writing.

It would be very beneficial for anyone interested in incasuring
growth in wiiting to become familiar with the objectives and the
restdts of the writing assessment. National Assessinent has been,
and to some extent still is, a controversial program. Howeser, it
does represent an attempt to determing, on a nation-wide basis, pre-
sent status, past performance, and futare direction,, The following

\)‘ | [
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reports are available, for sale, from the Superintendent of
Documents, U.S. Government Printing Olfice, Washington, D.C.
20402:

ORDER NO. TITLE OF REPORT

3 Writing: National Results

5 Writing: Group Results A

8 Writing: Writing Mechanics
10 Writing: Selected Essays

11 Writing: Group Results A & B

NOTE. Fur two interesting views on the National Assessment of
Writing Skills see Henry B. Slotnick’s, ~*On the Teaching of
Witing. Some Implications fiom National Assessment,” and John
C. Maxwell's, “National Assessment of Writing: Useless and Un-
miteresting?”” m the December, 1973 issue of the English Journal.

Stoner. Donand Anderson, At A Mcthod for Feaching Sabskills in Composinon.”
English Journal 58 (Febraary, 1969), pp. 252-256.

An articdde that proposes an error-counting scale to measure
growth i the compositional subskill of mechanics. The authors
pomt out that the factors contributing to poor writing are:

(1) Prevelance of “‘busy work”

(2} Delayed return or non-return of student compositions

(3) Scales that measure composition as a whole

They suggost two possible models for measuring growth inthe
climination of mechanical arors from expository compositions.

1) For witing assignments of no more than a paragraph in
length, they suggest a dichotomous scale in which a
patagraph with no mechanical errors receives fourand one
OF MOIe eITors Teceives a one.

(2) Vor wniting assignments longer than a paragraph’slength,
they suggest a four point analytic scale (enor free papers—
I, onc mechanical enor—3, two mechanical errors—2, and
three or mote errors—1).

Twas, bileens « any Rating Scale Ann Atbor, Michigan. University Microfils, 1971,
Gant be ondeaad from U avarsity Maiaofilms, P.O. Box 1761, Ann Arbor, Miclugan
18106 Order No, 70109497

An mieresung Iiterary rating scale designed for use in rating
clementary school (grades 1-6) student-written short fiction. [tisan
analytic scale which suggests high, middle and low points in the
following clements. structure, ending, sentence structure, word
usage, characterization, setting, point of view, conversation, detail,
appeals to senses and values and situation,
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MEASURING GROWTH IN READING FICTION

Couprt, Chatles R Measurang Grow th in Apprecation of Literature. Newark, Dedawate.
International Reading \ssodiauon, 1972, Mvadable from International Reading
Assoctation. 6 Tyte Aventue, Newadk, Dedaware 19711 Members price 1s $1.00, nun-
members’ price $1.50. '

valuable to anyone nterested in measuring appreciation of
literature. A number of attempts to measure appreciation of
literature are reviewed. Also contains an evaluauon of limitations
and possibilitics of the measures and specific recommendations for
further research in addition to a comprehensive bibhography.

A monograph written primarily for the researcher, but

Cooper, Charles R and Purnves, Alan C 1 Gude tv Evaluation, Leangton, Mass., Ginn
and Company, 1973,

More than just a complement to Responding: Ginn In-
terrelated Sequences in Literature this Guide contains several very
comprehensive essays about measuring growth in response to a
literary work. In addition, it gives teachers some valid and reliable
measures for assessing growth. Cooper's essay, ''Attitude Scales,”
explains the rationale and gives models of the Attitude-Sortand the
Attitude Scale (pp. 22-27). Purves’, *Observation of Responses,”” ex-
plains three systematic evaluation models. (1) For determining both
the variety of responses and degree of involvement in those
responses (inodel is shown on page 29). (2) A model based on obser-
vation of students’ activities by ad%pting a behavior-content grid as
an evaluation model (p. 30). (3) A classroom interaction chart (p. 32)
which aids in assessing the interpersonal relations in the class.

Examples of the following measures are also included:

(1) Interests Questionnaire (pp. 37-38). Aids in the determina-
tion of students’ likes/dislikes and interests.
(2) Preconception Measure {pp. 38-39). A questionnaire that
deals with preconceptions students hold about what they
read and what they see on television or in films, |
(3) Reading Interests Questionnaire (p. 40). This question-
naire secks 1o idenufy students’ reading interests. ‘
(1) Involvernent Measure (pp. 41-12). Has the dual purpose of |
finding out (a} how readily students become involved in ‘
whatthey read and (by what capacities they have for reading |
various kinds of literary works. ‘
(5) Critical Approach Measure (pp. 42-43). Seeks to identify |
the characteristic ways in which students approach the ‘
reading of poems, plays, stories and essays. |
(6) Student Profile(p. 13). A form that is used to synthesize the
information obtained in the previous measures.

Q i
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(7) Class Clunate Inventories (pp. 47-52): Measures that
provide classroom teachers a way to assess students’ percep-
tions of your casses. For a discussion of these measures,
refer to the Fox and others and Gorman entries in
MEASURING GROWTH IN CLASS CLIMATE, below.

Gottesman, Julia M. Making and Evaluaung Literary Scrapbooks.” Measure for
Measure, Eduicd by Allen Bergar and Blanche Hope Smith, U rbana. National Cuuncail
of ‘Teachers of English, 1972, pp. 54.55,

The author, a jumor high school teacher of English, proposes
an outhine for making and evaluating literary scrapbooks. Her
scrapbook evaluation contams a dichutomous scale to measure the
mechanics, and an analytical scale 1o measure the content.

Loban, W alier, Ryan, Margaret, and Squire, James R. Teaching Language and Literature.
New York: Harcourt, Brace and World, Inc., 1969.

Lhis general mcllyods text has a plan for evaluating growth in
four important areas. ‘ability to interpret behavior, sensitivity to
form and style, grasp of ideas and theme, and growth of personal
tastes. The section of the textdevoted o evaluation of literature (pp.
362-569) contain sume helpful models for constructing the follow-
ing opion polls, vpen-ended responses to a reader’s response to a
Iiterary work, suminary of voluntary reading, and self-evaluation
instruments, Uhere is a particularly good interestsurvey (p. 547) for
gauging prevailing attitudes and tastes of students.

Mottag, Jumes. 4 Studeni-Gentered Language Arts Currsculum, Grades K-13. A Hand
book for Teachers. New York. Houghton Miftlin Company, 1968.

Moffett feels that the administrative need for tests and marks,
“has tampered with educational processes, especially in English,
even more than most of its critics have ever asserted.” In his
“General Orientation” section of this volume, he does offer a
method by which teachers can evaluate grow th (p. 7). He feels thata
folder of cach student's papers should be kept and passed each year
from tcacher to acher. Grow th is measured by general assessment
and teacher observation of the student’s oral and dramatic work.

Natwnal Assessment of Educativnal Progress—Laiterature Objectives. Ann Arbor,
Michigan. Commattee on Assessing Jhe Progress of Education, 1970.

For an account of the scope of the NAEP and where you may
send for reports, see enury in MEASURING GROWTH IN
WRITING above. The NAEP literature objectives are:

Aruitoxt provided by Eic:
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(1) Read literature of excellence.

(2) Become engaged in, find meanings in, and evaluate a work
of literature.

(3) Develop a contmumg mterest and participation  in
literatine and the literary experience.

In addition to a detailed explanation of these objectives and
how they apply to the four age levels (9, 13, 17 and Aduly), the report
contams specific measures for hterature. Anyone interested in
masuring grow th i litaature should know the following reports.

ORDER NO. TITLE OF REPORT
02-L.-01 Luterature: ~Understanding  tm-
aginative Literature
(FTheme 1)

02-1.-20 Laterature: Released Exercises
02-1.-02 Literature: Responding to
Literature
(Theme 2) ,
02-L.-04 Literature: A Survey of Reading
Habits i
(Theme 4)

Purves, Alan C. edy THow Porcupines pake Loz, Notes on a Response-Centered
Curncudum. Leangton, Massachusetts. Xerox Gutiege Publishing, 1972,

I highly recommend, as a good starting point in measuring
growth, Puives' essay, 'Proving That You've Done What You Set
Out To Do And That It's All Been Worth It” (pp. 181-199). There is
alsw a very comprehansive evaluation and planning bibliography
on p. 216.

Puives, AMan G bvaluatony of Leatming an Luerawre.” Handbook of Formative and
Summatice Eoaluation of Student Learmung. Edited by Benjanun A 1 loom and
others New York Mc-Ceraw HHll Book Company, 1971, pp. 698-766.

In attempung w deal with the complex problem of construc-
tng objectiv¢s, Purves suggests creating a grid with, “'content on
one ants and behaviors on the other, and determine from the grid
thuse clls (ur content-behavior iatersections) which seem to be
emphasized in a particalar class, school, or curriculum.” He in-
cludes a table (p. 701 to illustrate this process. The essay deals with
detatled explanations of how to go about measuring response to
literatue. Purves shows how to construct measures of knowledge,
usually questions of recall and recognition, which may be easily

. wist as multiple choice questions. He points out that questions of

Q
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application take two forms, vbjecuve and essay, both of which ask
the student o match two picces of knowledge and determine
significant relationships. He outlines questions of expressed
reshonse which look at the re-ureative or the expressed response to
picces of fiction. Questions of participation seek to deteninne the
relative weight of an interest in literature among a div ersity of com-
peting interests, and which seck to determine the depth of interest.
The essay includes numerous examples of all of these measures.

: MEASURING GROWTH IN CLASS CLIMATE

Doyno, Victor “English Comrse Evalaation.” Measure for Measure, Ldited by Allen
Berger and Blanche Hope Smith Urbana, Nattonat Counatof I eachers of Enghsh,
1972, pp. 97-98.

"T'he author asks students for an anonymous evaluation of his |
course after about 5 weeks of class meeting, The evaluation centers
around questions such as, What is your attitude toward the course?
What should get more emphasis or attention? What could be done
to improve the course? At the end of the course, he poses further |
questions to the class such as. What should be «changed? What
should remain pretty much as it was this semester? These final
evaluations are also anonymous. Formative respanses (during the
course) are an aid to the instructor in case he wants to alter the
emphasis of the course. Summative (final) responses aid him in
teaching the course again. )

Fox. Robeatandothers Diagnosing Classroum Learning Environments, Chicago. Saence
Research Associates, 1966.

Includes over twenty five measures of classroom climate. Also
includes the rationale for paying attention to students' responses of
how they perceive classroom climate. This volume contains a
questionnaiie to determine how the class would like the teacher to
actin the class (MY TEACHER). It asks students o give you some
feedback on how they perceive you. Another measu’r\c, HOW THIS
CLASS FEELS, provides information on students’ perceptions
about the class in general. PUPIL PERCEPTIONS OF A CLASS
PERIOD provides information on students’ perceptions of asingle
class meeting. NOTE: These measures are also contained in the
Cooper/Purves, Guide above.

|

|

|

|

|

Gorman. Alfred Teachers and Learners, The Interactive Process of Education. Boston. {
Alyn and Bacon, 1969.

A very helpful volume of measures of class climate. Contains a
measure o gauge students’ response to a single class mecting. Also
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provides the student the opportumity to comment on what he she
can do to improve the cass (CLASS MEETING REACTION).
There is also a very good measure of determining formation on
students’ perceptions about the dlass in general (REACTION-
NAIRE) which asks for student comments on the following
questions. How would you desciil your personal activity? What
has been your reaction to the class thas far? Is itmeeting your needs?
Why or why not® How could this class be improved? What is on
your mind that you wish you could say m class? NOTE. These
measures are also contained in the Cooper Purves Guide above.

- SUNY, Buffalo
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Patricia E. Moore
and
John T. Chamard

Oneof the ctaanal arguments in education deals with the validity of
heterogeneous  grouping. Our  school has been  involved in
humugeneous grouping for many years. Four years ago we intruduced
an electn e program in English fur seniors. Sume of us thought that these
dectnve dasses shuuld be heterogeneously grouped much to the chagrin
ol several of vur colleagues. These teachers thought that the better
students would be held back with such an arrangement and that the less
talented students would be inhibited by the presence of the more intellec-
wal. We fuught this argument because we did not think this would
happen and furthermore these seniors would soon be guing vut intu the
world where it is necessary to communicate and work with people witha
wide variety of educational abilities and backgrounds. We were certain
that 1t was important that we do all that was possible to better prepare
these students for the “outside” and that this was not being ac-
complished with classes designated A, regents, and non-regents.

We were able to nfluence the members of the English departent

enuugh so that they were willing to try it “our way.” The transfer from
humugeneous groups tu heterogenevus was not easy fur sume students.

“We're just ‘NRs’ (non-regents). We can’t do stuff like that,” a
semor from the back ruw groaned about the requirements for one ten
week elective. Other vuiees joihied 1n angry agreement. This was the first
umen three years ur more that vur English students had been in mixed
ability group classes. Later in an afternoon class, avery nice, very serious
regents student came up after class and said, I guess we won’t do very
much in this elective with those kids in here.”

These feelings, however deep, came to the surface on and off
through the year. There 1s no way to know if any changed their feelings
about themselves or others,.but 1t seems that three years of separation
into A, regents and non-regents groups had an effect.

Tracking has been justified as the champion for “letting each
become all he 1s capable of being.” No more teaching for the “middle of
the oad,” the high ability students are not held back, their intellectual
cunosity 1s challenged by a curriculury that demands their best effort.
I hic lower abtlity students are not frustrated by a curriculum that flaunts
farlure. They are not constantly reminded by the presence of brighter
students that their answers are less substantial.

These are some ul the pusitive points for tracking. (I remember the
frustratton of teaching a class of 30 ninth graders whose IQs ranged from
90 tu 180.5 The present system of tlacking however, presents almost as
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many negatives. Lower track (NR) comes to mean. I am not bright
thercfore I am nota valuable person. My ideas are not worth as much as
those in the upper groups. I am not worth as much. I'm not guing to try.
What's the sense? Who will respect me for my accomplishments?”

Tracking is supposed to be based on ability, however, it is in-
teresting to note that a mayority of our lower rack students have some
common ground not shared so noticeably by the upper tracks. they are
most often the students who break school rules, they often end up on
detention, suspended, expelled or they quit schoul, they are-seldom in-
volsed in extracurricular school activities, they don't usually hold of-
fices in school vrganizations, themr over-all attendance is poor, and, in
general, they lose mostpopularity type contests. There are also anumber
of students who end up innon-regents classes who are not incapable of
doing regents work, but because of laziness or discipline problems they
have wangled their way into a class that is easy for them. If they were
agau forced into a dlass with the better students, might they not benefit
with more acceptable work and discipline due to peer pressure?

These observations and the responses to our heterogeneously
grouped scnior electives prompted us to consider mixing the
suphomores for two shurt units during the year. We outlined a plan for a
rescarch study to use four of vur classes in the spring for two, two week
units. The first was a specch unit and the second a travel unit requiring
reading and writng skills. We combined two classes (one regents, one
non-regents) into the expenimental group, which was divided into two
sections. The uther two (also une regents, and une non-rege ats) remain-
ed intact as our control groups.

We drew names out of two hats to create the two experimental
groups. Each group had spproximately thirteen regents and thirteen
non regents students. We gave the students a simple explanation about
being tired of the same groups and sent them off to the other class. No
one juestioned us. A few grumbled about having to get up from their
conifortable slouches o go to anew rvom and a few others looked a little ~
anxious, however, they did cooperate.

The first unit required each student to prepare and present to
the class a demonstration speech on a topic of his. her own choice. It is
our feeling that this type of speech 1s least fiightening since the speaker
has sumething todo with his hands, a specified process to follow, and an
«nd result to show. All students had done uther types of speeches earlier
m the year. Topics chosen in this anit included changing a flat tire,
making Jello, tic dying T-shirts, fly fishing methods, candlemaking
and a variety of sports demonstrations.

All students were rated on a 1-5 scale in four areas: opening,
development of puing, concdusions and delivery. The results showed no
significant difference between the control and experimental groups in
any of the areas o1 n the totals. The evidence of the control group seems
to say that theregents students in the experimental group functioned at g
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, normal level, they didn’t uy less because they recerved hittle or no com-
petition, butratha they worked at their usual level. This was also true of
the non-regents. The experimental group was not inhibied by the
regents students and continued to work at their usual level.

[n general, students in both groups feel pretty muach the same about
speeches, they don’t like them. The non-regents students seem to hate
them less than the regents, perhaps because oral communication is
emphasized in then carriculum. The best score mone of the experimen-
nlgmups was made by aboy regularly in the non-regents dass. At the
same time there were three non-regents boys 1in the experimental and
control groups who stayed out of school most of those two weeks to
avoid the speech, they hadalsodone thisearlier in the y ear befure ths ex-
periment. :

The second unit, the compiling and writing of a navel brochuie,
started right after our two week spring vacadon. This unit required the
students to set-up a $2000 vacation pamphlet in process [ um. Each swu-
dent chuse his destination, computed the distance and cost, decided on
sights o see, found accommodations and costs for everything and
viganized a daily itinerary. Sume students were gquite creative, some of
them were not. This was an ambitivus project and the ambitious
students in both groups were the moie successful ones.

A}

. For the brochure, students were rated on a 1-5 basis i ll/l seven areds,
attractiveness and uscfulness of cover, general information, organiza-
tion and detail of text, overall appearance, andung,m.llny The firstand
sixth categories were meant specifically to give sumeony L[Ldll\\ hotried |
hard but had difficulty with reading and writing skilfls. The staustical |
data showed nu siganficant difference between theexperimental and |
control groups in any of the arcas. s |

Both of these units uqumd iy idual rusc.at/ch preparation and
performance. The fitst day in cach umitconsisted ‘ol g genceral lecture, in-
struction from then on was individualized. Perhaps performance of the
experimental and control groups was similar for (his reason. Perhaps
this in partaccounts for the fact that academic success in these units did
notdirectly corrdate with track fevel. This is the way wehoped itwould
work out.

W were concerned that mixang the classes for the experimental
group might caust the nun-regents to feel less successful than in their
original groups. That is why we intoduced the CALIFORNIA TEST
OF PERSONALITY, A PROFILE OF PERSONAL AND SOCIAL
ADJUSTMENT which measnred feelings in six areas, sell-reliance,
sense of personalworth, sense of personal ficedom, feding ol belonging,
withdrawing tendencies and nervous symptoms.

The day before the new class groupings were announced we gave a
modificd vasion of this self-imag e test. No names wre used on these, -
stead students identified then tests wath theis birth dates. This sane
mcthod was used on the post-test so that changes in responses could be
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noted. The pre-test scores for the regents students showed they already
had a more positive scll image than the non-regents students. [t was not
surptising tofind that the regents student felt better about himself than
the NR. At the end of the experiment, when the students again took the
California Personality test. the data showed some significant changes.

Onvariable five, withdiaw ing tendencies, the regents control group
showed an improvement from the pre- to post-test that proved w be
mathematically significant(7.11 to 8.00). Although no other individual
variable proved significantfor-this group, they showed a measur able im-
_provementof self-image at the end of the experiment(52.81 on pretest o
"55.29 on the post-test). i

In the area of nervous symptoms, variable6, the - .gents expernimens-
tal group showed a significant improvement (8.35 10 Y.13). Again, even
though the other variables showed no significant improvement, the test

as a whole showad significant improvement of self-image (52.18 on |
pre-test to 55.04 on post-test). '

The non-1egents control group show ed no significant differences in
any of the individial arcas or on the self-image test as a whole,

Although the non-regents experimental group on variable six,
showed a significant difference (9.07 o 8.13) which indicates a greater
tendency toward nervous symitoms, the overall test totals for this group .
showed no significant difference.

[t appears that academically the two groups functioned in then s
usual manner “The inddusion of a lugher ability group did not fnghten
o stifle the lower ability students while the regents students aad not-
lower their standards. The individualized type tash required in tus.uiit
kept dlass interaction at a minimum. Cla. s discussion, small group
work, formal testing wae nota partof this unit. These ty pes of tasks may
be more threatening than those used in these units, - N

An overall look at the self-image appears to show 1egents students
in both the experimental and control groups feeling better about
themselves while the non-regents self view did notchange significanty.
Wercally did expect a change for the non-regents one way or the other.
Maybe they have bottomed-out by the time they reach sophomore ye ar,
maybe only a continuous mixing will have any effect, maybe they've
built such solid walls that only diamatic failure or suceess can effect
them now, maybe once you're labeled, vou're labeled forever. It un-
doubtedly would take more than a four week experiment o produce a \
significant improvanent in self-image for these non-regents students. It !
must be stessed, howevar, there was no decrease inself-image because of
their exposiie w the better students which suppor ts own theory that NRs
will not feel inferior because of exposure o Rs,

We had some personal observations not suppot table by data which
were interesting t us. Thae were several toublesome students in the
non-regents exg crimental dlass before we mined them, who modified
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. then behavior t sometlung more tacher-acceptable. One non-regents
boy i the expannental class who had been otally silentall year made
fricnds wath three guls from the regonts class, anded up dating one and
started particapating 1 class discussions. One shy quict young lady in
the non-tegents class became one of the most pepular stadents inthe ex
perunental class. s ubscl\,gmﬁl by the teacher was further sup onted
by a socio-gram given at Al end £ the experiment. .

For this socw-gram students i the expenimental classe: chose five
othets from the dass with whom they would like to work i thie e tunit
Of study. W discon ared thatall students were included in the socio-gram
and there was agreatd ol mamg of iegents ad non-regents studeants.
s proved to us 6w ¢ wos much to be gained soctally in mixing
the two ability gronps.

[t seems thoe ary gains to be made and httle to be fostin bieaking
grouping batriers for short umits of ths type at this level. As aresult ol
thes experent, we are now mvolyed ma hftear day e that includes
A, tegents, amd non-tegan s sophomore students. This grouping coa
cept will be repated at least onee more during the presant school year.
Unfortunately 1t s’ tyeta reahty for the jumor year We.anunly guess
about semor clectives for tase sophomotes. Obviously, much will de-
pend upon the kimd of expuienees they lave i these short mixed units,
Faces and narees will be Lomiliar which may help :f the known s 1cally
less frightening than the unknown.

Hopelu: by arrval i the non-grouped senion elective progran will
not be suci a shock for these students, and entrance to the real world of
work and hfc may be casicr for those who must aross all kinds of group
bartiers to succeed. Inaastry, govanment, education depend onall ty pes
ol shills. abithtes and pasonahites for tho suceess. Management must
be able to communicate with labor and vice versa. If we compartmen-
tahze, departinentahze, track and, in fact, build walls in the education
that must should; be bioken down outside these brick edifices than we
are not educating whole people for whole Iiving. The neighbors next
door, are they A's o NR's, does it matter?

Onconta High School
Oneonta
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Putting Cloze Into
The Classroom .

by John k. Haskell

ESL. teachers regularly face the problem of selecung ieading
nuaterials that will meet thar stadont’s needs and abihoes. Maternals
prepared for ESL studonts are often designated as bang acsomne word
level such s the 1,000-word level or the 2,500- word level o areprcpmcd
for mor. general use with Boups known as “mtencdiate” or Cad-
vaheed” level students. But it is difficult to detcimnne accunately where
the students are morddation o thost lovels, Readabiliy fotmalas, which
might help, are notapptopriate for classtoom use as they are both oo
complicated and too time consuming to use. Inaddition, radabihity fus-
mulas are generally dosigned o measure matcnals used with native
speakars and are intapreted interms of grade level. School grade levels
are not easily applied o E€7. students and certainiy not waith the sam
meaning. J

Inantermediate or advanced rcading elasses it s u[un,llic practice to
ashostudents o seledt smmllung to read vutside of class. This may seern
to be a way of providing motivation for lc.ulmg—.lllmx g the student
to choose for himself—Dbut, how many times have each of us stood 1n
frontof atack of bouks inthe airporton at the drugstore amd been unable
to select a book o 1cad—sexy cover or no?

What I wanted to find, in my attempt to solve this problem of se-
lecting reading material, was an efficient method that any classroom
tcacher could use. N ethod w measare materials for leselof readabilaty
which would also help the teacher dewaming the appropriateness of the
materials for use with a specific group of students, Tthad w be also, casy
to prepare, egsy to give, and casy o score. What [ found was the CLOZE
procedure,

I'hie Close procedune for meas rim, readability was first suggested
by Wilson Taylor as a means of evaluating matertals for natve. English
speakers in 1953, Tthas since been used with Japanes ¢, Korean, Awtharic
and otha languages as well as ESL. In look{ng at various studies of
Cloze with ESL students, to detcvmine which procedures would be the
mwst cfficient and still practical to ase in the classroom, I found a wide
vanety of procedures used, very fow of which were selected on the basts of
any tested evidence,

The Cloze procedure is basically the defetion of every Nth(5ih, 7dh,
10th or the Ill\() woud fionm o pmllun of the matenal o be evaluated,,

which is then, inits matilated formy, given to the stdent. 1he student lb \

ashed to 1estore the text by 1eplacing the blanks with the appropriate
words— Dby quvasz::q fronm the context. The theory s that hus dl)lllly tw
restore the test is a measure of the appropriateness of the materai for the
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student to rcad. Exceptn the cases of blank lengthand typeof sconng, 1
tound no rescarch weported o daermme Gloze procedanes to be veed
with ESL students.

As aresult, o studies to evaluate Cloze testing and scoring
procedines were ander taken o detcrmme whdvwoald be most useful to
the Classtoom teachar moselecung reading material for ESL students 2
1 he tollowang statanonts are based on conclusions drawn as a result of
those studies.

1. Deletion Rate. Many 1esearchars, meduding John Carroll and
Dorotny Damedson scamed to feel that fureign stadents should be given
as much mformation boween th olanks of a Cloze test as is practical
tthey have used a deletion 1at ery 10th word). I found. in testing
varions tates, that, as wath native speakers, passages deleted of every 5th
word pioduced the same statstical results, that s, provided the
wachar tocarcha with the samd infurmation about the readability of
the passage. as when those passages weie deleted of every 7th word or
vy 1oth word. Stadents dd not tend to seore any better when they were
given sune words between cach blank than they did when they were
given only fowr words butween cach blank. (Fewer than four words
between blanks, however, did affect results.)

For dasstoon use, the deleton of every 5th word is, then, the most
dhcient or cconotncaldede tionrate because, for astandard fifty deletion
patssagt, 1tallows the tachar o use ashorter passage and still maintaina
suthicent numbor of delctions for mease.ring. The time needed for test
prepatation s also less when only every fifth word is deleted.

2. Deleton Type. The medhanical defetion of every Nth word is
what makes the procedure work s areadabihity or proficiency testing in-
stument. Scleetive delenon ¢that s, deleting only nouns, prepositions,
ot the ke chunges the character of the test fiom one which tests total
language competence to one that tests the ability of the student to
recognize and us. words in a grammatical context.

Some 1esearchers hase been bothered by the fact that certain
nunterical bigaro and propa nouns, when dedeted, were nearly Impossi-
ble toguess cotrectly. With native speakers, when unguessable numbers
o1 propa nouns turn up - the process of deletion, they are generally
skipped and the next word dudeted. Coanting continues from the dele-
ton. ©his procedure docs not disturh the mechanical nature of the
procedure, whan used with ESLstudents, nor the value of the test results.
Bat 1t was also found that the inddusion of two o three such unguessable
words, un any given Oifty deletion test, did notdisturb the test results—
espectally when they are used to evaluate group scores.

3. Number of Deleaons. Most of the studies with native speakers
wecommiend o mununum of fifty deletions for a Cloze test. In one study
with ESL students T used passages with a range of thirty-five to seventy-
five dedeuons. Guven the matenals used (selection, from ESL readers),

f
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— the mumber of deletions, within this tange, dud not scem o affect st

results However, test scores based on fifty delctions proved w be more
castly comverted to percentage scores, Fifty deletions also meets most
research needs for length.

L Test Length. Given the procedures iecommended above (a dele-
tion raweof every 3th word, mechanically dele ted, with a mmmum of bi-
ty deletions) the average test length should b approximately 250 words.
(Approximately, since it is always best 1o take the passage to the logical
end of assentence rather than abruptly end with the Bifueth deletion,) For
the classroom teacher this means that a single est passage can be 1y ped,
double-spaced, on a single page.

5. Blank Size. The studies done on Close testing proceduies con-
firmed Jonathan Anderson’s previous rescarch which stated that the
length of the blank wlich replaced the deleted word did not affect the
results of the test.® That is, blanks of either umform length orvarious
lengths (cither conforming insome way to the length of the word deldeted
or to therequirements of the typrwritten page) can be used, Furthermore
the teacher may even blank outthe words on the original matenal rather
than type up the passage and either test it that way, or, fo1 « group of
students, have the page reproduced by some mechanical process. |

6. Scoring Procedure, Rescarch on Gloz scormg prmctlm,cs' with
ESL students have dealt with thiee basic scoring methods, “Verbatm
(or exact-word) scoring, “Synouym™ scering, and " Other-word™ scor-
ing In Vertabim scoring only those words thatoceur in theoriginal test
are acceptable, In Synonym scoring, synonyms of the exact words are
also accepted. In Other-word scoring, any appropiate word that occurs
and continues the general meaning of the original tex ts aceepted, Inall
cases spelling is not considered tmpor tant.

For the evaluation of scores for a group of students on any given
picce of material, Verbatim scoring provides about the same uiforma-
tion about the READABILITY of the passage as the other two scorning
methods and is therefore preferred for use by the ¢Jassroom teacher
because itis more objective and takes less time o wore. Thiscondusion
has more recendy been confirmed by Krashen, Zelinshi, and Jonest and
in a personal communication by John Ollers,

,We assume in tesiing, that objectivity is what we are aiming for. 1
found that for measuring the ny:l.lhilil) of a passage for a group of
students, the Verbatm s minj/ icthod was the most objective and the
most eflicient w work with. (Fhis ts partcalaly tue when the blanks
on the deleted passage are ndmbered in some way.) There s no need to
evaduate each answer for its appropriateness as 1s the case in both of the
other scoring methods discussed here. A single Tist of the deleted words
can be used instead.

On the other hand, for interpreting individual scores, objectivity
may not be theimportant factor. Individual scores may vary widely due

Q
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to the dilfcrances ue Anow ledge of vocabubary, or grammar, experience
ot mterest. hat sotc imdn wdoals, for vanous reasons, nay have more
o Less sticeess woath thee matanal may not be as nportant to the teacheras
the ovet-allb appropriatnes of the matenal for the whole class or group
ol studentts. Bat tor mdiv dual diagnoss of a Close test the Other-word
scong method provdes agreatar amount of mformation with which to
amathvze the students stiengths aud weaknesses. Other-word scoring is
mote subjective and often not scored consistently butit does provide an
mndication of vocabulary stength and versatility as well as helping the
teacher determine spedific grammatical and semantic problems of in-
dividual students.

7o Fvaluanion. No research has been reported that establishes
evaludbion ot for Cloze readabihity wsting with ESL students, but
o uselul ganarddizations can be made from procedures used for native

speakers Jonatha Andarson states, without providing any rescarch in-

lotmaton, that he found the general aritenion levels established for
native Loglish speakars o be appropriate for ESL students. In general
they are thie folowmg scores of 33% or abovesuggest that the material is
stttable tor the student to read mdependently, scores of between #and
24 % mdicate that the material s surtable for instrctonal use—in the
chasstaon, and scores bolow o mdicate that the material is too difficult
for the student and w il ondy producd frustianon. Fhese are general arcas
and the weacher may want o adjust them somewhat,

It should alo be kept m mmd that the newness of the Cloze
procedune el may alfcctscotes the st time or two it is used. Most of
as ate tsed 1o the sdea that 100% 1s possible and the aine of the student in
westing. Ll Cloze passage 1s nota testinthis sense and icshould be made
clear. that, megonaal it s bemg used tomeasure the READABILITY of
the et nal and not e eading ability of the stadent. A score of 100% is
highlv mmprobable, even fer a natnve speaker. and it is the score of
betwear 11 and 53% that the wacka is 16oKimg Toi in tefims of the ap-
propriatencss of the matetials for wse m the classtoon (o1 scores above
53% for mdependent reading)

I e Clozc proccdure provides an economicat and efficient method
by which the teacher can select matertals for a class of students or for
diagniosss o1 cvaluaung an imduadual students reading problems. It
seens to e that it could also be put into the hands of the stadentas a
method by which he might leam o evaluate his own reading selections
widd pethaps even to evaluate his own eading progress.

.

In stmmary. thoe are simple, casy, and efficient procedures w .ich
thie Casstoom teaclier can use in preparing a Cloze passageto be nsed as a
teadabihiny easure. 1y Selee Cabout 2507w onds from the material to be
evaltatal. 2 Delete meshamealls every fifth word, beginning at the
frteh word and shipping propa nouns and nambers should more than
three ocent. ) Detete fify woreds, (1) Replace the deleted words with
nutabered blanks, (3) Score the passage by accepting only the words
trom the ongmal wacVabatm scormg). (6) Evaluate scores in general
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categoties of Fnsaaton cscores bolow T, Instiacnon (e tween 1%
and 33%), and Independent teading (above 33%).

1t 1s hoped that the casstoom tcachar, andstandng the generabt
of the cvaluation aitcria will nevar thcdoss, ke advantage of this casy o ¢
Prepare, easy o give, and casy o scorc rcadabihs mcaswrcand ay o, )
Gatstadents o usoat got than used ot and sctup some cvalnaton
cntenia that will work for then particalar dlass—bue use it.

SAMPLE CLOZE TEST AND INSTRUCT .ONS

INSTRUCTIONS. On the nest page s a sample of a new kmd of test,

Some of the words arc Ikt out of the story and blanks are pat whete the

words were tahen out. YOUR JOB WILL BE 10O GULSS WIIA L .
WORD WAS LEFT OU L OF EACH BLANK and to wiite the word 1

the blank.,

Note, The dast part of this sentence maght read “and w witte the
word ona separate numbered piece of paper.’

U'he tollowmg samplo sentences may be hiddplal for stadents who are as-
mg this tpe of reading passage for the fust ame. ( Fhe answers ae
wntten upside-down under the sample sentences.)

. Thes a4 book. !

20— hihe e cream
3.1 e aeam, but I don't lthe canels.

Lo hike ieeare. 1 not candy,

5 P the —— butnot .

Not. Those con be done by the stadonts slendy and then discussed
orallyv. AsUosoadents for dfforant answers that mighthave oc-
cuned n nambers 2, and 5

GNONO K 10 NOU QT ISOME ¢ g §ayi} ¢ N9 '20] Y "oyt Gt |

Instructions for the next page,

I “Try o read the entire passage through once before vou begin o
WRITE 11 the blanks,

Winte only ONE wordincach blank (Contractions aie possible.)
You may skip hard blanks and reunn o them lacer.
Spelling will not be counted.

READ T'THE FNTIRE PASSAGL even thougl it may seem dii-

haualt. You will be able to Bl in some blanks somew hiere on the

g '
. by o Al meach blank, DONT BE AFRAID 10 GUESS.

< This s NOT a test. You will not be graded on what vou do.

-

» .

[ -

-1 =

Q
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SAMPLL CLOZE PASSAGE. From ""The Castung away of Mis. Lecks

and Mis Aleshine,” by Frank R, Stockton and adapted for ESL students
in People tn Fact and Fretion by Virginia Fiench Allen,

Iwasonmy . from San Frandisco to Yokohama —— inavery

o (4]

t . - -
gradual — T became acquaimted with — Lecks and Mrs, Aleshine.

v Vi

ship on which'l ____ uaveling at the ume

» [} M

——— most of whom were . Among these, I noticed — the very first

~ 0 A

a large number of

A
. - N v
day — middle-aged women who —__different from the ordinary
I il it
ot tourist. At first they might have looked —farmer’s wives who,

1 iy

for — unusual reason, had decdided cross the Pacific. On
. 87 118y

obscrvation, howeva, itseeiied — probable that they belonged
) 201

the families of prosperous

insome little counny — there, in ad-
2 W22
diton o — and sewing, the women . have opporwunities of
2. 21+

bocoming — withsomc of the wavs and manners of the outside world.

Potienbov (¢g) pinos (13 SUDod (45) usor (gg) stadaaydoyys
LIg) O LQZ) s10ul (1) S0P (gL 01 (L) awos (9)) 1] (¢[) wSis
U [) WA (G ) DM (G O ([ [) U0 () sumrtowy () steSuassed

() Parnied (1) sesm () o ] (&) Sy (F) 1ouuew {§) uaym () Aem (1)

Wik b o Clorc Pioscdune Sas L ook e Mo eaning Read ehibis JouraahsmQuartests, \\N 195 0 1134

fobwd bhehol Rednine € toze besiang ond Se aomg Procoduies bor U s Wath ST Siudeans whvwgtion foackies
Cottoue Comonbnr Uninasa, \prd 1953

Jarnbon Ydasm Fodaagucs ks Mo sunng Resding Comprchension wd Rewbibnlin Englnsh Language
Teaddunig. \\\ Fobnany #9510 j5R Rt

Stephea 1Y Noohes Stmboy § Zesks and G ol M Jones Repenton o« Clone Lest Idiom IV sSumeaa 197 6
Pshin W Oty Jr Machox 1951

Jonahon \odorson Scloaomg eyt Revda RETC Joumal, I December 4931 %0 62
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Reading Frost:
“The Road Not Taken”

Roberts W. French

Is tharc any poom m Amaoncan ieratare more ofton and more con-
sistently nusiterpreted than Robat Frosts *The Road Not Taken'?

Agam and agan the linal lhu'v/fim's are used not only w desaribe
Frost's laf, but alsu, and more genaally, to characternize anyone who has
brokan wath convennion and sct out on a lunddy, independent course of
& non. Tor students these concluding lines are particularly attractive,
since they scam o be asucanet and tuad sumunary of the poear’s

message . and thus the poem appears w remforee the attitude that
many studonts bung to poety, that poctry s nothing more than cir-
cuttous language perversely concealing plain statement.

A carcfal ieading of the poem, howesver, will show that it is by no
means the tmging alfumanon of imndependence itis often taken w be,
bat. 1atha, a poan of defcat and failure. What's more, a careful reading
will show that the standard mterpretaton can only be derived hom «
pusistent 1cfusal o see what the words are actually saying. Most
stadants, hike thon dders, will ignore the poen in favor of theln own
preconeeptions, and  thadfore this poem 1s particularly apt for
classtoom teaching, since it demonstrates dearly the faalty pereeptions
that arst whon we negloct what might be called the first law inrcading
pocuy: look at the words.

When we look at the words, we should note that the poem con-
traddicts wsc i o cunons and significant way {a profitable class discus-
sionmight begim by asking students o explan this contradiction). The
spraker tells us i the famous last lines that he ook “‘the road less
travddad by, thus miplying that he followed an independent, adven-
turous way of hic, pohaps atsome risk or cost to himself. Earlier in the
puc, howost, the speakar tells us that the roads were approximately
the same, with no esscnnal differonee beiween them. One was “just as
fair” as the othar, and as for tavel, “the passing there Had worn them
1cally about the saing, And both that mormng equally lay Inlcaves no
st had toddon black, " Were the roads different, as in the last stanzd, or
mucalike, as mstanzas two and three? Why can't the speaker make up
his mind?

Well, hie can, and has, Does he i fact say that he ook the 1oad less
tavdded byl 1o genaally assumed that he does, but the words of the
poc say somcthung rather different. The speaker does not say that he
took the 1oad less taveled by, he says that he will say, in the distant
(uture C'Somewhare ages and ages henee’), that he took the road less
tavded by, The fust two Lines of the last stanza make thas distinetion
dear, but they are wsually aignoted as though they did not exist, The
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speaker is by no means {ooking back on his lifc and commenting with
pride on his tugged independoned. For one thing, he is nertherindepen-
dentnor decisive, as the first stanza tells us, he 1s a long tine making up
his mind, and even w hen he has done so, he ikes to think that the choice
is not final, that he may yet be able to retarn and chouse again (“Oh, 1
kept the first for another day!™). Furthermore, the speaker can hardly be
lboking back on a life nearing its end, since his reference to “ages and
ages hence” indicates that he stitl has much life to live, To say this,
howerer, raises several questions. since the speaket’s future still hes wide
openbefore him, how can he know what he will be saying near theend of
it? What makes Liim so rcady o offer prematune jadgments on the whole
course of his life? What “difference™ is he talking about? And why will
he say that the roads were dissimilar, when he has dearly revealed that
they were practically identcal?

Back to the text. The speaker notes that when he will say that he
ok the road less taveled by, he will say ir “with a sigh.” If he were
asserting his individualism, he would certainly not be domg it “with a
sigh.” For what are the implications of a sigh? What mood does 1t
suggest? Not happiness. surely, nor confidence, nor pride, but
sumcthing ke regiet, ormelancholy, o1 wistful sorrow . Contributing to
this moud s the curivus phrase, "Somewhere ages and ages henee.” Why
would anyone refer to his future in just these words? The phrase
suggests. among other things, that the speaker sees his future as extremes-
ly long. Wearcaccustomed to think of life as too short, in no way extend-
ing beyond us for “ages™. so that if one's futare can be conceived in
termsof “ages and ages.” one must indeed be weary of Living. Inany case,
the speaker canhardly be said to face the futare with enthusiasm or eager
anticipation, the futare seems, rather, o be something of a burden.

What, then, ate w e o make of this person? We know that he has, of
necessity, made a cholee, one “road” mstead of another, and that the
choice will have significant bearing on the course of tus hife (the last
stanza makes clear that he is talking about more than roads). Further-
more, whnow that he is going to tella lie. he is going 1o say (he has told
us 50),thathe took the 1oad less traveled by when in fact both roads were
about the samne, equally attractive and equally worn. Why is he going o
hie? And how does he know, so soon, that “'Somewhere ages and ages
henee” he is going to hie?

Only reference o the details of the poem can answer these
questions, butitis just these details that are ofen overtooked. When they
ar¢ all before us, however, they form a consistent pattern. In the end, it
becomes apparent that the speaker is preparing his excuses, he expects o
fail, and having donc su, he will blame his failuie on the independent
course of his Hife. By claiming to have taken the road less traveled by, he
will be implying that he has chosen o avoid the world’s ways and
tharefore could not be expected to succeed on the world's terms, Fe wall
be 1ying, of course, for wo know thathe did not take the road less traveled
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by, but the lie will provide ¢ tespectable excuse for the farlure that lie sees
ascertam and mevitable- - Lo deed, if the hie 1s behieved, itmay evennmake
fatlure louk like herotsm, which is no doubt the speaker’s intent. He s
anticipating a life of fatlure and defeat, with a sigh at the end of 1, 1o
wonder die future seens so long.

As this briel 1eading suggests, Frost's poemn s more intricate and
more comnplex than the popular understanding of itwould indicate, itis
alsu better. more subtle, moie pereeptive, aore analytical, more deeply
concerned with human motvation. As a subject for classrouin discus-
ston, "The Road Not Taken™ has many virtues, not the leastof which.is
s apparent simplicity. itseems so easy. The poem is deceptive, however,
for only the language is simple, not the technique. Still, ats accessibility
cncoutages exploration, and as it 1s explored, the poem reveals nsell,
prece by piece, untl the pieces forin a coherent whole. It 1s not, then, .
difficidt poem su much as a demanding poem. in order o read it at all,
we must situp and pay the dosest attention to detail, if the poem isnot o
be lost. Tt is a poem that can teach us, {inally, that most iinportant of
lessons, the necessity of taking language seriously.

University of Massachusetts

SPRING, 1975




O

.

A Development Cycle
for a Competency

Based English

Curriculum,
Grades K-12

by Lester S. Golub

The rapid cconomie, social, and political changes of the decade of
the 70°s have placed strains and stresses on th “tradiional ™ clementary
and sccondary school Enghsh carricalum and Enghish teachers. Inan
age whichdemands advanced literacy skills for suvival of even the truck
drvva and the fuanan, English teachers in the schools arc accountable
to more than the prinapal of their school and the district superinten-
dent. Feachers of English are iesponsible totht Amarican suciety which
Lires themn o do ajob. Fhis presentAmericansociety has expectations
I the uptommg genaation, Repoisible adaltmembers of this suciety
upedi the entaing members of the soaety w be competent in carrying
out certain carcfully delincated behacwors and thpug s which satisfy the
needs ol the sucicty. Indeveloping an English curriculum, K-12, for the
childien and adolescents of an Amencan school district, teachers inust
consider. (1) their accountability o the society which hires them and
pays their salanies, (25 the needs and expectations of that society, (3) the
carcfully stated English and reading objectives determined o meet these
nceds, and ¢ 8 the attanad and developing Engljsh and reading com-
petenacs of the Culdien and students as they progress from level wlevel
In an instructional system. .

i

In the development of an mstuctional system in English and
1cading, clomoentany and sccondary,  the childien anid students are
pacanvad as dovdoping lanans with an pr.}nding iepetoire of
cogmune and behavioal Inligies and experiences, This stance is the
first bicak hom taditivn stccdevedopmentally, dhildien and students
progiess from lovd o loved of competandy, rather than from grade to
grade. Levels, however, encompass grades as [ollows:

Level I, Cnades Ke2, Ages 5-7 Egag-centric cognitive
Level 11, Grades 3-4, Ages 8-9 and behavioral ability
Level 11, Grades 5-6, Ages 10-11 Concrete cognitive and
Level IV, Grades 7-8, Ages 12:13 behidvioral ability
'
Level V, Grades 9-10, Ages 1115 Abstiact cognitive and
Level VL Grades T1-12 Ages 16-17 behayioral ability
°4 THE ENGLISH RECORD
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At cach level, the content aweas melude. (1) hstening, (2) spzaking,
(3) reading, ( 1) writing, (5 language, (6) literawure, and (7) media. Cer-
tainly, not all of the curriculum hit under the format of a competengy
based English carriculum, but an attempt at a competeney based
Enghsh curncalum ateach level leads to better understanding of ways of
assurmg students’ competence in Enghish and reading peforinance.
The developmental stages (Figure 1) to be encountered over a period of
two o1 more years melude. (1) needs assessment, (2) selection and
description of concepts and skills to be developed at each level, (3)
development of concept and skali objectives, (1) development of test
1items for coneept and shill objectves, (5) developinent of materials and
activities for wachmg objectives, (6) development of individualized,
learning activity packets which include (a) objectives, (b) pre-test, (c)
learning activities for each objective, and (d) post-test, (7)-formiative
evaluation and revision of Learning Actvity Packets for maximum stu-
dentattainment of objectives, (8) development of the sequence and scope
ol a Competency Based English Curriculuin at Leves I, IL L IV, V, and
V1 Each of those devdopmental stages iequires careful exp! anation and
deliberation.

Needs .1ssessment—"The needs assessment is the first and most
antical stage i the development of a competency based English
curriculum, K-12, The needs assessment relies on input inforination
from the [ollowimmg sources. (1) l\nowlcdge of studenty, future needs in
school, society, and culture, {2) knowledge availgble from the psy-
chology and sociology of learming, (3) l\nuwlcdgcfrom(d)rescarnh (b)
curricalum theory, and (¢) teachers ufhng,llshdndcummunlcduon The
{ollowing is a samnple of a few English and reading needs sclected from a
larger list

Level I, Grades K-2: The child needs to:

Follow simple auditory directions.

Develop vocabulary.

Discriminate sounds of vowels and consonants.

Recite and recognize the alphabet, capital and small letters,

printed and cursive.

Associate sounds wilh/,fcucr ‘clusters.

Write from left to right and top to bottom.

Form printed and cdrsive letters and nuinbers.

Recognize -5 as plural or person sign.

Write declarauve and question sentences.

. Read words aad sentences written for Level I with a 70-80% level
ol compiehension. (This need appears [or each Level.)

—snes

SomNg e

Level 11, Grades 3-4: The child needs to:
1. Demonstrate a 70% performance level on objectives stated for
preceding level (Level I).

2. Discuss informally with his classinates.
3. Paraphrase o1 answer questions on oral reports and presen-
tations.
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Level 111, Grades 5-6: The student needs to:
1.
. preceding level-(Level 11).

(84

Lo

10.

Wieite sentences, sunple paragraphs, and letters.

Spell and use words found in reading materials,

Recognize dialects of people studied in U.S.A. geography
lessons.

7. Retell a story with a logical sequence of events.
8.

9.
10.

Read poetry and {olk tales. -
Experience ethnic literature.
Write a paraphrase of a pre-read story.

+

Demonstrate a 70% performance level on objectives stated for

Participate and communicate orally in situations such as book
reports, discussions, group reports, giving directions, and
vocabulary study.

. Use cmbedding transformations to produce well fonnca

sentences.

. Gather/and logically organuc information.

Recount in oral or written discourse folk tales, fdblcs, and
mytha

Use the dictionary.

Use the encyclopedia for information gathering.

Use prehixes, sullixes, and root words to expand vocabulary.
Recognize a sentence as consisting of a noun phrase and a verb
phrase (S — NP + VP) or a subject and a predicate.

Write sentences in connected discourse to form paragraphs.

Level 1V, Grade 7-8: The student needs to:

1.
2.

[ &1 B 5N

CoNo

Demonstrate a 70% performance level on objectives stated for
preceding level (Level II1).
Write and speak nouns, pronouns, verbs, objectives, and

‘adverbs with their proper word forms and markers.
. Use prepositions and prepositional phrases to add content to

sentences.

. Write subject-verb agreements.

Compound and embed sentences to form c\mpound and com-
plex sentences.

Spell words using rules of I;ngllsh orthography.

Write creatively on topics of interest to students.

. Speak so that ideas are accurately and logically presented.
. Select the central idea of written or ora +discourse.
10.

Separate factual from judgmental statcmems ‘

Level V, Grades 9-10: The student nccds 1o

2.
3.

. Demonstrate a 70% performance lc»f:l on objectives sxatcd for
preceding level (Level 1V).

Spell a list of useful words at a 70% performance level.

Read materials written at this level at a 70-80% compiehension
level. K
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I Wirite a wiitten communication whicl derives at least a G grade
from thiee experienced and peer graders,
5. Speak an ol.ll communication which derives at least.a C grade
from thnee experienced and peer graders,
6. Read thiee novels fiom the American, the British, and otha
ethnic experiences.
7. Identify propoganda, entertainment, and education featuies of
wmass media (press, TV, cinana, ete.), -
8. Respond to independent 1eading,
9. Read-caeer oriented discourse.
10. Demonsuate dhucnc\ in basic communcations sitnations
such as letter writing, telephone conversation, inforimation
gathering, and vocabulary developmerit,

Level VI, Grades 11-12: The students need to:

I. Demonstrate a 70% performance level on objecuves stated for

preceding level (Level V), ~
2. Selectan English canriculum appropriate to his hife goal orien-
tation, c¢.g., academic, vocational-technical, business, and
general.

3. Perform  uansformations, deletions  and  embeddings  in
generating written sentences.,
Analyze a written text to determine its content,
. Demonsuate a 70% compiehension of vocabulary words from a
useful vocabulavy building list,
Identify themes in literature,
. Respond to works fiom  American, British, and ethnic

literature,

8. Demonstate a knowledge of themes in literature,

9. Write in the forms of the journal and the essay.
10. Participate in large and small group discussions.
11, Read a passage fiom literature for oral interpretation,
12, Participate as a member of a debate team and, or a forum.
13. Assume the wle of a character from fiction or fiom real life.
. Record and c1ilicully interpret a video tape.
15. Trace themes in literatne which parallel history.
16. Demonstrate cultural growth and understanding.

-

(@1}

\)_C‘,

Determunmmng and Developing Objectives—N close look at needs at
cach level will indicate they contain clements of r1epetition, ex-
cessiveness, and uiviality. Notall of the needs will be developed into ob-
jectives, Some needs might not be suited to the leveld, they might not lend
themselves to the type of cognitive and skill instruction being discussed
liere, or they might be tivial. Teachiers and consultants will need to
thiashv ot and tosurtout ascquence of needs appropriate to cach level of
instraction, and from this point, develop sets of objectives around con-
cepts or themes,
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Objectives 1n a competency based English curriculum are dassified
as cognitive and skall objectives, remembering that the competency bas-
ed portion of the curticulum is, at the most, only about two-thirds of the
total cuniculum. The affective objectives are the remaining third of the
curnculum—superyzsed, through small group activity, by the teacher.
Cognutive objectives medude (a) concepts, (b) instructional processes,
and (¢) evaluative processes. Behavioral (skill) objectives include (a)
‘behavioral skills and (b) cognitive manipulations. Hffective objectives
incdJude (a) attitudinal changes, (b) opinions expressed, and ()
motivational changes.

Developing Test Items for Objectives—The acid test of a good ob-
Jective 15 1o be able to write test items forthat objective before the learn-
ing activities are developed. .\ set of such test items can also be used as a
pre-test to determme whether or notstudents already know the material.
If such is the case, then the objective is not useful for that level. For the
purpose of individualized instruction, the multiple choice type of
questions best suits the purpose. Here is a set of Level V, high school
concept and skill objectives and their accompanying test items:

LISTENING~—Intonation

Concept objectives: . .
The students will be able to identify the three features of intonation.

Sample test item:
[hat quality of speech, intonation, includes all except which of the
following features:
a. alliteration
b. stress
¢ pitch
d. juncture

e

LITERATURE~—Realism, Expressionism

Skill objective: #1

Describe how the presence of the Stage Manager in “Our Town” 1s
consistent with the character elements of the expressionistic mode of
drama.

Sample test item:

The difference in the way the author, T. Wilder, delineates the Stage
Manager in ““Our Town” from the other characters is:

a. by what they say about themselves to other characters

b. by what the author says about the character

¢. by what the character. says to the audience

d. by what the other characters say about the character
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LANGUAGE

Concept-objective:

The students will be able to 1ecognize sentences utilizing coinmas to
set off words in dnect address.
Samplie test item:

In which sentence is the speaker being derogatory to the person he is
addressing? .

a. Dope Harry, and George will be upset.

b. Dope, Harry and George will be upset.

¢. Dope, Harry, and-George will be upset.

SPEAKING—Group Discussion

Concept-objective:
The students will be able to arrange the stages of group discussion
in solving a problem.

Sample test item:

Of the following steps of group discussion use numbers 1 through
3, one signify ing the fitst step, and 5 the final step, to show the workable
pattein to solve a problem.

— formulate and consider possible solutions

— state the problem in exact ternins

— analyze data

——select the best solution

— collect pertinent data

-

WRITING—Thematic and Expository Writing

Skill objective #1 ;
The students will be able to order an drgumcnt\dliw paragraph.

Sample test item:

The following sentences compose a complete paragraph. In the
space preceding each line mark cach line in numerical order (1, 2,3, 1)
with line | being the introductory sentence.

—— Many Europeans think we do not.

-— The ordinary American reads cheap literature, mostly from
magazines and condensed books—goes not to plays but to
movies, usually solely for the sake of “‘secing a show” and

* listens to either “‘juke box" music of simple strains to folk
music.

— In Amnerica, we have a high standard of living and abundant
opportunity, but do we have an apprediation of literature?

— Relatively few Americans read great books, see great plays or
listen to great music,

Figure 2 illustrates a strategy for obtaining the w.ceds and objectives
for A COMPETENCY BASED ENGLISH CURRICULUM, K-12.
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Developing and Loaluating Instructional Materials—Once the ob-
jectives amd the st iteras are written, the developmen tand evaluation of
these instructional materials will be easy for most wachers. Exemplory
mstructional materials are available in an abundance of pre-written text
matcrials, No lotnger will one single “class set” of texts be needed. Some

. texts maglit prove madequate woaneet the objectives of this carricuium,
Before the fimshed mndiv idualized Learning Activiy Packets (LAP) are
assembled for mdusion in the completed carriculum at any one level,
they should be evaluated by at least three teachers on three different
groups of childien or students, This type of formative evaluation will
assure a usable product. .

A Competeny Based English Curriculum Guide—A Competency
Based English Cutriculum Guide will take from two to three years for a
dedicated wam of wachers in a district w develop. They will need con-
stant assistance amd encouragement from their administration and one
ot mote wnsultants and specialists in English andreading curriculum,
['he following ae the components of such a curricalum guide:

1. There will be one guide for cach of the -following levcls
Level . Grades K-2 .

Level 11, Grades 3-4
Level III, Giades 5-6
Level IV, Grades 7-8
Level V,  Grades 9-10
Level VI, Grades 11-12
9. There will an Explanatory Statement at the beginning of each
guide level which contains the following information: )
4.\ defininion and 1ationale for teaching twg-lish; reading,
and communication skills,
b, The diverse and basic needs of students inthe —__School
District.
(1) Vocational nceds
(2) Academic needs .
- : (%) Social and cultural needs.
¢. Sume broad goals for the expected student performance upon
leaving the district. What would be a minimal performance
level expected of an average, literate, high school educated
student from the — School District (exit behavior
, described in broad terms)?
d. A dcsulpuon of a Compclu:cy Based English and Com-
munications Curriculuni.
1) It provides for individual language abilities and develop-
ment for students,
; (23 It provn(lcs for individual vocational, academic, and
cultural n{u(ls and interests of studerits.
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(3) Itassuies that specific skills and knowledge are obtained
by each individual as he progiesses fiom level to leyel,

(4) Itprovides individualized learning activities for cach stu-

. - dent, .

(5) It provides an enter and an exit test at cach level (o assure
the teachers and students that at least 70% mastery level at
cach level. .

(6) Itprovides for diagnosis so that students can review skills

and knowledge of materials at alower level if mastery has

not been at a satisfactory level. .

It provides times and facilities for teacher and student to

wotk creatively in an open-classroom setting on useful

and thoughuul communications tasks in the area of
language, literature, and composition involving listen-
ing, speaking, reading, and writing skills.

(7

~——

3. The body ofeach guide atalevel will be unique and will contain
the following:
a A statement of specific English, reading, and- com-

munications needs of students at the grade and age level.
These needs should reflect the average language development
of children and students at the particular level.

. d statement of broad objectives for each level. These should be

selective and represent skills as well as concepts. They should

corver language, literature, and composition and include.com-

munication skills of listening, speaking, reading, wiiting,
and media. ’

A sample entrance-and exit test for each level.

(1) Both the entance and exit test should be the same except
for slight changes in the items, They are a form A and B of
the same test.

(2) The items are obtained from the specific objective,

. The-sample objective, activity, test wtem for each level. This

€.

section should grow and change from year to year.
g

Samples of indwvidualized Learming Activity Packets for each
level. T'his section should grow and change from year toyear.
Suggested outline for mini-courses, open-classroom ac-
trvaties, and creative learming activities. This section would
include such items as activities for groups, leaning centers,
units, and mini-courses and can suggest audio-visual,
literature, and writing activities. This section should grow

- and change from year to year.

Bibliography of teacher references, student textbooks,
literature, and audio-visual matenals. This section should
grow and change from year to year.
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Stage 1

Stage 2
Stage 3

Stage 4

Stage 5

Stage 6

Stage 7

Stage 8

Figure 1

Needs Assessiment

3

Deterinine Concepts and

Skills

Develop Concept and
Skill Objectives

'

Develop Test Items for Ob-
jectives

T

Develop Activities for Teach-

ing Objectives
- l ,

Develop Individualized and -
1. Systematic Learning Activity

~Packets which Include a Set
.of.Objectives

S
~
<

Teach, “Evaluate, and Revise
Learning Mativity Packets for
Student Attainment of Objec-
tives oD

N\
N

Develop the Sequence and |

Scope of~a Competen &Bascd
English/Communication

Cur-
riculum, Levels I-VI \

DEVELOPMENTAL STAGES OF A COMPETENCY BASED ENGLISH
AND COMMUNICATIONS CURRICULUM, GRADES K-12

t)nc Month

One Month

Two Months

Two Months

Two Months

Four Months

Four Months

Three Months
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Figure 2

A Strategy for Obtaining the Needs and Objectives for a Competency
Based English Curriculum, Grades K-12

Stages 1, 2, 3, and 4

STEP1

DERIVAYION OF OBJECTIVES FOR A LANGUAGE PROGRAM

»2 Canaepas, naterials, and
methods  presented an
cunieat tents for stiidents
and wuchers

Swdednts futaie needs i
school. soniey. and
aline

3 Anowicdge  avadable
from e pyyediology of
langudage deanning

Cantiktims of hoow ledge

expressed by,

@ Tanguage scholars
and aesearchiers

b. Curnichlum
sultsns

« Pragunoncrs und
wachors

: STER JI
7

cons-

PRELIMINARY STATEMENT OF OBJECTIVES FOR AN ORAL AND WRITTEN LANGUAGE PROGRAM

2 Behavioral Objectives
4 Bohasaoral skall
b Cogmtive mantipulstions

1

§ Cogmtive Objectives
4. Concopes
b lintucaonal prxess
¢« Fualuause prexess

3. Wlffective Objectives
a Attudinal changes R
b, Opunons cxpressed
o Motisational changes

: STEP I .
ASSESSMENT OF STUDENTS LEVELS OF ATTAINMENT OF OBJECTIVES, STEP 11
- 1 donutic -Illu;l ut (u;ucpu 2 ldunttication of  matertals 3 Sotng of coneegs amd ob- s
and obpousey whah are amd gk losels i which Jeetines available for assess- -
avemptal Boni Sup cotiepas and objectines Tron e purposes and congfiac
Step e asatlable and op- + tng senatient instruments,
nmally taught
\' 3 ==
. w
STEP IV
EVALUATION OF CONCEFTS AND OBJECTIVES, STEP 11
i Asongy, vadonts o dooman o < Questinan achiers jo decanime it § Aaahyse of toults of studem
dics g ot pis sind ub thev i waching concepyand ub- wostntg and wacher qQuesaoning
Jecuses o St It Jecuves on St 1 whds wre aith spevialng o determne need
thatenials avadable ol a Linguage prograat.
= J
/ STEP V
STATEMENT OF NEEDS AND OBJECTIVES FOR ORAL AND WRITTEN LANGUAGE PROGRAM
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Improvisation and the
Teaching of English

Yatrick L. Courts

k2

When [ finished preparing my talk for today, icalized that Thad
violated-just about cvary 1ulc we lay out for the production of discourse
whon we are tedlhing studemnts how 10 produce speechies o1 papers o1
whatava. o avample, Hdidn®thegin w idh anouthine, Tdidn"tdefine my
opic vrwiitc down a statemant of theme, 1 even fogot to biing a pen o
shectof paparn o theplace Twas sitting. On top of all these things Ldidn't
do, sins ol vmission, so tu speak, Lalso did some bad things because Twas
sittng inavary comfortable chair and listening to my collection of Bob
Dylan 1ecords. At the samie time, Twas thinking over the confercuces I've
been to this past year, the talks I've heard, the teachers I've talked to, and
the students I've been teaching,

While I was imvolved in this somew hat maddledthinking process, |
bugan o [all in and out of a daydrean [ have every once in a while,
whadu Lamataparty somcetite in the future, and the themeof the pai-
ty 1s the 1960°s. People are dressed in mixtures of .anny fllli.{lltb fromn
anny strplus stoies and old, loose flmng clothing from salvation army
stores, Theprze for the best costume is the sounduack from the mov e
Woudstuck, and othar puzes are being given for the most authentic
protest signs. Most of the people ae milling around “doing their own
thing.” though sumne people are made up in blackface and pretending
they aae Usitting an® over near the Kitchen, Everyone is having a good
timie histening o carly Beades records, Dylan, and the Jelferson Air-
plang, and the comvansations consistinaialy of people reminiscing about
the Civil Rights Movament, the 1968 Danociatic Convention, and lhow
Mavor Daley was the last of the great, old politicians. The conversations
also abound with phiases like “ripping stull off,” “offing pigs,” and
"blowing people’s nundy.™ Evayone, however, is careful to avoid
scrions discussions of things like the Watts riots, the invasion of .Cam-
bodia, the ensumg deaths at Kun State, and the assassinations of the
Kennedys and Maruin Luther King. After all, it is a party.

Anyway, e the midst of this somew hat mghumarishvision and, at
‘the same timg, tying to think of exactly what Fwas going to talk about
wday, two lines from Bob Dylan's far-1anging repertoire keptimposing
thamselves onimy now thotoughly overwiought consciousness, {1 was
begimming to think that magbe 1 should have begun with anoutline.)
I'he firstling lh.upuppul mw mny headisfroma Dylan song called"The
Ballad of a Thin Man."" It is a song about a man who is trapped in a
wotld he no longer understands. He sees the ferment around him, the
confusion, and the arguments, but he cannot or will notunderstand. It
alnost scenis as though he has been tinghe o ignore the realities around

o ,
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him, taught that he camot really affect these 1ealities anyway, and that
he has leamed his lesson well. The e P thinkang of fonns a kind of
chotus in the song, and it is, "Something is happening, here, but you
don’t know what it is, do you, Mi. Joues?™ In short, Mi. Jones would
quite likely be at a party like the one I just desairibed.

The other line that popped into my head,comes from a song titked
“Subtertancan [omesick Blues” , iU says quite matter of factly that ' You
don’t need a weathennan to l\uoy\ which way the wind blows.” Somne of
you may huow thatthis is tire line from which the Weathenmen, aradical
political group of the 60°s, chose their name. But the line is much more
important than this bit of uivia suggests because it implies that
.ll(lmugh hings sometimes seem very complex and confused, so much
so in fact lll.ll’\\L.llL 1endered impotent and unable to filta outa couse
of personal action, that even amidst this confusion, things aic often alot
*.deara than thiey sometimies seem. [t really isn't very difficult to flgulc
ont-which way the wind is blowing.

Of course, when Dylan wrote these lines he did not have education
in gencralor English teaching in particular on his mind, but the ines do
apply nicely to us and v profession. We live in a time. of ferment and

« wntroversy, and as professional educators we are bombarded with
Jagon-laden  arguments for and against  behavioral  objectives,
accountability, performance-based certification, specification of teacher
competendies, improved interface, humanistic cunticuly, flexible in-
stinctional systems, standardized tests for language aits, ad nauseam. .
[erc in New Yoik, the situation is being further confnged by the ap-
poinunent of an Inspector Genetral of Education whose job it is to make
cducation. in this state more efficient, probably by implementing
systems approaches o the teaching of English based on the behavioral
systemts used by the Pentagon in the sintieg to design planes that would
not-fly and later discarded by the Pentagon because of the excessive cost
and waste incurred by the system.

Clearly, somcthing is happening herd, and it would take someone
with Mr. Jones's blinders to avoid seeing what it is. We do not need a
weathiernan 0 know that most of the wind that’s been blowing in
vducation lately hias been concerned, not with what we actually do inour
classrooms, notwith whata student should learn inan Englhish class, not
with the activities that make up this thing we call English, but with how
to measure w hat we do, how to account for it, how to make it less expen-
sive. Inshort, we have been looking at things backwards by avoiding the
very difficult questions of what and how to teach, by making the very
dangerous assnmption -that leaining is measurable and quantifiable,
and l)y operating ou thatassumption in face of a grow ing body of infor-
mation that strongly suggests that almost all IQ tests, rmdmg tests, and
writing tests are severely limited and dlscnmumlory n-tenms of race,
culture, class, dialect, and geographic locale.

Vedon'tneed aweatherman to know that the teaching of grammar
(w hcn that meaiis to study about language rather than to work with the
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varieties of language we and our students produce) does not change a
peison’s competence in that language. he will not talk “better,” read
“better,” or write “better” as a result of the twelve years of grammar he
studies in elementary and high school any more then that fieshman
composition course based on graminar and usagc will ¢ 'uge his life.
And we don't need a weatherman to know that many of our students are
unable to read and even more don’t much like 1o read because we have
cut them off from the topics and books that have immediate bearing on
their hves. Instead, wt/h.ne rigidly enforced a traditional curriculum
cmphasizing thé transmission of our cultural henlage through the study
of great books and the writing of- literary criticism about these great
books. At its best, such a system produces lllerary critics who will goon
and do the same thing to their students, at its worst, it produces people
who hate literature and who think that they must have an English
teacher present before they could ever decipher the h)dden meanings

-of a poem. -
e

But I have been negative enough, and it is only fair to say that you
, don't need a weatherman to know that the winds of change have blown
some fresh-air ino the teaching of English. Furthermore, itis about time

1at [ heeded my own all and started talking, specnhcally, aboutsome of
l\\ concrete things I think teachers slgould be doing in their English

ms
\(‘\{SI‘OO

And so, I [inally come to the topic lhal was listed for my. preseﬁla-
tion, Improvisation and the Ieachmé of English. I chose this topic
because I believe that.improvisation (.al‘l profitably serve as one of the
central activities of the English class—an activity of major importance
to the teaching of writing, hter.nure t:ilkmg, and numan expcrlence in
general. \ «

} .

I suppose the firstorder of business, then, is for me to define what 1
mean by-improvisation and to offer some-concrete examples of how im-
provisations can operate in English classrooms lmpronsauon canin-
volve students in-the relatively simple but fun activity of pantomiming
words like anger, love, pride, fear, etc., whilé the restof the class or group
tries to guess what it is the actor is trying to convey. Or, the pantomime
can be made slightly more compiex by askmg students to act within the
context of commun situations. a man has lost his last coin in a cigarette

machine and has still not gotten his cigarettes; a person taking a drink
from a water fountain gets drenched becauseithe water pressure is too
high, a fisherman loses the “big" one. The situations themselves are fun
and easy to create, and. I've yet to find- students who would not par-
tcipate happxly in these kinds of activities. Aside from the fact that
students-generally enjoy doing these pantomimes and trying to guess
what word or situation is being pantomimed, this activity also provides
a concrete base for a variety of writing activities. At the most-basic level,
students can write short pieces describing the situation that was pan-
tomined, or they.might wish to write about a time they had trouble with
a Coke machineor the time they lost the “big” one. They might wish to

Q . o~
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write a critidism of the person who perfoimed the pantomime,
suggesting actions he should have employed to better convey his word or
situation. Other students niay wish.to-go so [ar as to write a short story
abuut the situation they saw pantomimed, or, a character sketch of a per-
son they know who is angry, in love, prideful, etc. In my own mind, the
mnost important thing here is not the kind of composition they write, but
that they have a concrete éxperience to base their writing on.

Ata sllghtly more complex level, students can- lmprov isesituations
of-their own devising in which several people take part and in which
they-may or may not use words, depending on their own wishes. For ex-
ample, they might do a take-off on the man who lost his money. in the
cigarette mnchme Just when he is at his angriest and kicking and shak-
ing the machine the hardest, the store owner or hotel clerk might ap-
proach him-and politely (or angrilv) request that he immediately stop
wrecking the machine. The possibilities of such a scene should be ob-
vious. as the twomen begin to argue hotly, a policeman comesalong, the
first man’s Wlfe or child might come along, and [or that matter, « Mar-
tian mlght come along. All that really matters is tl.at the people con-

tinue t mtcmu in_terms of the initial conflict, possibly aking sides-for -

and ag inst the machine.

Agaw such an activity suggests a wide variety of writing activities.
soine slgdents might be cnlerprlsmg enough to write a one-act play
based on the improvisation, a play they might later perform and’
possibly even videotape. Students involved in this kind of follow-up ac-
tivity co’uld also work out costuming, background music, and even an
integrated slide presentation, if they wished to pursue the idea to its
natural-end. Other students mighl only wish to write characler,'skelches
of the people in the lmprowsauon Or expository papers descrlbmg ex-
actly what happened in the improvisation, possibly workmg from the
Joumallsts objective point of+view. And still others might write per-
suasive essays taking the part of one side-or another (for o1 agamst the
machine) and trying to convince the reader of their poml ol view. Idcal-
1y, of course, students will create their own conflict situations, and with
a few simple directions from the teacher, they will have little difficulty in
creating, planning, and when they wish, performing their im-
provisations. .

In preparing students for these kinds of improvisations, the teacher

i

-can employ a variety of strafegies, but I prefer to break the class into

groups,_of four or five students and to ask them to think about the kinds
of conflicts they see everyday or in which they, themselves, are sometimes
involved. A few examples will help them here. students mightimprovise
a situation, in which a son or daughter brings home the ‘“undesirable”

person heor she has been dating against his parents wishes. Such asitua-
tion might resolve itsell when-the parents find out that the undesnrable
is a nice person after all, or when everyone becoines so angry. thal the two
young peopleleave the house. Other conflict situations thatare relative-
ly familiar to many of our students are those that deal with racial, clhmc,

\
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~orieligions bias, those that deal weth il 5cuu.llio|| gap, and those that
fucus on ontroversial topies like women's liberanon, ceology, student
activism, etc.

Atany ratg, I've wsually found that as long as the students have a
tlear idea of the kinds of conflicts they might improvise, they have little
difficalty aeanng thien own. The only diection I generally give them
when tiey are planning these kinds of implu\ isatioris is that they should
carcfully plan an u:dmg, for then-nmprovisation. This will help them to
avoid-the deadly improvisations which seun to drone on foreven, doing
the same lhlnss ovar and over again, because noone involved in-thre o
provisation knows how to get out of it. Another important g .
tion to consider 1s that the paformanceof these improv isation, b,
the least_important and necessary pait. It is the creating and pr..tmg
process thatshould be emphasized because itis there that the stadents aie
actively engaged in aeating literatuie and struggling with the problems
of ()lg.mil.llion. chaiactenizaton, stereoty ping, plot,-theme, ctc.

Inmy own eaperiments with impigvisation, I have found thatmost
students agoy the puanning stage, but some of them become terrificd by
the acting-out stage. At the same tine, there are .ll\\d}S a few who are
happy and willmg to petform their improvisations,, and these few
groups .suppI) us with all we need for lnge group discussions. \afd as far
as mmns, activities ate coneerned, students who have not performed
thedr improvisations can still write about the ones they secother students
pafoim, they can write about the muprovisation they planned in their
gioup, o, they lnlgllm.mt twexplamwhy e+, .hq arcafraid o perform
their own improvisation. Some may waut to seript their impiovisation
and see if anotha group will perform it The pointis thatwe don’thave

* 10 torture:anyone with improvisations. ' :

Earlier in tus discussion, 1 said that I viewed improvisation as thie
central activity of the English class, out of which a variety of other ac-
tvities should grow. So far, 1t may scem that I have said alot about im-
provisation and wiiting, but very lite, of anything, about literature.
Quite the contrary, though. I think I have said a great deal about
hicratne- for the impiovisations themselves are a diamatic form ol
literatuze and no less valuable because they have been created by
students. Ou  the other hand, we all are interested in teaching
professional litcratune, and Iethink thatimpioy lb.lllonb can providealot
of help here also.

If, when we teach literatuie, it is our desire to help our students dis-
cover their own and others' humanness, and if we see literature as the
man’s artistic expression of the human condition, of the consciousness
dnd the subtonscious, as the arustic expeession of those private moments
we allhave but never artueulate, as the eatalogucof events which make us
a part of thatg group we call hurflanity —if we sce literature in these ters,
then impioyisatton Ims A natural relationship tothe study of literature.
Ihe themes, the conflicts, the funny litde inadents, and the human in-
teractions whicl are at the center of dramatic improvisations are also at
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the wenten of hiterature, And what better way to begin to experience the
humaimesy_of literature than to participate in some concrete 1epresen-
tations of the themes, emotions, and conflicts presented by the writer.

Before 1 gu any further-with this poing, 1 should be clearer about the
kinds of improvisations I see students doing in preparation for or
panst to literary works. Itis common mistake to ask students to per-
~m a scene taken straight out of a novel or dramatic poem, and the
reason it isa mistake is that it limits the students too much. Instead of ex-
ploting the natwie of the emotions, the conflicts, and or the interactions
with-which the work deals, they are put in the unpleasant position of
copy ing o1 re-producing what has already been done. [ give this caution
only because I've seen so many students and teachers suffer through
these moments, all in the best of faith, I suggest that it is more
worthwhile for the students to create their own improvisations based on
the kinds of conflicts represented in a novel, or on the kinds of human
1ele munslups, ot kinds of situations. For example, if the novel is Grapes
of Wrath, students might work out improvisations dealing with poverty,
a family breaking up, or the h.lr(lslups of farm life or of being migrant
workery, This kind of activity is valuable because it gives the students an
pponumty to explore their own ideas and feclings about the themes
and loplcs presented in the work of lllcrature, and the improvisational
experience offers a conerete base for comp.msons between the way the
sltl;lcllls sce things and the way the writer presents things. The literature
has bearing on the lives and experiences of the students because the
classroom activities and approaches to the literature are focused on the
students and their ideas

Improvisations offer thestudents a chance to bring the real events of
their lives into the ddassroom for discussion, analysis, comparison, and
(o serve as beginning points for wiiting and the study of literature. An
emphiasis on improvisation in the dassroom puts English back into a
Iining context and removes it from the sterile, dusty place it so oftety
holds in the schools, But even more important, improvisations, by their
very nature, stress the interests of the students and they stress action. The
students create, plan, and sometimes perform improvisations, They
produce, direct, and make costumes and background music for
videotape productions of their improvisations. They write about their
improvisations, talk about them, argue and l.lugh about them. They
read about the themes and conflicts which have formed the central con-
flicts in their improvisations. In short, because of improvisations, they
do thin_ with language, instead of only studying about English, they
language about it. They use English to understand themsclves, their
world, and their place in it. They use English to share themselves with
their dassmates, .md lluous;h the reading thq take part, emotionally
and mtelleuually, in man’s greatness, his pettiness,-his sorrow and his
joy.

1 think that there is little question that such an approach isdifferent
from th¢ traditional approach, and l/dl while 1t may not produce what
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State University College
Fredonia .

joy reading.
A

Al
we generally considet literaey enties, 1t probably will generate students
who have some understanding of their own worth as human beings,
who have self-confidence in their ability to speak and write, and who en-
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Literary Research

by
R. D. Lakin

[-often think of Emily,

who knew thé true uses of sound
and never went gathering chatter
on an endless round of calls,”

a matter for modern comment.

I myself can see her baking pies
or brightening the wash
accompanied by buzzing flies,
but a woman’s avoiding hairdressers
suggests a quirk or even worse.
(Only confessors dare dogmatize.)
My theory is a fabulous Turk,
unknown so far to American Lit,
crept in at night and undid

her hair in tresses of dark beauty
she stroked in lonely pride,

then bid him do his duty

and pin it back in a bun so staid
her own sister made no note
she’d ever been undone.

Fort Collins, Colorado
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MEDIA REVIEW

I he Late and Tunes of Judge Ros Bang ' Distributed by Swank Motion Protares, e,
201 Jetterson Ase., St Lous, Misoun, 63166 Runming nme 120 s, Rental.
$125,00, (PG, Colot

A man has two loves 1 his life—an unattaimable goddess and a mortal woman ' So
states Judge Rov Bean i this s mélange of facg, frenon, fose story, spook, listory . satine
Bean. 4 i lihe Rooses dOsunted o die tmes and dic land, appears sy wles heis
couly vutiageous s the Judge of the wwn of Vinegaroon (Stng vl a Farantula’s Tail™)
and Coswally elnminaies opposition bas ean Tands of a card game assined of thesectitude
of s actions becast of Tus nodding acquamtance w i Psaho 38, Therighteosus willre
gutee w hen hesees the vengance, " Yen Iihesome raw Don Quinute uf the tnscous West, he
G fottow mguess oba dicam of the deal w oman, Miss Lily Langtry With gentle, sulted
gatlanay, he wites w ha amoment before death, Y own prosencc on the carth has gisen
me strongttnand digriny wbcoome ww a ganluna, Godwiidling Tughtsometine stad
nosow highte TIeappears as dic tomanue scasible w dic “positindy tropical” beauty of
Tus fand, and as the aging man who sees has dieam quietly shpping as ay and fears, “Peo
ple won thnows what it wok w budd dis place, thes won'thnos aboutme. o Man ismor
tal. Fumaliv, he s the 1ough-cast Odysscus who retanns to nd the wown of thepervasive
decay that spread dunimng b absence, Ihe a mythie hero vut of some old piciare book,
tightung @ 1canmyg borse and aymg,  For Tesas and Miss Lily !, he achieses his final
defimtion as “Jusuee” m the apocalypuc explosion that purifies the wown,

I he actron and diadugue cvated bothnon-Regents and Regents stadents, and the filin
lent 1seibtu a sanety ol thamand approaches, the hero as rebed, Toscas real and ideal, the
Ametican Dream and s mumate mdaitficaton with the Land, the opposition of
vengeance and justice. T0s an obvious ioouree for cotss in The Cowboy and American
Humor, contannng sucd f0lh tpes as the onginal Bad Bob, the Albno, and Grizzly
Adams, who  coliabied wath the bears, * Thghly recommended for Senior High School
Publiaty and free bulleun boad-posters avalable frodr Swank. -

L. Edison

‘Overtute Nyatany.  Runming wnc 9 mmutes. Rontal, $12.50. Distributed by Contem-
poray McGraw Thil, Princeton Road. Hightown, New York 08520, Color.

Overture Nyttany 15 a superb film for creatve wrting. Using special technigques, it
reveals the development of an embryo from the first cellular stirrings to the final
emergence of a chicken from an egg. The processes of growthare recorded against asplen
did background of sound and wlor, and the dlassical music provides an amazingly ac-
curate accompianiment to the events,

e fedm s o rch resowree for poctry and doaniptive wnung assignments. [t provides
an exceltent visual example of e idea of the micocosm and can be used to explain the
ditterent ts pes of narrators e hoton, 1 es also hghly suitable for courses inSe ience Fic
ton, especially m connecton watle the thane of fantastic soyages and the archetypal
pattern of the journey

Highlv 1ccommended for all Tevels,
L. Edison
Between Lineand Tunbukte, Runsimg tnic, 9 minates. Runtal. $73.00. Diswibuted by

New Lite Ginema, Educational Frlm Dission, 121-Universtty Place, New York New
York 10003,

THE ENGLISH RECORD




Stands of  Cats Gradic, Welconne o the Monkey Howse,” “Suens of “Fian.”

Happy Bothday Wanda June and - Slanghua-House Freate woven o ths

Vonnegut compustie Lhe i s protagonist s Stony Stes o, toadeant of Indhanapolis ,
and winner ot the Blst-Ol Space Food Jigle Comtot, his jomnma thiough the Chnono-
Svie bastie Fnfundibudaase s, at sanous and unanpouncad s, back w canth, provides
the rames otk fon the ghatomg Vonmosan view of Cot anpoiany socrey Stom's guest for
the meanimg of Titeand death cdimases man Lilucal Saade >alor wharcacustomen who
has  diopped m o tamoll asks, W hatare people foranvsan® Notsurprsimgly, thei
1y no st to this old man s Lst question, .

. I he tthu o usetul for classes 1 satue and saonee b ton, aad for umts oy thology.
atchiets pal pattens, comanporny st aund vitue Recommmended for Thgh School.

.. Edison

Pream of Wadd Horses  Runninig tine 9 wiiies. Reatal S1250 Distnibuted by Gon-
- tenmporany McGraw Hidl, Punceton Road, New Y otk 08520

1 by veanarhable Bl iakes as s subjec e waild hotses of Camangue The wscof slow
moton and sobtfoc as batkgrowids tunn the cvants of the il mto scanes of hamong
beruty 1 he andionee iy asothed By tle Bife o the had—stathons biatally fight for )

\ domamance. the hod galops tuough cocan mst e the canly davwn, the ammab e
llnum;hllm vt tmes b o meabes ws seethe Bordas nonls a pritc abstraction ol thvilan

and inovemant {

#
Fins fine, i Awand of Ment sanser ar the 1960 Edmbarg Film Festval, 1s a nch
v somnee fon students of aaatne wisting of all tacs—spraal, non-regants, regents, ad-
N vanced 1Cabo dends gl well @ atats on e Wast Thghds recommended for all fevels.

. \ L. kdison

Biare Glony  Rummmg v 12 sminates. Renedd $1500 Dsutbuted by the Natonal -
Education Faim Genter. Ronte 2, Faksburg, Mans Land 21018, Colon,

Ehis spoot ot the weany T westan s both msttscan cand laghh antertammg, The
plot. ovaspacked with the i pread dengonts of the s osian, moves gan Ky ronghasenes
of evants whach provade, wide the hodp of spraaletfecs ananinat dddimuonof parods
Fhe bim s prosantation of the cow bov-hao  m ghondicalons dhnaceer o Blaze Glons
quickiy elicas discission of ont expeaatons of the haoin the tadimonal westen flick.

fan addition o s by ious ust st amit on satincatcoukd abho wdlbe shownm units
on the hero, the Titeraane of the Smetiean West, and. of comnse, m limmor,

I. Fesghery.
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